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OVERVIEW – in this module, we will explore: 

• Guidelines for thoughtful follow-up and coaching throughout CERL processes 

• How to cross-link research and teaching in CE strategies 

• Some ethical considerations to be made when putting CERL into practice 

 

LEARNING GOALS  – after completing this module, you should be able to: 

• Define obstacles and facilitators for quality CERL  

• Formulate the relevance of the GRROW coaching model for CERL  

• Integrate elements from the GRROW coaching model into a CERL course  

• Define ethical dimensions and challenges of transdisciplinary learning strategies  

• Support students and partners in a deontological and ethically sound way  

• Define possibilities for the integration of research and education throughout CERL 

• Make thoughtful choices about instruments and methods for critical reflection in CERL 

 

  



 

To develop an authentic and inclusive learning trajectory, it is imperative to find a balance between 

sufficient guidance (clear instruction and guidance geared to both the initial situation and predefined 

target competences) and autonomy (possibilities for self-direction, ownership and control for 

students and other participants involved in the learning process). 

The so-called GROWTH mindset is an excellent starting point. This principle was put forward by Prof. 

Carol Dweck as a counterpart to the so-called 'FIXED mindset', as a building block for a positive and 

powerful learning environment. A GROWTH mindset implies that you not only have an eye for the 

final result of the learning, but also take into account the growth and learning process. When guiding 

students, you focus on possibilities and opportunities, rather than/solely on problems, blockages or 

shortcomings. 

 

FIG. 1: GROWTH vs. FIXED mindset, Grant & Dweck (2003) 

This basic attitude can also be found in the Jef Clement guidelines on 'inspiring coaching' (Clement, 

2014). Clement sees coaching as a way to provoke learning; to break through the obvious; to tap 

into enthusiasm; to push boundaries; explore new ideas; challenge others to look at things 

differently. The belief in the student's ability to develop him/herself and to resolve difficult situations 

is the main idea here. In the case of setbacks, as a learning support provider, you should immediately 

assume that the student cannot do something. You can use coaching and reflection strategies to 

examine the learning process from a bird's eye view, to remove obstacles and to maximise growth 

and learning opportunities. 

 

 

GUIDANCE 



  

 

FIG. 2: steps and skills in GRROW coaching (source: MILO - VUB) 

 

The GRROW coaching model is a tried and tested framework at VUB. During the GRROW coaching, 

you go through five steps: Goal (What is your learning question? When would you be satisfied?), 

Reality (What does the situation look like now? What are you encountering? What are you concerned 

about?), Resources (Whom can you contact? What talents can you use? Which theoretical 

frameworks could help?), Options (What options do you have? Which advantages and 

disadvantages play a role?) and Will (What steps will you take? When will you do what? Who can 

help you if things get difficult?).  

A GRROW interview is not optional. The coach and the coachee work together to move from 

concretely formulated (learning) goals to realistic actions that will enable them to achieve the set 

goals.  By incorporating this model into a coaching conversation, people grow in the actions they 

take, their attitude and behaviour and in terms of their insight into their own actions and learning. 

As such, they truly grow as a person. 

Some important points for a good GRROW coaching conversation are: (1) starting from concrete, 

personal experiences, (2) focusing on resources available from the coachee and in the environment, 

(3) a constructive view, (4) authentic interest in the other, being present during the conversation, 

actually making contact, (5) creating a safe environment, by partaking in the conversation with an 

appreciative attitude. The aim is to gain new insights together during the coaching conversation and 

to achieve sustainable (behavioural) change. Learning is the focus here. 

Good guidance is certainly important. This is an important task for the educational supervisor. But 

students can also coach each other (intervision) or use the GRROW model to reflect on the 

collaboration and/or the learning process (self / peer assessment) in the meantime. It is important 

that the discussion partners are offered ample training opportunities to acquire a number of 

important coaching skills.  



