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Introduction
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WELCOME TO THE PEERAGOGY HANDBOOK

Welcome to the Peeragogy Handbook!
Peeragogy is a collection of techniques for collaborative learn-

ing and collaborative work. By learning how to “work smart” to-
gether, we hope to leave the world in a beer state than it was
when we arrived.

Indeed, humans have always learned from each other. But for
a long time – until the advent of the Web and widespread access
to digital media – schools have had an effective monopoly on the
business of learning. Now, with access to open educational re-
sources and free or inexpensive communication platforms, groups
of people can learn together outside as well as inside formal in-
stitutions. All of this prompted us to reconsider the meaning of
“peer learning.”

ePeeragogy Handbook isn’t a normal book; it is an exam-
ple of the kind of work that’s only just now possible. e book
is an evolving guide, and it tells a collaboratively wrien story.
In fact, it’s one that you can help write. Using this book, you
will develop new norms for the groups you work with — whether
online, offline, or both. Every section includes exercises and re-
searchmethods that you can apply to build and sustain strong and
exciting collaborations. When you read the book, you will get to
know the authors and will see how we have applied these ideas:
in classrooms, in research, in business, and more.

You’ll meet Julian, who put the ideas to work as one of the di-
rectors of a housing association; Roland, a professional journalist
and change-maker; Charlie, a language teacher and writer who
works with experimental media for fun and profit; and Charloe,
an indie publisher who wants to become beer at what she does
by helping others learn how to do it well too — as well as many
other contributors from around the world.

e book focuses on techniques for   
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,    ,  
, and    . ese ma-
jor sections are complemented by a catalog of design paerns
and notes on relevant technologies. You should, for this reason,
think of the book as first and foremost a practical guide. As you
work through these chapters, youwill beginmastering these tech-
niques and developing the way you think about geing things
done.

e following brief section is a guide to using the book it-
self. en, we provide a succinct overview of the book’s contents
whichwill help you begin thinking like a peeragogue. Once again,
future editions    , so don’t hesitate to 
  with comments or questions.

http://peeragogy.org/convene/
http://peeragogy.org/convene/
http://peeragogy.org/organize/
http://peeragogy.org/cowork/
http://peeragogy.org/cowork/
http://peeragogy.org/assessment/
http://peeragogy.org/resources/how-to-get-involved/
http://peeragogy.org/contact/
http://peeragogy.org/contact/
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HOW TO USE THIS HANDBOOK

Author : Howard Rheingoldis document is a practical guide
to co-learning, a living document that invites comment and in-
vites readers to join the community of editors; the document does
not have to be read in linear order from beginning to end.

If you and a group of other people want to co-learn together,
this handbook is a practical tool for learning how to self-organize
peer learning – what we call “peeragogy.” Material about con-
ceptualizing and convening co-learning – the stuff about geing
started – is located toward the top of the table of contents. Mate-
rial about assessment, resources, use cases is located toward the
boom of the TOC. But you don’t have to read it in sequential
order. Hop around if you’d like. We’ve focused on “hands-on”
techniques, so you’ll probably want to try things out with your
own groups and networks. We think – and some research seems
to support – that understanding how co-learning works will help
you do co-learning more effectively. So we’ve included material
about learning theories that support peer learning or that reveal
useful characteristics of successful peer learning. For those who
want to delve more deeply into the empirical research and schol-
arship, we’ve linked to a sister document – a literature review
of learning theory related to peeragogy. For those who want to
study more deeply about the aspects of peer learning we summa-
rize in our articles, we provide a list of links to related handbook
articles, and a set of resources for further study. ink of our
pages as both places to start and as jumping off points.

e short videos, most of them under one minute long, at the
very beginning of many articles are meant to convey a sense of
what the article and its supporting material is meant to convey.

is is a living document. If you want to join our commu-
nity of editors, contact @.. If you want
to know more about how to go about creating a handbook entry,

5
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see the guides at the end of this book. If you don’t want to go
as far submiing new articles or editing existing ones, please feel
free to use the comment thread aached to each page to suggest
changes and/or additions.

See also
• G   

• T T  C

• O   

• O  

http://peeragogy.org/how-to-get-involved/
http://peeragogy.org/table-of-contents/
http://peeragogy.org/resources/
http://peeragogy.org/resources/literature-review-peeragogy/
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AN OVERVIEW OF PEER LEARNING

e aim of the Peeragogy Handbook is to establish
effective peer-learning techniques that you can im-
plement “on the ground.” We suggest that you look
through the Handbook, try a few of these sugges-
tions, and see how they work for you. en we in-
vite you to return here, share your experiences, ask
for feedback, and work with us to improve the Hand-
book and the field we affectionately call “Peeragogy.”

In this part of the Peeragogy Handbook, teams of
“peeragogues” have distilled their most important
and applicable research and insights frommore than a
year of inquiry and discussion. Although there’s been
no shortage of experimentation and formal research
into collaborative, connective, and shared learning
systems in the past, we’ve detected a new rum-
bling among education thinkers that when combined
with new platforms and technologies, peer-learning
strategies as described here could have a huge im-
pact on the way educational institutions evolve in
the future. We’ve also seen for ourselves how peer-
learning techniques can help anyone who’s inter-
ested become an effective informal educator, whether
or not that’s part of their job description.

The interplay of individual and group
“Personal” supports “peer” - We can consciously cultivate liv-

ing, growing, responsive webs of information, support, and inspi-
ration that help us be more effective learners. is is a personal
learning network. We’ll offer tips on how to build these networks

9
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— and we’ll also explain how strong personal learning networks
can contribute to and evolve into even stronger peer learning net-
works.

“Peer” supports “personal” - As we work together to develop
shared plans for our collective efforts in group projects, we usu-
ally can find places where we have something to learn. Further-
more, if we are willing to ask for help and offer our help to others,
everybody’s learning escalates. Being mindful of effective inter-
personal learning paerns is an important part of building an ef-
fective personal learning plan.

In the following sections, you can read somemore about these
strategies, or you can skip ahead to Part III to start looking at
specific techniques you can use to build your own peer learning
group.

Peer learning through the ages
As you may have guessed, our new term, peeragogy, is a riff

on the word pedagogy — the art, science, or profession of teach-
ing. Pedagogy has a somewhat problematic story of origin: it
comes from the ancient Greek tradition of having a child (paidos)
be supervised (agogos) by a slave. Greek philosophers disagreed
with each other as to the best way for individuals to gain knowl-
edge (and even more so, wisdom). Socrates, who insisted that
he was not wise, also insisted that his interlocutors join him in
investigating truth claims, as peers. e most famous of these
interlocutors, Plato, on a more pedagogical bent, spoke of an en-
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lightened few, whose responsibility it was to show others the light
of knowledge (illustrated by his famous allegory of “e Cave”).

In more recent centuries, various education theorists and re-
formers have challenged the effectiveness of what had become
the traditional teacher-led model. Most famous of the early edu-
cation reformers in the United States was John Dewey, who ad-
vocated new experiential learning techniques. In his 1916 book,
Democracy and Education [1], Dewey wrote, “Education is not an
affair of ‘telling’ and being told, but an active and constructive
process.” Soviet psychologist Lev Vygotsky, who developed the
concept of the Zone of Proximal Development, was another pro-
ponent of “constructivist” learning. His book, ought and Lan-
guage, also gives evidence to support collaborative, sociallymean-
ingful, problem-solving activities over isolated exercises.

Within the last few decades, things have begun to change very
rapidly. In “Connectivism: A Learning eory for the Digital
Age,” George Siemens argues that technology has changed the
way we learn, explaining how it tends to complicate or expose
the limitations of the learning theories of the past [3]. e crucial
point of connectivism is that the connections that make it possi-
ble for us to learn in the future are more relevant than the sets
of knowledge we know individually in the present. Furthermore,
technology can, to some degree and in certain contexts, replace
know-how with know-where-to-look.

If you want more details on the history, theories, and recent
experiments related to peer learning, we have a more extensive
literature review available. We’ve also adapted it into aWikipedia
page, which you can edit as well as read.

From peer learning to peeragogy

e idea that we needed a new theory (which we gave the
name “paragogy” [4]) arose out of the challenges we faced doing
peer learning. Our aim was to understand how groups and or-
ganizations can become beer at serving participants’ interests,
while participants also learn and become beer contributors.
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P C S (1604). By Jan Saenredam [Public do-
main], via Wikimedia Commons

Paragogy began as a set of proposed principles that describe
peer produced peer learning – we’ll say exactly what these prin-
ciples are a bit further below. We designed them to contrast
with a set guidelines for adult educators advanced by Malcolm
Knowles [5]. e paragogy principles focused on the way in
which co-learners shape their learning context together. Peer
produced peer learning is something for “innovative educators”
everywhere, working at all scales. You don’t need to have the
word teacher, trainer, or educator in your job title. It’s enough
to invite someone out to lunch and ask questions, set up a read-
ing group with your friends, or even to tackle a new DIY project
following tips from the hardware store clerk or instructions you
downloaded from the internet.

Our secret for successful peer learning is actually hidden in
plain view: the word “paragogy” means “production” in Greek.
We’re particularly interested in how the powerful blend of peer
learning and collaborative work drives open source soware de-
velopment, and helps build resources likeWikipedia. But in fact it
works equally well in offline seings, from official hacker/maker

http://commons.wikimedia.org/wiki/File:Platon_Cave_Sanraedam_1604.jpg
http://commons.wikimedia.org/w/index.php?title=File:Platon_Cave_Sanraedam_1604.jpg&oldid=68567627
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spaces to garages and treehouses. Projects like SC show
how contemporarymedia can add a powerful new layer to ancient
strategies for teaching, learning, and sharing.

e word “peeragogy” aempts to make these ideas immedi-
ately understandable to everyone, including non-geeks. Peera-
gogy is about peers learning together, and teaching each other.
In the end, the two words are actually synonyms. If you want to
go into theory-building mode, you can spell it “paragogy”. If you
want to be a bit more down to earth, stick with “peeragogy.”

References
1. Dewey, J. (2004). Democracy and education. Dover Publi-

cations.

2. Vygotsky, L. S. (1986). ought and language. MIT press.

3. Siemens, G. (2005). Connectivism: A learning theory for
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Wikiversity.)
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tion: From pedagogy to andragogy. Chicago: Folle.

Which is more fun, skateboarding or
physics?

An introduction to the paerns associated with peer
learning. Consider the following learning scenarios:

1. A study group for a tough class in Honors Physics con-
venes at at the library late one night, resolving to do well on
the next day’s exam. e students manage to deflect their

http://storycorps.org/about/
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purpose for a while by gossiping about hook-ups and par-
ties, studying for other classes, and sharing photos. en,
first one member, then another, takes the initiative and as
a group, the students eventually pull their aention back to
the task at hand. ey endure the monotony of studying
for several hours, and the next day, they own the exam.

2. A young skateboarder spends hours tweaking the mechan-
ics of how to make a skateboard float in the air for a split
second, enduring physical pain of repeated wipeouts. With
repetition and success comes a deep understanding of the
physics of the trick. at same student cannot string to-
gether more than five minutes of continuous aention dur-
ing class and spends even less time on homework for the
class before giving up.

Peer-learning participants succeed when they are motivated to
learn. Skateboarding is primarily intrinsically motivated, with
some extrinsic motivation coming from the respect that kids re-
ceive from peers when they master a trick. In most cases, the pri-
mary motivation for learning physics is extrinsic, coming from
parents’ and society’s expectations that the student excel and as-
sure his or her future by geing into a top college.

e student very well could be intrinsically motivated to have
a glowing report card, but not for the joy of learning physics, but
because of the motivation to earn a high grade as part of her over-
all portfolio. Taken a different way, what is it about physics that’s
fun for a student who does love the science? Perhaps she antici-
pates the respect, power and prestige that comes from announc-
ing a new breakthrough; or shemay feel her work is important for
the greater good, or prosperity, of humanity; or she may simply
be thrilled to see atoms bonding to form new compounds.

Learning situations frequently bore the learner when extrin-
sic motivation is involved. Whether by parents or society, being
forced to do something, as opposed to choosing to, ends up mak-
ing the individual less likely to succeed. In some cases it’s clear,
but trying to figure out what makes learning fun for a group of in-
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Photo of Dmitri Mendeleev (1834-1907). Found oneGuardian’s
Notes & eories blog. Public domain.

dividual humans can be very difficult. Oen there is no clear-cut
answer that can be directly applied in the learning environment.
Either way, identifying the factors that can make learning boring
or fun is a good start. Perhaps learning certain skills or topics is
intrinsically boring, no maer what, and we have to accept that.

Learning paerns

One way to think about fun learning is that it’s fun to learn -
and be aware that you’re learning - new paerns. Jürgen Schmid-
huber wrote: “A […] learner maximizes expected fun by finding
or creating data that is beer compressible in some yet unknown
but learnable way, such as jokes, songs, paintings, or scientific
observations obeying novel, unpublished laws” [1]. So the skate-
boarder enjoyed coming across new paerns: novel tricks that
were nonetheless learnable.
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Learner, know thyself: a self-evaluation
technique

e learning contributed and acquired by each member of
the peer learning enterprise depends on a healthy sense of self-
awareness. When you ask yourself, “What do I have to offer?”
and “What do I get out of it?” we think you’ll come up with
some exciting answers. In peer learning, whether or not you’re
pursuing a practical objective, you’re in charge, and this kind of
learning is usually fun. Indeed, as we’ll describe below, there are
deep links between play and learning. We believe we can im-
prove the co-learning experience by adopting a playful mindset.
Certainly some of our best learning moments in the Peeragogy
project have been peppered with humor and banter. So we found
that a key strategy for successful peer learning is to engage in a
self-assessment of your motivations and abilities. In this exercise,
you take into account factors like the learning context, timing and
sequence of learning activities, social reinforcements, and visible
reward. e peeragogical view is that learning is most effective
when it contains some form of enjoyment or satisfaction, or when
it leads to a concrete accomplishment.

When joining the Peeragogy project, Charles Jeffrey Danoff
did a brief self-evaluation about what makes him interested in
learning:

1. Context. I resist being groomed for some unforeseeable
future rather than for a specific purpose.

2. Timing and sequence. I find learning funwhen I’m study-
ing something as a way to procrastinate on another press-
ing assignment.

3. Social reinforcement. Geing tips from peers on how to
navigate a snowboard around moguls was more fun for me
than my Dad showing me the proper way to buff the car’s
leather seats on chore day.

4. Experiential awareness. In high school, it was not fun to
sit and compose a 30-page reading journal for Frankenstein.
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But owing in part to those types of prior experiences, I now
find writing pleasurable and it’s fun to learn how to write
beer.

We will explore the paerns of peer learning in more detail in the
section on .

Reference
1. Schmidhuber, J. (2010). Formal theory of creativity, fun,

and intrinsic motivation. Autonomous Mental Develop-
ment (IEEE), 2(3), 230-247.

What kind of help do you need?
An introduction to convening a great peer learning

group

Personal Learning Networks and Peer Learning
Networks

Personal Learning Networks are the collections of people and
information resources (and relationships with them) that people
cultivate in order to form their own public or private learning
networks — living, growing, responsive sources of information,
support, and inspiration that support self-learners.

Howard Rheingold: “When I started using social
media in the classroom, I looked for and began to
learn from more experienced educators. First, I read
and then tried to comment usefully on their blog
posts and tweets. When I began to understand who
knew what in the world of social media in educa-
tion, I narrowed my focus to the most knowledgeable
and adventurous among them. I paid aention to the

http://peeragogy.org/practice/
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people the savviest social media educators paid aen-
tion to. I added and subtracted voices from my aen-
tion network, listened and followed, then commented
and opened conversations. When I found something
I thought would interest the friends and strangers I
was learning from, I passed along my own learning
through my blogs and Twier stream. I asked ques-
tions, asked for help, and eventually started providing
answers and assistance to those who seemed to know
less than I. e teachers I had been learning from had
a name for what I was doing — “growing a personal
learning network.” So I started looking for and learn-
ing from people who talked about HOW to grow a
“PLN” as the enthusiasts called them.”

Strong and weak ties

Your PLN will have people and sites that you check on oen
– your main sources of information and learning – your ‘strong
ties’. Your ‘weak ties’ are those people and sites that you don’t
allow a lot of bandwidth or time. But they may become strong
later, as your network grows or your interests expand. is is a
two-way street – it is very important that you are sharing what
you learn and discover with those in your network and not just
taking, if you want to see your network expand.

Peer learning networks

In the section on ”  ”, we’ll talk about how
to develop and share “peeragogical profiles” — how to advertise

http://peeragogy.org/convene/
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what you want to learn, and what you’d be interested in helping
teach others, and how to use this to build effective connections.
You’ll also find more information about building a peer learning
network in our article on Peeragogy for K-12 Educators (the arti-
cle is useful even if you’re not formally employed as a teacher).

How should we structure things?
An introduction to organizing peer learning experi-

ences

From syllabus and curriculum to personal and
peer learning plans

Part of the effectiveness of peeragogy is that the “syllabus” or
“curriculum” – more generally, the learning plan – is developed
by the people doing the learning. You don’t faint with shockwhen
you see the reading list if you helped write it.

In peer learning, having a personal learning plan at the out-
set helps each participant identify his or her unique learning and
teaching proclivities and capabilities, and effectively apply them
in the peer seing. In developing your personal plan, you can ask
yourself the following questions:

1. What do I most need to learn about in the time ahead?

2. What are the best ways I learn, what learning activities will
meet my learning needs, what helpwill I need and how long
will it take?

3. What will I put into my personal portfolio to demonstrate
my learning progress and achievements?

Early in the process, the peer-learning group should also convene
to develop a peer learning plan. In the Peeragogy project, we used
livemeetings and forum-style platforms to discuss the group-level
versions of the questions listed above. Personal learning needs
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and skills were also aired via these platforms, but the key shared
outcome was an initial project plan. Initially this took the form
of an outline of handbook chapters to write, as well as a division
of labor into different roles.

Nothingwas set in stone, and both the peer group and individ-
ual participants have continued to develop, implement, review,
and adjust their goals as the project develops. We have stayed
sufficiently connected to the original goal of producing a hand-
book about peer learning that you now have one in your hands
(or on your screen). We’ve also added some new goals for the
project as time has gone by.

Having a malleable framework enables peer learners to:

1. Identify appropriate directions and goals for future learn-
ing;

2. Review their strengths and areas for development;

3. Identify goals and plans for improvement;

4. Monitor their actions and review and adjust plans as needed
to achieve their goals;

5. Update the goals to correspond to progress.

is doesn’t mean you have to let chaos rule, but oen in the
swirl of ideas and contributions, new directIons took shape and
new ideas took hold. We expand on the notion of change in the
discussion of roles and motivations.

Self-generating templates

Documentation like mind maps, outlines, blogs or journals,
and forum posts for a peer learning project can create an “au-
dit trail,” or history, of the process. is record not only serves
as a guide for new participants, but also functions as a valuable
review tool for all, and a ready-made template for future peer-
learning projects. As you mine the documentation of a past peer-
learning project or a completed phase of an ongoing project for
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“I think because of the tremendous changes we see in education
and at work, the sets (aitudes) are beginning to overlap more
and more,” said Joachim Stroh of the Google+ community, Visual
Metaphors.

effective learning paerns, take the time to validate and compare
what you’ve achieved against the goal or mission at the outset.
Use the record to reflect and evaluate key elements of the pro-
cess for you as a facilitator and as a member of the peer learning
group. Update your plans accordingly.

From corporate training to learning on the job
Today’s knowledge workers typically have instant, ubiquitous

access to the internet. e measure of their ability is an open-
book exam. “What do you know?” is replacedwith “What can you
do?” And if they get bored, they can relatively easily be mentally
elsewhere.

is has ramifications for the way managers manage as well
as the way teachers teach. To extract optimal performance
from workers, managers must inspire them rather than command
them. Antoine de Saint-Exupéry put it nicely: “If you want to
build a boat, do not instruct the men to saw wood, stitch the sails,
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prepare the tools and organize the work, but make them long for
seing sail and travel to distant lands.”

Jay Cross: “If I were an instructional designer in
a moribund training department, I’d polish up my
resume and head over to marketing. Co-learning
can differentiate services, increase product usage,
strengthen customer relationships, and reduce the
cost of hand-holding. It’s cheaper and more useful
than advertising. But instead of just making a copy
of today’s boring educational practices, build some-
thing based on interaction and camaraderie, perhaps
with some healthy competition thrown in. Again, the
emphasis should always be on learning in order to do
something!”

In the section on    , we’ll say
quite a bit more about the implications that our full conception of
peer learning has for managers, teachers, and other facilitators.

Can we work together on this?

An introduction to “paragogy”, the productive side of
peer learning.

Metacognition and mindfulness in peer learning

Metacognition and mindfulness have to do with your aware-
ness how how you think, talk, participate, and aend to circum-
stances. It can be particularly useful to apply this sort of “meta
awareness” as you think about the roles that you take on in a
given project, the kind of contributions you want to make, and
what you hope to get out of the experience. ese are all likely to
change as time, so it’s good to get in the habit of reflection.

http://peeragogy.org/organize/
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Potential roles in your peer-learning project

1. Leader, Manager, Team Member, Worker

2. Content Creator, Author, Content Processor, Reviewer, Ed-
itor

3. Presentation Creator, Designer, Graphics, Applications

4. Planner, Project Manager, Coordinator, Aendee, Partici-
pant

5. Mediator, Moderator, Facilitator, Proponent, Advocate,
Representative, Contributor

Potential contributions

1. Create, Originate, Research, Aggregate

2. Develop, Design, Integrate, Refine, Convert

3. Write, Edit, Layout

Potential motivations

1. Acquisition of training or support in a topic or field;

2. Building relationships with interesting people;

3. Finding professional opportunities through other partici-
pants;

4. Creating or bolstering a personal network;

5. More organized and rational thinking through dialog and
debate;

6. Feedback about performance and understanding of the
topic.
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A famous work in ink by Sengai Gibon (1750–1837)

e process of shared reflection can prime a group for cohesion
and success. It can be tremendously useful to think about the
motivations of other participants, and how these can be jointly
served. How can we re-use the “side-effects” of individual and
cooperative efforts in a useful way?

Two theories of motivation

One of the most prominent current thinkers of (self-
)motivation and regulation is Daniel Pink [1], who proposes a
theory of motivation based on autonomy, mastery, and purpose,
or, more colorfully:

1. e urge to direct my life

2. e desire to get beer at something that maers

3. e yearning to do something that serves a purpose bigger
than just “mysel”

ere’s clearly a “learning orientation” behind the second point:
in fact, it’s not just a maer of “fun” — ultimately, it’s the sense
of achievement that maers.
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Learning is given an even more central position in a paper by
omas Malone [2], who was another thinker who asked “What
makes things fun to learn?”. His proposed framework for moti-
vating learning activities is based on the three ingredients fantasy,
challenge, and curiosity — this bears a certain analogy to Pink’s
framework.

We can easily see how “participation” relates to “motivation”
in the sense described here. When I get useful information from
other people, I can direct my own life beer. When I have means
of exploring my fantasies and dreams by chaing then over and
exploring some of the elements in a safe way, I’m in a much bet-
ter position to make something in reality. A solid reputation that
comes from being able to help others serves as a good indica-
tor of personal progress, and a sign that one is able to deal with
greater challenges. Relationships provide the most basic sense of
being part of something bigger than just oneself: et cetera. Fur-
ther thoughts on the role of motivation in peer learning appear
in our chapter on our Motivation for working on this book. And
we’ll say more about various features of productive co-working
in the section on C.

References
1. Pink, D. (2011), Drive: e Surprising Truth About What

Motivates Us, Canongate Books Ltd

2. Malone, T.W. (1981), Toward a eory of Intrinsically Mo-
tivating Instruction, Cognitive Science, 4, pp. 333-369

How do we know if we’ve won?
An introduction to peeragogical asssessment

Different ways to analyze the learning process

Aer doing some personal reflection on the roles you want to
take on and the contributions you want to make (as we discussed

http://peeragogy.org/cowork/
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above), you may also want to work together with your learning
group to analyze the learning process in more detail. ere are
many different phases, stages, and dimensions that you can use
to help structure and understand the learning experience: we list
some of these below.

1. I, We, Its, It (from Ken Wilber – for an application in mod-
eling educational systems, see [1])

2. Guidance & Support, Communication & Collaboration,
Reflection & Demonstration, Content & Activities (from
Gráinne Conole)

3. Forming, Norming, Storming, Performing from Bruce
Tuckman.

4. e “five-stage e-moderating model” from Gilly Salmon

5. Assimilative, Information Processing, Communicative, Pro-
ductive, Experiential, Adaptive (from Oliver and Conole)

6. Multiple intelligences (aer Howard Gardner).

7. e associated “mental state” (aer Csíkszentmihályi; see
picture)

8. Considered in terms of “Learning Power” (Deakin-Crick,
Broadfoot, and Claxton).

Peer learning for one

How can you apply the ideas of peer learning on your own?
In a certain sense, it’s impossible, but somehow that never stops
people from trying. We find a striking parallel between the para-
gogy principles and the 5 Elements of Effectiveinking proposed
by Edward Burger and Michael Starbird in a recent book [2]. It’s
a nice short book and worth a read: here, we will just quote the
titles of the main chapters to illustrate one possible parallel:
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C . S. Byw:User:Oliverbeatson (w:File:Challenge
vs skill.jpg) [Public domain]

1. Changing context as a decentered center ∼intessence,
Engaging Change: Transform Yourself

2. Meta-learning as a font of knowledge ∼ Earth, Grounding
Your inking: Understanding Deeply

3. Peers provide feedback that wouldn’t be there otherwise
∼ Air, Creating estions out of in Air: Be your own
Socrates

4. Learning is distributed and nonlinear ∼ Water, Seeing the
Flow of Ideas: Look Back, Look Forward

5. Realize the dream if you can, then wake up! ∼ Fire, Igniting
Insights through Mistakes: Fail to Succeed

We think that “thinking” is oen most effective when it’s done
with others, and this is something that Burger and Starbird don’t
give much aention. Nevertheless, even when you find yourself
on your own in the midst of that challenging DIY project, you

http://commons.wikimedia.org/wiki/File%3AChallenge_vs_skill.svg
http://commons.wikimedia.org/wiki/File%3AChallenge_vs_skill.svg
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can use the techniques of peer learning to understand yourself as
a growing, changing part of a shared context in motion. is can
contribute to an effective and adaptive outlook on life.

We invite you to approach this book as a “peer learner” – and
we hope the techniques we’ve introduced here will serve you well
in the world at large. e section on  
will help you further hone your critical peer learning edge.
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WHY WE’RE DOING THIS

Participants must bring self-knowledge and no small
measure of honesty to the peer-learning project in
order to accurately enunciate their motivations. If
everyone in your peer learning project asks “What
brings me here?” “How can I contribute?” and “How
can I contribute more effectively?” things will re-
ally start percolating. Test this suggestion by asking
these questions of yourself and taking action on the
answers!

e primarymotivators reported by participants in the Peeragogy
project include:

1. Acquisition of training or support in a topic or field;

2. Building relationships with interesting people;

3. Finding professional opportunities through other partici-
pants;

4. Creating or bolstering a personal network;

5. More organized and rational thinking through dialog and
debate;

6. Feedback about their own performance and understanding
of the topic.

Each of those motivators can affect the vitality of the peeragogical
process and the end result for the individual participant.

e various motivations also carry some associated risks. For
example, if one learner’s motivation includes a desire to make
business contacts, he or shemay be reluctant to share this with the

31



W ’   32

facilitator and other learners for fear of seeming greedy or com-
mercial. Whether or not potential peeragogues eventually decide
to assume these risks depends on various factors.

Cultural or societal factors can also complicate motivations
and relationships in the peer-learning environment. Actions that
typify inappropriate behavior in one culture might represent de-
sirable behavior in another. In the case of culture, motivations
can oen come out of the closet through conflict; for example,
when one learner feels offended or embarrassed by the actions of
another.

Philip Spalding: “e idea of visiting a garden to-
gether in a group to learn the names of flowers might
have been the original intention for forming a Garden
Group. e social aspect of having a day out might be
goal of the people participating.”

“What’s my motivation?”

Example: Peeragogy editor Charloe
Pierce

Basically, I’m here because as an early adopter and admied
gadget freak, I find it fun and rewarding to explore new tech-
nologies and topics that I feel have a practical or exciting applica-
tion. But I have some some other motivations that subtly co-exist
alongside my eagerness to explore and learn.

Howard Rheingold’s reputation as an innovator and internet
pioneer got my aention when he announced his ink-Know
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Tools course on Facebook in 2012. I had known of Howard from
the 1990’s when I was a member ofeWELL (Whole Earth ‘Lec-
tronic Link). I was curious to see what Howard was up to, so
I signed onto the wiki site, paid my $300, and took the course
starting in October.

Looking back, I realize we were practicing Peeragogy
throughout the TKT course, though at the time I hardly knew
peer learning from a pickle. In late November, missing the ca-
maraderie and challenge of TKT, I stepped over to check out e
Peeragogy Handbook.

Which brings me to motivations in signing on to Peeragogy.
Since Howard and severalink-Know Tools co-learners were al-
ready dedicating their time there and their work looked innova-
tive and exciting, I suspected they might be onto something that I
wanted to be a part of. Plus, my brain was primed by the TKT ex-
perience. “What if a diverse group of people could learn a subject
with lile or no cost and not a lot of barriers to entry,” I thought.
“What if their own experience qualified them to join, contribute,
and learn.”

I also thought there might be a chance to meet some poten-
tial business partners or clients there - but if not, the experience
looked rewarding and fun enough for me to take the risk of no
direct remuneration. ere was no cost to me, and a wealth of
knowledge to gain - and a way to be part of something new and
exciting. ese are always big draws for me. I wanted to be in on
it, and nobody was telling me I couldn’t!

My projections proved correct. e participants already on
board were gracious in welcoming me to Peeragogy, patient in
geing me up to speed, and persistent in coaxing me into using
the tools central to the project. I connected, learned, grew, and
contributed. Now I’m on the brink of starting a peer learning
project of my own in my publishing organization, IPNE.org. Stay
tuned!
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Example: Cafes, schools, workshops
Suppose we wanted to make Peeragogy into a model that can

be used in schools, libraries, and so forth, worldwide - and, in fact
we do! How can we bring the basic Peeragogy motivations to
bear, and make a resource, plan of action, and process that other
people can connect with? In brief, how do we build peer learning
into the curriculum?

Charloe Pierce:With success, these could possibly
raise awareness while utilizing the existing framework
and population of standard education. A curriculum
“unit” using peeragogy, for example, or a seminar in a
professional development retreat for teachers. It’s not
optimum, but it provides an insight from the safety of
the existing structure.

One concrete way to implement these broad aims would be to
make a peeragogy-oriented development project whose goal is to
set up a system of internet cafes, schools, or workshops in places
like China or Africa, where people could go to collaborate onwork
or to learn technical subjects. Students could learn on the job. It
seems reasonable to think that investors could make a reason-
able profit through “franchises,” hardware sales, and so forth –
obviously making money is a motivation that a lot of people can
connect with.

In developing such a project, we would want to learn from
other similar projects that already exist. For example, in Chicago,
State Farm Insurance has created a space called the “N D
C” that runs community events. One of their offerings is free
financial coaching, with the explicit agreement that the issues you
discuss return to State Farm as market research.

“Free? Really. Yes, because we’re experimenting. We want
to learn what people really want. en, we’ll shoot those wants
back to the Farm. We help you. You help us innovate. We’re all
smarter for it. We think it’s a win-win.” –S F

https://www.nextdoorchi.com/
https://www.nextdoorchi.com/
https://www.nextdoorchi.com/web/guest/nd-coaching
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us, Next Door Cafe forms part of a system to exploit the
side-effects of interpersonal interactions to create a system that
learns.

A peer learning example from the opposite side of the world
started in a slum next to NewDelhi where Sugata Mitra gave chil-
dren a computer and they self organized into a learning commu-
nity and taught themselves how to use the machine and much
more.

Sugata Mitra: I think what we need to look at is we
need to look at learning as the product of educational
self-organization. If you allow the educational pro-
cess to self-organize, then learning emerges. It’s not
about making learning happen. It’s about leing it
happen.
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CASE STUDY: 5PH1NX

5PH1NX: 5tudent Peer Heuristic for 1Nformation
Xchange - we think of it as a “curiously trans-media”
use case in peeragogical assessment.

Author: David Preston, Ph.D.

Over the last several decades technology has driven
massive shis in the way we communicate and col-
laborate. Information technology, socioeconomic
trends, an increasingly complex and uncertain fu-
ture, and school’s failed brand are contributing fac-
tors in an emerging discourse that seeks to align
learning with our rapidly changing culture. Open
Source Learning and Peeragogy, two emerging the-
oretical frameworks in this discourse, leverage end-
to-end user principles of communication technology
to facilitate peers learning together and teaching each
other. In both traditional and liminal learning com-
munities, one of the major points of contact between
education and societal culture is the purposeful use
of assessment.

e processes of giving, receiving, and applying
constructive critique makes learners beer thinkers,
innovators, motivators, collaborators, coworkers,
friends, relatives, spouses, teammates, and neighbors.
Implementing peer-based assessment can be prob-
lematic in schooling institutions where evaluative au-
thority is traditionally conflated with hierarchical au-
thority, and where economic and political influences
have focused aention on summative, quantitative,
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standardized measurement of learning and intelli-
gence.

is is the story of how one learning community
is adopting Open Source Learning and Peeragogical
principles to decentralize and enrich the assessment
process.

