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Train the Trainer Course: How Can 
the Skills of a Facilitator Benefit 
Academic Staff in Nursing and Other 
Health Education Programs?

Ulrika Eriksson and Astrid Kilvik

1  Introduction

In connection with the training of nurses and other health professionals, one has 
traditionally relied on active learning methods, such as simulation and skills train-
ing [1–3]. The purpose of such learning methods is to create arenas that resemble 
contexts and situations involving patients that the student will encounter in his/her 
professional life [4]. Particularly important for this learning method is the lecturer 
as facilitator with pedagogical responsibility [2]. The academic staff of nursing and 
other health professions have normally completed professional educations. The next 
educational stage consists of different types of formal higher education programs 
(master’s degree and PhD programs), with or without a pedagogical foundation. 
Universities may also require documented and relevant practical and pedagogical 
skills (university pedagogy) in addition to the formal degree. With its emphasis on 
pedagogical content, a train the trainer course could subsequently represent a mod-
ule that is part of a course in university pedagogy.

For lecturers who are responsible for the pedagogical and practical implementa-
tion of simulation exercises, it is important to have completed a facilitator course [7, 
9]. According to Gardner, there are descriptions dating back to the 1980s of LOFT 
(Loft Oriented Flight Training) instructors, who relied on debriefing as a learning 
method [5]. The facilitator’s skills in among other things debriefing significantly 
impact the student’s possibilities for learning. In the words of Flatgård and Berg: 
“There are high demands on the competence and suitability of the facilitator, and it 
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is crucial that there is a clear focus on systematic training, education and follow-up 
in this role” [6, p. 227].

Also important is the stress on standards of best practice in nursing. The skills of 
the facilitator are deemed to have a great impact on the learning of those taking part 
in a simulation exercise [7]. Further, it is crucial that organizations introduce sys-
tems that offer the facilitators the possibility of mentorship involving a senior facili-
tator [8, 9].

The thematic content of facilitator courses is normally not formalized in national 
or international steering documents [8]. However, this could vary between coun-
tries. Still, the exchange of knowledge and networking between various countries 
leaves an impression that there are similarities in the principles of implementation, 
with certain thematic and local adaptations. Usually, the courses do not yield credits 
from institutions of higher education. The courses tend to have a duration of 
2–4 days. Among other things, they are based on pedagogical principles of adult 
learning, the different stages of simulation exercises, models of debriefing, the 
development of operationalized learning outcomes, and the role and function of the 
facilitator. Patient safety is a key factor. A common characteristic of such courses is 
the use of learning methods that require active participants [8]. This means that the 
participants carry out different forms of group work and take part in workshops 
while being able to acquire competence and skills in the role of facilitator in real 
simulation exercises. The competence is developed through the use of feedback and 
feed forward between participants and between participants and course facilitators. 
According to Hattie and Timperly [10], the concepts of feedback and feed forward 
can be described as follows:

• Feedback → Where am I now?
• Feed forward → Where do I go from here?

Guided by this methodology, train the trainer courses rely on the same pedagogi-
cal principles as simulation exercises. The courses are organized by different insti-
tutions and organizations, such as Stavanger Acute Medicine Foundation for 
Education and Research (SAFER), network-based organizations like EuSim, The 
Medical Training and Simulation (METS) Center, or institutions linked to the health 
sector like Copenhagen Academy for Medical Education and Simulation (CAMES).

2  Adult Learning and Train the Trainer Courses

Train the trainer courses are based on a variety of learning theories and theoretical 
perspectives on how adults learn. Adult learning is a collective category denoting an 
academic field that has evolved through decades and which draws inspiration from 
various disciplines and theoretical models. It is typically characterized by the use of 
the concept adult learning rather than the term adult education [11].

Generally, facilitator courses tend to emphasize perspectives on experience- 
based learning, reflection-on-action and reflection-in-action, the use of feed back 
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and feed forward, as well as the significance of the socio-cultural context [3, 12–
15]. By relying on learning tools that are typically used in relation to students in real 
simulation exercises, the facilitator will be able to become a professional facilitator 
of learning.