The 7 skills that are necessary to facilitate GRROW coaching are: active and exploratory listening, 

appreciating and empowering, confronting, inspiring, challenging, allowing and giving space, 

relaxing. More information can be found in the book 'Inspirational coaching: the Art of Dynamic and 

Challenging Communication' by Jef Clement (2014). 

During coaching and reflection sessions, it is important to reflect on one's own thinking, acting and 

learning from different points of view. For example, by letting students take on various roles: a critical 

friend, researcher, stakeholder(s), professional, timekeeper, ... In this way, you explore experiences 

and learning questions from different angles: critical, investigative, objective, target group-oriented, 

appreciative, time-bound, ...  

To provide students with insight into their own learning process and to give them the opportunity 

to take responsibility for it themselves, you provide quality feedback throughout the learning process 

(where am I now?), as well as feedforward (how do we continue now?), geared to the proposed 

learning outcomes (where should I go? = feed-up). Provide feedback on concrete and desirable 

behaviour.  Use “I”-messages and list the Event, the Emotion or thoughts, and the Effect (EEE). Giving 

feedback means both listing the positive behaviour and indicating points for improvement.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

The VUB encourages professors to coordinate the design of their education with scientific insights 

and developments. In our educational vision, the importance of research-driven and research-

promoting work is cited as an important quality characteristic. How can the link between education 

and research be put into practice within the CERL context?   

 

FIG. 3: ‘teaching-research-nexus’, adapted from Healey, M. (2005)  

Starting from the Healey model (Healey, M. 2005), the educational research link can be understood 

and realised in various ways: 

• RESEARCH-LED = EXPERT-DRIVEN & CONTENT-FOCUSED:  

Course contents are selected on the basis of the research interests and/or the expertise of the 

professor. The emphasis is on knowledge acquisition, in particular on insight into research results 

rather than research processes. 

• RESEARCH-ORIENTED = EXPERT-DRIVEN & PROCESS-FOCUSED:  

Aside from the course contents, the emphasis is on understanding the processes and methods on 

the basis of which knowledge is produced within a certain discipline. Education is aimed at acquiring 

research skills and a 'research ethos'. 

• RESEARCH-BASED = STUDENT-DRIVEN & PROCESS-FOCUSED:  

Students are actively involved in a research process, the starting point being existing, authentic 

research processes (connected to the institution's research) 

• RESEARCH-TUTORED = STUDENT-DRIVEN & CONTENT-FOCUSED:  

Student-centred education using activating learning forms. The emphasis is on course and research 

content, rather than on research skills and processes.  

EDUCATION & RESEARCH 



• RESEARCH-INFORMED = EXPERT and/or STUDENT-DRIVEN with PEDAGOGICAL FOCUS: 

Focuses more on educational research than on disciplinary research. Professors and/or students who 

monitor the quality/impact of their own course. 

Research shows that linking education and research can be valuable for professors, students, 

institutions and social partners. On the other hand, this is not always an easy thing to achieve.  It 

also raises a number of quandaries and possible thresholds for each of the actors involved (Elsen et 

al., 2009). It is important to carefully consider these in advance and monitor them during the 

implementation of your CERL project. Expectations, needs, time, availability and available resources 

must be constantly monitored, fine-tuned and / or adjusted over the course of an CERL process. A 

good liaison officer/bridge builder is certainly beneficial in this regard. 

Transdisciplinary education, including some forms of CERL, aims to go one step further. Educational 

activities are not only geared to (priority) research themes and expertise of one's own department 

or institution, but also to the social research and policy agendas. Academic and non-academic actors 

from various disciplines are brought together in a co-creative process to contribute to local change 

capabilities. In that context, one could speak of a learning ecosystem, in which stakeholders shape 

sustainable solutions and innovation for complex (typically 21st-century) challenges together. Often, 

the term 'Urban Living Lab' also emerges within this context as a promising way to shape (complex) 

metropolitan innovation processes, geared to local socio-ecological challenges. See for example 

Baccarne et al. (2016).   