Knowledge is acquired when we succeed in fiing a new
experience into the system of concepts based upon our
old experiences. Understanding comes when we liber-
ate ourselves from the old and so make possible a direct,
unmediated contact with the new, themystery, moment
by moment, of our existence. -Aldous Huxley, Knowl-
edge & Understanding (1952)

Enter 5PH1NX

On Monday, April 2, 2011, students in three English classes at
a California public high school discovered anomalies in the day’s
entry on their course blog [3]. e date was wrong and the jour-
nal topic was this: Ine Principles of Psychology (1890), William
James wrote, “e faculty of voluntarily bringing back a wander-
ing aention, over and over again, is the very root of judgment,
character and will. No one is compos sui if he have it not. An edu-
cation which should improve this faculty would be the education
par excellence.” How have your experiences in this course helped
you focus your aention? What do you still need to work on?
What elements of the following text (from Haruki Murakami’s
1Q84) draw your aention and help you construct meaning?

e driver nodded and took the money. “Would you like a
receipt?” “No need. And keep the change.” “anks very much,”
he said. ”Be careful, it looks windy out there. Don’t slip.” “I’ll be
careful,” Aomame said. ”And also,” the driver said, facing the mir-
ror, ”please remember: things are not what they seem. “ings
are not what they seem, Aomame repeated mentally.” What do
you mean by that?” she asked with knied brows. e driver
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chose his words carefully: ”It’s just that you’re about to do some-
thing out of the ordinary. Am I right? People do not ordinarily
climb down the emergency stairs of the Metropolitan Expressway
in the middle of the day– especially women.” “I suppose you’re
right.” “Right. And aer you do something like that, the every-
day look of things might seem to change a lile. ings may look
different to you than they did before. I’ve had that experience my-
self. But don’t let appearances fool you. ere’s always only one
reality.”

Find the jokers.

e jokers were real [4] and hidden (without much intent to
conceal) around the classroom and in students’ journals. Stu-
dents found them and asked questions about the leers in blue;
the questions went unanswered. Some thought it was just an-
other of their teacher’s wild hair ideas. Although they didn’t
know it yet they were playing the liminal role that Oedipus orig-
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inated in mythology. Solving the riddle would enable them to
usher out an old way of thinking and introduce the new. e old
way. An authority figure sets the rules, packages the information
for a passive audience, and unilaterally evaluates each learner’s
performance. In that context, peeragogical assessment might be
introduced with a theoretical framework, a rubric, and a lesson
plan with input, checks for understanding, and guided practice
as a foundation for independent work. e new way. In Open
Source Learning the learner pursues a path of inquirywithin com-
munities that function as end-to-end user networks. Each indi-
vidual begins her learning with a question and pursues answers
through an interdisciplinary course of study that emphasizesmul-
tiple modalities and the five Fs: mental Fitness, physical Fitness,
spiritual Fitness, civic Fitness, and technological Fitness. Learn-
ers collaborate with mentors and receive feedback from experts,
community-based peers, and the public. ey are the heroes of
learning journeys. Heroes don’t respond to syllabi. ey respond
to calls to adventure. Open Source Learning prepares students for
the unforeseen. By the time they met the 5PH1NX students had
learned about habits of mind, operating schema, digital culture
and community, self-expression, collaboration, free play, auton-
omy, confidence/trust/risk, and resilience. ese ideas had been
reinforced through nonfiction articles and literary selections such
as Montaigne’s Essays, Plato’s Allegory of the Cave, Bukowski’s
Laughing Heart, Shakespeare’s Hamlet, Sartre’s No Exit and oth-
ers. e first poem assigned in the course was Bukowsk’s “Laugh-
ing Heart”?: e Gods will give you chances. Know them. Take
them. So it is with knowledge and understanding. Today we are
presented with an overwhelming, unprecedented quantity and
variety of data in our physical and virtual lives; to cope we must
improve the ways we seek, select, curate, analyze, evaluate, and
act on information. On the back of each Joker card was a QR code
that linked to a blog page with riddles and clues to a search. At
this point students realized they were playing a game. A tab on
the blog page labeled “e Law”? laid out the rules of engage-
ment:
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This Is The Law.

1. You cannot “obey” or “break” e Law. You can only make
good decisions or bad decisions.

2. Good decisions lead to positive outcomes.

3. Bad decisions lead to suffering.

4. Success requires humanity.

5. “For the strength of the Pack is the Wolf, and the strength
of the Wolf is the Pack.” -Rudyard Kipling

6. “eWay of the sage is to act but not to compete.” -Lao Tzu

7. Be honorable.

8. Have fun.

9. estion.

10. Sapere aude.

is is e Law. Aer a second set of on-campus and blog quests,
students noticed a shi in 5PH1NX. A couple of weeks before the
first clue was published, during a Socratic seminar on Derrida’s
concept of Free Play, a student said, “We learn best when adults
take away the crutches and there is no safety net.” e quote was
used in the next clue; students began to realize that the game was
not pre-determined. 5PH1NX was evolving in response to their
contributions. is is a manifestation of the hackneyed writing
cliché: show, don’t tell.
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e student’s comment was a call to action. e Feats of Wis-
dom were designed to engage learners over a vacation break in
fun, collaborative, social media-friendly missions that required
engagement in the community, expansion of their personal learn-
ing networks, and documentation on their blogs. For example:
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FEAT #1

Buy a ticket to “e Hunger Games” (or any other movie that’s
likely to draw a large, young, rowdy audience). Before the lights dim
and the trailers begin, walk to the screen, turn to the audience, and
in a loud, clear voice, recite the “To be, or not to be…” soliloquy from
Hamlet (don’t worry if you make a couple mistakes, just be sure you
make it all the way to, “Be all my sins remembered.”). C
         .

Students had been using the Internet without an Accept-
able Use Policy all year; such policies are one-to-many artifacts
of a central authority and far weaker than community norms.
So rather than introduce “rules” 5PH1NX simply provided a re-
minder of the client-side responsibility:

http://alarhsenglitcomp.blogspot.com/2012/12/feats-of-wisdom-1_15.html
http://alarhsenglitcomp.blogspot.com/2012/12/feats-of-wisdom-1_15.html
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The Emergence of Peeragogical Assessment

e third page on the Feats of Wisdom blog was entitled Iden-
tifying and Rewarding Greatness, where learners were greeted
with the following paragraph: If you see something that was done
with love, that pushed the boundaries, set the standard, broke the
mold, pushed the envelope, raised the bar, blew the doors off, or
rocked in some previously unspecified way, please bring it to the
aention of the tribe by posting a link to it [here].

No one did. Instead, they started doing something more effec-
tive. ey started building. One student hacked the entire game
and then created her own version. Other students began to con-
sider the implications for identifying and rewarding greatness.
ey realized that one teacher couldn’t possibly observe how 96
students were working over vacation out in the community and
online to accomplish the Feats of Wisdom.

In order to get credit for their efforts they would have to cu-
rate and share their work process and product. ey also realized
that the same logic applied to learning and coursework in general;
aer all, even the most engaged, conscientious teacher only sees
a high school or college student a few hours a week in artificial
conditions. e learner presumably spends her whole life in the
company of her own brain. Who is the more qualified reporting
authority? With these thoughts in mind students created Project
Infinity, a peer-to-peer assessment platform through which stu-
dents could independently assign value to those thoughts and ac-
tivities they deemed worthy.

Because the 2011-12 5PH1NX was a three-week exercise in
gamification, Project Infinity quickly evolved to include collab-
orative working groups and coursework. is was learner-
centered Peeragogical assessment in action; learners identified a
need and an opportunity, they built a tool for the purpose, they
managed it themselves, and they leveraged it in a meaningful way
to support student achievement in the core curriculum.
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Project Infinity 2 & Implications for the Future

Alumni from the Class of 2012 felt such a strong positive con-
nection to their experience in Open Source Learning and Peer-
agogical assessment that they built a version for the Class of
2013. ey created Project Infinity2 with enhanced functional-
ity. ey asked the teacher to embed an associated Twier feed
on the course blog, then came to classes to speak with current stu-
dents about their experiences. Everyone thought the Class of 2013
would stand on the shoulders of giants and adopt the platform
with similar enthusiasm. ey were wrong. Students understood
the concept and politely contributed suggestions for credit, but it
quickly became evident that they weren’t enthusiastic. Submis-
sions decreased and finally the Project Infinity2 Twier feed dis-
appeared from the course blog. Learners’ blogs and project work
(here and here) suggested that they were mastering the core cur-
riculum and meta concepts, and they appeared generally excited
about Open Source Learning overall. So why weren’t they more
excited about the idea of assessing themselves and each other?
Because Project Infinity wasn’t theirs. ey didn’t get to build it.
It was handed to them in the sameway that a syllabus is handed to
them. No maer how innovative or effective it might be, Project
Infinity was just another tool designed by someone else to get stu-
dents to do something they weren’t sure they wanted/needed to
do in the first place. Timing may be a factor. Last year’s students
didn’t meet 5PH1NX until the first week in April, well into the
spring semester. is year’s cohort started everything faster and
met 5PH1NX in November. Now (in January) they understand
the true potential of their situation and they’re taking the reins.
As students realized what was happening with the clues and QR
codes they approached the teacher and last year’s alumni with a
request: Let Us In. ey don’t just want to design learning mate-
rials or creatively demonstrate mastery, they want to chart their
own course and build the vehicle/s for taking the trip. Alumni and
students are becoming Virtual TAs whowill start the formal peer-
to-peer advising and grading process. In the Spring Semester all
students will be asked to prepare a statement of goals/intentions,
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and they will be informed that the traditional teacher will be re-
sponsible for no more than 30% of their grade. e rest will come
from a community of peers, experts and members of the public.
On Tuesday of Finals Week 5PH1NX went from five players to
two hundred. Sophomores and freshman have jumped into the
fray and hacked/solved one of the blog clues before seniors did.
Members of the Open Source Learning cohort have also identified
opportunities to enrich and expand 5PH1NX. A series of conver-
sations about in-person retreats and the alumni community led to
students wanting to create a massively multiple player learning
cohort. Imagine 50,000-100,000 learners collaborating and shar-
ing information on a quest to pass an exam ”by solving a game
that leads them to a “Learning Man Festival”? in the Summer of
2013. When 5PH1NX players return from Winter Break in Jan-
uary they will transform their roles relative to the game and the
course. Several have already shared “AHA!” moments in which
they discovered ways to share ideas and encourage collabora-
tion and peer assessment. ey have identified Virtual Teach-
ing Assistant candidates, who will be coached by alumni, and
they have plans to provide peer-based assessment for their on-
line work. ey are also now actively engaged in taking more
control over the collaboration process itself. On the last day of
the semester, a post-finals throwaway day of 30-minute class ses-
sions that administrators put on the calendar to collect Average
Daily Aendance money, hardly anyone came to campus. Open
Source Learning students were all there. ey have separated the
experience of learning from the temporal, spatial, and cultural
constraints of school. ey understand how democracy works:
those who participate make the decisions. No one knows how
this ends, but the outcome of Peeragogical assessment is not a
score; it is learners who demonstrate their thinking progress and
mastery through social production and peer-based critique. is
community’s approach to learning and assessment has prepared
its members for a complex and uncertain future by moving them
from a world of probability to a world of possibility. As one stu-
dent put it in a video entitled “We Are Superman,” “What we are
doing nowmay seem small, but we are part of something so much



C S: 5PH1NX 47

bigger thanwe think. What does this prove? It proves everything;
it proves that it’s possible.”

Background

A world in which work looks like what’s described in the
(PSFK F  W R 2013) … requires a learning en-
vironment that looks more like this:

and this:

http://www.slideshare.net/PSFK/psfk-presents-future-of-work-report
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http://en.wikipedia.org/wiki/Network_mapping

e problem is that tools and strategies such as MOOCs,
videos, virtual environments, and games are only as good as the
contexts in which they are used. Even the most adept practi-
tioners quickly discover that pressing emerging technology and
culture into the shape of yesterday’s curricular and instructional
models amounts to lile more than Skinner’s Box 2.0.

So what is to be done? How can we use emerging tools and
culture to deliver such an amazing individual and collaborative
experience that it shaers expectations and helps students forget
they’re in school long enough to fall in love with learning again?

Education in the Information Age should enable learners to
find, analyze, evaluate, curate, and act on the best available in-

http://en.wikipedia.org/wiki/Network_mapping
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formation. Pursuing an interdisciplinary path of inquiry in an
interest-based community doesn’t just facilitate the acquisition
of factual knowledge (which has a limited half-life). e process
brings learners closer to understanding their own habits of mind
and gives them practice and an identity in the culture they’ll be
expected to join aer they graduate. is requires new literacies
and a curriculum that emphasizes mental fitness, physical fitness,
spiritual fitness, civic fitness, and technological fitness.

Models of assessment that emphasize self-directed Paragogi-
cal and collaborative Peeragogical principles enrich the learning
experience and accelerate and amplify deep understanding. Be-
cause these approaches are pull-based and generate tens of thou-
sands of multi/transmedia data points per learner, they generate
multi-dimensional portraits of learner development and provide
feedback that goes far beyond strengths and weaknesses in con-
tent retention. e long-term benefit is exponential. Learners
who can intentionally direct their own concentration are empow-
ered far beyond knowledge acquisition or skill mastery. ey be-
come more effective thinkers and–because they are vested– more
caring people. is learning experience is of their own making:
it isn’t business, it’s personal. e inspiration to recreate the pro-
cess for themselves and for others is the wellspring of the lifelong
learner.

As Benjamin Disraeli put it, “In general the most successful
man in life is the manwho has the best information.” It is a widely
accepted truism in business that beer data leads to beer deci-
sions. We now have the ability to generate, aggregate, analyze,
and evaluate much richer data sets that can help us learn more
about helping each other learn. Sharing different kinds of data in
different ways will have the same game-changing effect in learn-
ing that it has in professional baseball, basketball, and investment
banking.

Self-directed, collaborative assessment generates an unprece-
dented quantity and variety of data that illuminates aspects
of learning, instruction, and overall systemic efficacy. Even
a cursory examination of readily available freeware metrics,
blog/social media content, and time stamps can provide valu-
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able insight into an individual’s working process and differentiate
learners in a network.
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In the larger scheme of things, Peeragogical assessment pro-
vides direct access to and practice in the culture learners will
be expected to join when they complete their course of study.
Collaboration, delegation, facilitating conversations, and other
highly valued skills are developed in plain view, where they can
be critiqued and validated by peers, experts and the public.

SAMPLE EXERCISE: Flash Mob Mind
Map
Learners responded to the assignment with real-time
commentary and created a finished product in 24
hours. e map also aracted contributors outside
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the original learning community who lent perspec-
tives on content, design and working process. Al-
though there was no formal assessment process, it
was easy for each viewer to see exactly who did what
and how well.

But tall trees don’t grow by themselves in the desert. Peeragogical
innovation can be challenging in organizational cultures that pri-
oritize control and standardization; as Senge et al have observed,
the system doesn’t evaluate quality when dealing with the un-
familiar, it just pushes back. In schools this is so typical that it
doesn’t merit comment in traditional media. e world notices
when Syria goes dark, but in school restricted online access is
business as usual.

Cultural constraints can make early adopters in technology-
based Peeragogy seem like Promethean risk-takers. [1]

Learners are not fooled by the rhetoric of in loco parentis or
vision statements that emphasize “safe, nurturing learning envi-
ronments.” With notable exceptions, today’s school leaders do
not know as much about technology as the young people for
whom they assume responsibility. Still, learners understand sur-
vival: they are fighting in unfavorable terrain against an enemy
of great power. Innovating is impossible and even loudly criticiz-
ing school or advocating for change is a risk. As a result many
do just enough to satisfy requirements without geing involved
enough to aract aention. Some have also internalized the crit-
ical voices of authority or the failure of the formal experience as
evidence of their own inability: I’m just not any good at math.

How dowe knowwhenwe’re really good at something? Stan-
dardized testing feedback doesn’t help learners improve. Most of
us don’t have a natural talent for offering or accepting criticism.
And yet, asWole Soyinka put it, “e greatest threat to freedom is
the absence of criticism.”? Peeragogical interaction requires refin-
ing relational and topical critique, as well as skills in other “meta”
literacies, including but not limited to critical thinking, collabora-
tion, conflict resolution, decision-making, mindfulness, patience
and compassion.
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Interpersonal learning skills are undervalued in today’s
schooling paradigm. Consequently there is an operational lack
of incentive for teachers and learners to devote time and energy,
particularly when it carries a perceived cost in achievement on
tests that determine financial allocations and job security.[2]

Nevertheless, some educators are introducing peer-to-peer
network language and even introducing peer-based assessment.
But the contracts, syllabi and leers to students stink of the old
ways. ese one-to-many documents are presented by agents of
the institution endowed with the power to reward or punish. To
many students this does not represent a choice or a real opportu-
nity to hack the learning experience. ey suspect manipulation
and they wait for the other shoe to drop. Learners also don’t like
to be told they’re free while being forced to operate within tight
constraints. Consider this reaction to a policy that is highly re-
garded in the field:

“Students may choose to reblog their work in a public place
or on their own blogs, but do so at their own risk.” What? Did I
read that correctly? “Students may choose to reblog their work
in a public place or on their own blogs, but do so at their own
risk.” Risk? What risk? e risk of possibly helping someone
understand something that they didn’t before or get a different
opinion than they had before? Someone please help me make
sense of this.

To effectively adopt Peeragogical assessment in the school-
ing context, the community must construct a new understanding
of how the members in the network relate to one another inde-
pendent of their roles in the surrounding social or hierarchical
systems. is requires trust, which in school requires significant
suspension of disbelief, which–and this is the hard part– requires
actual substantive, structural change in the learning transaction.
is is the defining characteristic of Open Source Learning: as
the network grows, changes composition, and changes purpose, it
also changes the direction and content of the learning experience.
Every network member can introduce new ideas, ask questions,
and contribute resources than refine and redirect the process.
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is isn’t easy. A member in this network must forget what
she knows about school in order to test the boundaries of learning
that shape her relationship to content, peers, and expert sources
of information and feedback. is is how the cogs in the machine
become the liminal heroes who redesign it. Having rejected the
old way, they must now create the rituals that will come to define
the new. ey are following in the path of Oedipus, who took
on the inscrutable and intimidating Sphinx, solved the riddle that
had killed others who tried, and ushered out the old belief systems
to pave the way for the Gods of Olympus.

Imagine if Oedipus had the Internet.

NOTES
1. Whenever the author gives a talk or an interview someone

asks if he’s in trouble.

2. In recent years there has been increasing pressure to tie
teacher compensation, performance evaluation, and job sta-
tus to student performance on standardized tests.

3. Reminder: not so long ago this sentence would have been
rightly interpreted as science fiction.

4. And its structure.

5. In [this year’s version] students initially assigned sym-
bolic literary value to the blue leers before the solu-
tion dawned & the comment thread ended with, “THA
SCHEMEZ SCHEMEZ EVARYWARE.”





Part IV

Peeragogy in Practice
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THINKING ABOUT PATTERNS

Authors: T P T

Although a grounding in learning theory helps in-
form peer learning projects, Peeragogy, at its core,
comes to life in applied practice. For a successful out-
come, take a look at these best practices, paerns,
and use cases (also called case studies or examples).
Paerns and use cases that co-facilitators and partic-
ipants identify as the project unfolds can serve the
next peeragogical enterprise as well.

What is a paern?
A paern is anything that has a repeated effect. In the context

of peeragogy, the practice is to repeat processes and interactions
that advance the learning mission. Frequent occurrences that are
not desirable are called anti-paerns!

Christopher Alexander: “Each paern describes a
problemswhich occurs over and over again in our en-
vironment, and then describes the core of the solution
to that problem, in a way that you can use this solu-
tion a million times over, without ever doing it the
same way twice.” [1]

Paerns provide a framework that can be applied to similar issues
but may be metaphorically solved in different ways, sometimes in
real world or face to face events and other times in digital space /
applications.
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http://peeragogy.org/resources/meet-the-team/
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Christopher Alexander: “Can we do beer? Does
all this talk help to make beer buildings? […] What
is the Chartres of programming? What task is at a
high enough level to inspire people writing programs,
to reach for the stars?” [2]

Note: the notion of the analog (such as a plaza) could become a
digital metaphor for a group chat or Google+ Hangout – a group
meeting space / agora. Indeed the working title for Google Com-
munities was “piazza!”

Paerns of peeragogy
Here is our index of the paerns we’ve found so far (described

in more detail aer the jump):

• W - Front end appearance to participants. Consoli-
date and summarize.

• D   - Found a paern? Give it a title
and example.

• P   - Invite brainstorming, collecting ideas,
questions, and solutions.

• C   - Overviews expose the lay of the land.
Collecting content and stories.

• N - Create a guide for “beginner’s mind” and help
avoid need to introduce new members each “meeting.”

• R - Plans for future work, direction towards a goal,
dynamic

• R - Specialize and mix it up. Play to participants
strengths and skills.

• P  - Lightbulb moment: Most specific projects
involve learning!

http://peeragogy.org/patterns/wrapper/
http://peeragogy.org/patterns/discerning-a-pattern/
http://peeragogy.org/patterns/polling-for-ideas/
http://peeragogy.org/patterns/creating-a-guide/
http://peeragogy.org/patterns/newcomer/
http://peeragogy.org/patterns/roadmap/
http://peeragogy.org/patterns/roles/
http://peeragogy.org/focusing-on-a-specific-project/
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• C  - Know your limits, find ways to get
other people involved.

• H - e “heartbeat” of the group keeps energy
flowing.

• M - When leaders step back, dynamics can im-
prove; moderator serves as champion and editor.

• U  ? - Repurposing, tinkering, or creating from
scratch?

• R - Periodically review and revise above actions as
needed

Anti-paerns for Peeragogy
And some “anti-paerns” (things to avoid):

• I - A tale of silos, holes, and not-invented-here.

• M  - “Onemeeting will (not) change every-
thing!”

• M  L - What happens when joining is low-
cost and completion is low-benefit.

• M P -e workload is almost never
evenly distributed.

• N G - “I have this really great idea…”

• S - What’s the driver behind open source, commons-
oriented collaborative projects? (Because, let’s face it, it
doesn’t always work.)

• S       - can we deepen the con-
nection?

http://peeragogy.org/patterns/carrying-capacity/
http://peeragogy.org/patterns/heartbeat/
http://peeragogy.org/patterns/moderation/
http://peeragogy.org/patterns/praxis-vs-poeisis/
http://peeragogy.org/reiterate/
http://peeragogy.org/antipatterns/isolation/
http://peeragogy.org/antipatterns/magical-thinking/
http://peeragogy.org/antipatterns/co-learning-messy-with-lurkers/
http://peeragogy.org/antipatterns/misunderstanding-power/
http://peeragogy.org/antipatterns/navel-gazing/
http://peeragogy.org/antipatterns/stasis/
http://peeragogy.org/antipatterns/stuck-at-the-level-of-weak-ties/
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What is a use case?

Ause case describes someone (or something) who uses a given
system or tool to achieve a goal. A use case can include a title, a
summary of the problem, an actor, and a success scenario. Ad-
ditional features can be added, such as alternate interactions or
choices that lead to a variation on the result. e use case consid-
ers a given persona (a characteristic role) in a given situation and
shows how they works on a project/problem and how their pro-
cess of work is resolved into a solution or solutions. Some activi-
ties do not have a single solution – these are oen referred to as
“Wicked Problems.” With detailed bookkeeping effort, recorded
processes can be standardized into use cases that can then be em-
ployed directly or modified to fit the context of the activity at
hand. In short, they are a lot like design paerns, which they
may contain in hidden or explicit form. Use cases are presented
in sidebars and vignees that appear throughout the book (like
the one below).

John’s day-job involves finding paerns in market
data (see Kevin Slavin’s TED talk). He reads phi-
losophy and does some other programming work in
his spare time. However, he doesn’t take the Oc-
cupy Wall Street protest very seriously. But one of
these evenings, one of the protestors catches his at-
tention. She’s dressed rather strikingly. ey talk,
and he comes away thinking about something she
said: “All our grievances are interconnected.” What if
all the solutions are interconnected too? Night time:
John becomes increasingly obsessed with this idea.
He’s pulling down lots of web pages from the internet
— again, looking for paerns. What would it take for
OWS folks to solve the problems they worry so much
about? He starts working on a tool that’s geared to-
wards learning and sharing skills, while working on
real projects. At first, it’s just hackers who are using
the tool, but over time they adapt it for popular use.
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en things start to get interesting…

Paern language
Combine paerns and use cases and you start to identify a

  that can be used immediately, and in future
projects. e next section on   goes into more
detail, but we’ll preview the idea here with the following diagram:

e subsequent major sections of this book – Convene, Orga-
nize, Cooperate and Assess – represent big clusters of paerns
that are likely to come up time and again in various projects (do
you see the analogy with the four major branches of the diagram
above?). You are of course free to invent your own paerns. Each
project will tend to have it’s own design, and it’s own unique way
things play out in practice. Here, we present these small but pow-
erful “starter paerns”.

Christopher Alexander: ese ideas—paerns—are
hardly more than glimpses of a much deeper level of
structure, and is ultimately within this deeper level of
structure, that the origin of life occurs.

EXAMPLES

e above use cases and paerns make the “story” abstract –
but how about some concrete examples of peeragogy in action?

http://peeragogy.org/practice/heuristics/pattern-language/
http://peeragogy.org/practice/heuristics/
http://peeragogy.org/convene/
http://peeragogy.org/organize/
http://peeragogy.org/organize/
http://peeragogy.org/facilitate/
http://peeragogy.org/assessment/
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Consider:

• OH., “an open source community aiming to
help newcomers find their way into free soware projects.”

• e F T G is a younger project with as-
pirations similar in some ways to those of OpenHatch, but
in this case, oriented not just to pairing newcomers with
mentors, but pairing clients with service providers. “e
idea is that we as a group will do useful projects for our
members or external parties, and on-the-job we mentor
and learn and get beer.” (Since this is a new project, the
   is itself a nacent example of para-
gogy.)

• Many more examples on our  page!

References

1. Alexander, Christopher, Ishikawa, Sara, and Silverstein,
Murray, A Paern Language: Towns, Buildings, and, Con-
struction, New York: Oxford University Press, 1977.

2. Gabriel, Richard P. P  S, New York: Ox-
ford University Press, 1996. (Includes a forward by Christo-
pher Alexander.)

Further readings on paerns

1. T TW  B, by Christopher Alexander.

2. Article, “Manifesto 1991” by Christopher Alexander, Pro-
gressive Architecture, July 1991, pp. 108–112, provides a
brief summary of Alexander’s ideas in the form of a critique
of mainstream architecture. Many of the same sorts of criti-
cal points would carry over to mainstream education. Some
highlights are excerpted .

3. W

http://openhatch.org/
http://campus.ftacademy.org/wiki/index.php/Free_Technology_Guild
http://campus.ftacademy.org/community/pg/groups/8500/free-technology-guild-working-group/
http://peeragogy.org/examples/
http://dreamsongs.net/Files/PatternsOfSoftware.pdf
http://en.wikipedia.org/wiki/The_Timeless_Way_of_Building
https://plus.google.com/u/0/108598104736826154120/posts/agWYcqPhqSN
http://www.wikipatterns.com/display/wikipatterns/About
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4. T O  P T,  F   T
, A T G   L W, Christo-
pher Alexander’s talk at the 1996 ACM Conference on
Object-Oriented Programs, Systems, Languages and Appli-
cations (OOPSLA)

Other related work

1. C M (the F  is available for
free)

2. NR  NE(   
 )

http://www.patternlanguage.com/archive/ieee/ieeetext.htm
http://www.patternlanguage.com/archive/ieee/ieeetext.htm
http://www.cluetrain.com
http://www.cluetrain.com/book/index.html
http://www.kk.org/newrules/contents.php
http://www.kk.org/newrules/contents.php
http://www.kk.org/newrules/contents.php
http://www.kk.org/newrules/contents.php
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PATTERNS AND HEURISTICS

Ten potentially useful things to do when you’re solv-
ing a problem are described by Artificial Intelligence
pioneer Marvin Minsky in a series of  for the
One Laptop Per Child project. We can sum them up
visually with the following diagram:

We can also see some interesting relationships to the peeragogy
paerns we identified earlier. e connections are first described
with a picture here, and then in more detail with text below. Some
of the nodes in this diagram are clickable, and clicking will take
you to the page describing the relevant paern:

To elaborate in words:

• Simplify things for Newcomers. In practice, this means
that we don’t expect a newcomer to enter at full speed.

• Use a Roadmapto guide us from one phase to another,
while the project’s centralHeartbeat helps us aend to the
central focus.

67

http://web.media.mit.edu/~minsky/OLPC-1.html
http://web.media.mit.edu/~minsky/OLPC-2.html
http://web.media.mit.edu/~minsky/OLPC-3.html
http://web.media.mit.edu/~minsky/OLPC-4.html
http://web.media.mit.edu/~minsky/OLPC-5.html
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• Announce changes through a Wrapper who describes the
new status or direction of the project. For the Peeragogy
project, that oen meant summing up the high points that
we saw over a given period of time.

• Assemble a Paern Languagefor the project by first Dis-
cerning Paerns, and when we’ve seen how the paerns
relate to each other (as in the diagram above), we can start
to build a map like the one above, for subsequent use in
problem-solving and design.

• We divide work up not only horizontally among different
Roles, but also temporally by using the Roadmap. Some-
one who is moving ahead with the Roadmap is likely to be
working at the leading edge.

• When we find an analogy, we are basically Creating a
Guide of some sort. is can be used as a form of “explo-
ration,” as we look at how one form of engagement may or
may not map onto other forms of engagement.

• When we ask for help, we may avail ourselves of some
Moderation service that will decide how to deal with our
request. One simple way to ask for help is Polling for
Ideas. Obviously once we start to get help, we’re working
in a regime of “collaborative effort”.

• If you know the answer, then you may be able to reuse
it (which is the basic idea described in Praxis vs Poesis,
though the title is a lile bit obscure). Someone who knows
the answer and who is good at self-explanation may also
have a good idea about how to get from the current state to
the goal state; alternatively, this may be broken down into
steps in some sub-Roadmap, and moving from step to step
would then illustrate “progressive problem solving”.

• It is important to give it a rest so as not to over-exhaust
oneself, busting one’s own Carrying Capacity, or, alter-
natively, overwhelming the group.
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• It seems that one of the things that experts do isDiscerning
a Paern. is allows them to simplify their processing.

• Finally, again, if we know why it is hard, then we may be
able toCreate a Guide that will help get around, or at least
beer cope with, the difficulty.

Resources

• e Society of Mind is a book by Marvin Minsky that talks
about how a mind can be made up of many different “agen-
cies” that work together. A relatively recent review by
Push Singh is  , and contains a succinct
overview of the key components of the more complex prob-
lem solving or “thinking” architecture described in Min-
sky’s book.

• P S P S  M
K is a forthcoming Ph. D. thesis by peeragogy
co-author Joseph Corneli.

• Our S G contains some guidelines to use when
working on “problems of exposition”

http://web.media.mit.edu/~push/ExaminingSOM.html
http://metameso.org/~joe/thesis-outline.html
http://metameso.org/~joe/thesis-outline.html
http://peeragogy.org/style-guide/
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PATTERNS

Heartbeat
Without someone or something acting as the “heartbeat” for

the group, energy may dissipate. In the “Collaborative Lesson
Planning” course led by Charlie Danoff at P2PU (which I joined
twice, and where we first talked through the ideas about para-
gogy), Charlie wrote individual emails to people who were signed
up for the course and who had disappeared, or lurked but didn’t
participate. is kept some of us (including me!) making positive
contributions. - Joe Corneli

Carrying Capacity
“If overstimulation at the sensory level increases the dis-
tortion with which we perceive reality, cognitive over-
stimulation interferes with our ability to ‘think.’ ” –
Future Shock, by Alvin Toffler

Image from M B’ B C W (CC-By-NC-SA).
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http://missbakersbiologyclasswiki.wikispaces.com/Ecology+Study+Guide
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At times, a facilitator or participant in the peer-learning enter-
prise may feel he or she is over-contributing – or, perhaps more
likely, that others are under-contributing – or that someone else
is railroading an idea or dominating the discussion. If this hap-
pens, take a step back and observe the dynamics of involvement.
Ask questions and let others answer. Especially if you start to feel
the symptoms of burnout, it’s important that you find the level of
engagement that allows you to participate at a level that is feasi-
ble for maintaining progress toward the project’s goal. Lead by
example – but make sure it’s someplace you, and others, actu-
ally want to go! is could be a good time to revisit the group’s
roadmap and see if you can figure out and clarify to others what
concrete goal you’re working towards. Remember that you can
also change the “landscape” by making it easier for other people
to get involved – for example, by explaining what you’re trying
to do in a clear manner. Watch for opportunities to step back,
watch, listen. Try to be mindful of phases when active or quiet in-
volvement would be more helpful to the individual and the group.
It’s also helpful to let anyone who has taken on a facilitation role
know if you’re stepping back temporarily. en, when the time
is right, step back in and get to work!

Creating a Guide
Meaning-carrying tools, like handbooks or maps, can help

people use an idea. In particular, when the idea or system is only
“newly discovered”, the associated meanings may not be well un-
derstood (indeed they may not have been created). In such a case,
the process of creating the guide can go hand-in-hand with fig-
uring out how the system works. us, techniques of 
  and   are useful for would-
be guide creators. Even so, it is worth noting that “the map is not
the territory,” and map-making is only one facet of shared human
activity. Collaboratively refining a paern is itself an example of
“Creating a Guide” - that is, a paern description can be thought
of as a “micro-map” of a specific activity.

http://knowledgecartography.org/
http://knowledgecartography.org/
http://www.hitl.washington.edu/publications/r-97-47/two.html
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Discerning a Paern
Discerning paerns helps us build our vocabulary or reper-

toire for peer-learning projects.

[W]e saw that language use is typically what we have
to go on, from an analytical perspective. Generally, if
we are not starting with language, we arrive at it soon
enough. Language becomes something to pay aention
to, in much the same way in which Buddhist practition-
ers have for centuries spent time watching their breath.
— From ”P P” by Joe Corneli

e challenge of discerning a peeragogical paern revolves
around a meta-awareness of language. For example, in building
a peer learning profile, a participant might identify an interest
such as organic gardening. We notice this is a paern when it
repeats; when organic gardening is frequently listed among in-
terests listed by participants in their introductions. e classic
example of a paern is “a place to wait” —a type of space found
in many architectural and urban design projects. Once a paern
is detected, give it a title and write down how the paern works
in a peer learning context. What does this paern say about the
self-selection process of the group? Without jumping to conclu-
sions, consider that an interest in organic gardening, for example,
might indicate the participants are oriented to cooperation, per-
sonal health, or environmental activism (emphasis on might!).