Through this approach to learning, the lecturer participating in a facilitator 
course will be joined by a student completing simulation exercises in a study pro-
gramme [16]. The involvement of both parties will be based on the same under-
standing of adult learning.

Courses devoted to academic staff who wish to assume the function of facilitator 
are important when promoting learning among students of nursing and other health 
educations in general [8]. Still, only a limited number of institutions of higher edu-
cation has formalized such courses for lecturers of nursing and other health sciences 
[11]. It has been argued that targeted courses in research method and pedagogy, like 
facilitator courses, are a condition for adult learning where simulation is part of the 
learning method [1, 6].

3  Facilitator Versus Lecturer

In higher education, the role of lecturers has over the decades developed from ensur-
ing the transfer of information and knowledge toward a stronger emphasis on the 
role of a facilitator responsible for the students’ learning processes. This is evident 
in the more frequent use of active learning methods, like simulation, skills training, 
team-based learning, problem-based learning, etc. This could be considered a para-
digm shift where the lecturer more than ever before assumes the role of facilitator 
instead of a disseminator of facts, concepts, and information [17]. The latter under-
standing of the lecturer’s role seems to emphasize a re-presentation of the curricu-
lum in a study program, which is also possible for the students to access through 
self-studies. Even if the lecturer has articulated and disseminated the information, 
there is no guarantee that the student subsequently will be able to apply this infor-
mation in his/her professional practice. This will obviously affect the ability to 
acquire action competence and preparedness in professional studies like nursing 
and other health sciences. A lecturer tends to have a more traditional approach to the 
profession, with the focus being more on the lecturer than on the learning student. 
The traditional lecturer has a clear-cut role or function, with a responsibility to pres-
ent or share information about a given subject area or topic, as opposed to the facili-
tator [18].

The role of a facilitator stresses the conditions of adult learning through initiating 
and enabling discussion, reflection, and in-depth learning in topics or subject areas 
that are defined in the steering documents of the study program [17, 19]. 
Fundamentally, the facilitator’s role aims at promoting a methodological under-
standing where the student should learn to learn. It is crucial to lay the foundation 
for reflection, independence, and the development of skills in cooperation, commu-
nication, and responsible action [20]. These focus areas are based on theoretical 
perspectives on learning, such as Kolb’s learning cycle, Schøn’s concepts of 

Train the Trainer Course: How Can the Skills of a Facilitator Benefit Academic Staff…



94

reflection- on-action and reflection-in-action, Lave and Wenger’s emphasis on 
sociocultural context in communities of practice, as well as Dewey’s theory of expe-
rience-based learning and learning by doing [20, 21]. These perspectives are 
described in more detail in the introductory chapter of this book.

A facilitator could also help raise the awareness about learning as a collective 
process that evolves and accumulates in interaction between people [20]. According 
to Tøsse [21, p. 91]: “The lecturer is a facilitator who in Maslow’s words should 
help a person to be the best that he/she is able to become.” A facilitating profes-
sional views learning rather as dialogue than pure dissemination of knowledge [21].

This is evident in the reflection (debriefing) phase of simulation exercises, where 
the facilitator enters a dialogue with the students to reflect on a concrete scenario 
related to the learning outcomes of the relevant activity [22]. Further, it is also 
important that the facilitator applies his/her skills to initiate transformative learning. 
Transformative learning is a type of learning where the students are made aware of 
their own opinions and mental habits. This typically takes place when the students 
discover that their opinions are not necessarily consistent with what has been imple-
mented. Generally, transformative learning happens through reflection that includes 
the emotional aspect of the learning process [20]. This form of learning is also 
described in social cognitive theory [20, 23].