Given that these 21st-century challenges, these so-called 'wicked problems', are typically 

multidimensional in nature, they require a multi-, inter- or transdisciplinary approach in both the 

research process and the professional context. Cooperation between various scientific fields and co-

creation between various stakeholders (the business community, governments, civil society 

organisations, active citizens, academia) are increasingly becoming the norm. It is important that 

students can become acquainted with these aspects and develop relevant competencies throughout 

their education.  CERL strategies lend themselves quite well to this purpose. 

  

 

 

 

 

 

 

 

 

 



 

Reflection questions 

In what way do you shape relationship between education and research? 

What is the purpose of this link? 

What is the added value for students, partners, for you? 

How do you monitor quality? 

What obstacles could your approach encounter? 

What principles and levers do you use to mitigate this?  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

CERL is a teaching strategy where you bring together actors with different backgrounds in a shared 

process of knowledge development. This is influenced by all kinds of personal characteristics. Some 

factors are immediately apparent (differences in language, gender, age, skin colour, physical health, 

etc.), others are less pronounced and have a subtler influence on process interactions and outcomes 

(family background, socio-economic situation, level of education, role patterns, learning style, 

framework of values, political beliefs, etc.).  

As lecturer, you will initially be confronted with visible characteristics and behaviours - the 

characteristics above the 'waterline' according to the McClelland iceberg model (see figure below). 

However, if you want to achieve sustainable behavioural change, you also have to dare to dive 

'below the waterline' with your students and other stakeholders in the learning process. You then 

look for views, values, beliefs and expectations that influence thinking and acting, while not being 

immediately apparent or explicit. By exposing these and making them negotiable, you get a more 

impactful learning path. 

 

 
FIG. 4: Iceberg model, after McClelland (1973)  

By diving 'below the waterline', you create space for Triple-loop learning, also called transformational 

learning (Lingsma & Scholten, 2007). With single-loop learning, you pay attention only to the visible 

and concrete behavioural level (What do you do?). Double loop learning examines the patterns 

associated with behaviour (How do you do it?). Triple-loop learning goes one layer deeper (Why do 

you want/do this?). You assess what is important to the person, the motives that underlie a certain 

view, attitude or behaviour. You expose factors that influence identity construction and provide 

ETHICAL ATTENTION POINTS 



leverage by means of which learners can take ownership of their own thinking, acting and learning 

process.  

 

 

FIG. 5: Triple loop learning, after Lingsma & Scholten (2007) 

 

It is important that you also dare to look below the waterline with regard to your own approach. 

What do you expect from your students? Which motives, assumptions, goals, etc. play a part? In 

what way do you remove as many thresholds as possible and prevent damage or injury from 

occurring throughout your CERL process? How do you keep the risks and benefits of the CERL 

Project in balance? How do you protect the well-being of your students and the people they come 

in contact with? How do you deal with forms of power, privilege, inequality? In what way do you 

make participants in the learning process aware of conflicting interests that may influence the 

cooperation process? How do you create honest, authentic, reciprocal and equal relationships? How 

far does your responsibility extend in this regard? Which norms and standards do you use as a 

guideline? 

Given the risk of damage, unequal power relations and conflicts of interest, ethical guidelines should 

be presented and monitored for CERL projects. Relatively little attention is paid to this in the CERL 

literature, however. Barbara Rich (2003) provides a clear overview of points of attention and 

guidelines based on the Lifebook Project (see: www.lifebookforyouth.com). The VUB Legal and Ethics 

Office is happy to serve as a sounding board for VUB lecturers. The VUB charter for the Researcher, 

can also serve as a basis.  



  

Reflection questions 

Which ethical quandaries apply to your CERL? 

How do you deal with them proactively? 

Which resources do you turn to? 

Which principles/pillars are central? 
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