Moderation
“Why is a fishbowlmore productive than debate? e
small group conversations in the fishbowl tend to de-
personalize the issue and reduce the stress level, mak-
ing people’s statements more cogent. Since people
are talking with their fellow partisans, they get less
caught up in wasteful adversarial games.” - the C
I I

http://paragogy.net/ParagogicalPraxisPaper
http://www.co-intelligence.org/y2k_fishbowl.html
http://www.co-intelligence.org/y2k_fishbowl.html
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P in online forums tends to follow a ” ,”
with unequal engagement. One remedy for this is simply for the
most active participants to step back, and moderate how much
they speak (see C C). OWS uses a similar tech-
nique in their ” .”

Newcomer
Unless there is a new person to talk to, a lot of the
“education stu” we do could grow stale. Many of
the paerns and use cases for peeragogy assume that
there will be an audience or a new generation of
learners - hence the drive to create a guide. Note that
the newcomer and the wrapper may work together to
make the project accessible. Even in the absence of
actual newcomers, we’re oen asked to try and look
at things with a “beginner’s mind.”

Newcomers can provide constructive (sometimes critical)
feedback on the way a project is organized.

Régis Barondeau: I joined this handbook project
late, making me a “newcomer”. When I started to
catch up, I rapidly faced doubts:

• Where do I start?

• How can I help?

• How will I make it, having to read more than
700 posts?

• What tools are we using ? How do I use them?

• Etc.

Even if this project is amazingly interesting, catch-
ing the train while it already reached high speed can
be an extreme sport. By taking care of newcomers,
we might avoid loosing valuable contribuors because

http://peeragogy.org/organizing-a-learning-context/participation/
http://en.wikipedia.org/wiki/Power_law
http://peeragogy.org/patterns-usecases/patterns-and-heuristics/carrying-capacity/
http://en.wikipedia.org/wiki/Progressive_stack
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they don’t know how and where to start, and keep
our own project on the track, if we are able to explain
the project to newcomers. Some ideas about things
we could do beer:

• Allow participants to see the whole, for exam-
ple by having a project landing page, by using
dynamic mindmapping of wiki pages, etc.

• Have mentors that will guide newcomers for
some time. ey could for example kickstart
them by showing where there expertise may fit
into the project.

• Have landing pages overviews for every sub-
project. is overview could show : who is in-
volved, what are the main objectives, what tools
are used (assuming sub-project teams may use
some specific tools), etc.

• Have tools introduction and if possible support.
In this project we all seem to be used to online
tools but this is oen not the case.

• Create a newcomer wiki page listing the basics.

Charloe Pierce: Joe Corneli’s  evoked my
own experience energing the Peeragogy community.
Joe was working a lot on the book, and I thought
“this is interesting hard work, and he shouldn’t have
to do this alone.” As a Peeragogy newcomer, I was
kindly welcomed and mentored by Joe, Howard, Fab-
rizio, and others. I asked naive questions and was
met with patient answers, guiding questions, and re-
source links. Concurrently, I bootstrapped myself
into a position to contribute to the workflow by edit-
ing the live manuscript for consistency, style, and
continuity. e concrete act of editing and fact-
checking this relatively (to me) unfamiliar topic in
physical isolation rapidly raised my understanding of

http://peeragogy.org/practice/heuristics/heartbeat/
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the field. I also returned to the S M C
 forums to follow up on early offers of editing
help from recently uninvolved particpants, resulting
in the rekindled interest of several new editors (if not
an overwhelming army).

Additional Reading

1. W      
? (sildes by Igor Steinmacher and coauthors)

Paern Language
I use the idea of a paern language as a shorthand for what

Christopher Alexander talks about in his   for
the IEEE in 1996.

In short, once we have come up with enough paerns (includ-
ing the paern of a paern language that I discussing here, and
its generalizations per Christopher Alexander), then we will be
beer able to do both the socio-technical design work associated
with planning pæragogical experiences, and, quite likely, enjoy
the “actual work” more too.

In this quote from the linked article, C. A. talks about com-
puter programming, but I think the same could go for any other
sort of design-and-implementation work:

It is a view of programming as the natural genetic in-
frastructure of a living world which you/we are capable
of creating, managing, making available, and which
could then have the result that a living structure in our
towns, houses, work places, cities, becomes an aain-
able thing. at would be remarkable. It would turn the
world around, and make living structure the norm once
again, throughout society, and make the world worth
living in again.is is an extraordinary vision of the
future, in which computers play a fundamental role in
making the world - and above all the built structure of

http://socialmediaclassroom.com/host/peeragogy
http://socialmediaclassroom.com/host/peeragogy
http://lapessc.ime.usp.br/public/papers/13872/CHASE13_present.pdf
http://lapessc.ime.usp.br/public/papers/13872/CHASE13_present.pdf
http://www.patternlanguage.com/archive/ieee/ieeetext.htm
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the world - alive, humane, ecologically profound, and
with a deep living structure.

Polling for Ideas
… and then Howard said“At the beginning, until we all know

the ropes well enough to understand when to create a new discussion
forum topic and when to add to an existing one, let’s talk in this topic
thread about what else we want to discuss and I will start new topic
threads when necessary.” Polling for Ideas can happen at many
junctures in a peer learning experience, e.g. we could poll for
ideas about “who would we like to join our group?”, and “what
would be good resources for us to use?”

Praxis vs Poeisis
“Praxis, a noble activity, is always one of use, as dis-
tinct from poesis which designates fabrication. Only
the former, which plays and acts, but does not pro-
duce, is noble.” [1] (p. 101)

ere is a tension between “making stu” (poesis) and “using
stu” (praxis). Peer production, as the name indicates, is about
“making stuff.” And making stuff can be fun. But we should also
ask ourselves, how much new stuff do we really need? ere’s
not a hard and fast answer to that. We should also consider how
much “learning” is really “remix” – that is, re-use and recycling
of other people’s ideas and techniques.

Understanding and negotiating the tension between reuse and
creativity is the key to the art of remix or “paragogical praxis”!

Reference

1. Baudrillard, J. (1975). e mirror of production. Telos Press



P 78

19th century collage cards, care of N H

Focusing on a specific project

In the Jan. 2013 plenary session, as I P
  N E (IPNE) President Tordis Isselhardt quietly
listed to the presentation of how we created the Peeragogy Hand-
book. During the Q&A, Isselhardt spoke up andwondered if peer-
learning effort in IPNE might be more likely to succeed if the or-
ganization’s members “focused around a specific project.” As this
lightbulb illuminated the room, those of us aending the plenary
session suggested that IPNE could focus the project by creating
an “Independent Publishing Handbook.” (applause). In the course
of creating the IPNE Handbook, peer learners would assemble re-
source repositories, exchange expertise, and collaboratively edit
documents. To provide motivation and incentive to participate
in PeerPubU, members of the association will earn authorship

http://www.nickhaus.com/2010/02/afternoon-remembered-complete-with.html
http://IPNE.org
http://IPNE.org
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credit for contributing articles, editor credit for working on the
manuscript, and can spin off their own chapters as stand-alone,
profit-making publications. See plenary session video.

Roadmap
It is very useful to have an up-to-date public roadmap for the

project, someplacewhere it can be discussed andmaintained. is
helps  see where they can jump in. It also gives a
sense of the accomplishments to date, and any major challenges
that lie ahead. Remember, the Roadmap exists as an artifact with
which to share current, but never complete, understanding of the
space. Never stop learning!

Examples

In the Peeragogy project, once the book’s outline became
fairly mature, we could use it as a roadmap, by marking the sec-
tions that are “finished” (at least in dra), marking the sections
where editing is currently taking place, and marking the stubs
(possible starting points for future contributors). Aer this out-
line matured into a real   , we started to look in
other directions for ways to build on our successes to date, and
started working on a     
       .

And also

Note that a shared roadmap is very similar to a P
L P, or “paragogical profile”. We’ve made some 
 of these as we got started working on the Free Technology
Guild.

ere is a certain roadmappiness to “presentation of sel”, and
you can learn to use this well. For instance, when introducing
yourself and your work to other people, you can focus on high-
lights like these:

http://peeragogy.org/practice/heuristics/newcomer/
http://peeragogy.org/table-of-contents/
http://peeragogy.org/peeragogy-org-roadmap/
http://peeragogy.org/peeragogy-org-roadmap/
http://peeragogy.org/to-peeragogy/personal-learning-plan/
http://peeragogy.org/to-peeragogy/personal-learning-plan/
http://campus.ftacademy.org/wiki/index.php/Free_Technology_Guild#Learning_design
http://campus.ftacademy.org/wiki/index.php/Free_Technology_Guild#Learning_design
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• “What is the message behind what you’re doing?”

• “How do you provide a model others can follow or improve
upon?”

• “How can others get directly involved with your project?”

Roles
is may seem like an obvious one, but educational interac-

tions tend to have a number of different roles associated with
them. Consider that everything could bifurcate from the “au-
todidact”: 1. Autodidact 2. Tutor-Tutee 3. Tutor-Tutee-Parent
5. Tutor-Tutee #1-Tutee #2-Parent-Principal etc., until we have
bursars, librarians, technicians, janitors, editors of peer reviewed
research journals, government policy makers, spin-off industrial
ventures and partnerships, etc., all involved in Education. Even
the autodidact may assume different roles at different points in
time - sometimes making a library run, sometimes constructing a
model, sometimes checking a proof. e decomposition of “learn-
ing” into different phases or polarities could be an endless theo-
retical task. For the moment, we just note that roles are oen
present “by default” at the start of a learning process, and that
they may change as the process develops.

Wrapper
Early on, active peeragogue Charlie Danoff  that

someone take on the “wrapper role” – do a weekly pre/post wrap,
so that new users would know the status the project is at any
given point in time. e project wiki   also serves as
a “wrapper”, and in Peeragogy, we check it from time to time to
make sure that it accurately represents the basic facts about the
project. Note that the “wrapper role” is similar to the integrative
function that is needed for commons-based peer production to
work (according to the theory proposed by Yochai Benkler, it is

http://socialmediaclassroom.com/host/peeragogy/wiki/rolesdivision-labor
http://socialmediaclassroom.com/host/peeragogy/
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vital to have both 1) the ability to contribute small pieces; 2) some
“integrative function” that stitches those pieces together. In Peer-
agogy, theWeekly Roundup” by Christopher Tillman Neal served
to engage and re-engage members. Peeragogues began to eager
watched for the weekly reports to see if our teams or our names
had been mentioned. When there was a holiday or break, Chris
would announce the hiatus, to keep the flow going.
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ANTIPATTERNS

Isolation
Félix Guaari: Imagine a fenced field in which there
are horses wearing adjustable blinkers, and let’s say
that the “coefficient of transversality” will be precisely
the adjustment of the blinkers. If the horses are com-
pletely blind, a certain kind of traumatic encounter will
be produced. As soon as the blinkers are opened, one can
imagine that the horses will move about in a more har-
monious way. (  AM, himself
quoting Gary Genosko)

From a design point of view: we should be conscious of inter-
faces that are “too loud”, and think about how that is compensated
for by isolation of various forms. With a too-narrow focus, peo-
ple end up bumping into each other uncomfortably. However,
with an over-wide focus, things are chaotic in other ways (see

83

http://nine.fibreculturejournal.org/
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CL: M  L), motivating a narrowing of
focus. An effort that isolates itself will not have the occasion to
draw on other resources.

is sometimes goes by the nameNot Invented Here. But focus
is really only a problem when it becomes overfocus, resulting in
uncomfortable bumps. When that happens, it seems like a good
reason to try to clarify how to engage in a more fruitful manner.
Learning how to manage the uncertainty that comes with exper-
imentation is part of what makes the postmodern organization
tick! (See also: P D  N G.)

Magical thinking
Introduction

While the ideal platform would (magically) come with solu-
tions pre-built, a more realistic approach recognizes that prob-
lem solving always takes time and energy. e problem solving
approach and associated “learning orientation” will also depend
on the task and resources at hand. […] Arguably, if we “knew”,
100%, how to do peeragogy, thenwewould not stand to learn very
much by writing this handbook. Difficulties and tensions would
be resolved “in advance” (see earlier comments about “magical”
technologies for peer production).

Magical Thinking is the thief of process

Magical thinking of the kind described above robs a context of
its “process” (Nishida might say, its “motion”). It seems possible
that the more structure we have “in advance”, and the more we
can fall back on “traditional” modes of doing things, the less we
stand to learn. I quote at length:

”Optimization of decision-making processes confers an
important advantage in response to a constantly chang-
ing environment. e ability to select the appropri-
ate actions on the basis of their consequences and on

http://peeragogy.org/practice/antipatterns/co-learning-messy-with-lurkers/
http://peeragogy.org/antipatterns/navel-gazing/
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our needs at the time of the decision allows us to re-
spond in an efficient way to changing situations. How-
ever, the continuous control and aention that this pro-
cess demands can result in an unnecessary expendi-
ture of resources and can be inefficient in many situ-
ations. For instance, when behavior is repeated reg-
ularly for extensive periods without major changes in
outcome value or contingency, or under uncertain situ-
ations where we cannot manipulate the probability of
obtaining an outcome, general rules and habits can be
advantageous. us, the more rapid shi to habits aer
chronic stress could be a coping mechanism to improve
performance of well-trained behaviors, while increas-
ing the bioavailability to acquire and process new infor-
mation, which seems essential for adaptation to com-
plex environments. However, when objectives need to
be re-updated in order to make the most appropriate
choice, the inability of stressed subjects to shi from
habitual strategies to goal-directed behavior might be
highly detrimental. Such impairment might be of rel-
evance to understand the high comorbidity between
stress-related disorders and addictive behavior or com-
pulsivity, but certainly has a broader impact spanning
activities from everyday life decisions to economics.” –
S M

is also has interesting implications when it comes to “detect-
ing learning” (see ” ”). How do emotions,
stress, learning, habit, and adaptation relate?

Messy with Lurkers
Gigi Johnson: (1) Co-learning is Messy. It needs
time, patience, confusion, re-forming, re-norming, re-
storming, etc. ings go awry and part of norms needs
to be how to realign. (2) Co-learning is a VERY dif-

http://www.sciencemag.org/content/325/5940/621.full
http://peeragogy.org/to-peeragogy/researching-peeragogy/
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ferent experience from traditional teacher-led learning
in terms of time and completion. It is frustrating, so
many people will lurk or just step in and out, the laer
of which is very different fromwhat is acceptable in tra-
ditonal learning. Online learning programs are painted
with the brush now of an “unacceptable” 50% average
non-completion rate. Stanford’s MOOC AI class, which
started out with +100,000 people, had 12% finish. If only
12% or 50% of my traditional class finished, I’d have a
hard time geing next quarter’s classes approved!

e second point is similar to the earlier Anti-paern “M
 P (L)“. People have to join in order to
try, and when joining is low-cost, and completion low-benefit,
it is not surprising that many people will”dissipate” as the course
progresses. e “messiness” of co-learning is interesting because
it points to a sort of “internal dissipation”, as contributors bring
their multiple different backgrounds, interests, and communica-
tion styles to bear. In T  ., we observed:

More authors means more content, but also more words
thrown away. Many of the words wrien by authors
were deleted during the ongoing editing process. e
sheer mass of deleted words might raise the question
of whether authoring a paper in such a massively dis-
tributed fashion is efficient.

If we were to describe this situation in traditional subject/object
terms, we would say that peer production has a “low signal to
noise ratio”. However, it may be more appropriate (and construc-
tive) to think of meanings as co-constructed as the process runs,
and of messiness (or meaninglessness) as symptomatic, not of
peer production itself, but of deficiencies or infelicities in shared
meaning-making and “integrating” features.

http://socialmediaclassroom.com/host/peeragogy/forum/anti-patterns-concerns-complaints-and-critiques#comment-1854
http://socialmediaclassroom.com/host/peeragogy/forum/anti-patterns-concerns-complaints-and-critiques#comment-1854
http://www.altchi.org/submissions/submission_wmt_0.pdf
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Misunderstanding Power
Zip’s law states that given some corpus of natural lan-
guage uerances, the frequency of anyword is inversely
proportional to its rank in the frequency table. us the
most frequent word will occur approximately twice as
oen as the second most frequent word, three times as
oen as the third most frequent word, etc.

Zip’s law (or other formulations of the same thing) govern the
  , and related formulations describe  :
roughly speaking, an elephant has a lower metabolism than a
mouse and is more “energy efficient”. At that same link, we see
the suggestion that creativity in large-scale environmentsspeeds
up! e anti-paern: how many times have we been at a con-
ference or workshop and heard someone say (or said ourselves)
“wouldn’t it be great if this energy could be sustained all year
’round?” Or in a classroom or peer production seing, wondered
why it is that everyone does not participate equally. “Wouldn’t
it be great if we could increase participation?” If you believe the
result above, large-scale participation would indeed tend to in-
crease creativity! - But nevertheless, participation does tend to
fall off according to some power law (see Introduction to Power
Laws in T U P, V II, I 3), and it
would be a grand illusion to assume that everyone is coming from
a similar place with regard to the various literacies and motiva-
tions that are conducive to participation. Furthermore, a “provi-
sionist” aitude (“If we change our systemwewill equalize partic-
ipation and access”) simply will not work in general, since power
laws are inherently an epiphenomenon of networks. Note that par-
ticipation in a given activity oen (but not always) falls off over
time as well. is effect seems related but is also not well under-
stood (many people would like to write a hit song / best selling
novel / start a religion / etc., but few actually do). See the anti-
paern ”M T” for more on that. About the title:
Note that those agents who do post the most in a given collabora-
tion (respectively, the words or ideas that are most common in a

http://www2.econ.uu.nl/users/marrewijk/geography/zipf/index.htm
http://pricetags.wordpress.com/2010/10/26/kleibers-law-growth-and-creativity-in-cities/
http://www.theuncertaintyprinciple.danoff.org/v2i3.html
http://peeragogy.org/antipatterns/magical-thinking/
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given language) will tend to influence the space the most. In this
way, we can see some parallels between the SW H
 and Bourdieu’s notion of ” “. Much
as Paul Graham wrote about programming languages – program-
mers are typically”satisfied with whatever language they happen
to use, because it dictates the way they think about programs” –
so too are people oen “satisfied” with their social environments,
because these tend to dictate the way they think and act in life.

Navel Gazing
e difficulty I am referring to breaks down like this:

1. Certainly we cannot get things done just by talking about
them.

2. And yet, feedback can be useful, i.e., if there are mecha-
nisms for responding to it in a useful fashion.

3. e associated anti-paern is a special case of the proto-
typical Bateson  , “the father who says to his
son, go ahead and criticize me - with the strong hint that all
effective criticism will be very unwelcome.”

Indeed – criticism is not always useful. Sometimes it is just
“noise”. e art of paragogical praxis is to make something useful
out of what would otherwise just be noise.

Stasis
Actually, of course, living beings are never really in stasis. It

just sometimes feels that way. Different anti-paerns like I
 or NG have described different aspects of the
experience of feeling like one is in stasis. Typically, what is hap-
pening in such a case is that one or more dimensions of life are
moving very slowly. For instance, it seems we are not able to get
programming support to improve this version of the Social Media

http://en.wikipedia.org/wiki/Linguistic_relativity
http://en.wikipedia.org/wiki/Linguistic_relativity
http://en.wikipedia.org/wiki/Symbolic_violence
http://en.wikipedia.org/wiki/Double_bind
http://socialmediaclassroom.com/host/peeragogy/forum/anti-patterns-concerns-complaints-and-critiques#comment-2267
http://socialmediaclassroom.com/host/peeragogy/forum/anti-patterns-concerns-complaints-and-critiques#comment-2267
http://socialmediaclassroom.com/host/peeragogy/forum/anti-patterns-concerns-complaints-and-critiques#comment-1808
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Classroom, for love or money, since all developer energy is going
into the next version. is isn’t true stasis, but it can feel frustrat-
ing when a specific small feature is desired, but unavailable. e
solution? Don’t get hung up on small things, and find the dimen-
sions where movement is possible. In a sense this is analogous
to eating a balanced diet. You probably shouldn’t only eat grilled
cheese sandwiches, even if you like them a lot. You should go for
something different once in a while. is is also related to the
paern that talks about ”C C”. ere is always
some dimension on which you can make progress – it just might
not be the same dimension you’ve recently over-harvested!

Stuck at the level of weak ties
Remember this from our article on   

?

ere is a certain irony here: we are studying “peera-
gogy”, and yet many respondents did not feel they were
really geing to know one another “as peers”. Several
remarked that they learned less from other individual
participants, and more from “the collective”. ose who
did have a “team”, or who knew one another from pre-
vious experiences, felt more peer-like in those relation-
ships.

Are weak ties “strong”?

“Weak ties” are oen deemed a strength: see for example 
 in Psychology Today, which says:

”[S]trong and weak ties tend to serve different functions
in our lives. When we need a big favor or social or in-
strumental support, we ask our friends. We call them
when we need to move a washing machine. But if we
need information that we don’t have, the people to ask
are our weak ties. ey have more diverse knowledge

http://socialmediaclassroom.com/host/peeragogy/forum/patterns-and-use-cases#comment-2320
http://peeragogy.org/organizing-a-learning-context/
http://peeragogy.org/organizing-a-learning-context/
http://www.psychologytoday.com/blog/thinking-about-kids/201005/facebook-and-the-strength-weak-ties
http://www.psychologytoday.com/blog/thinking-about-kids/201005/facebook-and-the-strength-weak-ties
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and more diverse ties than our close friends do. We ask
them when we want to know who to hire to install our
washing machine.”

e quote suggests that there is a certain trade-off between use of
weak ties and use of strong ties. e anti-paern in question then
is less to do with whether we are forming weak ties or strong ties,
and more to do with whether we are being honest with ourselves
and with each other about the nature of the ties we are forming –
and their potential uses. We can be “peers” in either a weak or a
strong sense. e question to ask is whether our needs match our
expectations!

In the peeragogy context, this has to do with how we interact.
One of the participants in this project wrote:

”I am learning about peeragogy, but I think I’m failing
[to be] a good peeragog[ue]. I remember that Howard
[once] told us that the most important thing is that you
should be responsible not only for your own learning
but for your peers’ learning. […] So the question is, are
we learning from others by ourselves or are we […] help-
ing others to learn?”

If we are “only” co-consumers of information (which happens to
“produced” live, by some of the participants), then this seems like
a classic example of a weak tie. We are part of the same “audi-
ence” – or anyway, in the same “theater” (even if separated from
each other by continuous “4th walls”). On the other hand, ac-
tively engaging with other people (whether with “my” learning,
with “their” learning, or with the co-production of knowledge)
seems to be the foundation for strong ties. In this case our aims
(or needs) are more instrumental, and less informational.

People who do not put in the time and effort will remain stuck
at the level of “weak ties”, and will not be able to draw on the
benefits that “strong ties” offer.



Part V

Convening A Group
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BUILDING YOUR CO-LEARNING GROUP

Authors: G J and J C

So you want to try peer learning? Maybe you’ve al-
ready found a few people whowill support you in this
effort. Congratulations! It’s time now to focus your
thinking. Howwill you convene others to form a suit-
able group? Howwill you design a learner experience
which will make your project thrive? In this chapter,
we suggest a variety of questions that will help you
to make your project more concrete for potential new
members. ere are no good or bad answers - it de-
pends on the nature of your project and the context.
Trying to answer the questions is not something you
do just once. At various stages of the project, even af-
ter it’s over, some or all of those questions will aquire
new meanings - and probably new answers.

F T: “ere is a force of araction that al-
lows aggregation into groups based on the degree of per-
sonal interest; the ability to enhance and improve the
share of each participant; the expectation of success and
potential benefit.”

Group identity
Note that there are many groups that may not need to be “con-

vened”, since they already exist. ere is a good story from A. T.
A in his   in which he does “convene”
a natural group (namely, a village) - but in any case, keep in mind
at the outset that the degree of group-consciousness that is neces-
sary for peer learning to take place is not fixed. In this section, we
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suppose you are just at the point of kicking off a project. What
steps should you take? We suggest you take a moment to pon-
der the following questions first - and revisit them aerward, as
a way to identify best practices for the next effort.

There will be a quiz

ose taking the initiative should ask themselves the tradi-
tional Who, What, Where, When, Why, and How. (S S
suggests to begin with Why, and we touched on Who, above!). In
doing so, preliminary assumptions for design and structure are es-
tablished. However, in peer learning it is particularly important
to maintain a healthy degree of openness, so that future group
members can also form their answers on those questions. In par-
ticular, this suggests that the design and structure of the project
(and the group) may change over time. Here, we riff on the tra-
ditional 5W’s+H with six clusters of questions to help you focus
your thinking about the project and amplify its positive outcomes.

“I keep six honest serving-men (ey taught me all I knew)”

http://en.wikipedia.org/wiki/Simon_Sinek
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Expectations for participants
Once he gets to the Whispering Gallery, Roland re-
alizes that the girl was right. is is the center of
the universe. ere are murmurs to be heard there
– it seems they come from everywhere. He hears
about guilds and the crasmen who built the cathe-
dral. He learns about how proud they were and how
they formed communities of practice, educating the
uninitiated, teaching each other to create. He returns
to ground level. e girl is gone, but yet he feels
happy. He realizes he can domore then repackage the
social media streams, that there is more than twier
as a new broadcast medium. He starts a new journey:
finding a guild, a community of practice, but restyled
in a 21st century fashion. It will be more open, more
connected to others then the old guilds. He will still
use twier, a social dashboard, and curating tools,
but also he uses wikis, and synchronous communi-
cation. And most importantly, he starts building, to-
gether with others – in particular, together with the
people formerly known as his readers. ey will co-
create the analysis, the search for solutions and sense-
making, rather than helplessly listening to “experts”,
passively consuming the knowledge and information.
Instead, they’ll start building their own destiny as a
community, and the newsroom will be part of the
platform.

1. Who: Roles and flux

• What are some of the roles that people are likely to fall into
(e.g. Newcomer, Wrapper, Lurker, Aggregator, etc.)?

• How likely is it that participants will stick with the project?
If you expect many participants to leave, howwill this effect
the group and the outcome?
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• Do you envision new people joining the group as time goes
by? If so, what features are you designing that will support
their integration into an existing flow?

• Will the project work if people dip in and out? If so, what
features support that? If not, how will people stay focused?

2. What: Nature of the project

• What skills are required? What skills are you trying to
build?

• What kinds of change will participants undergo? Will they
be heading into new ground? Changing their minds about
something? Learning about learning?

• What social objective, or “product” if any, is the project aim-
ing to achieve?

• What’s the ‘hook?’ Unless you areworkingwith an existing
group, or re-using an existing modality, consistent partici-
pation may not be a given.

3. When: Time management

• What do you expect the group to do, from the moment it
convenes, to the end of its life-span, to create the specific
outcome that will exist at the conclusion of its last meeting?
(C. Gersick.) Note that what people ACTUALLY do may be
different from what you envision at the outset, so you may
want to revisit this question (and your answer) again as the
project progresses.

• Keeping in mind that at least one period of is inertia is very
likely (C. Gersick), what event(s) do you anticipate happen-
ing in the group that will bring things back together, set a
new direction, or generally get things on track? More gen-
erally, what kinds of contingencies does your group face?
How does it interface to the “outside world”?
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• What pre-existing narratives or workflows could you copy
in your group?

• How much of a time commitment do you expect from par-
ticipants? Is this kind of commitment realistic for members
of your group?

• What, if anything, can you do to make participation “easy”
in the sense that it happens in the natural flow of life for
group members?

• Does everyone need to participate equally? How might
non-equal participation play out for participants down the
line?

4. Where: Journey vs Destination

• What structures will support participants in their journey
to the end result(s) you (or they) have envisioned? What
content can you use to flesh out this structure?

• Where can the structure “flex” to accommodate unknown
developments or needs as participants learn, discover, and
progress?

5. Why: Tool/platform choice

• What tools are particularly suited to this group? Con-
sider such features as learning styles and experiences, ge-
ographical diversity, the need for centralization (or de-
centralization), cultural expectations related to group work,
sharing, and emerging leadership.

• Is there an inherent draw to this project for a given pop-
ulation, or are you as facilitator going to have to work at
keeping people involved? How might your answer influ-
ence your choice of tools? Is the reward for completion the
learning itself, or something more tangible?
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• In choosing tools, how do you prioritize such values and
objectives as easy entry, diverse uses, and high ceilings for
sophisticated expansion?

6. How: Linearity vs Messiness

• How will your group manage feedback in a constructive
way?

• Why might participants feel motivated to give feedback?

• How firm and extensive are the social contracts for this
group? Do they apply to everyone equally, or do they vary
with participation level?

• What do people need to know at the start? What can you
work out as you go along? Who decides?

• How welcome are “meta-discussions”? What kinds of dis-
cussions are not likely to be welcome? Do you have facil-
ities in place for “breakout groups” or other peer-to-peer
interactions? (Alternatively, if the project is mostly dis-
tributed, do you have any facilities in place for coming to-
gether as a group?)

Cycles of group development

e above questions remain important thoughout the life of
the project. People may come and go, particpants may propose
fundamentally new approaches, people may evolve from lurkers
to major content creators or vice-versa. e questions we suggest
can be most effective if your group discusses them over time, as
part of its workflow, using synchronous online meetings (e.g., B
B B, A C, B C), fo-
rums, Google docs, wikis, and/or email lists. Regular meetings are
one way to establish a “heartbeat” for the group.

http://www.bigbluebutton.org/
http://www.bigbluebutton.org/
http://success.adobe.com/en/na/sem/products/connect/1109_6011_connect_webinars.html?sdid=IEASO&skwcid=TC\char "007C\relax {}22191\char "007C\relax {}adobe%20connect\char "007C\relax {}\char "007C\relax {}S\char "007C\relax {}e\char "007C\relax {}5894715262
http://www.blackboard.com/platforms/collaborate/overview.aspx
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In thinking about other ways of structuring things, note
that the “body” of the Peeragogy Handbook follows a T
  (Convening a Group is our “forming”, Organiz-
ing a Learning Context is our “storming and norming”, Co-
working/Facilitation is our “performing”, and Assessment is our
“adjourning”). But we agree with Gersick (and Engeström) that
groups do not always follow a linear or cyclical paern with their
activities!

Nevertheless, there may be some specific stages or phases that
you want your group to go through. Do you need some “mile-
stones,” for example? How will you know when you’ve achieved
“success?”

Dealing with chaos or conflict
In closing, it is worth reminding you that it is natural for

groups to experience conflict, especially as they grow or cross
other threshold points or milestones - or perhaps more likely,
when they don’t cross important milestones in a timely fashion
(ah, so you remember those milestones from the previous sec-
tion!). Nevertheless, there are some strategies can be used tomake
this conflict productive, rather than merely destructive (see Oz-
turk and Simsek).
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PLAY AND LEARNING

Once more we’re back to the question, “What makes learning
fun?” ere are deep links between play and learning. Consider,
for instance, the waywe learn the rules of a game through playing
it. e first times we play a card game, or a physical sport, or a
computer simulation we test out rule boundaries as well as our
understanding. Actors and role-players learn their roles through
the dynamic process of performance. e resulting learning isn’t
absorbed all at once, but accretes over time through an emergent
process, one unfolding further through iterations. In other words,
the more we play a game, the more we learn it.

In addition to the rules of play, we learn about the subject
which play represents, be it a strategy game (chess, for exam-
ple) or simulation of economic conflict. Good games echo good
teaching practice, too, in that they structure a single player’s ex-
perience to fit their regime of competence (cf. Vygotsky’s zone of
proximal learning, a la Gee [1]). at is to say a game challenges
players at a level suited to their skill and knowledge: comfort-
able enough that play is possible, but so challenging as to avoid
boredom, eliciting player growth. Role-playing in theater lets
performers explore and test out concepts; see Boal [2]. Further,
adopting a playful aitude helps individuals meet new challenges
with curiousity, alongwith a readiness to mobilize ideas and prac-
tical knowledge. Indeed, the energy activated by play can take a
person beyond an event’s formal limitations, as players can as-
sume that play can go on and on [3].

Douglas Thomas and John Seely Brown: “All sys-
tems of play are, at base, learning systems.” [4]

Games have always had a major social component, and learning
plays a key role in that interpersonal function. Using games to
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build group cohesion is an old practice, actually a triusm in team
sports.

It is important to locate our peeragogical moment in a world
where gaming is undergoing a renaissance. Not only has digital
gaming become a large industry, but gaming has begun to infil-
trate non-gaming aspects of the world, sometimes referred to as
“gamification.” Puing all three of these levels together, we see
that we can possibly improve co-learning by adopting a playful
mindset. Such a playful aitude can then mobilize any or all of
the above advantages. For example,

• Two friends are learning the Russian language together.
ey invent a vocabulary game: one identifies an object in
the world, and the other must name it in Russian. ey take
turns, each challenging the other, building up their com-
mon knowledge.

• A middle-aged man decides to take up hiking. e prospect
is somewhat daunting, since he’s a very proud person and
is easily stymied by learning something from scratch. So he
adopts a “trail name”, a playful pseudonym. is new iden-
tity lets him set-aside his self-importance and risk making
mistakes. Gradually he grows comfortable with what his
new persona learns.

• We can also consider the design field as a useful kind of
playful peeragogy. e person playing the role of the de-
signer can select the contextual frame within which the de-
sign is performed. is frame can be seen as the rules gov-
erning the design, the artifact and the process. ese rules,
as with some games, may change over time. erefore the
possibility to adapt, to tailor one’s activities to changing
context is important when designing playful learning activ-
ities. (And we’ll look at some ways to design peer learning
experiences next!)

Of courbelowse, “game-based learning” can be part of standard
pedagogy too. When peers create the game themselves, this pre-
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sumably involves both game-based learning and peer learning.
Classic strategy games like G and C also provide clear ex-
amples of peer learning practices: the question is partly, what
skills and mindsets do our game-related practices really teach?

Plato’s Republic: “No compulsory learning can re-
main in the soul . . . ln teaching children, train them
by a kind of game, and you will be able to see more
clearly the natural bent of each.” (quoted by omas
Malone)

Exercises to help cultivate a playful aitude

• Use the O S card deck (Brian Eno and Pe-
ter Schmidt, 1st edition 1975, now available in its fih edi-
tion) to spur playful creativity. Each card advises players to
change their creative process, oen in surprising directions.

• Take turns making and sharing videos. is online collab-
orative continuous video storytelling involves a group of
people creating short videos, uploading them to YouTube,
then making playlists of results. Similar to C K, only
online.

• Engage in theater play using Google+ Hangout. e.g. com-
ing together with a group of people online and performing
theatrical performances on a shared topic that are recorded.
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Summary

Teachers have a reputation of working in isolation, of keep-
ing their learning to themselves and on their own islands. ey
are also known for generously sharing resources with one an-
other. It is this laer trait that is becoming increasingly impor-
tant as the role of the educator continues to expand. As educa-
tional technology research specialist Stephen Downes ,
the expectations on teachers have grown from “being expert in
the discipline of teaching and pedagogy…[to needing to have]
up-to-date and relevant knowledge and experience in it. Even a
teacher of basic disciplines such as science, history or mathemat-
ics must remain grounded, as no discipline has remained stable
for very long, and all disciplines require a deeper insight in order
to be taught effectively.” It is no longer possible for an educator
to work alone to fulfil each of these roles: the solution is to work
and learn in collaboration with others. is is where peer-based
sharing and learning online, connected/networked learning, or
peeragogy, can play an important role in helping educators.

Becoming a connected/networked learner

e following steps are set out in ‘phases’ in order to suggest
possible experiences one may encounter when becoming con-
nected. It is acknowledged that every learner is different and
these ‘phases’ only serve as a guide.
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Phase 1: Taking the plunge
To help educators begin to connect, the C E

’ S K was created during Connected Educator’s
Month in August 2012. In the kit, educators will learn the dis-
tinction between connected ‘educator’ and connecter ‘learner.’
e kit also outlines wide range of Web 2.0 tools like, Twier,
Facebook, wikis, blogs and social networking to help support the
educator-learner through the phases of connected learning.

e key to becoming a successful ‘connected educator-
learner’ involves spending the time needed to learn how to learn
and share in an open, connected environment. Each stage, tool
and community has a learning curve and nuances of its own. In
order to successfully complete each phase, connected educator-
learners will need to reach out and ask for support from other
learners they encounter. In turn, these new connected educator-
learners will need to reciprocate by sharing learning openly. Not
only will it support others’ learning but it helps to foster the con-
ditions necessary for a healthy online learning community.

Phase 2: Lurking
We all begin as lurkers. A learner can be considered a true

‘lurker’ aer reviewing the starter kit, establishing a digital pres-
ence (through a blog or a wiki) or signing up for Twier and
creating a basic profile containing a photo. In this phase, lurk-
ers will begin to ‘’    T and ob-
serve  T ‘’. Lurkers will also begin to
seek out other resources through , F, E and
LI groups.

Phase 3: Entering the fray
e lurker begins to develop into a connected educator-

learner once he or she makes the decision to enter into a dia-
logue with another user. is could take the form of a personal
blog post, participation on an education-related  or  or
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http://www.google.com/url?q=http%3A%2F%2Fwww.fractuslearning.com%2F2012%2F05%2F25%2Ftwitter-follow-education-technology%2F&sa=D&sntz=1&usg=AFQjCNF8grPMuRwU_ImW9Jk3ZYrg0m9KgQ
http://www.google.com/url?q=http%3A%2F%2Fcybraryman.com%2Fchats.html&sa=D&sntz=1&usg=AFQjCNFJASZiwfvPbfOzFbHvAunpXfNC1g
http://theinnovativeeducator.blogspot.ca/2012/04/ten-best-education-blogs.html
http://www.google.com/url?q=http%3A%2F%2Fwww.edsocialmedia.com%2F2011%2F02%2Fthe-advantage-of-facebook-groups-in-education%2F&sa=D&sntz=1&usg=AFQjCNEvc43Q7GqJqS-2S8GhEJ53Ye-j4Q
http://www.slideshare.net/cmsdsquires/edmodo-for-teachers-guide
http://www.emergingedtech.com/2012/02/8-great-linkedin-groups-for-educators/
http://edudemic.com/2012/08/education-blogs/?utm_medium=twitter&utm_source=twitterfeed
http://educationalwikis.wikispaces.com/Examples+of+educational+wikis
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a an exchange with another Twier user. Once this exchange
takes place, relationships may begin to form and the work to-
wards building a Personal Learning Network (PLN) begins.

One such site where such relationships can be built is C
 2.0, which was founded by S H. rough
Classroom 2.0, Steve facilitates a number of free online learning
opportunities including weekly B C ses-
sions, conferences, book projects and grassroots cross-country
educational-transformation tours. Classroom 2.0 also offers a
supportive Social Ning—a free, social learning space that provides
online conferences and synchronous and recorded interviews
with inspirational educators—for connected educator-learners
around the world.

Phase 4: Building and shaping your PLN
Just as not every person one meets becomes a friend, it is im-

portant to remember that not every exchange will lead to a co-
learning peeragogy arrangement. It may be sufficient to follow
another who provides useful content without expecting any re-
ciprocation. It is dependent on each educator-learner to deter-
mine who to pay aention to and what learning purpose that in-
dividual or group will serve. It is also up to the learner-educator
to demonstrate to others that he or she will actively participate.

ere are a number of  one can use when shaping
the PLN to learn. However, one of the best ways educators can
aract a core of peeragogues is by sharing actively and demon-
strating active and open learning for others.

ere are a number of sites where a new educator-learner
can actively and openly learn. In addition to personal blogging
and wikis, other professional development opportunities include
open, online courses and weekly synchronous online meetings
through video, podcasts or other forms of media. Examples of
these opportunities are: C L TV, TT
T, VN, SK12, K12 O, CEET,
and ETT. Alternatively, courses are offered with P2PU’
School of Education or a wide variety of other opportunities col-

http://www.classroom20.com/
http://www.classroom20.com/
http://www.stevehargadon.com/
http://www.google.com/url?q=http%3A%2F%2Fwww.futureofeducation.com%2Fnotes%2FPast_Interviews&sa=D&sntz=1&usg=AFQjCNHVYOvP-w7NTgKp2Fu2AX4YycnPQQ
http://storify.com/digiphile/how-to-build-a-personal-learning-network-on-twitte
http://connectedlearning.tv/howard-rheingold-social-media-and-peer-learning-mediated-pedagogy-peeragogy
http://techtalktuesdays.global2.vic.edu.au/
http://techtalktuesdays.global2.vic.edu.au/
http://learning2gether.pbworks.com/w/page/32206114/volunteersneeded
http://simplek12.com/webinars
http://k12onlineconference.org/
http://www.learnnowbc.ca/educators/moodlemeets/default.aspx
http://edtechtalk.com/taxonomy/term/130
https://p2pu.org/en/schools/school-of-ed-pilot/
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lected by TT and Educator’s CPD online. Peggy
George, the co-faciliator of the weekly Classroom 2.0 LIVE Ses-
sions, created a livebinder package of free ‘PD O D’ con-
nected professional development online options for peeragogy
enthusiasts.

Stage 5: Extending the digital PLN and
connecting face-to-face

Over time, once the connected educator-learner has estab-
lished a refined PLN, these peeragogues may choose to shi their
learning into physical learning spaces. Some options available
for these educator-learners would include the new ‘grassRoots
unconferences’, which include examples such as: EC, E
C, THAT and CCA. ese conferences are
free or extremely low-cost and focus on learning from and with
others. ese ‘unconferences’ are typically publicized through
Twier, Google Apps, and Facebook. Connecting face-to-face
with other peeragogues can strengthen bonds to learning net-
works and help to promote their sustainability.

Building personal capacity for Education 2.0
Given the large number of roles now expected of connected

educators, through peeragogy, K–12 educators can now each dis-
tribute the load of the learning among networks. Although learn-
ing to connect takes time and practice, a support network is a nat-
ural accompaniment of relationship-building and open learning.
Numerous online sites and social platforms exist for K–12 edu-
cators to connect and learn together as peeragogues; though the
ways in which connections develop are unique. It is up to each
educator to discover a passion and share it with others!

Postscript
Sylvia Tolisano, Rodd Lucier and Zoe Branigan-Pipen co-

created the infographic below, which explores experiences indi-

http://www.teachthought.com/
http://www.google.com/url?q=http%3A%2F%2Fwww.livebinders.com%2Fplay%2Fplay_or_edit%3Fid%3D429095&sa=D&sntz=1&usg=AFQjCNHCIdRn64rPwske2vP7xrpWolb-jA
http://educonphilly.org/
http://davidwees.com/content/what-edcamp
http://davidwees.com/content/what-edcamp
http://thatcamp.org/
http://connectedcanada.org/
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viduals may encounter in the journey to become connected learn-
ers. It is not only a helpful entry point for new learner-educators
seeking to become peeragogues, but it also serves as a wonderful
example of peeragogy at work.
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(licensed as CC By-NC-SA, on F)
Consider taking the plunge into the different stages of a Net-

worked/Connected Educator today.

Additional resources
amazing technology tools for your classroom:

• R B

• S T

• C T

• V D

How to develop your PLN:

• D  C T by Rodd Lucier

• TT

Theory & philosophy of connnected learning for
classroom transformation:

• D T

• S D

• W R

http://www.flickr.com/photos/thecleversheep/7161689001/sizes/l/in/photostream/
http://www.freetech4teachers.com/
http://langwitches.org/blog/
http://catlintucker.com/2011/11/12-tech-tools-that-will-transform-your-classroom/
http://coolcatteacher.blogspot.ca/
%20http://thecleversheep.blogspot.ca/2012/06/seven-degrees-of-connectedness_06.html
%20http://thecleversheep.blogspot.ca/2012/06/seven-degrees-of-connectedness_06.html
http://pairadimes.davidtruss.com/
http://www.downes.ca/presentation/264
http://willrichardson.com/
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 13

INTRODUCTION TO ORGANIZING CO-LEARNING

is section about organizing Co-Learning rests on the as-
sumption that learning always happens in a context, whether this
context is a structured “course” or a (potentially) less structured
“learning space”. For the moment we consider the following divi-
sion:

• Organizing Co-learning Contexts

– Courses (= “learning linked to a timeline or syllabus”)

– Spaces (= “learning not necessarily linked to a timeline
or syllabus”)

is section focuses on existing learning contexts and examines
in detail how they have been “organized” by their (co-)creators.
(See also:      .)

At a “meta-level” of media, we can talk about this parallel
structure:

• Building Co-learning Platforms

– Development trajectories (e.g. “design, implement,
test, repeat”)

– Platform features (e.g. forums, wikis, ownership mod-
els, etc.)

A given learning environment with have both time-like and
space-like features as well as both designed-for and un-planned
features. A given learning platform will encourage certain types
of engagement and impose certain constraints. e question for
both “teachers” and “system designers” – as well as for learners –
should be: what features best support learning?
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http://socialmediaclassroom.com/host/peeragogy/wiki/structural-dimensions-the-what-we-are-learning-vs-time-and-types-structures
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e answer will depend on the learning task and available re-
sources.

For example, nearly everyone agrees that the best way to learn
a foreign language is through immersion. But not everyone who
wants to learn, say, French, can afford to drop everything to go
live in a French-speaking country. us, the space-like full im-
mersion “treatment” is frequently sacrificed for course-like treat-
ments (either via books, CDs, videos, or ongoing participation in
semi-immersive discussion groups).

System designers are also faced with scarce resources: pro-
grammer time, soware licensing concerns, availability of peer
support, and so forth. While the ideal platform would (magically)
come with solutions pre-built, a more realistic approach recog-
nizes that problem solving always takes time and energy. e
problem solving approach and associated “learning orientation”
will also depend on the task and resources at hand. e following
sections will develop this issue further through some specific case
studies.

Case study 1 (pilot, completed): “Paragogy” and the
Aer Action Review.

In our analysis of our experiences as course organizers at
P2PU, we (Joe Corneli and Charlie Dano) used the US Army’s
technique of Aer Action Review (AAR). To quote from  
 [2]:

As the name indicates, the AAR is used to review
training exercises. It is important to note that while
one person typically plays the role of evaluator in
such a review […] the review itself happens among
peers, and examines the operations of the unit as a
whole.

e four steps in an AAR are:

1. Review what was supposed to happen (training
plans).

http://paragogy.net/ParagogyPaper2
http://paragogy.net/ParagogyPaper2
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2. Establish what happened.

3. Determine what was right or wrong with what
happened.

4. Determine how the task should be done differ-
ently the next time.

e stated purpose of the AAR is to “identify
strengths and shortcomings in unit planning, prepa-
ration, and execution, and guide leaders to accept re-
sponsibility for shortcomings and produce a fix.”

We combined the AAR with several principles (see Discussion
section below), which we felt described effective peer learning,
and went through steps 1-4 for each principle to look at how well
it was implemented at P2PU.is process helped generate a range
of advice that could be applied at P2PU or similar institutions.
By presenteding our paper at the O K C
(OKC), we were able to meet P2PU’s executive director, Philipp
Schmidt, as well as other highly-involved P2PU participants; our
feedback may have contributed to shaping the development tra-
jectory for P2PU.

In addition, we developed a strong prototype for construc-
tive engagement with peer learning that we and others could
deploy again. In other words, variants on the AAR and
the paragogical principles could be incorporated into future
learning contexts as platform features [3] or re-used in a de-
sign/administration/moderation approach [4]. For example, we
also used the AAR to help structure our writing and subsequent
work on ..

Case Study 2 (in progress): “Peeragogy”.
Our particular focus in the interviews was on drawing out and

emphasizing the relational dimension of students, learning expe-
riences within their environment and, consequently, on inferring
from their accounts a sense of how they perceived and indeed
constituted their environment. We asked them who they learned

http://okfn.org/okcon/
http://okfn.org/okcon/
http://paragogy.net
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with and from and how. A further question specifically focused
on whom they regarded as their peers and how they understood
their peers as a source and a site for learning.” [1]

In this section, we will interview and/or survey members of
the Peeragogy community with questions similar to those used by
Boud and Lee [1] and then identify strengths and shortcomings
as we did with the AAR above. ese questions are derived from
the AAR.

estions (discussed on an ; revisions to the orig-
inal set of questions are marked in italics):

1. Who have you learned with or from in the Peeragogy
project? What are you doing to contribute to your peers’
learning?

2. How have you been learning during the project?

3. Who are your peers in this community, and why?

4. What were your expectations of participation in this
project? And, specifically, what did you (or do you) hope to
learn through participation in this project?

5. What actually happened during your participation in this
project (so far)? Have you been making progress on your
learning goals (if any; see prev. question) – or learned any-
thing unexpected, but interesting?

6. What is right or wrong with what happened (Alternatively:
how would you assess the project to date?)

7. How might the task be done differently next time? (What’s
“missing” here that would create a “next time”, “sequel”, or
“continuation”?)

8. How would you like to use the Peeragogy handbook?

9. Finally, how might we change the questions, above, if we
wanted to apply them in your peeragogical context?

https://peeragogy.etherpad.mozilla.org/7


O CL 119

Reflections on participants’ answers

e questions were intended to help participants reflect on,
and change, their practice (i.e. their style of participation). ere
is a tension, however, between changing midstream and learning
what we might do differently next time. ere is a related tension
between initial structure and figuring things out as we go. Ar-
guably, if we knew, 100%, how to do peeragogy, then we would
not learn very much in writing this handbook. Difficulties and
tensions would be resolved “in advance” (see earlier comments
about “magical” technologies for peer production).

And yet, despite our considerable collected expertise on col-
laboration, learning, and teaching, there have been a variety of
tensions here! Perhaps we should judge our “success” partly on
how well we deal with those. Some of the tensions highlighted in
the answers are as follows:

1. Slow formation of “peer” relationships. ere is a certain
irony here: we are studying “peeragogy” and yet many re-
spondents did not feel they were really geing to know one
another “as peers”, at least not yet. ose who did have
a “team” or who knew one another from previous experi-
ences, felt more peer-like in those relationships. Several re-
marked that they learned less from other individual partic-
ipants and more from “the collective” or “from everyone”.
At the same time, some respondents had ambiguous feel-
ings about naming individuals in the first question: “I felt
like I was going to leave people out and that thatmeans they
would get a bad grade - ha!” One criterion for being a peer
was to have built something together, so by this criterion,
it stands to reason that we would only slowly become peers
through this project.

2. “Co-learning”, “co-teaching”, “co-producing”? One respon-
dent wrote: “I am learning about peeragogy, but I think I’m
failing [to be] a good peeragog. I remember that Howard
[once] told us that the most important thing is that you
should be responsible not only for your own learning but
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for your peers’ learning. […] So the question is, are we
learning from others by ourselves or are we […] helping
others to learn?” Another wrote: “To my surprise I realized
I could contribute organizationally with reviews, etc. And
that I could provide some content around PLNs and group
process. Trying to be a catalyst to a sense of forward move-
ment and esprit de corps.”

3. Weak structure at the outset, versus a more “flexible” ap-
proach. One respondent wrote: “I definitely think I do bet-
ter when presented with a framework or scaffold to use for
participation or content development. […] (But perhaps
it is just that I’m used to the old way of doing things).”
Yet, the same person wrote: “I am interested in [the] ap-
plicability [of pæragogy] to new models for entrepreneur-
ship enabling less structured aggregation of participants in
new undertakings, freed of the requirement or need for an
entrepreneurial visionary/source/point person/proprietor.”
ere is a sense that some confusion, particularly at the be-
ginning, may be typical for peeragogy. With hindsight, one
proposed “solution” would be to “have had a small group of
people as a cadre that had met and brainstormed before the
first live session […] tasked [with] roles [and] on the same
page”.

4. Technological concerns. ere were quite a variety, perhaps
mainly to do with the question: how might a (different)
platform handle the tension between “conversations” and
“content production”? For example, will Wordpress help us
“bring in” new contributors, or would it be beer to use
an open wiki? Another respondent noted the utility for
many readers of a take-away PDF version. e site (peera-
gogy.org) should be “[a] place for people to share, comment,
mentor and co-learn together in an ongoing fashion.”

5. Sample size. Note that answers are still trickling in. How
should we interpret the response rate? Perhaps what mat-
ters is that we are geing “enough” responses to make an
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analysis. One respondent proposed asking questions in a
more ongoing fashion, e.g., asking people who are leaving:
“What made you want to quit the project?”

With regard to Points 1 and 2, we might use some “icebreaking”
techniques or a “buddy system” to pair people up to work on spe-
cific projects. e project’s “teams” may have been intended to do
this, but commitment or buy-in at the team level was not always
high (and in many cases, a “team” ended up being comprised of
just one person). It does seem that as the progress has progressed,
we have begun to build tools that could address Point 3: for exam-
ple, the Concept Map could be developed into a process diagram
that would used to “triage” a project at its outset, help project
participants decide about their roles and goals. Point 4 seems to
devolve to the traditional tension between the “good enough” and
the “best”: we have used an existing platform to move forward in
an “adequate” way. And yet, some technological improvements
may be needed for future projects in pæragogy. (Furthermore,
note that our choice to use a CC0 license means that if other peo-
ple find the content useful, they are welcome to deploy it on their
own platform, if they prefer.) Finally, Point 5 is still up in the air
(more answers more be coming in shortly - I think I have sent
around enough reminders). Hopefully the questionnaire will be
useful to the group even with a not-100% response rate! Points 4
and 5 are related, in that an ongoing questionnaire for people leav-
ing (or joining) the project could be implemented as a fairly simple
technology, which would provide feedback for site maintainers.
Gathering a lile information as a condition of subscribing or un-
subscribing seems like a safe, light-weight, way to learn about the
users (tho there is always the possibility that rather than unsub-
scribing, non-participating users will just filter messages from the
site).

An underlying tension (or synergy?) – between learning and
producing – was highlighted in our earlier work on paragogy. If
we learn by producing, that is good. However, I have argued in
[4] that paragogical praxis is based less on producing and more
on reusing. If downstream users of this handbook find it to, in-
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deed, be useful, we may have done enough. For all we know, we
are the “cadre” (see above) charged with determining how best to do
things in “subsequent rounds”!And, with this, we turn to a third
case study, where our work so far is reapplied in an offline edu-
cational context.

Discussion
We reconsider the appropriateness of the AAR and the par-

agogy principles in contexts beyond P2PU, using Lisewski and
Joyce as a guide to our (meta-)critique and analysis.

In recent years, the tools, knowledge base and discourse
of the learning technology profession has been bolstered
by the appearance of conceptual paradigms such as
the ‘five stage e-moderating model’ (Salmon, 2000) and
the new mantra of ‘communities of practice’ (Wenger,
1998). is paper will argue that, although these frame-
works are useful in informing and guiding learning
technology practice, there are inherent dangers in them
becoming too dominant a discourse. emain focus will
be on the ‘five stage e-moderating model’ as providing
an exemplar of a discourse which is in danger of form-
ing a ‘grand narrative’ (Lyotard, 1984) or totalizing ex-
planation of how to design and deliver online training
programmes. – Lisewski and Joyce

In a sense, the more reified a paern, the less we learn by deploy-
ing it (  ). If we were trying to validate the
paragogy model simply by fiing feedback to it (Case Study 2),
that would be an act of intellectual dishonesty. Nevertheless, the
act of fiing data to this model, as a constructive and creative act,
is in fact useful – and a sign that we are still learning about what
makes paragogy work. Not only on a theoretical level (summed
up below), but also on a technological level (see  ).

is table seems to suggests that paragogy is less of a grand
narrative and more of a patchwork collection of tricks or heuris-

http://socialmediaclassroom.com/host/peeragogy/forum/anti-patterns-concerns-complaints-and-critiques#comment-2355
http://socialmediaclassroom.com/host/peeragogy/wiki/researching-p%C3%A6ragogy
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Paragogical Principles… Reflections on practice and ex-
perience suggest…

1. Changing context as a decentered
center.

[We interact by changing the
space.]

It seems we begin with weak ties,
and then experience a slow forma-
tion of “peer” relationships, as we
form and re-form our social context,
and come to beer understand our
goals.

2. Meta-learning as a font of knowl-
edge.

[We interact by changing what we
know about ourselves.]

We learn a lot about ourselves by
interacting with others. But par-
ticipants struggle to find the right
way to engage: “co-learning”, “co-
teaching”, or “co-producing”? More-
over, “People come–they stay for a
while, they flourish, they build–and
they go.”

3. Peers provide feedback that would
not be there otherwise.

[We interact by changing our per-
spective on things.]

We begin with a weak structure at
the outset but this may afford a more
“flexible” approach as time goes on
(see also this  
which offers advice on designing ac-
tivities that help create a “flexible
structure”).

4. Paragogy is distributed and non-
linear.

[We interact by changing the way
things connect.]

ere are a number of technological
concerns, which in a large part have
to do with tensions between “content
production” and “conversation”, and
to a lesser extent critique the plat-
forms we’re using.

5. Realize the dream if you can, then
wake up!

[We interact by changing our ob-
jectives.]

Even with a small group, we can
extract meaningful ideas about peer
learning and form a strong collective
effort, which moves things forward
for those involved: this means work.
We would not get the same results
through “pure contemplation”.

http://peeragogy.org/adding-structure-with-activities/
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tics for group work. Rather than narrativizing peer learning, par-
agogy itself provides a non-linear interface that we can plug into
and adapt where appropriate (like we adapted our questionnaire’s
questions in Case Study 2). Instead of one grand narrative, we see
a growing collection of ” “. e more we share our prac-
tice and experience having to do with co-organizing learning or
building platforms for the same, the more robust and useful par-
agogy will become. It may never become a”rigorous discipline”!
But if not, that is OK.
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ADDING STRUCTURE WITH ACTIVITIES

In the introduction to ”O  L C“,
we remarked that a”learning space” is only potentially less struc-
tured than a “course”. For example, a library tends to be highly
structured, with quiet rooms for reading, protocols for checking
out books, a cataloging and shelving system that allows people to
find what they are looking for, as well as rules that deter vandal-
ism and the. (Digital libraries don’t need to play by all the same
rules, but are still structured.)

But more structure does not always lead to beer learning. In
a 2010 Forbes article titled, “e Classroom in 2020,” George Kem-
bel describes a future in which “Tidy lectures will be supplanted
by messy real-world challenges.” e Stanford School of Design,
(or “d.school” – which Kemble co-founded and currently directs)
is already well-known for its open collaborative spaces, abundant
supply of post-it notes and markers, and improvisational brain-
storm activities – almost the opposite of traditional lecture-based
learning.

One “unexpected benefit” of dealing with real-world chal-
lenges is that we can change our approach as we go. is is how it
works in peer learning: peers can decide on different structures
not just once (say, at the beginning of a course), but through-
out the duration of their time together. is way, they are never
“stuck” with existing structures, whether they be messy or clean.
At least… that’s the ideal.

In practice, “bolenecks” frequently arise. For example, in
a digital library context, there may be bolenecks having to do
with soware development, organizational resources, community
good will, or access to funding – and probably all of the above. In
a didactic context, it may be as simple as one person knowing
something that others do not.

While we can’t eliminate scarcity in one stroke, we can design
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activities for peer learning that are “scarcity aware” and that help
us move in the direction of adaptive learning structures.

Planning Peer Learning Activities
We begin with two simple questions:

• How do we select an appropriate learning activity?

• How do we go about creating a learning activity if we don’t
find an existing one?

“Planning a learning activity” should mean planning an effective
learning activity, and in particular that means something that
people can andwill engagewith. In short, an appropriate learning
activity may be one that you already do! At the very least, current
activities can provide a “seed” for even more effective ones.

Here’s a lile trick to help you keep focused on things
you’re trying to do. Get a bunch of index cards and
do this every day: 1. Sit down and write down all the
things you think you need to do right then. […] Write
them as short lile notes like a “to do list”. 2. en,
take the first thing that you can do right now and do
it. Get it done then cross it off the card. 3. Keep doing
this, and if you think of something else you need to do,
put it on a card. Just keep filling them up. 4. At the
end of the day, go back through your card and find any
unfinished things and remove any that you’ll honestly
never do. 5. e next day, take all the things you didn’t
do from the day before and copy them onto a new card,
then start with #1 again. – Zed Shaw, in the L
P  H W 

But when entering unfamiliar territory, it can be difficult to know
where to begin. And remember the bolenecksmentioned above?
When you run into difficulty, ask yourself:    ?
You might try adapting Zed Shaw’s exercise, and make a list of

http://learnpythonthehardway.org/book/intro.html#comment-409972596
http://learnpythonthehardway.org/book/intro.html#comment-409972596
http://peeragogy.org/patterns-and-heuristics/
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limiting factors, obstacles, etc., then cross off those which you
can find a strategy to deal with (add an annotation as to why). For
example, you might decide to overcome your lack of knowledge
in some area by hiring a tutor or expert consultant, or by puing
in the hours learning things the hard way (Zed would particularly
approve of the laer choice). If you can’t find a strategy to deal
with some issue, presumably you can table it, at least for a while.

Strategic thinking like this works well for one person. What
about when you’re planning activities for someone else? Here
you have to be careful: remember, this is peer learning, not tradi-
tional “teaching” or “curriculum design”. e first rule of thumb
for peer learning is: don’t plan activities for others unless you plan
to to take part as a fully engaged participant. Otherwise, it might
be a peer learning activity, but it’s not yours. (Perhaps your en-
gagement is just as “designer” – that’s OK. But if you don’t plan to
“get” as well as “give”, you’re not really a peer – which is perfectly
OK, but you might find other reading material that will serve you
beer than this handbook in that case!)

In short, it would be useful to walk through the “what do you
need to do” and “why is it hard” exercises from the point of view of
all of the participants, keeping in mind that they will, in general,
assume different roles. To the extent that you can do so, spell out
what these roles are and what activities comprise them.

For example, in a mathematics learning context, you would be
likely to find people…

• solving textbook-style problems

• finding and sharing new problems

• asking questions when something seems too difficult

• fixing expository material to respond to critique

• offering critique and review of proposed solutions

• offering constructive feedback to questions (e.g. hints)

• organizing material into structured collections
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• working on applications to real-world problems

• doing “meta” research activities that analyse “what works”
for any and all of the above

Each one of those activities may be “hard” for one reason or an-
other. In particular, as a system the different activities tend to
depend on one another. If you have people working in a “student
role” but no one who can take on a “TA role”, things will be more
difficult for the students. As a (co-)organizer, part of your job is to
try to make sure all of the relevant roles are covered by someone
(who may in the end wear many hats).

You can further decompose each role into specific con-
crete activities. ey might come in the form of instructions
to follow: ”How to write a good critique” or ”How to write a
proof “. ey might come in the form of accessible exercises
(where”accessible” depends on the person“):”Your first geometry
problem” or ”NN LISP ”, etc. Depending on
the features of the learning context, you may be able to support
the wrien instructions or exercises with live/in-person feedback
(e.g. meta-critique to coach and guide novice critics, a demon-
stration, etc.).

Our immediate scenario: building activities for
the Peeragogy Handbook

Adding a bunch of activities to the handbook won’t solve all
of our usability issues, but we’ve agreed that they will help a lot.
So at this point, we are revisiting the    and
thinking about each article or section from this perspective:

1. When looking at this piece of text, what type of knowledge
are we (and the reader) trying to gain? Technical skills (like
learning how to edit Final Cut Pro), or abstract skills (like
learning how tomake sense of data)? What’s the takeaway?
I.e., what’s the point?

http://www.ic.unicamp.br/%7Emeidanis/courses/mc336/2006s2/funcional/L-99_Ninety-Nine_Lisp_Problems.html
http://peeragogy.org/table-of-contents/
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2. What’s difficult here? What might be difficult for someone
else?

3. What learning activity recipes might be appropriate? (See
below.)

4. What customizations do we need for this particular appli-
cation?

As a quick example: designing a learning activity for the
current page

1. We want to be able to come up with effective learning ac-
tivities to accompany a “how to” article for peer learners.
ese activities will extend the “how to” aspect from the
wrien word to the world of action.

2. It might be difficult for some of us to “unplug” from all the
reading and writing that we’re now habituated to doing.
But peer learning isn’t just about the exchange of text: there
are lots and lots of ways to learn.

3. Like N (in one of our use cases), it could be useful to “be-
come more aware of the peer learning we do every day”.
And to think about “How do you learn best?”

4. So, the proposed handbook activity is to step away from the
handbook for a while. In fact, why not take a  
for a given period of time and look at peer learning as a
basic human activity. (Hey, it just sounds to me like you
might need to unplug, man!)

Resources for identifying a dozen or so
“Learning Activity Recipes”:

• KS TK

• D E  I S (See the
section on “Teaching Strategies for Actively Engaging Stu-
dents in the Classroom”)

http://peeragogy.org/use-cases/paeragogy-helps-solve-complex-problems/
http://zenhabits.net/edit-your-life-part-6-a-media-fast/
http://www.kstoolkit.org/KS+Methods
http://serc.carleton.edu/NAGTWorkshops/coursedesign/tutorial/strategies.html


A  130

• Each of our    suggest various ac-
tivities, like “practicing the heuristics”, “finding examples
of the paerns”, etc.

• Our U C provide many hypothetical examples of
“peeragogy in action”.

Recommended Reading
T . B B (CC-By-NC-SA) includes

lots of fun activities to try. Can you crack the code and define
new ones that are equally cool?

http://peeragogy.org/patterns-and-heuristics/
http://peeragogy.org/use-cases
http://dschool.stanford.edu/wp-content/uploads/2011/03/BootcampBootleg2010v2SLIM.pdf
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THE STUDENT AUTHORED SYLLABUS

Authored By S B
In either formal learning, informal learning or models which

transition between the two, there are many opportunities for
learners to co-create the syllabus and/or outline their own course
of action. e sage on the stage of formal instruction must become
at the most a guide on the side who acts as a coach appearing only
when needed rather than as a lecturerwho determines the content
that the learners need tomaster. In the following inspirational but
certainly not prescriptive examples, we will focus on co-learning
methods drawn from a Social Constructivist perspective, which
fits nicely here.

We offer a few examples below to show a range of learner
centered approaches. ey all are based on co-learners hosting
each other for one of a number of digestible topics in the larger
subject area or domain that the group formed in order to explore.
is can take place across a number of media and timelines.

e following methods will result in each co-learner gain-
ing deep knowledge in a specific topic and moderate knowledge
across several topics. e unique joy of this approach is that no
two cohorts will ever be the same. e content will always be
fresh, relevant, and changing. A group can even reconvene with
slightly or dramatically different topics over and over using the
same underlying process.

e appropriateness of the learner-created syllabus technique
depends on two factors: 1) the involvement of experts in the
group and 2) the level of proficiency of the group. In general,
novices who may or may not have a deep interest in the sub-
ject maer benefit from more structure and experts who point
to key concepts and texts. An example of this is the university
survey course for first or second year students who, we assume,
need more guidance as they enter the subject maer. Graduate
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seminars are generally much more fluid, open dialogues between
motivated experts require lile structure or guidance.

We also need effective methods for groups which contain
novices, experts, and everyone in between. In groups with a wide
range of expertise, it is important that each co-learner chooses
to focus their deep inquiry on a topic that they are less familiar
with. is will even out the expertise level across the cohort as
well as ensure that a co-learner is neither bored nor dominating
the dialogue.

3 example designs to structure the learning

Weekly topics structure

One way to structure the course is to have each co-learner
host a topic each week. Perhaps multiple students host their top-
ics in the same week. is progression provides a rotation of pre-
sentations and activities to support the entire group in engaging
with the topics and challenges to the thinking of the presenters
in a constructive and respectful manner.

Pro: co-learners have discrete timelines and manageable
chunks of responsibility.

Con: the format may become disjointed, and the depth of in-
quiry will likely be somewhat shallow.

Milestone based structure

In this structure, each co-learner host their topics in parallel
with similar activities and milestones that the whole groupmoves
through together. Milestones can be set for a certain date, or the
group can unlock their next milestone whenever all participants
have completed the previous milestone. is second milestone
timeline can be great for informal groups where participation lev-
els may vary from week to week due to external factors, and the
sense of responsibility and game-like levels can be motivating for
many co-learners.
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Each co-learner may start with a post of less than 500 words
introducing the topic on a superficial level. When everyone has
done this, the group might move on to posting questions to the
post authors. en, there may be a summary post of the activity
so far with critical recommendations or insights.

Pro: co- learners have more time to digest a topic, formulate a
complex schema, and generate deeper questions.

Con: it will be a few weeks before the topic level schema can
form into a broader understanding of the subject maer or do-
main (seeing the big picture takes longer).

Relay learning structure.

is is similar to the milestone structure. However, co-
learners rotate topics. If one learner posts an introductory write-
up on a topic the first cycle, they may be researching questions
on another topic in the next cycle, posting a summary in a third,
and then posting a summary on their original topic in the fourth.

Pro: co-learners can experience responsibility for several top-
ics.

Con: co-learners may receive a topic that is poorly researched
or otherwise neglected.

Content
A vast number of topics

Within a subject of mutual interest to a group, there are a
considerable number of topics or questions. What is important
is that each co-learner can take responsibility for a reasonably
narrow area given the duration of the course or the timeline of
the group. Areas that are too broad will result in a very super-
ficial understanding, and areas that are too narrow will result in
a dull experience. For example, in marine biology, topics such as
“the inter-tidal zone” may be too broad for a course cycle of a few
weeks. Narrowing to one species may be too specific for a course
over a few months.
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Learner generated topics

Most cohorts will have some knowledge of the shared area
of interest or an adjacent area. It is a good idea to respect the
knowledge and experience that each member of the group brings
to the table. A facilitator or coordinator may generate a list of
potential topic areas, seing an example of the scale of a topic.
We suggest that the participants in the group are also polled for
additions to the list. In large courses, sending out a Google Form
via email can be an effective way to get a quick list with a high
response rate.

Expert informed topics

If there is no expert facilitator in the group, we suggest that
the cohort begin their journey with a few interviews of experts to
uncover what the main buzz words and areas of focus might be.
One way to locate this type of expert help is through contacting
authors in the subject maer on social networks, reviewing their
posts for relevance, and reaching out with the request.

We recommend two people interview the expert over video
chat, for example in a Hangout. One person conducts the in-
terview, and one person takes notes and watches the time. We
strongly suggest that the interview be outlined ahead of time:

Warm up: Who are you, what are your goals, and why do you
think this interview will help?

Foundational questions: Ask a few questions that might elicit
shor answers to build rapport and get your interviewee talking.

Inquiry: What people say and what they do can oen be very
different. Ask about topics required for mastery of the subject
maer (e.g. What are the areas someone would need to know
about to be considered proficient in this subject?). Also, ask
   . Avoid  or 
 .

Wrap up: ank the interviewee for their time, and be sure to
follow up by leing them know both what you learned and what
you accomplished because they helped you.

http://en.wikipedia.org/wiki/Critical_Incident_Technique
http://en.wikipedia.org/wiki/Critical_Incident_Technique
http://en.wikipedia.org/wiki/Superlative
http://en.wikipedia.org/wiki/Closed-ended_question
http://en.wikipedia.org/wiki/Closed-ended_question
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Shared goals and group norms
Choosing useful outputs

Geing together for the sake of sharing what you know in an
informal way can be fairly straightforward and somewhat use-
ful. Most groups find that a common purpose and output that
are explicitly defined and documented help to engage, motivate,
and drive the group. For the examples above, the group may de-
cide to create a blog with posts on the various topics or create
a wiki where they can share their insights. Other outputs can
include community service projects, business proposals, recom-
mendations to senior management or administration, new prod-
ucts, and more. e key is to go beyond sharing for sharing sake
and move toward an output that will be of use beyond the co-
learning group. is activity is best described in C
theory as the special case of networked learning where we find
evidence of learning in collective action and/or behavioral change
in groups rather than a psychological or neurological process in
individuals.

Group cohesion (a.k.a. the rules of the road)

One challenge of this kind of collaboration is that each group
will need to decide on norms, acceptable practices and behaviors.
Culturally diverse groups in particular may run into communica-
tion or other issues unless there is a way to create shared expec-
tations and communicate preferences.

Oneway to do this is with a team charter. is is a living docu-
ment where the initial rules of engagement can live for reference.
e group may add or edit this document over time based on ex-
perience, and that is a welcome thing! is documentation is a
huge asset for new members joining the group who want to con-
tribute quickly and effectively. Any co-editing word processing
program will work, but we strongly recommend something that
can be edited simultaneously and that lives in the cloud. (Google
Docs is convenient because you can also embed your Charter into
another site.)

http://www.elearnspace.org/Articles/connectivism.htm
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Try starting with the following three sections, and allow some
time for the group to co-edit and negotiate the document between
icebreakers and kicking off the official learning process.

Mission: Why are you forming the group? What do you want
to accomplish together?

Norms: Use ? No ? Post your vacation
days to a  ? Cultural norms?

Members:It is useful to include a photo and a link to a public
profile such as Twier, Google+ or Facebook.

Assessments and feedback loops
Co-authored assessment rubrics

Tests. izzes. Exams. How can the co-learning group assess
their performance?

ese types of courses benefit from an approach similar to
coaching. Set goals as individuals and a group in the beginning,
define what success looks like, outline steps that are needed to
achieve the goal, check in on the goal progress periodically, and
assess the results at the end of the course against the goal criteria.
Goals may include domain expertise, a business outcome, a paper
demonstrating mastery, a co-created resource, or even the quality
of collaboration and adherence to shared group norms.

Learner created assessments

Another effective way to create an assessment is to decide on
an individual or group output and create a peer assessment rubric
based on the goals of the individual or group.

One way to create a rubric is to spend some time defining the
qualities you want your output to have based on positive exam-
ples. Perhaps a group wants to create a blog. Each person on
the team may identify the qualities of a great blog post based on
examples that they admire. ey can use that example to create
a criteria for assessment of co-learner authored blog posts. We
recommend that the criteria have a 0 to 5 point scale with 0 being

http://en.wikipedia.org/wiki/Netiquette#Netiquette
http://en.wikipedia.org/wiki/Flaming_%28Internet%29
http://support.google.com/calendar/bin/answer.py?hl=en&answer=36598
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non-existent and 5 being superb. Writing a few indicators in the
1, 3, and 5 columns helps to calibrate reviewers.

Create a  , perhaps starting with a list of
criteria. Collapse similar criteria into one item, and create the in-
dicators or definitions of 1, 3, and 5 point performance. Agree on
the rubric, and decide on how the co-learners will be assigned as-
sessment duties. WIll everyone review at least two others? Will
each co-learner product need at least 3 reviewers before it goes
live? Will you use a  or a  to collect the assess-
ments?

In a university seing, the instructor of record may wish to
approve a peer assessment rubric, and it is sometimes a good idea
to have a few outside experts give feedback on criteria that the
group may have missed.

Outside assessments

It is possible that an instructor of record or similar author-
ity will create the assessment for performance. In these cases, it
is crucial that the co-learners have access to the grading rubric
ahead of time so that they can ensure their activities and timeline
will meet any requirements. In this case, it may be possible to
require that the co-learners self-organize entirely, or there may
be intermediary assignments such as the charter, project plan or
literary review.

Cyclical use of these models

So much more to learn

As mentioned above, the joy of this type of learning is that
no two groups will ever do it the same. eir process, goals, and
outcomes can all be unique. As designers and facilitators of this
type of learning environment, we can say it is a wild ride! Each
class is exciting, refreshing, and on trend. e co-learners become
our teachers.

https://support.google.com/drive/bin/answer.py?hl=en&answer=143213&topic=21010&ctx=topic
https://support.google.com/drive/bin/answer.py?hl=en&answer=141195&topic=20329&ctx=topic
http://support.google.com/drive/bin/answer.py?hl=en&answer=87809
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If a group generates more topics than it is possible to cover
at one time given the number of group members or if a group
has plans to continue indefinitely, it is always possible to set up a
systemwhere potential topics are collected at all times. ese un-
explored topics can be harvested for use in another learning cycle,
continuing until the group achieves comprehensive mastery.

Risks
is format is not without its own unique pitfalls: some chal-

lenges are learner disorientation or frustration in a new learning
structure with ambiguous expectations and uneven participation.
Some groups simply never gel, andwe do not knowwhy they have
failed to achieve the cohesion required to move forward. Other
groups are the exact opposite. Here are a few risks to consider
if you would like to try the methods suggested here and how to
mitigate them.

Uneven expertise: Ask co-learners to be responsible for topics
that are new to them.

Uneven participation and cohesion: Ask co-learners what they
want to do to motivate the group rather than imposing your own
ideas.

Experts/facilitators that kill the conversation: In the charter or
other documentation, explicitly state that the purpose of the dis-
cussion is to further the conversation, and encourage experts to
allow others to explore their own thinking by asking probing (not
leading) questions.

Ambiguous goals: Encourage the group to document theirmis-
sion and what they will do as a team. is can change over time,
but it is best to start out with a clear purpose.

Conclusion

Make mistakes. Correct course. Invite new perspectives. Cre-
ate a structure that everyone can work with. Change it when it
breaks. Most of all, have fun!



 16

CONNECTIVISM IN PRACTICE — HOW TO
ORGANIZE A MOOC

Massive Open Online Courses (MOOCs) are online learning
events that can take place synchronously and asynchronously for
months. Participants assemble to hear, see, and participate in
backchannel communication during live lectures. ey read the
same texts at the same time, according to a calendar. Learning
takes place through self-organized networks of participants, and
is almost completely decentralized: individuals and groups cre-
ate blogs or wikis around their own interpretations of the texts
and lectures, and comment on each other’s work; each individ-
ual and group publicises their RSS feed, which are automatically
aggregated by a special (freely available) tool, gRSShopper. Ev-
ery day, an email goes out to all participants, aggregating activity
streams from all the blogs and wikis that engage that week’s ma-
terial. MOOCs are a practical application of a learning theory
known as “connectivism” that situates learning in the networks
of connections made between individuals and between texts.

Not all MOOCs are Connectivist MOOCs (sometimes called
cMOOCs). Platforms such as C,X and Uare fa-
mously offering MOOCs which follow a more traditional, central-
ized approach (sometimes called xMOOCs). In those xMOOCs a
professor is taking the lead and the learning-experience is orga-
nized top-down. However, some xMOOCs seem to adopt a more
blended approach. For instance, the course E-learning and Digi-
tal Cultures will make use of online spaces beyond the Coursera
environment, and they want some aspects of participation in this
course to involve the wider social web.

In this chapter we’ll focus on cMOOCs. One might wonder
why a course would want to be ‘massive’ and what ’massive’
means. cMOOC-pioneer S D  that his fo-
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https://www.coursera.org/
https://www.edx.org/
http://www.udacity.com/
http://halfanhour.blogspot.ca/2013/01/what-makes-mooc-massive.html
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cus is on the development of a network structure, as opposed to
a group structure, to manage the course. In a network structure
there isn’t any central focus, for example, a central discussion.
at’s also the reason why he considers the figure of 150 (active
participants), Dunbar’s Number, as the cut-off line in order to
talk about ‘massive’:

Why Dunbar’s number? e reason is that it rep-
resents the maximum (theoretical) number of peo-
ple a person can reasonably interact with. How
many blogs can a person read, follow and respond
to? Maybe around 150, if Dunbar is correct. Which
means that if we have 170 blogs, then the blogs don’t
constitute a ‘core’ - people begin to be selective about
which blogs they’re reading, and different (and inter-
acting) subcommunities can form.

Introduction
Traditionally, scholars distinguish between three main 

   : behaviorism, cognitivism and
constructivism. Some would add a fourth one: ,
but this is . One interesting application of connectivism,
a learning theory and practice for the digital era, is the Massive
Open Online Course.

A learning theory for the digital age
e connectivist theory describes learning as a process of cre-

ating connections and developing networks. It is based on the
premise that knowledge exists out in the world, rather than in-
side an individual’s mind. Connectivism sees the network as a
central metaphor for learning, with a node in the network being
a concept (data, feelings, images, etc.) that can be meaningfully
related to other nodes. Not all connections are of equal strength
in this metaphor; in fact, many connections may be quite weak.

http://ryan2point0.wordpress.com/2010/01/12/taxonomy-of-learning-theories/
http://ryan2point0.wordpress.com/2010/01/12/taxonomy-of-learning-theories/
http://en.wikipedia.org/wiki/Connectivism
http://en.wikipedia.org/wiki/Talk:Connectivism
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On a practical level, this approach recommends that learning
should focus on where to find information (streams), and how to
evaluate and mash up those streams, rather than trying to en-
ter lots of (perishable) information into one’s skull. Knowing the
pipes is more important than knowing what exactly each pipe
contains at a given moment.

S D and G S promote the idea of
connectivism. ey also practice it, by organizing Massive Open
Online Courses (MOOCs): for instance, C11. People are
free to participate at will. Each week a subject is discussed during
synchronous sessions, which are recorded and uploaded for ref-
erence on the Change11 website. e site also includes an archive
of daily newsleers and RSS-feeds of blog posts and tweets from
participants.

MOOCs tend to be very learner-centered. People are en-
couraged to pursue their own interests and link up with others
who might help them. But the distributed and free nature of the
projects also leads to complaints; participants oen find it con-
fusing when they aempt to follow up on all the discussions (the
facilitators say one should not try to follow up on all the content).

Stephen Downes explains in W C I: “is
implies a pedagogy that (a) seeks to describe ‘successful’ networks
(as identified by their properties, which I have characterized as di-
versity, autonomy, openness, and connectivity); and (b) seeks to
describe the practices that lead to such networks, both in the in-
dividual and in society (which I have characterized as modeling
and demonstration (on the part of a teacher) and practice and re-
flection (on the part of a learner).”

George Siemens says connectivism is a ” 
   .”

Connectivism in practice

One example of a MOOC that claims to embody the connec-
tivist theory is ..a. e ”  ” section of
the site explains what connectivism means in practice.

http://en.wikipedia.org/wiki/Stephen_Downes
http://en.wikipedia.org/wiki/George_Siemens
http://change.mooc.ca/about.htm
http://halfanhour.blogspot.com/2007/02/what-connectivism-is.html
http://www.itdl.org/Journal/Jan_05/article01.htm
http://www.itdl.org/Journal/Jan_05/article01.htm
http://change.mooc.ca/index.html
http://change.mooc.ca/how.htm
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e MOOC organizers developed a number of ways to com-
bine the distributed nature of the discussions with the need for a
constantly updated overview and for a federated structure. So, if
your team wants to organize an open online course, these are five
points to take into consideration:

ere is no body of content the participants have to memo-
rize, but the learning results from activities they undertake. e
activities are different for each person. A course schedule with
suggested reading, assignments for synchronous or asynchronous
sessions is provided (using Google Docs spreadsheets internally,
Google Calendar externally - one could also use a wiki), but par-
ticipants are free to pick and choose. Normally there is a topic,
activities, reading resources and oen a guest speaker for each
week. One should even reflect upon the question whether a start-
and end date are actually needed. It is crucial to explain the par-
ticular philosophy of this kind of MOOC, and this right from the
outset, because chances are learners will come with expectations
informed by their more traditional learning experiences.

1. It is important to discuss the “internal” aspects, such as self-
motivation: what do the participants want to achieve, what
is their larger goal? And what are their intentions when
they select certain activities (rather than other possibili-
ties)? Everyone has her own intended outcome. Suggest
that participants meditate on all this and jot down their ob-
jectives. And how can they avoid becoming stressed out
and geing depressed because they feel they cannot “keep
up with all this?” e facilitators should have a good look
at these motivations, even if it’s impossible to assist every
participant individually (for large-scale MOOCs).

2. Ideally, participants should prepare for this course by ac-
quiring the necessary digital skills. Which skills are “nec-
essary” can be decided by the group itself in advance. It’s
all about selecting, choosing, remixing - also called “curat-
ing”. ere are lots of tools which you can use for this:
blogs, social bookmarks, wikis, mindmaps, forums, social
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dashboards, networks such as Twier with their possibili-
ties such as hashtags and lists. Maybe these tools are self-
evident for some, but not necessarily for all the participants.

3. e course is not located in one place but is distributed
across theweb: on various blogs and blogging platforms, on
various groups and online networks, on photo- and video-
sharing platforms, on mindmaps and other visualization
platforms, on various tools for synchronous sessions. is
wide variety is in itself an important learning element.

4. ere are weekly synchronous sessions (using Blackboard
collaborate, or similar group chaing tool). During these
sessions, experts and participants give presentations and
enter into discussions. Groups of participants also have
synchronous meetings at other venues (such as Second
Life). Try to plan this well in advance!

5. Many participants highly appreciate efforts to give an
overview of the proceedings. Specifically, the D
N is a kind of hub, a community newspaper. In
that Daily there is also a list of the blog posts mentioning
the course-specific tag (e.g. “Change11”), also the tweets
with hashtag #change11 are listed in the Daily. Of course,
the MOOC has a  where sessions, newsleers and other
resources are archived and discussion threads can be read.

From the very beginning of the course, it’s necessary to explain
the importance of tagging the various contributions, to suggest a
hashtag.

For harvesting all this distributed content, Stephen Downes
advocates the use of RSS, which is a personal web en-
vironment that combines resource aggregation, a personal datas-
pace, and personal publishing (Downes developed it and would
like to build a hosted version - eventually financed via Kick-
starter). e gRSShopper can be found on a registration page,
which is useful primarily for sending the newsleer. It allows
you to organize your online content any way you want, to import

http://change.mooc.ca/newsletter.htm
http://change.mooc.ca/newsletter.htm
http://change.mooc.ca/index.html
http://grsshopper.downes.ca/index.html
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content - your own or others’ - from remote sites, to remix and
repurpose it, and to distribute it as RSS, web pages, JSON data,
or RSS feeds. D: “For example, the gRSShopper harvester
will harvest a link from a given feed. A person, if he or she has
admin privileges, can transform this link into a post, adding his
or her own comments. e post will contain information about
the original link’s author and journal. Content in gRSShopper is
created and manipulated through the use of system code that al-
lows administrators to harvest, map, and display data, as well as
to link to and create their own content. gRSShopper is also in-
tended to act as a fully-fledged publishing tool.” (for alternatives,
see the technologies section further on).

Alternatives for registrations: Google Groups for instance.
But specific rules about privacy should be dealt with: what will be
the status of the contributions? In this MOOC the status is public
and open by default, for Downes this is an important element of
the course.

Technologies
Some MOOCs use Moodle, but Downes dislikes the central-

ization aspect and it’s not as open as it could be, saying “people
feel beer writing in their own space.” Other possibilities: Google
Groups, Wordpress, Diigo, Twier, Facebook page, Second Life;
but each course uses different mixtures of the many tools out
there. People choose their environment - whether it is WoW or
Minecra. Students use Blogger, WordPress, Tumblr, Posterous
as blogging tools.

Key element is RSS harvesting
Give participants a means to contribute their blogfeed. In

”A N F,” Downes explains how to get this structure and
additional explanations (via videos) in order to contribute their
blog feed. e administrator in this case uses gRSShopper to pro-
cess the content and put it in a database, process it and send it to
other people. Alternatively one can use Google Reader (the list

http://grsshopper.downes.ca/about.htm
http://change.mooc.ca/new_feed.htm
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of feeds is available as an OPML file - which can be imported to
other platforms). ere is also a plug-in for Wordpress that lets
you use a Google Doc spreadsheet for the feeds, then Wordpress
for the aggregation). Many other content management systems
have RSS harvesting features.

Each individual could run her own aggregator, but Downes
offers it as a service. But aggregators are needed, whether indi-
vidual, centralized or both.

Specialized harvesting

Using Twier, Diigo, Delicious, Google Groups, If is en
at (IFTTT) and F43 (take ordinary web page and turn it into
an RSS feed).

Synchronous environments

Synchronous platforms include Blackboard Collaborate (used
now for Change11); Adobe Connect; Big Blue Buon; WizIQ;
Fuze; WebX; webcasting; web radio; videoconferencing with
Skype or Google Hangout in conjunction with Livestream or us-
tream.tv. Or take the Skype/Hangout audiostream and broadcast
is as webradio. Set up and test ahead of time, but don’t hesitate
to experiment.

Newsleer or Feeds

Feeds are very important (see earlier remarks about the Daily
newsleer). You can use Twier or a Facebook page, Downes uses
email, also creates an RSS version through gRSShopper and sends
it through I.com back to Facebook and Twier. For the rest
of us there is Wordpress, which you can use to   
 . Downs also suggests this handy guide on  
       
!

Consider using a content management system and databases
to put out specialized pages and the newsleer in an elegant way,
but it requires a learning curve. Otherwise, use blogs / wikis.

http://ifttt.com
http://feed43.com
http://www.wpbeginner.com/wp-tutorials/create-a-free-email-newsletter-service-using-wordpress/%20
http://www.wpbeginner.com/wp-tutorials/create-a-free-email-newsletter-service-using-wordpress/%20
http://www.smashingmagazine.com/2010/01/19/design-and-build-an-email-newsletter-without-losing-your-mind/
http://www.smashingmagazine.com/2010/01/19/design-and-build-an-email-newsletter-without-losing-your-mind/
http://www.smashingmagazine.com/2010/01/19/design-and-build-an-email-newsletter-without-losing-your-mind/
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Comments

Participants are strongly encouraged to comment on each oth-
ers’ blogs and to launch discussion threads. By doing so they
practice a fundamental social media skill - developing networks
by commenting on various places and engaging in conversations.
It is important to have activities and get people to be involved
rather than sit back.

For an in-depth presentation, please have a look at F
  M O O C by Stephen Downes, in
which he focuses on research and survey issues, preparing events,
and other essentials.

Resources
Basics

• H  C W

• W   MOOC

• S   MOOC

• K   MOOC

• I  

Further reading

• Downes & Siemens MOOC 

• W C I by Stephen Downes

• A I C K by Stephen
Downes

• F  M O O C, by Stephen
Downes

• RSS

http://www.downes.ca/presentation/290
http://www.downes.ca/presentation/290
http://change.mooc.ca/how.htm
http://www.youtube.com/watch?v=eW3gMGqcZQc
http://www.youtube.com/watch?v=r8avYQ5ZqM0
http://www.youtube.com/watch?v=bWKdhzSAAG0
http://www.youtube.com/watch?v=mqnyhLfNH3I
http://change.mooc.ca
http://halfanhour.blogspot.com/2007/02/what-connectivism-is.html
http://www.downes.ca/post/33034
http://www.downes.ca/presentation/290
http://grsshopper.downes.ca/index.html
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• C: A L T   D A
by George Siemens

• A C G

• R  N by George Siemens

• R E: C  C by
Dave Cormier

• K K, a book by George Siemens

• N S, Howard Rheingold (about internal and external
literacies for coping with the ‘always on’ digital era)

• M O O C: Seing Up (StartTo-
MOOC, Part 1)

• L 

Relevant Handbook pages

P L N

%20http://www.elearnspace.org/Articles/connectivism.htm
http://en.wikiversity.org/wiki/Connectivism_glossary
http://www.connectivism.ca/?p=329
http://innovateonline.info/pdf/vol4_issue5/Rhizomatic_Education-__Community_as_Curriculum.pdf
http://www.amazon.ca/Knowing-Knowledge-George-Siemens/dp/1430302305
http://www.amazon.com/Net-Smart-ebook/dp/B007D5UP9G
http://www.learningsolutionsmag.com/articles/886/
https://docs.google.com/document/d/14GtDeiMkA61B7vPDSPGLfIzGumOyDhGIlLNcQCv0gec/edit
http://socialmediaclassroom.com/host/peeragogy/wiki/personal-learning-networks
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PARTICIPATION

Methods of managing projects, including learning
projects, range from more formal and structured to
casual and unstructured. As a facilitator, you’ll see
your peeragogy community constantly adjust, as it
seeks an equilibrium between order and chaos, ide-
ally allowing everyone to be involved at their own
pace without losing focus, and in such a manner that
the collective can deliver.

Hey you, stop this train!

For teachers reading this, and wondering how to use peera-
gogy to improve participation in their classrooms, it’s really quite
simple: reframe the educational vision using peeragogical eyes.
Recast the classroom as a community of people who learn to-
gether, the teacher as facilitator, and the curriculum as a starting
point that can be used to organize and trigger community engage-
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ment. However, just because it’s simple doesn’t mean it’s easy!
Whatever your day job may be, consider: how well do the var-
ious groups you participate in work together – even when the
members ostensibly share a common purpose? Sometimes things
tick along nicely, and, presumably, sometimes it’s excruciating.
What’s your role in all of this? How do you participate?

Guidelines for participation
• Accept that some people want to watch what is going on
before jumping in. is doesn’t mean you have to keep
them hanging around forever. Aer a while, you may un-
enroll people who don’t add any value to the community.
In our Peeragogy project, we’ve asked people to explicitly
re-enroll several times. Most do renew; some leave.

• Accept that people may only contribute a lile: if this con-
tribution is good it will add value to the whole.

• Understand that you can not impose strict deadlines on vol-
unteers; adjust targets accordingly.

• Let your work be “open” in the sense described in
Wikipedia’s N P  V policy.

• Give roles to participants and define some “energy centers”
who will take the lead on specific items in the project.

• Organize regular face-to-face or online meetings to talk
about progress andwhat’s needed in upcoming days/weeks.

• Ask participants to be clear about when they will be ready
to deliver their contributions.

• Have clear deadlines, but allow contributions that come in
aer the deadline – in general, be flexible.

• Add a newcomer section on your online platform to help
new arrivals get started. Seasoned participants are oen
eager to serve as mentors.

http://en.wikipedia.org/wiki/Wikipedia:Neutral_point_of_view
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When we think about project management in an organization, we
oen relate to well-established tools and processes. For example,
wewill use the PM B  K (PM-
BOK) as a standard. For the Project Management Institute (PMI)
and most workers, those standards are the key to project success.
In classical project management, tasks and deadlines are clearly
defined. We will, for example, use P E 
R T (PERT) to analyze and represent tasks. We of-
ten represent the project schedule using a G . ose
are just two of the project management tools that illustrate how
project management rests firmly on its engineering background.
In those very structured projects, each actor is expected to work
exactly as planned and to deliver his part of the work on time;
every individual delay potentially leading to a collective delay.

Peeragogy projects oen expect to break the 90/9/1 , with
everyone participating, not just a few. Once again, some partic-
ipants may not contribute oen – but one really good idea is ac-
tually a major contribution. See M P for
some further reflections on these maers.

http://www.pmi.org/PMBOK-Guide-and-Standards.aspx
http://en.wikipedia.org/wiki/PERT
http://en.wikipedia.org/wiki/PERT
http://en.wikipedia.org/wiki/Gantt_chart
http://en.wikipedia.org/wiki/1%25_rule_%28Internet_culture%29
http://peeragogy.org/practice/antipatterns/misunderstanding-power/
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THE WORKSCAPE, A LEARNING PLATFORM FOR
CORPORATIONS

Summary
Cultivating a results-oriented peer-learning program in a cor-

porate learning ecosystem involves a few tweaks of the approach
and tools we discussed in relation tomore open, diverse networks.

J C talks about W on V.

The Workscape, a platform for learning
Formal learning takes place in classrooms; informal learning

happens in workscapes. A workscape is a learning ecology. As
the environment of learning, a workscape includes the workplace.
In fact, a workscape has no boundaries. No two workscapes are
alike. Your workscapemay include being coached on giving effec-
tive presentations, calling the help desk for an explanation, and
researching an industry on the Net. My workscape could include
participating in a community of field technicians, looking things
up on a search engine, and living in France for three months. De-
veloping a platform to support informal learning is analogous to
landscaping a garden. A major component of informal learning
is natural learning, the notion of treating people as organisms in
nature. e people are free-range learners. Our role is to protect
their environment, provide nutrients for growth, and let nature
take its course. A landscape designer’s goal is to conceptualize a
harmonious, unified, pleasing garden that makes the most of the
site at hand. A workscape designer’s goal is to create a learn-
ing environment that increases the organization’s longevity and
health and the individual’s happiness and well-being. Gardeners
don’t control plants; managers don’t control people. Gardeners
and managers have influence but not absolute authority. ey
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http://vimeo.com/user7021511
http://vimeo.com/45989904
http://vimeo.com
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can’t makea plant fit into the landscape or a person fit into a team.
In an ideal Workscape, workers can easily find the people and in-
formation they need, learning is fluid and new ideas flow freely,
corporate citizens live andwork by the organization’s values, peo-
ple know the best way to get things done, workers spend more
time creating value than handling exceptions, and everyone finds
their work challenging and fulfilling.

The technical infrastructure of the Workscape
When an organization is improving its Workscape, looking at

consumer applications is a good way to think about what’s re-
quired. Ask net-savvy younger workers how they would like to
learn new skills, and they bring up the features they enjoy in other
services:

• Personalize my experience and make recommendations,
like Amazon

• Make it easy for me to connect with friends, like Facebook

• Keep me in touch with colleagues and associates in other
companies, as on LinkedIn

• Persistent reputations, as at eBay, so you can trust who
you’re collaborating with

• Multiple access options, like a bank that offers access by
ATM, the Web, phone, or human tellers

• Don’t overload me. Let me learn from YouTube, an FAQ, or
linking to an expert

• Show me what’s hot, like Reddit, Digg, MetaFilter, or Fark
do

• Give me single sign-on, like using my Facebook profile to
access multiple applications
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• Let me choose and subscribe to streams of information I’m
interested in, like BoingBoing, LifeHacker or Huffpost.

• Provide a single, simple, all-in-one interface, like that pro-
vided by Google for search

• Help me learn from a community of kindred spirits, like
SlashDot, Reddit, and MetaFilter

• Give me a way to voice my opinions and show my person-
ality, as on my blog

• Showme what others are interested in, as with social book-
marks like Diigo and Delicious

• Make it easy to share photos and video, as on Flickr and
YouTube

• Leverage “the wisdom of crowds,” as when I pose a question
to my followers on Twier or Facebook

• Enable users to rate content, like “Favoriting” an item on
Facebook or +!ing is on Google or YouTube

Some of those consumer applications are simple to replicate in-
house. Others are not. You can’t afford to replicate Facebook
or Google behind your firewall. at said, there are lots of ap-
plications you can implement at reasonable cost. Be skeptical if
your collaborative infrastructure that doesn’t include these mini-
mal functions:

Profiles - for locating and contacting people with the right
skills and background. Profile should contain photo, position, lo-
cation, email address, expertise (tagged so it’s searchable). IBM’s
Blue Pages profiles include how to reach you (noting whether
you’re online now), reporting chain (boss, boss’s boss, etc.), link
to your blog and bookmarks, people in your network, links to
documents you frequently share, members of your network.
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Activity stream - for monitoring the organization pulse in
real time, sharing what you’re doing, being referred to useful in-
formation, asking for help, accelerating the flow of news and in-
formation, and keeping up with change

Wikis - for writing collaboratively, eliminating multiple ver-
sions of documents, keeping information out in the open, elimi-
nating unnecessary email, and sharing responsibility for updates
and error correction

Virtual meetings - to make it easy to meet online. Minimum
feature set: shared screen, shared white board, text chat, video
of participants. Bonus features: persistent meeting room (your
office online), avatars.

Blogs - for narrating your work, maintaining your digital rep-
utation, recording accomplishments, documenting expert knowl-
edge, showing people what you’re up to so they can help out

Bookmarks - to facilitate searching for links to information,
discover what sources other people are following, locate experts

Mobile access - Half of America’s workforce sometimes
works away from the office. Smart phones are surpassing PCs
for connecting to networks for access and participation. Phones
post most Tweets than computers. Google designs its apps for
mobile before porting them to PCs.

Social network - for online conversation, connecting with
people, and all of the above functions.

Conclusion
Learning used to focus on what was in an individual’s head.

e individual took the test, got the degree, or earned the certifi-
cate. e new learning focuses onwhat it takes to do the job right.
e workplace is an open-book exam. What worker doesn’t have
a cell phone and an Internet connection? Using personal infor-
mation pipelines to get help from colleagues and the Internet to
access the world’s information is encouraged. Besides, it’s prob-
ably the team that must perform, not a single individual. irty
years ago, three-quarters of what a worker need to do the job was
stored in her head; now it’s less than 10%.



Part VII

Cooperation
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INTRODUCTION TO COOPERATION:
CO-FACILITATION

Author: M A, with contributions by C
D

Facilitation is a process of helping groups work cooperatively
and effectively. Facilitation can be particularly helpful for indi-
viduals who, based on a certain level of insecurity or inexperi-
ence, tend to lurk rather than participate. At the same time, it
in peeragogy, a facilitator isn’t necessarily an “authority”: rather,
facilitation work is done in service to the group and the group di-
alogue and process. For example, a facilitator may simply “hold
space” for the group, by seing up a meeting or a regular series
of discussions.

Co-facilitating in peer-to-peer learning
Co-facilitation can be found in collaborations between two or

more people who need each other to complete a task, for exam-
ple, learn about a given subject, author a technical report, solve a
problem, or conduct research Dr. Fink writes in Creating Signifi-
cant Learning Experiences(Jossey Bass, 2003) that “in this process,
there has to be some kind of change in the learner. No change, no
learning”. Significant learning requires that there be some kind
of lasting change that is important in terms of the learner’s life;
therefore a way to measure the effectiveness of co-facilitation is
if there’s been a change in the peer group.
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http://peeragogy.org/resources/meet-the-team/
http://peeragogy.org/resources/meet-the-team/
http://peeragogy.org/resources/meet-the-team/
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e board of a housing association needs to set a
strategy that takes account of major changes in legis-
lation, the UK benefits system and the availability of
long term construction loans. Julian, eager to make
use of his new-found peeragogical insights suggests
an approach where individuals research specific fac-
tors and the team work together to draw out themes
and strategic options. As a start he proposes that each
board member researches an area of specific knowl-
edge or interest. Jim, the Chairman, identifies ques-
tions he wants to ask the Chairs of other Housing As-
sociations. Pamela (a lawyer) agrees to do an analy-
sis of the relevant legislation. Clare, the CEO, plans
out a series of meetings with the local councils in the
boroughs of interest to understand their reactions to
the changes from central government. Jenny, the op-
erations director, starts modelling the impact on oc-
cupancy from new benefits rules. Colin, the devel-
opment director, re-purposes existing work on op-
tions for development sites to reflect different hous-
ing mixes on each site. Malcolm, the finance director,
prepares a briefing on the new treasury landscape and
the changing positions of major lenders. Each mem-
ber of the board documents their research in a private
wiki. Julian facilitates some synchronous and asyn-
chronous discussion to draw out themes in each area
andmap across the areas of interest. Malcolm, the FD,
adapts his financial models to take different options
as parameters. Clare refines the themes into a set of
strategic options for the association, with associated
financial modelling provided by Malcolm. Individual
board members explore the options asynchronously
before convening for an all-day meeting to confirm
the strategy.
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Which roles, competences and skills do we need
to co-facilitate?

Co-facilitation roles can be found in groups/teams like bas-
ketball, health, Alcoholics Anonymous, spiritual groups, etc. For
example, self-help groups are composed of people who gather to
share common problems and experiences associated with a par-
ticular problem, condition, illness, or personal circumstance.

“Freedom to Learn” is among the learning theories for which
C R was known. Commenting on Rogers’ related work,
Barre-Lennard remarked: “…he offered several hypothesized
general principles. ese included: We cannot teach another per-
son directly; we can only facilitate his learning. e structure
and organization of the self appears to become more rigid under
threat; to relax its boundaries when completely free from threat….
e educational situation which most effectively promotes signif-
icant learning is one in which 1) threat to the self of the learner is
reduced a minimum, and 2) differentiated perception of the field
of experience is facilitated.”

Part of the facilitator’s role is to create a safe place for learning
to take place; but they should also challenge the participants. As
John Wooden said of coaching: “Be quick, but don’t hurry.” J
H articulated this aspect of facilitation well:

“Too much hierarchical control, and participants be-
come passive and dependent or hostile and resistant.
ey wane in self-direction, which is the core of all
learning. Too much cooperative guidance may de-
generate into a subtle kind of nurturing oppression,
and may deny the group the benefits of totally au-
tonomous learning. Too much autonomy for partic-
ipants and laissez-faire on your part, and they may
wallow in ignorance, misconception, and chaos.”

http://peeragogy.org/resources/literature-review-peeragogy/
http://en.wikipedia.org/wiki/John_Heron
http://en.wikipedia.org/wiki/John_Heron
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Co-facilitating discussion forums
If peers are preparing a forum discussion, here are some ideas

from “e tool box”, that can be helpful as guidelines for running
this type of meetings:

• Explain the importance of collaborative group work and
make it a requirement.

• Establish how you will communicate in the forum

• Be aware of mutual blind spots in facilitating and observing
others

• Watch out for different rhythms of intervention”.

Co-facilitating wiki workflows
A good place to begin for any co-facilitators working with a

wiki is Wikipedia’s famous “5 Pillars.”

• Wikipedia is an encyclopedia

• Wikipedia writes articles from a neutral point-of-view

• Wikipedia is free content that anyone can edit, use, modify,
and distribute.

• Editors should interact with each other in a respectful and
civil manner.

• Wikipedia does not have firm rules.

Co-facilitating live sessions
Learning experiences in Live Sessions which include Social

Media and co facilitating exercise is described in the article”
Learning Re-imagined: Participatory, Peer, Global, Online“ by
Howard Rheingold, we have taken inspiration from his points and
re-mixed them slightly.
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• Establish roles for co facilitators and participants (modera-
tor, technical recorder, writer to take notes, etc..).

• Provide a reading list – indicating what is really important
and what is more “nice to know”.

• Ideally before, or when the session begins, take some time
to allow participants to familiarize themselves with the
tools.

• Introduce yourself and your peers (co-facilitators) and ask
the members to make a brief introduction of themselves.

• Review the agenda for the session, both to make sure there
is an agenda (at the start) and to make sure everything was
covered (at the end).

• Online tools like: Mumble, Diigo, Etherpad and chat can be
used to communicate and interact in the session. However,
consider whether participants are interested in experiment-
ing with lots of tools. Oen more tools (and some content)
can end up making tasks harder.

• Keep it Simple Stupid, or KISS: Remember you came to-
gether with your peers to accomplish something not to dis-
cuss an agenda or play with online tools; keep everything
as easily accessible as possible to ensure you realize your
peer goals.

Paragogical Action Review
Following any co-facilitating session it is essential that the co-

facilitators come together and review what happened. A useful
framework is the Paragogical Action Review (PAR), based on the
U.S. Army’s A A R, which has four components,
to which we have added a fih. A further difference in the Par-
agogical Action Review is that it need not take place “aer” the
action, but can be integrated into the action (accordingly, we use
a present tense phrasing).

http://www.africom.mil/WO-NCO/DownloadCenter/%5C40Publications/Training%20the%20Force%20Manual.pdf
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• Review what was supposed to happen (training plans)

• Establish what is happening

• Determine what’s right or wrong with what’s happening

• Determine how the task should be done differently in the
future

• Share your notes with your other peers for feedback and to
improve things going forward

Here we can make use of an obvious pun: in golf, the par is re-
lated to the difficulty of play. If we understand the difficulties in
advance, we can help participants prepare to meet them. Addi-
tionally if we reassess the difficulties and challenges as we go, we
can adapt our technique to suit current needs. e key to using
the PAR to effectively facilitate co-learning is replacing the “blind
spot” at the center of every defensive formation with a horizon,
allowing our thought process a vigorous confrontation with mys-
tery. Instead of finding the ‘unknown’ at the end of a long upriver
journey amidst dubious colonial and racial politics, we find it right
in the heart of our mediated communications, in the form of si-
lence.

Resources

1. P E: T  T M; UN In-
teragency Group on Young Peoples Health

2. C F: Advantages & Potential Disadvantages.
J. Willam Pfeifer and John E Johnes

3. A  of John Heron’s model on role of facilitators

4. C R, C C  E, Encyclo-
pedia of Informal Education

5. P M, Study Guides and Strategies

http://www.scribd.com/doc/54544925/51/TRAINING-TOPIC-Co-facilitation-skills
http://www.breakoutofthebox.com/Co-FacilitatingPfeifferJones.pdf
http://reviewing.co.uk/archives/art/13_1_what_do_facilitators_do.htm#8_WAYS_OF_FACILITATING_ACTIVE_LEARNING
http://www.infed.org/thinkers/et-rogers.htm
http://www.infed.org/thinkers/et-rogers.htm
http://www.studygs.net/peermed.htm
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6. CF: T A  C,
Canadian Union of Public Employees

7. B I C W G

8. Barre-Lennard, G. T. (1998) Carl Roger’s Helping System.
Journey and Substance, London: Sage

9. 5 P  W, from Wikipedia

10. T  F, (2002)US Army Field Manual #FM 7-0
(FM 25-100)

11. L R: P, P, G,
O, by Howard Rheingold

12. R G is a network dedicated to science and re-
search, inwhichmembers connect, collaborate and discover
scientific publications, jobs and conferences.

13. C  F P S G, bye
Community Tool Box

14. F T, by Villanova University

15. H P C: T R  F  
P L, by Pippa Buchanan

16. R P F: C C
SA, by Dale Vidmar, Southern Oregon Uni-
versity Library

17. E CF, by Everywoman´s Center,
University of Massachusses
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PARAGOGICAL DESIGNS FOR CO-WORKING

Here our aim is to develop the productive “paragogical” side
of peeragogy through a discussion of the strategies, joys, and sor-
rows of co-working. It complements the  page.

ese questions could apply to our working group(s) here, and
to prey much any working group in existence:

• How do you pass the ball?

• How do you keep the energy going?

• How do you diagnose where the group is going and make
things “intentional” instead of assumed?

How do we do all of this in a way
that achieves shared and mutual un-
derstanding, mindfulness of process
and growth, in service to a collective
output, or expression, or course of ac-
tion that is more than just the sum of
parts? e word “learning” does not
adequately capture what it means to
figure out the “for what purpose or
reason?” dimension that is essential
for a peeragogical endeavor. Inter-
personal exchange and collaboration
in service to communal understand-
ing goes further than (mere) “learn-
ing”. In particular, here we will con-
sider the role of collective knowledge
exchange and synthesis towards the
end of geing things done.
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http://socialmediaclassroom.com/host/peeragogy/freelinking/Co-Working
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Co-working as the flip side of convening
Linus Torvalds, interviewed by Steven Vaughan-Nichols for a

Hewle-Packard publication, had this to say about soware de-
velopment:

e first mistake is thinking that you can throw things
out there and ask people to help. at’s not how it
works. You make it public, and then you assume that
you’ll have to do all the work, and ask people to come
up with suggestions of what you should do, not what
they should do. Maybe they’ll start helping eventually,
but you should start off with the assumption that you’re
going to be the one maintaining it and ready to do all
the work. e other thing–and it’s kind of related–that
people seem to get wrong is to think that the code they
write is what maers. No, even if you wrote 100% of
the code, and even if you are the best programmer in
the world and will never need any help with the project
at all, the thing that really maers is the users of the
code. e code itself is unimportant; the project is only
as useful as people actually find it.

It is important to understand your users – and remember that con-
tributors are a special class of “user” with a real time investment
in the way the project works. We typically cannot “Tom Sawyer”
ourselves into leisure or ease just because we manage to work
collaboratively, or just because we have found people with some
common interests.

e truth is probably somewhere in between Torvalds and
Twain. Many people actively want to contribute! For example,
on “Wikipedia, the encyclopedia anyone can edit” (as of 2011) 
  80,000 visitors make 5 or more edits per month. is is
interesting to compare with the  that (as of 2006) “over 50%
of all the edits are done by just .7% of the users… 24 people…and
in fact the most active 2%, which is 1400 people, have done 73.4%
of all the edits.” Similar numbers apply to other peer production
communities.

http://%20http://www.readwriteweb.com/archives/wikipedias_goal_1_billion_monthly_visitors_by_2015.php
http://%20http://www.readwriteweb.com/archives/wikipedias_goal_1_billion_monthly_visitors_by_2015.php
http://www.aaronsw.com/weblog/whowriteswikipedia
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A lile theory
In many natural systems, things are not distributed equally,

and it is not atypical for e.g. 20% of the population to control 80%
of the wealth (or, as we saw, for 2% of the users to do nearly 80% of
the edits). Many, many systems work like this, so maybe there’s
a good reason for it.

Let’s think about it in terms of “coordination” as thought of by
the late Elinor Ostrom. She talked about “local solutions for local
problems”. By definition, such geographically-based coordination
requires close proximity. What does “close” mean? If we think
about homogeneous space, it just means that we draw a circle (or
sphere) around where we are, and the radius of this circle (resp.
sphere) is small. An interesting   is that as

http://en.wikipedia.org/wiki/N-sphere#Volume_and_surface_area
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the dimension grows, the volume of the sphere gets “thinner”,
so the radius must increase to capture the same d-dimensional
volume when d grows! Based on this, we might guess that the
more dimensions a problem has, the more resources we will need
to solve it. From another perspective, the more different factors
impact a given issue, in some sense, the less likely there are to be
small scale, self-contained, “local problems” in the first place.

If we think about networks instead of homogeneous space,
and notice that some nodes in the network havemore connections
than others, then we see the same issue applies to these nodes:
they have more complexity in their immediate region than the
others. is might suggest that such “central nodes” (e.g. popular
films, popular words, popular websites, popular people) would,
by definition, be less discriminating in terms of who/what they
couple with. On a certain level (weak ties) this is probably true.
But on another level (strong ties) I think it must not be true – you
can’t really have it both ways.

Asking for organizations to work on the “local” level of strong
ties when they are “really” all about many low-bandwidth weak
ties isn’t likely to work well. Google is happy to serve everyone’s
web requests – but they can’t have just anyone walking in off the
street and connecting devices their network in Mountain View.
(Aside: the 2006 article on Wikipedia quoted above was wrien
by Aaron Swartz, who achieved some  for doing es-
sentially just that, though in his case, it was MIT’s network, not
Google’s.) We might guess that the more institutionally commit-
ted someone is, the less likely they are to be able to form deep
connections with anyone who is not an integral part of their in-
stitution.

Of course, we don’t “give up”. We aspire to create systems
that have both aspects, systems where a “dedicated individual can
rise to the top through dint of effort”, etc. ese systems are well
articulated, almost like natural languages, which are so expressive
and adaptive that “most sentences have never been said before”.
In other words, a well-articulated system does lend itself to “local
solutions to local problems” – but only because all words are NOT
created equal.

http://www.wired.com/threatlevel/2011/07/swartz-arrest/
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My brothers read a lile bit. Lile words like ‘I’ and
‘It.’ My father can read big words, too, Like CON-
STANTINOPLE and TIMBUKTU.

Co-working: what is an institution?
We could talk in this section about Coase’s theory of the firm,

and Benkler’s theory of “Coase’s Penguin”. We might continue
 from Aaron Swartz. But we will not get so deep into
that here: you can explore it on your own!

http://www.aaronsw.com/weblog/perfectinstitutions
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DESIGNING A PLATFORM FOR PEER LEARNING

Author : Joe Corneli
PM is a virtual community which aims to help make

mathematical knowledge more accessible. is article summarizes
the main design ideas behind a complete rebuild of the site’s plat-
form. It gets a lile technical, but don’t worry, there’s not too
much math here…

In short: I lumped the different activities that people could do
on PlanetMath.org into 5 categories (see the table below). More
or less this table just means that on PlanetMath, people write ar-
ticles and link these articles to other articles, add comments, ask
questions, make corrections, and connect problems and solutions
to expository material. ey also deploy  for solving
problems – and they    .

e five categories (Context, Engagement, ality, Structure,
and Heuristic) come from reflecting on the 5  
, and comparing them with the Martin Nowak’s 5  
   , then clustering the actual ac-
tivities that people can do on PlanetMath (as well as some new
planned activities) into these categories. I also drew inspiration
from the paern and heuristic “language” we developed in the

Context Feedback ality Structure Heuristic

A← A

A
ℓ←Ð A

X← T
S← R

X← Q
A← C

A← P← S
L← A, P
M← A
Q← A

G↩ U
S↩ H

Q,T⇀ C,W, P

A article
ℓ link

X object
T post
S solution
R review

Q question
C correction

P problem
L collection
M classific.

G group
U user
W request
H heuristic

A paragogical decomposition of PlanetMath’s activities: “produc-
tion rules” in the grammar of mathematical behavior
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planetmath.org
http://peeragogy.org/patterns-usecases/patterns-and-heuristics/
http://peeragogy.org/convening-group/
http://paragogy.net
http://paragogy.net
http://www.sciencemag.org/content/314/5805/1560.full
http://www.sciencemag.org/content/314/5805/1560.full
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peeragogy project. I started by clustering our  
 into 5 segments, like this:

e “key” that shows how things fit together is as follows:

• Context ∼ Changing context as a decentered center. ∼Kin
selection

• Engagement ∼ Meta-learning as a font of knowledge. ∼
Direct reciprocity

• ality ∼ Peers provide feedback that wouldn’t be there
otherwise. ∼ Indirect reciprocity

• Structure ∼ Learning is distributed and nonlinear. ∼ Spa-
tial selection

• Heuristic ∼ Realize the dream if you can, then wake up! ∼
Group selection

eanalogies are not perfect, and aremeant to help inspire, rather
than to constrain, thoughts on the learning/platform design. It’s
important to remember that Nowak’s formalism is meant to be
general enough to describe all different kinds of collaboration –

In a “kin selection” regime, we are working in a “gener-
ational” modality; we are looking at what is “related”,
and this helps to define that which is “unrelated” – the
other.

http://peeragogy.org/patterns-usecases/patterns-and-heuristics/
http://peeragogy.org/patterns-usecases/patterns-and-heuristics/
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On PlanetMath, the most important senses of “relatedness” apply
to elements of the subject domain. Topics that are linked to one
another in the encyclopedia are related. ese links can either be
implicit term references (which are spoed by PlanetMath’s au-
tolinker), or more explicit connections added by authors, readers,
or editors. Such links can build an implicit context for a “new-
comer” who approaches a given topic.

In a “direct reciprocity” regime, we “learning about our-
selves” in practice, usually in a social context.

One of the key legacy features of PlanetMath is that every ob-
ject in the system is “discussable”. You can ask a question about
an encyclopedia article, for example, and this will go into a com-
mon pool of questions. One of the driving ideas behind the site’s
(re)design is that every question should help us improve the site,
for example, by pointing out a place where the original exposi-
tory article could be improved. Of course, at the most basic level,
we hope that the questions receive good one-off answers (provid-
ing a benefit to the initial question-asker). Even the most simple
question is a “constructively critical” question. On the level of site
semantics, it would be good to keep track of which questions have
been answered, and which have not. estions can be “mutated”
into corrections, requests, or mathematical problems to solve.

In an “indirect reciprocity” regime, we are building
something that may be useful later on.

Another important legacy feature of PlanetMath is that, unlike
Wikipedia, articles are not generally open to the public to edit
(though some are). Rather, the typical process of “crowdsourc-
ing” takes place through a corrections mechanism. From an ana-
lytical perspective, we might expect corrections to be one of the
key ways in which site authors learn from one another. In a sense,
the opportunity to get corrections or suggestions pointed out later
might be one of the biggest incentives for writing an article in the
first place! Offering a correction to someone else is, of course, a
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way to point out one’s own knowledgability (as such, a sort of flip-
side of asking questions). Certain behaviors can help one develop
a good reputation (though PlanetMath does not model this very
explicitly)… and perhaps even more importantly, a high-quality
resource “emerges” from such one-to-one interactions.

In a “spatial selection” regime, we are again defining an
“inside” and “outside”, and looking for ways in which
the structures that we have identified can fit together.

One of the features that the legacy version of PlanetMath lacked
was any sort of support for “problem solving behavior” – which,
in mathematics, is actually a prey essential thing. Rather, the
site was set up as a “reference” tool for people who solved prob-
lems elsewhere. By moving support for problems, solutions, and
reviews onto the PlanetMath site itself, we expect not only to
open the “marketplace” up to new kinds of learners (i.e. people
working at amore basic level than encylopedia authoring OR peo-
ple working at a fairly advanced level who are more interested in
applications than in theory), but also to get significant improve-
ments to the core knowledge resource itself (the encyclopedia).
is is because “an article without an aached problem” is not a
very practical article from a learning or application standpoint.
Similarly, “a problem without a solution” is lacking something, as
is “a solution without a review”. Building support for this, and
support for people to structure/stage problems with problem sets
should help make the site a much more practically useful learning
tool.

In a “group selection” regime, we are building “sets”
of activities and paerns (milestones, roles) which can
then act as “selectors” for behavior. (is is why I’ve
combined it with the catch-all “heuristic” category.)

Another historical weak point of the legacy site was support for
“teams.” us, for example, one effort to improve PlanetMath’s
coverage of topics in Real Analysis foundered - because there was
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no way to gather a critical mass to this project. ere are social,
technical, and knowledge aspects to this problem. Co-working re-
quires people to be able to join groups, and it requires the groups
to be able to structure their workflow. In some sense this is similar
to an individual’s work being structured by the use of heuristics.
A person’s choice to apply this strategy instead of that one, or
to join this group instead of that one, is in the end a somewhat
similar choice.

ese notes have shown how the paragogical principles, sup-
plimented with very general theories of collaboration, and some
practical observations as examined in the Peeragogy Handbook,
can help design a space for learning, which is itself a “learning
space” in the sense of knowledge building. Although the case
study has focused on mathematics learning, similar reflections
would apply to designing other sorts of learning spaces (e.g. to
the continued development of the Peeragogy project itself!).

Doug Breitbart: It occurred to me that you could
add a learning dimension to the site that sets up
the history of math as a series of problems, proofs
and theorems that, although already solved, could be
re-cast as if not yet solved, and framed as current
challenges which visitors could take on (clearly with
links to the actual solutions, and deconstruction of
how they were arrived at, when the visitor decides to
throw in the towel).
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Assessment
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INTRODUCTION TO PEERAGOGICAL
ASSESSMENT

Authors: J C and D P

is article will be about both assessment in peer
learning and an exercise in assessment, as we will try
to put our strategy for assessment into practice by
evaluating the P H itself.

Thinking about “contribution”

It is intuitive to say: “learning is adaptation.” What else would
it be?

Further, since adaptation happens not just on the individual
level, but also on the socio-cultural level – anthropologists use
the phrase “adaptive strategy” as a synonym for “culture” – we
can say that contributions to social adaptation are “paragogical.”

Adapting strategies for learning assessment to
the peer-learning context

In ”E G: A T  L  A
,” Barbara E. Walvoord and Virginia Johnson Anderson have
outlined an approach to grading. ey address three questions:

1. Who needs to know, and why?

2. Which data are collected?

3. How does the assessment body analyze data and present
findings?
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http://peeragogy.org/resources/meet-the-team/
http://peeragogy.org/resources/meet-the-team/
http://peeragogy.org
http://books.google.com/books?id=EJxy06yX_NoC&printsec=frontcover&source=gbs_atb#v=onepage&q&f=false
http://books.google.com/books?id=EJxy06yX_NoC&printsec=frontcover&source=gbs_atb#v=onepage&q&f=false
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e authors suggest that institutions, departments, and assess-
ment commiees should begin with these simple questions and
work from them towards anything more complex. ese simple
questions provide a way to understand - and assess - any strategy
for assessment! For example, consider ”formative assessment:

“…which involves constantly monitoring student un-
derstanding through a combination of formal and in-
formal measures. Teachers ask searching questions,
listen over the shoulders of students working to-
gether on a problem, help students assess their own
work, and carefully uncover students’ thinking [and]
react to what they learn by adjusting their teaching,
thereby leading students to greater understanding.”
(ote from the website for the book “New Frontiers
in Formative Assessment”.)

In this context, our answers to the questions above would be:

1. Teachers need to know about the way students are thinking
about their work, so they can deliver beer teaching.

2. Teachers gather lots of details on learning activities by “lis-
tening over the shoulders” of students.

3. Teachers apply (hopefully well-informed) analysis tech-
niques that come from their training or experience – and
they do not necessarily present their assessments to stu-
dents directly, but rather, feed it back in the form of im-
proved teaching.

is is very much a “teacher knows best” model! In order to
do something like formative assessment among peers, we would
have to make quite a few adjustments.

1. At least some of the project participants would have to
know how participants are thinking about their work. We
might not be able to “deliver beer teaching,” but perhaps
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we could work together to problem-solve when difficulties
arise.

2. It may be most convenient for each participant to take on a
share of the work, e.g. by maintaining a “learning journal”
(which could be shared with other participants). is im-
poses a certain overhead, but as we remarked elsewhere,
“meta-learning is a font of knowledge”! Outside of self-
reflection, details about others’ learning can sometimes be
abstracted from their contributions to the project (“learning
analytics” is a whole topic unto itsel).

3. If a participant in a “learning project” is bored, frustrated,
feeling closed-minded, or for whatever other reason “not
learning”, then there is definitely a question. But for whom?
For the person who isn’t learning? For the collective as a
whole? We may not have to ponder this conundrum for
long: if we go back to the idea that “learning is adaptation”,
someone who is not learning in a given context will likely
leave, and find another context where they can learn more.

is is but one example of an assessment strategy: in addition
to “formative assessment”, “diagnostic” and “summative” strate-
gies are also quite popular in mainstream education. e main
purpose of this section has been to show that when the familiar
roles from formal education devolve “to the people”, the way as-
sessment looks can change a lot. In the following section, we offer
and begin to implement an assessment strategy for evaluating the
peeragogy project as a whole.

Case study in peeragogical evaluation: the
Peeragogy project itself

We can evaluate this project partly in terms of its main “de-
liverable,” the Peeragogy Handbook (which you are now reading).
In particular, we can ask: Is this handbook useful for its intended
audience? e “intended audience” could potentially include any-
one who is participating in a peer learning project, or who is
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thinking about starting one. We can also evaluate the learning
experience that the co-creators of this handbook have had. Has
working on this book been a useful experience for those involved?
ese are two very different questions, with two different targets
for analysis – though the book’s co-creators are also part of the
“intended audience”. Indeed, we might start by asking “has work-
ing on this book been useful for us?”

For me (Joe) personally, it has been useful:
to see somemore abstract, conceptual, and theoretical ideas (par-

agogy.net) extended into practical advice (which I’m sure I can per-
sonally use), with references to literature I would not have come up
with in library or internet searches, and with a bunch of ideas and
insights that I wouldn’t have come up with on my own. I definitely
intend to use this handbook further in my work.

It’s true; I do see myself as one of the more involved partic-
ipants to date, which stands to reason since I’m actually paid to
research peer learning, and this project is (in my opinion) one
of the most cuing-edge places to talk about that topic! If “you
get out of it what you put into it” is true, then, again, as a ma-
jor contributor, I think I “deserve” a lot. And I’m certainly not the
only one: quite a large number of person-hours have been poured
into this project by quite a number of volunteers. is should say
something!

Nevertheless, one does not need to be a “handbook contribu-
tor” at all to get value from the project: if it were otherwise, we
might as well just get rid of the book aer writing it. Actually, our
thought is that this work will indeed have “value” for downstream
users, and our choice of legal terms around the book reflects that
idea. Anyone downstream is free to use the contents of this book
for any purpose whatsoever. For all we know, there will be fu-
ture users who will add much more to the study and practice of
paragogy/peeragogy than any of us have so far. is could hap-
pen by puing the ideas to the test, feeding back information on
the results to the project ( ! - the ultimate assessment
of the Peeragogy Handbook will be based on what people actu-
ally do with it): perhaps further developing the book, developing
additional case studies or recipes, and so forth.

http://peeragogy.org/contact/
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In fact, questions about “usefulness” are what we aim to study
in our “alpha testing” phase (which is beginning now!).

Conclusion
We can estimate individual learning by examining the real

problems solved by the individual. Sometimes those are solved
in collaboration with others. If someone only consumes infor-
mation, they may well be “learning”, but there is no way for us
to measure that. On the other hand, if they only solve “text-
book problems”, again, they may be learning and gaining intu-
ition (which is good), but it is still not 100% clear that they are
actually learning anything “useful” until they start solving prob-
lems that they really care about! So, to assess learning, we do
not just measure “contribution” (in terms of quantity of posts or
what have you) but instead we measure “contribution to solving
real problems”. Sometimes that happens very slowly, with lots of
practice along the way. Furthermore, at any given point in time,
some of the “problems” are actually quite fun and are “solved” by
playing! Indeed (as people like Piaget and Vygotsky recognized),
if we’re interested to know real experts on learning, we should
talk with kids, since they learn tons and tons of things.
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FOLLOWING THE MONEY, ASSESSING
PROFITABLITY

Summary

e metrics for learning in corporations are business
metrics based on financial data. Managers want to
know: “Has the learning experience enhanced the
workers’ productivity?”

Follow the money
When people ask about the ROI of informal learning, ask them

how theymeasure the ROI of formal learning. Test scores, grades,
self-evaluations, aendance, and certifications prove nothing.
e ROI of any form of learning is the value of changes in be-
havior divided by the cost of inducing the change. Like the tree
falling over in the forest with no one to hear it, if there’s no change
in behavior over the long haul, no learning took place. ROI is in
the mind of the beholder, in this case, the sponsor of the learn-
ing who is going to decide whether or not to continue investing.
Because the figure involves judgment, it’s never going to be accu-
rate to the first decimal place. Fortunately, it doesn’t have to be.
Ballpark numbers are solid enough for making decisions.

A W L from J C on V.
e process begins before the investment is made. What de-

gree of changewill the sponsor accept as worthy of reinvestment?
How are we going to measure that? What’s an adequate level of
change? What’s so low we’ll have to adopt a different approach?
How much of the change can we aribute to learning? You need
to gain agreement on these things beforehand. Monday morning
quarterbacking is not credible. It’s crazy to assess learning im-
mediately aer it occurs. You can see if people are taking part or
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if they’re complaining about geing lost, but you cannot assess
what sticks until the forgeing curve has ravaged the learners’
memories for a few months. Without reinforcement, people for-
get most of what they learn in short order. It’s beguiling to try
to correlate the impact of learning with existing financial metrics
like increased revenues or beer customer service scores. Done
on its own, this approach rarely works because learning is but one
of many factors that influence results. Was today’s success due
to learning or the ad campaign or weak competition or the sales
contest or something else? e way to assess how people learn
is to ask them. How did you figure out how to do this? Who did
you learn this from? How did that change your behavior? How
can wemake it beer? Too time consuming? Not if you interview
a representative sample. For example, interviewing less than 100
people out of 2000 yields an answerwithin 10% nineteen times out
of twenty, a higher confidence level than most estimates in busi-
ness. Interviewing 150 people will give you the right estimate 99%
of the time.
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RESEARCHING PEERAGOGY

If you have a research bent, by this point, you may be ask-
ing yourself questions like these: How can we understand peer
learning beer? How can we do research “the peeragogical way”?
How do we combine research and peer learning?You may also be
asking more technical methodological and instrumentation-level
questions: Do we have a good way to measure learning? Which
activities and interventions have the biggest payo? is chapter
summarizes socio-technical research I did on PlanetMath, using
the paern catalog, as part of my work for my PhD. In the course
of the study, I developed 3 new paerns. e first point to make
is that although this research was informal, it is nevertheless (at
least in my view) highly rigorous. is is because the paern cat-
alog is a relatively stable, socially agreed upon objct, though it is
not fixed for all time. We can use it to help identify “known” pat-
terns, but we can also extend it, as needed, with new paerns -
assuming that we can make an argument to explain why the new
paerns are needed. e notion of paern-finding as a process
related to, but distinct from abstraction is described by Richard
Gabriel, who emphasizes that the “paerns and the social pro-
cess for applying them are designed to produce organic order
through piecemeal growth” [1], p. 31. We can use the rigorous-
but-informal notion of an expanding paern catalog to help ad-
dress the high-level questions about peeragogical research men-
tioned above. e three new paerns I present here are: Frontend
and Backend, Spanning Set, and Minimum Viable Project. ese
paerns are both an “outcome” of research in a real peer learning
context - and also a reflection on peeragogical research methods.
Like the other peeragogy paerns, they are tools you can use in
your own work. In particular, I hope this short essay will help
you use the peeragogy paern catalog to constructively evaluate
your own peeragogy projects.
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Map of a virtual campus

Study design

e study was based on interviews with users of a new so-
ware system that we deployed on PlanetMath.org. In the inter-
views, we covered a wide range issues, ranging from basic issues
of usability all the way to “deep” issues about how people think
about mathematics. In this project, I was interested not only in
how people collaborate to solve mathematical problems, but how
they think about “system level” issues. e design I had in mind is
depicted in the figures below. e key idea is that paerns emerge
as “paths in the grass”, or “desire lines”. e idea that learning de-
sign has emergent features is not itself new (see e.g. [2]): what’s
new here is a characterization of the key paerns for doing emer-
gent design in a peer learning context.

Initial thematic analysis

Before describing the new paerns, I will briefly summarize
the themes I identified in the interviews. is can serve as an
overview of the current features and shortcomings of PlanetMath
system for people who are not familiar with it.
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Peeragogy paerns as loci for “paths in the grass”

• “Necessary but not sufficient”. Users identified a range
of essential features, like a critical mass of other users to
talk to.

• “Nice to have”. It was also easy to identify a bunch of cool
new “dream” features.

• Challengeswithwritingmathematics. PlanetMath uses
LaTeX, which isn’t entirely easy to learn (however, we
could adapt the soware to help new users get started).

• Progressive problem solving. e new PlanetMath con-
tains problems and solutions, but no easy way to talk about
conjectures. Users would like a beer way to share and dis-
cuss work-in-progress.

• Personal history, social constructivism. Beer features
for tracking and, where appropriate, sharing, personal his-
tory would help users make sense of what’s happening in
the site.

• Regulating learning in a social/mediated context. Dif-
ferent users would look for different things to keep them on
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track (e.g. expert guidance, or a due “sense of urgency” in
feedback from peers).

• Comparison with roles in other contexts. Many users
expect a “service delivery” style that is not entirely consis-
tent with the “open” production model used in a free/open,
volunteer-driven project. We need toworkmore on respon-
siveness in every aspect of the project (keeping in mind that
most participants are volunteers).

• Concreteness as a criterion of quality. “Knowing what
you can do,” both with the soware and with the content,
is important. On the content level, pictures help.

• Personalization and localization. e system has a prac-
tically unlimited potential for personalization, although
many basic personalized interaction modes have not been
built yet.

Paern analysis
At the next level of analysis, the themes extracted above were

further analysed in relationship to the peeragogy paern catalog.

Frontend and Backend

Although mathematics is a relatively formal domain, many of
themotivations for using PlanetMathmap ontowhat Zimmerman
and Campillo call informal problem solving [3]. Informal prob-
lems are are personally defined and possess openended boundary
conditions, i.e., are situated within an “open world.” “Formal” mo-
tivations are are more likely to be addressed by some variant of
a “look-up” approach - for instance, many such problems can be
solved by reading the manual. ey do not require the complex,
discursive, process of peer supported problem solving. Acquain-
tance with the more basic formal features of mathematical prob-
lem solving are typically seen to be a prerequisite for the more
informal activities of mathematics research. is points to the
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continued importance of a coherent body of mathematical knowl-
edge in the form of a well-structured reference resource. is di-
chotomy suggest a new and important paern. is paern could
be called Frontend and Backend. e “frontend” of a system is
typically associated with the formal structural features, while the
backend is oen associated with “informal features.” e Fron-
tend and Backend paern is related to the paern of the “New-
comer” paern, since typically one will not expect the user of a
system to know how to, or to be motivated to, work with back-
end features of a system until they have mastered at least some of
the frontend features. It would be rare to find an auto mechanic
who did not know how to drive. David Cavallo wrote about an
“engine culture” in ruralailand, in which structurally open sys-
tems made some of the “backend” features of internal combus-
tion engines a part of daily life [4]. In PlanetMath, we have an
“open engine”, but not necessarily an open engine culture (users
expect a level of service provision). e Frontend and Backend
paern clearly lends itself to standard service provision, but it
can also be part of paragogical activity. For example, sophisti-
cated and commied users of the PlanetMath website could focus
energy on supporting individual newcomers, by helping them de-
velop a high-quality sub-site on their topic of interest ([RSP8],
[RSP10]). Such effort would simultaneously inform the develop-
ment of backend features, and help raise the profile of the site as
a whole. e paern is in this way associated with A Specific
Project and with the Divide paern.

Spanning Set

You may be able to get what you need without digging - but if
you do need to dig, it would be very good to get some indication
about which direction to dig in. At the content level, this might
be achieved by using high-level “topic articles” as a map to the
content. But there is another broader interpretation of this pat-
tern that related to but distinct from Frontend and Backend - we
call this the Spanning Set. In general, the Spanning Set might be
made up of people, or media objects. In a standard course model,
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there is one central node, the teacher, who is responsible for all
teaching and course communication. In large online courses, this
model can be is scaled up:

Anonymous study participant: [E]veryone’s allo-
cated a course tutor, who might take on just a half-
dozen students - so, they’re not the overall person in
charge of the course, by any means.

Another version is the classical master/apprentice system, in
which every apprentice is supervised by a certified master. In
the typical online Q&A context, these roles are made distributed,
and are beer modeled by power laws than by formal gradations.
A “spanning set” of peer tutors could help shi the exponent at-
tached to the power law in massive courses. We can imagine a
given discussion group of 100 persons that is divided according to
the so-called 90/9/1 , so that 90 lurk, 9 contribute a lile, and 1
creates the content. is is what one might observe, for example,
in a classroom with a lecture format. We could potentially shi
the system by breaking the group up, so that each of the 9 contrib-
utors leads a small group of 10 persons, at which point, chances
are good that some of the former lurkers would be converted into
contributors. At a more semantic level, we can advance the five
paragogical principles and their various analogues as a candidate
description of the fundamental categories and relationships rele-
vant to peer learning. In practice, principles can only provide the
most visible “frontend”, and an actual spanning set is comprised of
emergent paerns. In PlanetMath, this would arise from combin-
ing several different features, like a “start menu” that shows what
can be done with the site, a Heartbeat built of recurring meetings,
and topic-level guides to content. (Note: as a project with an en-
cyclopedic component, PlanetMath itself can be used to span and
organize a significantly larger body of existing material.)

Minimum Viable Project

e Minimum Viable Product approach to soware develop-
ment is about puing something out there to see if the customer

http://www.wikipatterns.com/display/wikipatterns/90-9-1+Theory
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bites [5]. Another approach, related to the paern we just dis-
cussed, is to make it clear what people can do with what’s there
and see if they engage. We might call this the Minimum Viable
Project, an adjunct to the “Roadmap” paern, and a new inter-
pretation of the earlier paern A Specific Project. One way to
strengthen the PlanetMath project as a whole would be to focus
on support for individual projects. e front page of the website
could be redesigned so that the top-level view of the site is project
focused. us, instead of collecting all of the posts from across
the site - or even all of the threads from across the site - the front
page could collect succinct summary information on recently ac-
tive projects, and list the number of active posts in each, aer
the model of Slashdot stories or StackExchange questions. For
instance, each Mathematics Subject Classification could be des-
ignated as a “sub-project”, but there could be many other cross-
cuing or smaller-scale projects.

Frontend and Backend (pragma)
Principles and features

Minimum Viable Project (praxis)
A Specific Project, Roadmap, Heartbeat, Divide, Use or Make

Spanning Set (prao)
Paths in the grass

Paragogical emergent design: a tool for conviviality

Summary
is chapter has used the approach suggested by Figure 2 to

expand the peeragogy paern language. It shows that the peera-
gogy paern language provides a “meta-model” that can be used
to develop emergent order relative to given boundary conditions.
As new structure forms, this becomes part of the boundary con-
ditions for future iterations. is method is a suitable form for a
theory of peer learning and peer production in project-based and
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cross-project collaborations - a tool for conviviality in the sense
of Ivan Illich. Although this model is informal, it does suggest
one direction for answering the technical questions posed at the
outset of the chapter: in peeragogy, we can measure learning as
a feature of the growth and refinement of the paern catalog.
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INTRODUCTION TO TECHNOLOGIES FOR
PEERAGOGY

It is tempting to bring a list of technologies out as a glo-
rious cookbook. We need a 1/2 cup of group writing tools, 2
tsp. of social network elements, a thick slice of social bookmark-
ing, and some sugar, then put it in the oven for 1 hour for 350
degrees.

We have created a broad features/functions list for Handbook
readers to reflect upon and consider. e joy of this list is that you
can consider alternatives for the way you communicate and work
while you are planning the project, or can add in new elements
to solve communications gaps or create new tools.

However, too many tools spoil the broth. In the writing of
this Handbook, we found that out firsthand. We spent a lot of
marvelous energy exploring different tools to collaborate, curate
information, do research, tag resources, and adjudicate among all
of our points of view. In looking at groups working with the vari-
ous MOOCs, as another example, different groups of students of-
ten camp in different social media technologies to work. In large
courses, students oen have to be pushed into various social me-
dia tools to “co-create” with great protest and lots of inertia. And
finally, co-learning groups oen come from very different back-
grounds, ages, and stages of life, with very different tools embed-
ded in their current lives. Do we have time for three more tools
in our busy days? Do more tools help or interfere in our work?

In this section, we’ll share with you a few issues:

• What technologies are most useful in peer learning? What
do we use them for? What features or functions help our
co-learning process?

• How do we decide (a) as a group and (b) for the group on
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what tools we can use? Do we decide upfront, or grow as
we go?

• How do we coach and scaffold each other on use of tools?

• How much do the tool choices impact the actual outcome
of our learning project?

• What are the different roles that co-learners can take
in co-teaching and co-coaching the technology affor-
dances/assumptions in the project to make others’ lives eas-
ier?

Features and Considerations
Wewill begin belowwith a discussions of “features” and initial

considerations, and then move to a broader “Choose Your Own
Adventure”-style matrix of features leading to a wide variety of
collaboration-based technology tools online.

Technologies and Features

Aswewill share in the extensive list below, there are abundant
tools now available – both for free and for pay – to bring great
features to our co-learning endeavors. It is tempting to grab a
group of fancy tools and bring the group into a fairly complex tool
environment to find the perfect combination of resources. e
challenge: as Adult Learners, we seek both comfort and context
in our lives (Schein, 1997, 2004). In choosing tools as Brands and
technologies, we can ignore the features themselves and what we
need as parts of the puzzle for learning. We also can have anxiety
about our self-beliefs around computers and technology, which
in turn can limit our abilities (C  H, 1995).

Before we get to Brands and choices, it helps to ask a few ques-
tions about the learning goals and environments:

• What do we need as features, and at what stage of the learn-
ing process?
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• What are we already comfortable with, individually and as
a group?

• Do we want to stay with comfortable existing tools, or do
we want to stretch, or both?

• What types of learners do we have in this group? Techno-
logically advanced? Comfortable with basics?

• Do we want to invest the time to bring the whole group up
to speed on tools? Do all the group members agree on this?
Do we want to risk alienating members by making them
invest time in new resources?

• We know that our use will migrate and adapt. Do we want
to plan for adaptation? Observe it? Learn from it? Make
that change intentional as we go?

Researchers over the years have heavily examined these ques-
tions of human, technology, and task fit in many arenas. H
C I researchers have looked at “fit” and
“adaptive behavior,” as well as how the tools can affect how the
problem is presented in the work (T’, 2006). Creativity sup-
port tools (S, 2002) have a whole line of design re-
search, as has the field of CS C
W S (CSCW). For co-learners and designers interested
in the abundance in this space, we’ve added some additional links
below.

We here will make this a bit easier. For your co-learning en-
vironment, you may want to do one or two exercises in your de-
cision planning:

• What features do you need? Do you need collaboration?
Graphic models? Places to work at the same time (syn-
chronous)? Between meetings (asynchroous)?

• What are the group members already using as their per-
sonal learning platforms? It also makes sense to do an in-
ventory about what the group already has as their learning

http://en.wikipedia.org/wiki/Human-Computer_Interaction
http://en.wikipedia.org/wiki/Human-Computer_Interaction
http://en.wikipedia.org/wiki/Computer-supported_cooperative_work
http://en.wikipedia.org/wiki/Computer-supported_cooperative_work
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platforms. I’m doing that with another learning group right
now. People are much more comfortable – as we also have
found in our co-creation of this Handbook – creating and
co-learning in tools with which they already are comfort-
able. Members can be co-teachers to each other – as we
have have – in new platforms.

• What type of tools, based on the features that we need,
shall we start out with? R  . (2005)looked at
technology tools having

– Low thresholds (easy to get people started)

– Wide walls (able to bring in lots of different situations
and uses) and

– High ceilings (able to do complex tasks as the users
and uses adapt and grow).

What are important features needed for co-creation andworking
together? In other pages above, we talk abundantly about roles
and co-learning challenges. ese issues also are not new; D
  B   1992 for example, shared long-standing
issues in computer-supportive collaborative work online about
how we are aware of the information from others, passive vs.
active generation of information about collaborators, etc. ese
challenges used to be “solved” by soware designers in individ-
ual tools. Now that tools are open, abundant, and diverse, groups
embrace these same challenges when choosing between online
resources for co-learning.

Which of these will be important to your group work? Keep
in mind – your needs for tools, plus how the group uses them,will
change as the co-learning project moves along. Are youwilling to
change tools during the project as your needs and users change, or
do you want to plan on tools that are great in all these dimensions
at the start?



P T 203

Useful Uses and fancy Features of Technological Tools

From here, we will help you think about what might be pos-
sible, linking to features and solution ideas.

We start with ways to ask the key questions: What do you
want to do and why? We will start with features organized
around several different axes:

• T/P

• S  A  T

• S B/B’ T

• U C, and

• L F.

Each will link to pages that will prompt you with features, func-
tionality, and technology tool ideas.

Time/Place

We can further break down tools into whether they create or
distribute, orwhetherwe canwork simultaneously (synchronous)
or at our own times (ascynchronous). To make elements of time
and place more visual, B (1995) created a CSCW Matrix,
bringing together time and place functions and needs:

Some tools are synchronous, such as Google+ Hangouts,
Blackboard Collaborate, and Adobe Connect, while others let us
work asynchronously, such as wikis, forums, and Google Docs.
We seem to be considering heremostly tools good for groupwork,
but not for solo, while many others are much easier solo or in
smaller groups.

Stages of Activities and Tasks

D S (2002) has simplified the abundant models
in this area (e.g., Couger and Cave) with a clear model of 4 general
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activities and 8 tasks in creation for individuals, which we can
lean on as another framework for co-creation in co-learning.

Activities

Tasks

Collect
• Searching

• Visualizing

Relate
• Consulting Others

Create
• inking (Free Association)

• Exploring

• Composing

• Reviewing

Distribute
• Disseminating

Tools and functions won’t be clear cut between areas. For exam-
ple, some tools are more focused on being generative, or for cre-
ating content. Wikis, Etherpad, Google docs, and others usually
have a commenting/talk page element, yet generating content is
the primary goal and discursive/consultative functions are in ser-
vice of that. Some tools are discursive, or focused on working to-
gether for the creative element of “relating” above – Blackboard
Collaborate, the social media class room forums, etc.



P T 205

Skill Building (Cognitive, a la Bloom’s Taxonomy, see
below)

Given that we are exploring learning, we can look to Bloom’s
Taxonomy (revised, A  K, 2001) for guid-
ance as to how we can look at knowledge support. Starting at the
boom, we have:

• Remembering, as a base;

• Understanding,

• Applying,

• Analyzing,

• Evaluating, and then, at the top,

• Creating.

We could put “search” in the Remembering category above. Oth-
ers [need to re-find and cite] contest that Search, done well, em-
bracesmost of the Bloom’s elements above. Samantha Penney has
created a Bloom´s Digital Taxonomy Pyramid of tools for learning
(cc 3.0 – ://..//.).

http://www.usi.edu/distance/bdt.htm)
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Use Cases (I want to….)

Technologies can be outlined according to the need they serve
or use case they fulfill. Examples: If we need to ‘curate’, Pearl
Trees is an option. To ‘publish’ or ‘create’, we can look to a wiki or
wordpress. Other choices might be great in order to ‘collaborate’,
etc.

One challenge is that tools are not that simple. As we look
more closely at the technologies today, we need to reach more
broadly to add multiple tags to them. For example Twier can be
used for “Convening a group,” for “micro-blogging,” for “research,”
etc.

• Collaborate with a Group

• Create Community

• Curate Information (select content, contextualize, and share
it)

• Research

• Publish Information

• Create Learning Activities

• Make Something

ese plans get more complex, as you are making a group of de-
cisions about tool functionality in order to choose what combina-
tion works for use cases. It may be most useful to use a concept
map (a tech tool) to think about the needs and combinations that
you would bring together to achieve each Use Case or Learning
Module.
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Technology Features/Functions

We have not made this easy! ere are lots of moving ele-
ments and options here, none of them right for everything, and
some of them fabulous for specific functions and needs. Some
have the low thresholds but may not be broad in scope. Some are
broad for many uses; others are specific task-oriented tools. at
is some of the charm and frustration.

Weaving all of the above together, we have brought together
a shared taxonomy for us to discuss and think about co-learning
technology features and functions, which we present as an ap-
pendix below. is connects various technology features within
an expanded version of Ben Shneiderman’s creativity support
tools framework. We’ve created this linked toolset with multi-
ple tags, hopefully making it easier for you to evaluate which
tool suits best the necessities of the group. Please consider this
a starting point for your own connected exploration.

Appendix: Features and Functions
Weaving all of these frameworks together, we have brought

together a shared taxonomy for us to discuss and think about
co-learning technology features and functions. We have con-
nected various technology features with an expanded version of
Ben Shneiderman’s creativity support tools framework. For con-
venience, and to help keep it up to date, we’re publishing this
resource  G D (http://goo.gl/HfMA).
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Same Time
(Synchronous)

Different Time
(Ascynronous)

Same Place
(Colocated)

Face-to-Face:
Display-focused
(e.g., Smartboards)

Continuous Task:
Groupware, project
management

Different Place
(Remote)

Remote Interac-
tion: Videocon-
ference, IM, Chat,
Virtual Worlds

Communication
& Coordination:
Email, bulletin
boards, Wikis,
blog, workflow
tools
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FORUMS

Author: Howard Rheingold

Forums areweb-based communicationmedia that en-
able groups of people to conduct organized multime-
dia discussions about multiple topics over a period of
time. Selecting the right kind of platform for forum
conversations is important, as is know-how about fa-
cilitating ongoing conversations online. Forums can
be a powerful co-learning tool for people who may
have never met face-to-face and could be located in
different time zones, but who share an interest in co-
learning. Asynchronous media such as forums (or
simple email distribution lists or G D) can
be an important part of a co-learning toolkit that also
includes synchronous media from face-to-face mee-
tups to G+ H or webinars via B
 C, A C, or the open
source webconferencing tool, B B B (dis-
cussed a lile later in the handbook).

What is a forum and why should a group use it?

A forum, also known as a message board, , threaded dis-
cussion, or conferencing system, affords asynchronous, many-to-
many, multimedia discussions for large groups of people over a
period of time. at means that people can read and write their
parts of the discussion on their own schedule, that everyone in
a group can communicate with everyone else, and that graphics,
sounds, and videos can accompany text. e best forums index
discussion threads by topic, title, tag, date,and/or author and also
keep track of which threads and entries (also known as posts)
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http://www.youtube.com/watch?v=VVFbqHhkb-k
http://www.google.com/+/learnmore/hangouts/
http://www.blackboard.com/Platforms/Collaborate/Products/Blackboard-Collaborate.aspx
http://www.blackboard.com/Platforms/Collaborate/Products/Blackboard-Collaborate.aspx
http://www.adobe.com/products/adobeconnect.html
http://www.bigbluebutton.org/
http://en.wikipedia.org/wiki/Bulletin_board_system
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each logged-in participant has already read, making it possible
to click on a “show me all the new posts and threads” link each
time a participant logs in. is particular form of conversational
medium meets the need for organizing conversations aer they
reach a certain level of complexity. For example, if twenty peo-
ple want to discuss five subjects over ten days, and each person
makes one comment on each subject every day, that makes for
one thousand messages in each participant’s mailbox. On email
lists, when the conversation dris from the original topic, the sub-
ject line usually does not change, so it makes it difficult to find
particular discussions later.

Forumsmake possible a new kind of group discussion that un-
folds over days, weeks, and months, in a variety of media. While
blogs are primarily about individual voice, forms can be seen as
the voice of a group. e best forum threads are not serial collec-
tions of individual essays, but constitute a kind of discoursewhere
the discussion becomes more than the sum of its individual posts.
Each participant takes into account what others have said, builds
on previous posts, poses and answers questions of others, sum-
marize, distill, and concludes.

T       . (Reload
this page if you don’t see the player)

is short piece on     
is useful, as is this short piece on     
. Lively forums with substantial conversation can glue
together the disparate parts of a peeragogy group – the sometimes
geographically dispersed participants, texts, synchronous chats,
blogs, wikis and other co-learning tools and elements. Forum
conversations are an art in themselves and forums for learning
communities are a specific genre. Reading the resources linked
here – and communicating about them – can help any peeragogy
group get its forums off to a good start

How to start fruitful forum discussions:

In most contexts, starting a forum with a topic thread for in-
troductions tends to foster the sense of community needed for

http://blip.tv/file/1123048
http://socialmediaclassroom.com/community/page/how
http://www.lehigh.edu/~indiscus/doc_guidelines.html
http://www.lehigh.edu/~indiscus/doc_guidelines.html
http://academiccommons.org/commons/essay/shaping-culture-conversation
http://academiccommons.org/commons/essay/shaping-culture-conversation
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valuable conversations. T       
 offers general advice. In addition to in-
troductions, it is oen helpful to start a topic thread about which
new topic threads to create – when everybody has the power to
start a new thread and not everybody knows how forums work,
a confusing duplication of conversations can result, so it can be
most useful to make the selection of new topic threads a group
exercise. A topic thread to ask questions about how to use the
forum can prevent a proliferation of duplicate questions. It helps
to begin a forum with a few topic threads that invite participa-
tion in the context of the group’s shared interest “Who is your
favorite photographer” for a group of photographers, for exam-
ple, or “evolution of human intelligence” for a group interested in
evolution and/or human intelligence. Ask questions, invite candi-
date responses to a challenge, make a provocative statement and
ask for reactions.

Whether or not you use a rubric for assessing individual par-
ticipants’ forum posts, this guide to     
 by one professor can help convey the difference between
a good and a poor forum conversation.:

4 Points - e posting(s) integrates multiple viewpoints and
weaves both class readings and other participants’ postings into their
discussion of the subject.

3 Points - e posting(s) builds upon the ideas of another par-
ticipant or two, and digs deeper into the question(s) posed by the
instructor.

2 Points - A single posting that does not interact with or incor-
porate the ideas of other participants’ comments.

1 Point - A simple “me too” comment that neither expands the
conversation nor demonstrates any degree of reflection by the stu-
dent.

0 Points - No comment.

Selecting a forum platform

• You don’t want a forum for discussions among two or three
people; you do want a forum for discussions among half a

http://www.rheingold.com/texts/artonlinehost.html
http://www.rheingold.com/texts/artonlinehost.html
http://www.wpi.edu/Academics/ATC/Collaboratory/Idea/boards.html
http://www.wpi.edu/Academics/ATC/Collaboratory/Idea/boards.html
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dozen or five thousand people.

• You don’t want a forum for exchanges of short duration (an
hour, a day or two) among any number of people; you do
want a forum for ongoing conversations that can continue
for months.

• You don’t want a forum if blogs with comment threads will
do – blogs with comments afford group discourse, but is not
easily indexed and discourse gets complicated with more
than a dozen or so bloggers and commenters.

If you do want to select a platform for forum discourse, you will
want to decide whether you have the technical expertise available
to install the soware on your own server or whether you want
to look for a hosted solution. Cost is an issue.

Fortunately, an online forum maven by the name of D
W has been keeping an up-to-date list of available soware
and services for more than a decade:

• F S   W

• F  M B H S

ese 2003        by Howard
Rheingold can be helpful. If blogs with comments afford a kind of
networked individualistic discourse, and video conferencing em-
ulates face-to-face meeting, forums can be seen as a channel for
expression of the group voice. When people react to and build
on each other’s comments, they can learn to act as a collective
intelligence as well as a collection of individuals who are commu-
nicating in order to learn.

Resources:
W  ? Video by Howard Rheingold. T A

 H G C O. Article by Howard
Rheingold. G  D B W. Article

http://thinkofit.com/whoweare.htm
http://thinkofit.com/whoweare.htm
http://thinkofit.com/webconf/forumsoft.htm
http://thinkofit.com/webconf/hostsites.htm
https://docs.google.com/document/d/1D606u7SfVD3p7xH0lbf2mOO1hIdX97r7kVe753hSYeE/edit
http://blip.tv/file/1123048
http://www.rheingold.com/texts/artonlinehost.html
http://www.rheingold.com/texts/artonlinehost.html
http://www.lehigh.edu/~indiscus/doc_guidelines.html
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by Professor Edward J. Gallagher. S  C  C
: e Discussion Board and Beyond. Another artcicle
by Professor Edward J. Gallagher. I  U  D
 B. Article on the site of the Worcester Polytechnic In-
stitute, about the evaluation of forum posts by one professor. F
 S   W. List by David R. Woolley. F
 M B H S. List by David R. Wool-
ley. Tools: G D. Video by Nundu JanakiRam. G+
H. Introduction on the Google site. B C
. Product description. A C.Product de-
scription. B B B. Site of the organization.

Relevant articles in Peeragogy Handbook:
C T, S  P

C  P, How to Organize a MOOC

http://academiccommons.org/commons/essay/shaping-culture-conversation
http://academiccommons.org/commons/essay/shaping-culture-conversation
http://www.wpi.edu/Academics/ATC/Collaboratory/Idea/boards.html
http://www.wpi.edu/Academics/ATC/Collaboratory/Idea/boards.html
http://thinkofit.com/webconf/forumsoft.htm
http://thinkofit.com/webconf/forumsoft.htm
http://thinkofit.com/webconf/hostsites.htm
http://thinkofit.com/webconf/hostsites.htm
http://youtu.be/VVFbqHhkb-k
http://www.google.com/+/learnmore/hangouts/
http://www.google.com/+/learnmore/hangouts/
http://www.blackboard.com/Platforms/Collaborate/Products/Blackboard-Collaborate.aspx
http://www.blackboard.com/Platforms/Collaborate/Products/Blackboard-Collaborate.aspx
http://www.adobe.com/products/adobeconnect.html
http://www.bigbluebutton.org/
http://peeragogy.org/co-facilitation-refactor/
http://peeragogy.org/resources/technologies/
http://peeragogy.org/organizing-a-learning-context/connectivism-in-practice-how-to-organize-a-mooc/
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WIKI

In the context of P2P-learning, a wiki platform can be a useful
and powerful collaboration tool. is section will help you un-
derstand what a wiki is and what it is not, why you should use
it, how to choose a wiki engine and finally how you could use it
in a P2P context. Some examples of P2P-learning projects run on
wikis will help you see the potential of the tool.

What is a wiki?
For W C father of the wiki, “a wiki is a freely

expandable collection of interlinkedWeb ‘pages’, a hypertext sys-
tem for storing and modifying information - a database, where
each page is easily editable by any user with a forms-capableWeb
browser client” [1]

According to Wikipedia : “a wiki is a website whose users
can add, modify, or delete its content via a web browser using a
simplified markup language or a rich-text editor” [2]

You can watch this CommonCra video    
 to beer understand what a wiki is.

What differentiates the wiki from other
co-editing tools?

e previous definitions show that a wiki is a “website,” in
other words it is composed of pages that are connected together
by hyperlinks.In additiont every authorized person (not all wikis
are totally open like Wikipedia) can edit the pages from a web
browser, reducing time and space constrains. In case one saves a
mistake or for any other reason would like to go back to a previ-
ous version, a feature called “history” allows users to see previous
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http://en.wikipedia.org/wiki/Ward_cunningham
http://www.youtube.com/watch?v=-dnL00TdmLY
http://www.youtube.com/watch?v=-dnL00TdmLY
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versions and to roll back any of them. is version history allows
also to compare versions avoiding the cluered of the “commen-
taries rainbow” we are used too in popular Word processors. For
example if you work on a wiki page, and come back later on, you
will be able to catch up by comparing your last version with the
lastest version of someone else.

Tools like G D or E are design to enable co-
editing on a single document. is can be seen as a “wiki way” of
working on a document as it is web based and includes version-
ing. But it is not a wiki because a single document is not a website.
ose tools offer realtime collaboration which wikis do not and
are so far easier to use for beginners as they work in WYSIWYG
mode, which many wikis do not support. However, the advanced
features    make it a more powerful tool.
In summary, tools like Googles Docs or Etherpad are a great way
to quickly collaborate (synchronously, asynchronously, or a mix-
ture of both) on a single document for free, with a low barrier to
entry and no technical support. (Note that Etherpad does have a
“wiki-links” plugin that can allow it to be used in a more wiki-like
way; H is another real-time editing tool that prominently
features linking – and it claims to be “the best wiki ever”.)

Using a real wiki engine is more interesting for bigger projects
and allows a huge number of users to collaborate on the same plat-
form. A wiki reduces the coordination complication as e-mails
exchanges are no more needed to coordinate a project. On the
other hand it can help us deal with complexity [3][4] especially if
you put basic simple rules in place like the Wikipedia’s 
   to allow every participant to share her or his ideas.

Going back to the continuum we talked about before, some
tools like Moodle, SharePoint, WordPress, Drupal or others have
build in wiki features. ose features can be good but will
typically not be as good for wiki-building purposes as a well-
developed special-purpose wiki engine. In other words, those
tools main focus is not the wiki, which is only a secondary fea-
ture. When you choose a real wiki engine like M, T,
F, etc., the wiki will be your platform, not a feature of it.
For example if you start a wiki activity in a Moodle course, this

https://docs.google.com/
http://en.wikipedia.org/wiki/Etherpad
http://en.wikipedia.org/wiki/WYSIWYG
http://en.wikipedia.org/wiki/Wiki_syntax
https://hackpad.com/
http://en.wikipedia.org/wiki/NPOV
http://en.wikipedia.org/wiki/NPOV
http://www.mediawiki.org/
http://www.tiki.org/
http://foswiki.org/
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wiki will be only visible to a specific group of students and search-
able only to those students. On the other hand if your learning
platform is a wiki, the whole platform will be searchable to all
members regarding their permissions. We are not saying here
that a wiki is beer than other tools but if you need a wiki engine
to address your needs you may consider going with a strong wiki
engine rather than a “micro-wiki” engine embedded in an other
tool.

Why use a wiki?
ose are the main reasons you should consider a wiki for

your peer learning projects :

• to reduce coordination complication by having a central
and always up to date place to store your content. You will
reduce e-mail usage drasticly, and have access to your con-
tent from everywhere using any operating system

• to keep track of the evolution of your project and be able to
view or roll back any previous version of a wiki page using
the history feature

• to make links between wiki pages to connect ideas and peo-
ple but also make links to external URL’s. is last possi-
bility is very handy to cite your sources

• to deal with complexity. As a wiki allows anyone to con-
tribute, if you set some easy rules like Wikipedia’s NPOV
(Neutral Point of View), you will be able to catch more com-
plexity as you will allow everyone to express his or her
opinion. Wikis also integrate a forum or comment feature
that will help you solve editing conflicts

• to deal with work in progress. A wiki is a great tool to cap-
ture an on going work

• to support transparency by leing every members of the
community see what others are doing
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• to support a network structure as a wiki is by essence an
horizontal tool. Using a hyperlinks you will be able to :
“jump by a single clic from a network node to the other,
from a computer to an other, from one information to the
other, from one univers to the other, from one brain to the
other.” Translated from [5]

How to choose a wiki engine?
You will find more than a hundred different wiki engines. e

first main distinction is between open source ones that are free to
download and commercial ones you will have to pay for. You will
find powerful engines on both sides open source and commer-
cial. Sometimes the open source ones look less polished at first
sight but are backed by a strong community and offer a lot of cus-
tomization possibilities. e commercial are sold like a package,
they are nicely presented but oen they offer less customization
on the user side and additional feature or custom made tools will
cost you an extra fee. e second distinction that we can make
is between wiki farms and self-hosted wikis. e   is a
hosting service you can find for both open source or commercial
wikis. e goal of those farms is to simplify the hosting of in-
dividual wikis. If you don’t want to choose a wiki farm hosting,
you will have to host the wiki on your own server. is will give
youmore latitude and data privacy but will requiremore technical
skills and cost you maintenance fees.

e W web site will help you choose the best wiki
for your needs. It allows you to compare the features of more
than a hundred wiki engines. H is the top ten list of the best
wiki engines by Ward Cunningham.

How can a wiki be useful in a peeragogy project?
A wiki is a good tool collaborative projects and a specially

suited for work in progress as you can easily track changes using
the history, compare those version and if necessary roll back a
previous versions. In other words, nothing gets lost.

http://en.wikipedia.org/wiki/Wiki_hosting_service
http://www.wikimatrix.org/
http://c2.com/cgi/wiki?TopTenWikiEngines
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Here are some ideas about how to use a wiki in a peeragogy
project :

• Use a wiki as your learning platform. It can also sup-
port M O O C (MOOC). A wiki will
help you organize your  . You can choose
to give access to your wiki only to the project participants
or open it to the public likeW. Using hyperlinking,
you will operationalize the theory of  by con-
necting nodes together. As a learning platform wikis are
powerful because you can easily see what others are doing,
share with them, get inspired, merge ideas or link to ideas.
In other words, it creates emulation between learners. For
additional ressources about wiki in education follow this
Diigo .

• Manage your peeragogy project. A wiki is an excellent
tool for project collaboration. Above all, the wiki can be a
central place for peer learners to write or link to content.
Even if you use several technologies to run your project as
we did to write this handbook, at the end of the day, all the
content can be centralized on a wiki using direct writing
on wiki pages or hyperlinks. is way members can access
the content from anywhere and from any device connected
to the internet using any platform or application and they
will always see the most recent version while being able
to browse through the versions history to understand what
has changed since their last visit.

• Publish your project. As a wiki is a website you can eas-
ily use it to show your work to the world. Regarding web
design, don’t forget that a wiki can look way beer than a
Wikipedia page if you customize it

Examples of peeragogy projects run on wikis
A is a wiki site for collaborative solutions in 

,  reduction and  

http://socialmediaclassroom.com/host/peeragogy/wiki/connectivism-practice-how-organize-a-mooc
http://socialmediaclassroom.com/host/peeragogy/wiki/organizing-a-learning-context
http://www.wikipedia.org/
http://en.wikipedia.org/wiki/Connectivism
http://www.diigo.com/user/regisb/wiki%20education
http://www.appropedia.org/Welcome_to_Appropedia
http://www.appropedia.org/Sustainability
http://www.appropedia.org/Sustainability
http://www.appropedia.org/Poverty
http://www.appropedia.org/International_development
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 through the use of sound  and 
 and the sharing of wisdom and  informa-
tion. e site is open to stakeholders to find, create and improve
scalable and adaptable solutions.

T is a peeragogy project run on awiki that gives new-
comers a place to learn about Wikipedia culture and get feedback
from experienced Wikipedians.

What are the best practices when using a wiki?
• Cofacilitation – help each other learn, help each other ad-
minister

• Self-election – enable people to choose what they want to
work on, at their own pace, in their own way

• Communication – use comment threads and talk pages to
discuss wiki changes

• Documenting changes – most wikis enable editors to
write very brief descriptions of their edits

• Rules – keep rules at a minimum level to avoid chaos with-
out constraining creativity

• Fun – make it fun for people to contribute
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REAL-TIME MEETINGS

Author: H R

Summary

Web services that enable broadband-connected learners to
communicate in real time via audio, video, slides, whiteboards,
chat, and screen-sharing enable learning groups to add some of
the audio-visual dimensions familiar from synchronous face-to-
face communication to otherwise asynchronous platforms such
as forums, blogs, and wikis. is article includes resources for
finding and evaluating appropriate for-free or for-fee platforms,
tips on participative activities for real-time meetings, and sugges-
tions for blending real-time and asynchronous media.

Real-time meeting media
is Peeragogy Handbook was conceived and constructed by

a group of people on four continents who had not met and had
not known about each other before we beganmeeting online. e
process involves asynchronous media, including forums, wikis,
social bookmarking groups, andWordpress, but it probablywould
never have cohered into a group capable of collective action if it
had not been for the real-time meetings where we were able to
see each other’s faces, hear each other’s voices, use a whiteboard
as an anonymous agenda-generator, exchange links in chat, show
each other examples through screen-sharing. Together, the asyn-
chronous and real-timemedia enabled us to begin to see ourselves
as an effective group. We used both real-time and asynchronous
tools to work out processes for creating, refining, and publish-
ing the Handbook, to divide labor, decide on platforms and pro-
cesses, to collaboratively compose and edit articles, and to de-
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http://peeragogy.org/resources/meet-the-team/
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sign and add graphical and video elements. In particular, we used
the B C platform, a web-service that en-
ables up to 50 people at a time to meet in a multimedia, record-
able, meeting room for around $500/year. We’ve experimented
with other paid platforms, such as A C (about the
same price as Collaborate), and when we meet in groups of ten
or less, we oen use the free and recordable G+ H
service. Smaller groups also use S. We’re watching the de-
velopment of B B B, a free and open-source real-time
meeting platform, as it develops the full suite of tools that are cur-
rently only available for a fee. Dozens of other free, ad-supported
and/or freemium webconferencing systems such as B M
and DD can be found in lists like H R’ and
R G’s. Free phone conferencing services provide another
technological “lowest common denominator”: some provide a few
extras like downloadable recordings.

Features of real-time meeting platforms
ere are many free services for chat, screen-sharing, white-

boards, and video conferencing, but combining all these compo-
nents in separate panes of the same screen (preferably) or as sepa-

http://www.blackboard.com/platforms/collaborate/overview.aspx
http://success.adobe.com/en/na/sem/products/connect/1109_6011_connect_webinars.html
http://www.google.com/+/learnmore/hangouts/
http://www.skype.com
http://www.bigbluebutton.org/
http://www.bigmarker.com/about
http://www.dimdim.com
http://delicious.com/hrheingold/webconferencing
http://www.mindmeister.com/12213323/best-online-collaboration-tools-2012-robin-good-s-collaborative-map
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rate tabs of a browser can have a powerful synchronizing and har-
monizing effect on the group. e features to look for in meeting
platforms include:

Audio and video: Choose platforms that enable voice-over-
internet-protocol (VOIP) and easy ways for participants to con-
figure their microphones and speakers. Today’s webcams, to-
getherwith adequate lighting and a broadband connection, enable
a number of people to be visible at the same time. In Blackboard
Collaborate, the person who is speaking at a given moment is vis-
ible in the largest video pane, while other participants are avail-
able in smaller video windows. Audio and video convey much
more of a human dimension than text communications alone. A
group of people who have seen and heard each other online are
able to work together via asynchronousmedia such as forums and
wikis more effectively. Online face-to-face meetings are oen the
best way for a group to argue constructively and decide on crit-
ical issues. Forums and email are comparatively bad choices for
distributed decison-making.

Slide pushing: e best platforms will convert .ppt or .pdf
files for sequential display. With the addition of text chat, anno-
tations to slides, and the ability to “raise your hand” or interrupt
with your voice, an online lecture can be amoremultidimensional
experience than even a highly discursive in-person lecture.

Text chat: As a backchannel, a means of quickly exchang-
ing links to relevant resources, a channel for collaborative note-
taking, a way of communicating with the lecturer and with other
participants, text chat adds a particularly useful dimension to
real-time peeragogical meetings – especially when the division of
labor is explicitly agreed upon in advance. We’ve found that even
in meetings that use the real-time collaborative editor E
for collaborative note taking, participants may gravitate toward
the built-in chat box for discussion.

Screen sharing: e ability of participants to show each
other what is on their screens becomes especially important in
peer learning, where we all have some things to show each other.

Web tours: An alternative to screen-sharing is the ability to
display the same web page(s) to all participants by entering URLs.

http://etherpad.org
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Interactive whiteboards: A shared space that enables par-
ticipants to enter text, drawings, shapes, colors, to move and re-
size media, and to import graphic content – especially if it allows
anonymous actions – can foster the feeling of participating in a
collective intelligence. Collaborative anonymous mind-mapping
of the discussion is one technique to try with whiteboards. e
whiteboard can also be used to generate an emergent agenda for
an “un-meeting”.

Configuring Google+ Hangout - a free
alternative for up to 10 people

For up to 10 people, each equipped with a webcam, micro-
phone, and broadband connection, G+ H can pro-
vide high-quality audio-video conferencing. By enabling the
text-chat feature and adding Google Docs, screensharing, and
SketchUp (whiteboard), it is possible to emulate most of what
the commercial services offer. Adobe Connect and Blackboard
Collaborate currently have the user-interface advantage of dis-
playing chat, video, whiteboard/slides as resizable panes on one
screen; at present, the free Google services can provide a power-
ful extension of the basic audio-video platform, but participants
have to shi between different tabs or windows in the browser.
Note that it is possible to   H    
YT, again at no cost to the user.

Suggestions for real-time meetings

In the nine online courses I have facilitated, the emphasis on
co-learning encouraged participants to suggest and shape active
roles during real-time meetings. By creating and taking on roles,
and shiing from role to role, participants engage in a kind of col-
lective learning about collective learning which can be as pleasur-
able as well as useful. Typically we first brainstorm, then analyze,
then organize and present the knowledge that we discover, con-
struct, and ultimately convey together.

http://lifehacker.com/5842191/google%252B-hangouts-adds-screen-sharing-google-docs-collaboration-and-more
http://www.google.com/+/learnmore/hangouts/onair.html
http://www.google.com/+/learnmore/hangouts/onair.html
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Roles for participants in real-time meetings
• Searchers: search the web for references mentioned dur-
ing the session and other resources relevant to the discus-
sion, and publish the URLs in the text chat

• Contextualizers: add two or three sentences of contextual
description for each URL

• Summarizers: note main points made through text chat.

• Lexicographers: identify and collaboratively definewords
and phrases on a wiki page.

• Mappers: keep track of top level and secondary level cate-
gories and help the group mindmapping exercise at the end
of the session.

• Curators: compile the summaries, links to the lexicon and
mindmaps, contextualized resources, on a single wiki page.

• Emergent Agendas: using the whiteboard for anonymous
nomination and preference polling for agenda items, with
voice, video, and text-chat channels for discussing nomina-
tions, a group can quickly set its own agenda for the real-
time session.

The Paragogical Action Review
Charlie Danoff and Joe Corneli remixed the US Army’s “Aer

Action Review” to make a technique for evaluating peer learning
as it happens. e five steps in the PAR are:

1. Review what was supposed to happen

2. Establish what is happening/happened

3. Determine what’s right and wrong with what we are do-
ing/have done

4. What did we learn or change?
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5. What else should we change going forward?

Participants can run through these steps during live meetings to
reassess the medium, the readings, the group dynamics, or any
other choices that have learning relevance. e focus in the PAR
is on change: as such, it provides a simple way to implement the
“double loop learning” of Chris Argris (see references).
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• Howard Rheingold’s webconferencing 

• B B B

• B C
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http://www.google.com/+/learnmore/hangouts/
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HOW TO GET INVOLVED IN THE PEERAGOGY
PROJECT

is page is for people who want to help develop/improve this
handbook.

If you want to get involved, write to H R at
@..

Illustrations by A L.

Hello and welcome!
e peeragogy project was kicked off around the time of

H R’ January 23, 2012 R L at UC
Berkeley on Social Media and Peer Learning: From Mediated Peda-
gogy to Peeragogy. We have put together a handbook about peer
learning: you’re reading it – maybe on  , or in your
hammock with the beverage of your choice and our   
 paperback. Or maybe you grabbed our  PDF or some
other remixed version in some other format or flavor from some
other place (which would be !).

But: there’s still     . We created this
page because you might be interested in geing involved in im-
proving the book or furthering the project in other ways. If so,
we’re happy to have you aboard!

What you do here is largely up to you. Asking questions is
actually extremely helpful: there’s almost always someone in our
G+ whowould be happy to try to answer them,
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http://en.wikipedia.org/wiki/Howard_Rheingold
mailto:howard@rheingold.com
http://www.visualsforchange.com/
http://peeragogy.org/wp-content/uploads/2012/03/welcome_color.gif
http://rheingold.com/
http://vimeo.com/35685124
peeragogy.org
http://www.lulu.com/shop/howard-rheingold-and-peeragogyorg-editors/the-peeragogy-handbook/paperback/product-20607425.html
http://www.lulu.com/shop/howard-rheingold-and-peeragogyorg-editors/the-peeragogy-handbook/paperback/product-20607425.html
http://peeragogy.net/peeragogy-handbook-v1-1.pdf
http://peeragogy.org/resources/license/
http://peeragogy.org/peeragogy-org-roadmap/
https://plus.google.com/u/0/communities/107386162349686249470
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or refer you to someone else who can. Or email Howard and ask
for a login on our Social Media Classroom, and browse through
the orientation material on the SMC W. Say hi in the forums.
Or just poke around the public pages on peeragogy.org and leave
a comment or two. Beer still, find an area where you feel knowl-
edgeable – or are willing to learn – and start writing (or filming,
dancing, drawing, building, etc.).

e goal we have in mind for our book is for it be a useful
guide to peer learning! To achieve that goal we have in mind
multiple opportunities for peers to contribute:

• Once we get to know you a lile bit we’ll be happy to give
you a login on peeragogy.org and you can start editing and
improving this.

• You can go right ahead and post some links to relevant re-
sources, either in comments here, or in the G+ or SMC.

• Write the text for a new sub-section (this page was once
“new” – but it’s been revised many times by now!).

• We’re particularly interested in case studies about P
  A!

• Organize a team to tackle a larger section or topic.

• Make a video (like these on our YT C),

• Take notes of live meetings, or   ,

• Organize a newsleer for your group or the whole team,

http://socialmediaclassroom.com/host/peeragogy
http://peeragogy.org/wp-content/uploads/2012/03/what_to_do_color.gif
http://peeragogy.org/peeragogy-in-action/
http://peeragogy.org/peeragogy-in-action/
http://www.youtube.com/channel/UCIQY4ja8e4Br-i9U5KnmyZQ
http://cmapspublic3.ihmc.us/rid=1K81VLSK7-1RL0RQ4-WZK/Peeragogy%20Cmap.cmap
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• Add general purpose bookmarks to  D , or
post comments and editorial notes about peeragogy.org in
 ; and

• Discuss peer learningmaers and this handbook informally
with us and with others!

It’s up to you. Instead of worrying toomuch about  , join
our conversations, take advantage of the digital memory of the
forum to rewind the conversation all the way to the beginning (if
you want to go that far), listen in for a lile bit if you want to, and
jump in whenever you’re ready. We won’t know what you’re up
to until you speak up. You can have a look at the outstanding tasks
and teams that are listed on  G D: our  is a
useful shared resource too. You can add to these at any time.

We regularly use Google+, Google Hangouts, forums, and
email to communicate asynchronously and prey much continu-
ously. We alsomeet irregularly as a group for synchronous audio-
video sessions. Further details about all these methods of commu-
nication can be found below.

In short: here’s how it works:

Summary: Ways we Communicate
FORUMS AND WIKI - e project got started in the S

M C hosted by Howard at Howard Rheingold Uni-
versity. To use this resource, you’ll need to contact Howard via
the email address above, and he’ll create a login for you. is sys-
tem is asynchronous (you can participate whenever you’d like).
ere are lots of old conversations in the forums that you can
read to see how the community of peeragogy handbook creators
formed – and you can add your own voice. You’ll find extended
discussions of issues and decisions raised in live sessions.

GOOGLE+ COMMUNITY -We created the “Peeragogy in Ac-
tion” community as a place to gather stories about how people are
applying peeragogy techniques. We’re also using it to coordinate
work on the Peeragogy Project itself. Feel free to j !

http://groups.diigo.com/group/peeragogy-handbook
http://groups.diigo.com/group/peering-into-peeragogy%20
http://peeragogy.org/co-working/
https://docs.google.com/document/d/1_2I-z-Pt5NUKk-fpy4jsqxFeXbWS4ao4sIhkxCcRVeI/edit
http://peeragogy.org/peeragogy-org-roadmap/
http://socialmediaclassroom.com/host/peeragogy/wiki/main-page
http://socialmediaclassroom.com/host/peeragogy/wiki/main-page
https://plus.google.com/u/0/communities/107386162349686249470
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LIVE SESSIONS - We meet synchronously at agreed-upon
times, using audio, video, text chat, slides, screen-sharing. For
groups of ten or more, we use Blackboard Collaborate, for which
Howard has a 50-seat-at-a-time license. ese sessions are
recorded. For information about scheduling, and recordings, see
  . Participation requires a fairly fast (broad-
band) Internet connection, a microphone or headset, and (if you
wish), a webcam. For groups of ten or smaller (usually for project
teams), we use Google+ Hangouts. Individual teams do their own
scheduling.

TWITTER LIST - Follow @P & to get added to
the Peeragogy Twier list please post your Twier name .
Stephanie Schipper will then add you.

TWITTER HASHTAG: # We even have a FACE
BOOK PAGE.

estions?
If you have questions, that’s good! Use Google+ or the forums,

post a comment on this page, email the team energy center if you
know who that is, or email @..

http://socialmediaclassroom.com/host/peeragogy/forum/live-sessions-schedule-recordings-notes-mindmaps
http://twitter.com/Peeragogy/
http://socialmediaclassroom.com/host/peeragogy/forum/the-tools-we-are-using-and-how-access-them
http://twitter.com/search?q=%23peeragogy&src=typd
https://www.facebook.com/peeragogy
https://www.facebook.com/peeragogy
mailto:howard@rheingold.com
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PEERAGOGY IN ACTION

We have been writing the missing manual for peer-produced
peer learning - the “Peeragogy Handbook” (.).
roughout the building of this work, we, ourselves peer learners
in this quest, have been mindful of these four questions:

1. How does a motivated group of self-learners choose a subject
or skill to learn?

2. How can this group identify and select the best learning re-
sources about that topic?

3. How will these learners identify and select the appropriate
technology and communications tools and platforms to ac-
complish their learning goal?

4. What does the group need to know about learning theory and
practice to put together a successful peer-learning program?

It is clear to us that the techniques of peer production that have
built and continue to improve Wikipedia and GNU/Linux have
yet to fully demonstrate their power in education. We believe
that the Peeragogy Handbook can help change that by building a
distributed community of peer learners/educators, and a strongly
veed collection of best practices. Our project complements oth-
ers’ work on sites likeWikiversity and P2PU, and builds upon un-
derstandings that have developed informally in distributed com-
munities of hobbyists and professionals, as well as in (and beyond)
the classrooms of generations of passionate educators. Here, we
present Peeragogy in Action, a project guide in four parts. Each
part relates to one or more sections of our handbook, and sug-
gests activities to try while you explore peer learning. ese ac-
tivities are designed for flexible use by widely distributed groups,

237

http://peeragogy.org/
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collaborating via a light-weight infrastructure. Participants may
be educators, community organizers, designers, hackers, dancers,
students, seasoned peeragogues, or first-timers. e guide should
be useful for groups who want to build a strong collaboration, as
well as to facilitators or theorists who want to hone their practice
or approach. Together, we will use our various talents to build
effective methods and models for peer produced peer learning.
Let’s get started!

Seing the initial challenge and building a framework
for accountability among participants is an important
starting point.

Activity – Come up with a plan for your work and an agree-
ment, or informal contract, for your group. You can use the sug-
gestions in this guide as a starting point, but your first task is to
revise the plan to suit your needs. It might be helpful to ask: What
are you interested in learning? What is your primary intended
outcome? What problem do you hope to solve? How collabo-
rative does your project need to be? How will the participants’
expertise in the topic vary? What sort of support will you and
other participants require? What problems won’t you solve?

Technology – Familiarize yourself with the collaboration tools
you intend to use (e.g. Wordpress, Git and LaTeX, YouTube,
GIMP, a public wiki, a private forum, or something else) and
create a first post, edit, or video introducing yourself and your
project(s) to others in the worldwide peeragogy community.
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Suggested Resources – e Peeragogy Handbook, parts I (‘I
’) and II (‘P L’). You may also want to
work through a short lesson called I P,
from the early days before the Peeragogy project was convened.
For a succinct theoretical treatment, please refer to our literature
review, which we have adapted into a W .

Further Reading – Boud, D. and Lee, A. (2005). ‘Peer learning’
as pedagogic discourse for research education. Studies in Higher
Education, 30(5):501–516.

Observations from the Peeragogy project –We had a fairlyweak
project structure at the outset, which yielded mixed results. One
participant said: “I definitely think I do beer when presented
with a framework or scaffold to use for participation or content
development.” Yet the same person wrote with enthusiasm about
models of entrepreneurship, saying she was “freed of the require-
ment or need for an entrepreneurial visionary.” In short,

Other people can support you in achieving your goal
and make the work more fun too.

Activity – Write an invitation to someone who can help as
a co-facilitator on your project. Clarify what you hope to learn
from them and what your project has to offer. Helpful questions
to consider: What resources are available or missing? What do
you already have that you can build on? How will you find the
necessary resources? Who else is interested in these kinds of

http://peeragogy.org/
http://peeragogy.org/
http://peeragogy.org/peer-learning/
https://en.wikiversity.org/wiki/User:Arided/ImplementingParagogy
http://en.wikipedia.org/wiki/Peer_learning
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challenges? e two of you should be able to come up with a
respectable list.

Technology – Identify tools that could potentially be useful
during the project, even if it’s new to you. Start learning how to
use them. Connect with people in other locales who share similar
interests or know the tools.

Suggested resources – e Peeragogy Handbook, parts III
(‘C  G’) and IV (‘O  L C
’).

Recommended Reading – Schmidt, J. Philipp. (2009).
Commons-Based Peer Production and education. Free Culture
Research Workshop Harvard University, 23 October 2009.

Observations from the Peeragogy project – We used a strat-
egy of “open enrollment.” New people were welcome to join the
project at any time. We also encouraged people to either stay
involved or withdraw; several times over the past year, we re-
quired participants to explicitly reaffirm interest in order to stay
registered in the forum and mailing list. is choice cut down on
the distraction of wondering if inactive members would recon-
nect. Still, the project continued to accumulate content, which
gave some newcomers the discouraging feeling that there was too
much to catch up on. ose who ended up being the most produc-
tive dove right in and didn’t worry about making mistakes. e
most active members were gracious and patient with the new-
comers - an important quality in successful peer-learning facili-
tators.

http://peeragogy.org/convening-a-group/
http://peeragogy.org/organizing-a-learning-context/
http://peeragogy.org/organizing-a-learning-context/
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Solidifying your work plan and learning strategy to-
gether with concrete measures for ‘success’ can move the
project forward significantly. Working in teams and shar-
ing information with others will help you to develop your
project.

Activity –Distill your ideas bywriting an essay, making visual
sketches, or creating a short video to communicate the unique
plans for organization and evaluation that your groupwill use. By
this time, you should have identified which aspects of the project
need to be refined or expanded. Dive in!

Technology – Take time to mentor others or be mentored by
someone, meeting up in person or online. Pair up with someone
else and share knowledge together about one or more tools. You
can discuss some of the difficulties that you’ve encountered, or
teach a beginner some tricks.

Suggested resources – e Peeragogy Handbook, parts V (‘C
F CW’), VI (‘A’), and part VII
(‘P, U ,  E’).

Recommended reading – Argyris, Chris. “Teaching smart peo-
ple how to learn.” Harvard Business Review 69.3 (1991); and, Ger-
sick, Connie J.G. “Time and transition in work teams: Toward
a new model of group development.” Academy of Management
Journal 31.1 (1988): 9-41.

Observations from the Peeragogy project – Perhaps one of the
most important roles in the Peeragogy project was the role of the
‘Wrapper’, who prepared and circulated weekly summaries of fo-
rum activity. is helped people stay informed about what was
happening in the project even if they didn’t have time to read
the forums. We’ve also found that small groups of people who
arrange their own meetings are oen the most productive.

http://peeragogy.org/co-facilitation/
http://peeragogy.org/co-facilitation/
http://peeragogy.org/assessment/
http://peeragogy.org/patterns-usecases/
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Wrap up the project with a critical assessment of
progress and directions for futurework. Share any changes
to this syllabus that you think would be useful for future
peeragogues!

Activity – Identify the main obstacles you encountered. What
are some goals you were not able to accomplish yet? Did you
foresee these challenges at the outset? How did this project re-
semble or differ from others you’ve worked on? How would you
do things differently in future projects? What would you like to
tackle next?

Writing – Communicate your reflection case. Prepare a short
wrien ormultimedia essay, dealingwith your experiences in this
course. Share the results by posting it where others in the broader
Peeragogy project can find it.

‘Extra credit’ – Contribute back to one of the other organi-
sations or projects that helped you on this peeragogical journey.
ink about what you have to offer. Is it a bug fix, a constructive
critique, pictures, translation help, PR, wiki-gnoming or making
a cake? Make it something special, and people will remember you
and thank you for it.

Suggested resources – e Peeragogy Handbook, parts VIII
(‘T, S,  P’) and IX (‘R
’).

Recommended reading – Stallman, Richard. ”W 
  ” (1992).

http://peeragogy.org/resources/technologies/
http://peeragogy.org/resources/
http://peeragogy.org/resources/
http://www.gnu.org/philosophy/shouldbefree.html
http://www.gnu.org/philosophy/shouldbefree.html
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Observations from the Peeragogy project – When we were de-
ciding how to license our work, various Creative Commons li-
cences were proposed (CC Zero, CC By-SA and CC By-SA-NC).
Aer a brief discussion, no one was in favor of restricting down-
stream users, so we decided to use CC0. In connection with this
discussion, we agreed that we would work on ways to explicitly
build ‘re-usability’ into the handbook content.

Micro-Case Study: The Peeragogy Project, Year 1
Since its conception in early 2012, the Peeragogy Project has

collected over 3700 comments in our discussion forum, and over
200 pages of expository text in the handbook. It has given con-
tributors a new way of thinking about things together. However,
the project has not had the levels of engagement that should be
possible, given the technology available, the global interest in im-
proving education, and the number of thoughful participants who
expressed interest. We hope that the handbook and this accom-
panying syllabus will provide a seed for a new phase of learning,
with many new contributors and new ideas drawn from real-life
applications.
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STYLE GUIDE

Format your HTML nicely

We need to be able to process the content from thisWordpress
site and turn it into various formats like LaTeX and EPUB. Our
automated tools work much beer if pages are formaed with
simple and uniform HTML markup. Some key points:

• Mark up your links: use T P H in-
stead of ://.. It’s best if the link text is
somewhat descriptive.

• Use a numbered list to format your references (see C
  G for one example of an article that gets this
right!)

• Wordpress does not automatically add paragraph tags to
your paragraphs.If you want your text to appear justi-
fied and if you want the paragraphs to transfer to down-
stream formats, switch to HTML editing mode and wrap
individual paragraphs with <p style="text-align:
justify;">...</p>

• Use Heading 2 and Heading 3 tags to mark up sections, not
bold text. If you use bold or italics in your paragraphs,
you should check that the markup is actually correct. It
should exactly surround the words that you’re marking up
– <em>like this</em> – and it should not include extra
spaces around marked up words – <em> NOT like this
</em>.
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http://peeragogy.org
http://peeragogy.org
http://peeragogy.org/convening-a-group/
http://peeragogy.org/convening-a-group/
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Keep it short
e easiest sections to read are those that are shorter and in-

clude some kind of visual (video or image) and have some per-
sonal connection (i.e. they tell a story). For anything longer,
break it up into sub-pages, add visuals, make sure each sub-page
is accessible to someone (who is it?). ink clearly of this reader,
talk to them.

Make it clear
We’ll illustrate this point by example. e original full ti-

tle of the book was “e Peeragogy Handbook: A resource for
self-organizing self-learners”. But ”” is a tech-
nical term, and “self-learner” is a confusing neologism. We
shouldn’t use technical terms unless we explain them. So we re-
ally shouldn’t use it in the first sentence or paragraph, or title, of
the book because we’ll scare people off or confuse them. If we
want to explain what “self-organization” means and why it is rel-
evant for peeragogy, then we can take a chapter to do that much
later on in the book. At the same time, we shouldn’t try to “say
the same thing in a simpler way.” We should try to get rid of
the technical concept completely and see what’s le. e easiest
thing to do in such cases is to delete the sentence completely and
start over: when in doubt, speak plainly.

Don’t overdo it with bullet points
Maybe this is just a “pet peeve”, but I find text very hard

to read when there are more than a few bullet points included.
For me, it works beer when the bullet points are replaced with
numbered lists (which should still be used sparingly). It also
seems that whenmany disjointed bullet points appear, sometimes
the author is really just indexing the main points that are pre-
sented beer in someone else’s narrative. erefor, consider re-
placing an entire bulleted list with a reference to someone else’s
book/webpage/chapter. In today’s hyperlinked world, it’s easy

http://en.wikipedia.org/wiki/Self-organization
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enough for the reader to go elsewhere to get good content (and
indeed, we should make it easy for them to find the best treat-
ments around!). In particular, it is not entirely pleasant to read
a taxonomy. Maybe that sort of thing can be moved into an ap-
pendix if we need to have it.

Include activities

In today’s live meeting, we agreed that activities would not
magically solve all possible usability/readability problems, but
they are good to have anyway. And, according to our page lay-
out, each chapter should have at least one activity (linked to from
the sidebar). So, when reading the book, please make note of any
activity that can be included. (Also make note of problems that
won’t be solved by adding activities!)

Don’t be overly chay

In our efforts to escape from academia-speak and simplify the
text in the handbook, it’s important to make sure we are not head-
ing towards the other extreme – being too conversational. When
we’re having a conversation with someone, we tend to pepper our
ideas with transitional or pivotal phrases (“In any event,” “With
that said,” “As I mentioned elsewhere,” etc.) that help to keep the
talk flowing. We also go off on brief tangents before making our
way back to the main topic, and sometimes express ourselves in
run-on sentences. While this is perfectly natural in speech, it can
be confusing and complex when being read (in our handbook or
elsewhere). Let’s stay conscious of our audience and try to meet
that perfect balance of simple, yet professional in our writing.

Additional style bonus points

• Avoid double spaces aer paragraphs; this is a leover from
the age of typewriters and can create “rivers” ofwhite space.
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• Capitalize the first word of each item in a bulleted list, es-
pecially if items include a verb form (this list and the one
above are examples!).

• Capitalize the first word of headings and subheadings;
lower case all others.
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MEET THE AUTHORS

BryanAlexander—USA, VT (Au-
thor) I research the ways new tech-
nologies change education, teach-
ing, learning, and scholarship. I’m
passionate about storytelling, gam-
ing, pedagogy, and understanding
the future. My family homesteads
on top of a lile mountain, raising
food. B  T | B’
 

Paul Allison —USA, NY (Author)
Currently, I teach English at the
BA SH. An-
other community that I’m a part
of is the N Y C W
P. I’m the NYC Technology
Liaison for the N W
P. I help to manage Y
V and I co-produce T
 T T. P 
G+ | P’  

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http://peeragogy.org/wp-content/uploads/2012/04/Bryan.jpg
https://twitter.com/#!/BryanAlexander
http://bryanalexander.org/
http://bryanalexander.org/
http://peeragogy.org/wp-content/uploads/2012/04/Paul.jpg
http://bronxbash.com
http://nycwritingproject.org
http://nycwritingproject.org
http://nwp.org
http://nwp.org
http://youthvoices.net%20
http://youthvoices.net%20
http://teachersteachingteachers.org
http://teachersteachingteachers.org
https://plus.google.com/u/0/113993022447291199374/about
https://plus.google.com/u/0/113993022447291199374/about
http://teachersteachingteachers.org
http://teachersteachingteachers.org
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María F. Arenas — República Ar-
gentina (Author, Editor) Inde-
pendent consultant researcher on
TICS applied to Learning, Digital
Communication, Institutional, Cor-
porate. On line facilitator tutorship.
Professor on Semiotics, Social Com-
munication, Networking. M
 G+ | M’ 


Régis Barondeau — Canada (Au-
thor) I build bridges between re-
search, praxeology and technol-
ogy and I become creative “by
finding a likeness between things
which were not thought alike be-
fore” (Bronowski, 1958). I’m in-
terested in complexity, culture, so-
cial media especially wikis, educa-
tion, open government and more.
Reach R  T | R’
 

Doug Breitbart — USA, NJ (Au-
thor, Meeting Support) I a cata-
lyst and provocateur who has worn
the hats of aorney, consultant, fa-
cilitator, coach, entrepreneur, fa-
ther, husband, student, teacher.
D  LI | D’ 
 

http://peeragogy.org/wp-content/uploads/2012/04/Maria.jpg
https://plus.google.com/u/0/stream/circles/p2e54657d0d6fc86d
https://plus.google.com/u/0/stream/circles/p2e54657d0d6fc86d
http://arenastudies.wordpress.com/
http://arenastudies.wordpress.com/
http://peeragogy.org/wp-content/uploads/2012/04/Regis.jpg
https://twitter.com/regisbarondeau
http://www.regisbarondeau.com
http://www.regisbarondeau.com
http://peeragogy.org/wp-content/uploads/2012/04/Doug.jpg
http://www.linkedin.com/profile/view?id=791427&trk=tab_pro
www.ontologique.com
www.ontologique.com
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George Bre — USA, VAN (Au-
thor, Edior, Meeting Support)
Twier Bio: “autodidactic techno
arsty crasy eclecticist.” Many
years as a diplomat for IT tech-
nology as applied to research and
education. I’m a teacher/trainer,
consultant, analyst, info ferret,
artist, life-long learner, and mem-
ber of a great family. Current
challenges include: best way to
share skills and experiences with
others and as a Gen-Boomer find-
ing more steady work. G
 LI | G’ 


Suz Burroughs - USA, CA (Au-
thor, Designer) I enable the con-
nections between the teacher and
learner in all of us by designing
robust, measurable learning envi-
ronments where people share their
knowledge and experience with
each other. Learning Designer, De-
sign inking facilitator, Visiting
Professor of Innovation. S’ 
 

http://peeragogy.org/wp-content/uploads/2012/04/George.jpg
http://www.linkedin.com/in/ghbrett/
http://www.linkedin.com/in/ghbrett/
http://ghbrett.org/
http://ghbrett.org/
http://susanburroughs.squarespace.com/
http://susanburroughs.squarespace.com/
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Joe Corneli — U.K. (Author, Ed-
itor) Joe Corneli does research on
the anthropology of modern math-
ematics. He is a member of the
board of directors of the US-based
nonprofit, PlanetMath.org, and a re-
search student at the Knowledge
Media Institute ofeOpenUniver-
sity, UK. Reach J  I. |
J’  

Jay Cross — USA, CA (Author)
Jay is the Johnny Appleseed of
informal learning. e I
 T A, which he
chairs, helps corporations and gov-
ernments use networks to acceler-
ate performance. J   |
J’  

Charles Jeffrey Danoff — USA,
IL (Author) Charles is the Owner
of Mr. Dano’s Teaching Labo-
ratory, an Educational Publishing
and Services firm he established in
2009. He started co-publishing re-
search on Paragogy, Peeragogy’s
inspiration, in late 2010. C
 I. | C’ 


http://peeragogy.org/wp-content/uploads/2012/04/Joe.jpg
http://identi.ca/arided
http://metameso.org/\protect $\relax \sim $joe%20
http://peeragogy.org/wp-content/uploads/2012/04/Jay.jpg
http://internettimealliance.com/
http://internettimealliance.com/
mailto:jaycross@internettime.com
http://jaycross.com/
http://peeragogy.org/wp-content/uploads/2012/04/Charlie.jpg
http://identi.ca/mrd
http://identi.ca/mrd
http://mr.danoff.org
http://mr.danoff.org
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James Folkestad - USA, CO (Au-
thor, Editor, Designer, Devel-
oper) My approach to education
has shied from an emphasis on my
teaching, to a more central focus
on student learning, and finally to
an activity-systems approach as I
have come to realize that the two
(teacher and learner) are insepara-
ble parts of the learning ecosystem.
Reach J  G+ | J’
 

John Graves - Australia (Editor)
Founder of SlideSpeech. Graduate
of Singularity University.

Reach J  T | J’
 

Gigi Johnson, EdD — USA, CA
(Author, Developer) I mix formal
learning programs with programs
to help learners begin to work, live,
and create everywhere. My own ad-
ventures include writing, singing,
video, teaching, and parenting 3
teens. G  T | G’
 

https://plus.google.com/u/0/114552232610071440407/about
http://edgility.net
http://edgility.net
http://twitter.com/slidespeech
http://slidespeech.tumblr.com/
http://slidespeech.tumblr.com/
http://peeragogy.org/wp-content/uploads/2012/04/Gigi.jpg
http://twitter.com/maremel
http://maremel.com
http://maremel.com
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Anna Keune — Ger-
many/Finland (Co-author,
Designer) I design technology for
learning and I like it. I’m affiliated
with the Media Lab Helsinki,
Aalto University School of Arts,
Design and Architecture. A
 T | A’ 


Kyle Larson — FL, USA (Editor)
Kyle Larson is an undergraduate
thesis student at New College of
Florida. His research interests in-
clude composition theory, rhetor-
ical theory, computers and com-
position, and pedagogy. K 
G+

Roland Legrand — Belgium (Au-
thor) I’m a financial journalist,
heavily involved in experimenting
with social media and new forms
for reporting and community con-
versation. R  T |
R’  

http://peeragogy.org/wp-content/uploads/2012/04/Anna.jpg
https://twitter.com/#!/akeune
https://twitter.com/#!/akeune
http://www.annakeune.com
http://www.annakeune.com
http://peeragogy.org/wp-content/uploads/2012/04/kyle.jpg
https://plus.google.com/110988036495982155492/posts
https://plus.google.com/110988036495982155492/posts
http://peeragogy.org/wp-content/uploads/2012/04/Roland.jpg
http://www.twitter.com/rolandlegrand
http://www.mixedrealities.com
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Amanda Lyons — USA, NY De-
signerI am a Visual Practitioner,
Organization Development Consul-
tant & Experiential Educator. I
love helping people communicate
via visual tools that generally in-
clude markers and paper. I think
our education system could benefit
from using visual communication
tools as well as text based meth-
ods. Reach A  T |
A’  

Christopher Neal — USA, WA
(Communications and Media) I
am driven by technology and its
ability to modify virtual communi-
ties and social media, and a passion
for Social:Learn, Social:iA, Situated
Cognition, Social Learning eory,
Connectivism, etc. C
 G+ | C’ 
 

Ted Newcomb — USA, AZ (Au-
thor, Project Management) Hap-
pily retired grandpa, curating on
digital culture, sociology of the
web; interested in collaboration and
cooperation in digital networks that
result in positive change. T 
A. | T’  


http://peeragogy.org/wp-content/uploads/2012/04/Amanda.jpg
https://twitter.com/#!/amanda_lyons
http://www.visualsforchange.com/blog%20%20
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http://peeragogy.org/wp-content/uploads/2012/04/Ted.jpg
http://about.me/tcnewcomb
http://about.me/tcnewcomb
http://www.tcnewcomb.com
http://www.tcnewcomb.com
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Howard Rheingold — USA, CA
(Author, Editor) Inspired by
Charles Danoff and Joe Corneli’s
work on paragogy, I instigated the
Peeragogy project in order to pro-
vide a resource for self-organizing
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How we came to this decision

ese Creative Commons license options were proposed by
various members of the community:

• CC Zero - public domain; no restrictions for downstream
users

• CC By-SA - requires downstream users to include aribu-
tion and to license their work in the same way

• CC By-SA-NC - requires downstream users to include ari-
bution, to license their work in the same way and disallows
any commercial use of the content

Aer a brief discussion, no one was in favor of restricting down-
stream users, so we decided to go with CC0. We agreed that
we would get enough “credit” by having our names on 
.. In connection with this discussion, we agreed that
we would work on ways to explicitly build “reusability” into the
handbook content.
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