A lecturer operating in the role of facilitator assists the students in their learning 
processes and thus helps cultivate new skills instead of assessing qualifications. 
Skills development in relation to adult learning appears to be something different 
from what is traditionally associated with development of qualifications. The term 
qualifications is often seen in relation to a specific position or function [24]. In 
higher education, the commonly applied concepts are knowledge, skills, and gen-
eral competence [25]. This means that the lecturer in the role of a facilitator should 
pave the way for the learning of the individual student [19]. The facilitation skills of 
a lecturer may also help reduce the gap between theoretical and practical activities 
[26]. Healthcare Simulation Dictionary defines the role and function of a facilitator 
like this:

An individual who is involved in the implementation and/or delivery of simulation activi-
ties. For example, faculty, educators, etc. An individual that helps to bring about an out-
come (such as learning, productivity, or communication) by providing indirect or 
unobtrusive assistance, guidance, or supervision. For example: The debriefing facilitator 
kept the discussion flowing smoothly. [27, p. 18].

4  The Significance of Common Language and Framework

In connection with simulation exercises, there is usually a framework underpinning 
the administrative and practical implementation, as well as the planning process. 
Administrative and practical considerations could, for instance, include selecting 
dates, room booking, access to adequate learning resources, etc. With regard to the 
planning of educational activities, important factors are scenario planning, choice of 
equipment, various learning tools and forms of simulation based on the learning 
outcomes, etc. [22].
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As described earlier in this chapter, it is crucial that lecturers operating as facili-
tators have completed facilitation training courses [6]. It is also important that the 
content of the facilitator course corresponds to the standard of best practice, reflected 
in the International Nursing Association of Clinical Simulation and Learning’s 
(INACSL) Standards of Best Practice (Simulation Standard V: Facilitator):

A proficient facilitator is required to manage the complexity of all aspects of simulation. 
The facilitator has specific simulation education provided by forma coursework, continuing 
education offerings, and targeted work with an experienced mentor. [9, p. S23].

The content of the facilitation training courses determines the administrative, 
practical, and academic decisions on which the simulation exercises in nursing and 
other health education programs are based. Lecturers who assume the role of facili-
tator at the end of the course would have different professional backgrounds and be 
at different stages in their careers. A train the trainer course that is specifically 
designed for the facilitator role should be a comprehensive research-based and 
knowledge-oriented course based on the standard of best practice for professionals 
of nursing and other health educations. Just as the students enrolled in formal study 
programs, lecturers who strive to develop their skills through courses, such as the 
facilitator course, would require a so-called community of practice. The communi-
ties of practice could be described as follows: groups in which the participants share 
interests, problems, or ideas within an area and where they develop their compe-
tence through regular interaction and dialogue with each other. Communities of 
practice tend to be informally organized cooperative groups of learning. This does 
not mean that they are disorganized but rather that they are informal settings without 
reliance on traditional organizational control. The bond between the participants is 
based on their joint commitment, which in turn relies on the responsibility and effort 
to develop a common project. This commitment does not necessarily demand 
homogeneity and agreement. On the contrary, diversity is crucial in driving the 
cooperation forward [28]. Such a community of practice would promote learning 
from the course itself and the learning outcomes of the lecturers. In addition, the 
community will represent a counterbalance against the trend of individualization 
[19, 20].

Based on the different experiences among the lecturers involved in the course 
regarding active forms of learning, it is important to develop a learning process that 
takes these differences into consideration. This will affect the individual lecturer’s 
ability to operate as an independent facilitator after completing the train the trainer 
course. It could be advisable to apply a structured framework, like Dreyfus and 
Dreyfus’ competence steps, which take you from novice to advanced beginner, 
competent, proficient, and finally expert. Through these steps, the lecturer in the 
new role as facilitator will be able to acquire competence [21]. This model repre-
sents a learning process which offers an opportunity: “...which takes you from a 
rule-based and context-dependent beginner’s behaviour to an experience-based and 
context-independent expert behaviour” [21, p. 128].
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The learning outcomes and content of the train the trainer course make it possi-
ble to develop a common language and comprehensive perspective on adult learn-
ing, which is useful for other roles and functions as well. Development and the 
focus on a joint language could prevent the facilitation of simulation exercises from 
becoming arbitrary and individualized [19]. In this way, the students will encounter 
facilitators who, regardless of personal characteristics, has a focus on adult learning 
and active learning methods like skills training and simulation.

When developing simulation exercises, it is common to apply a structured, prac-
tical form of implementation, which normally and traditionally consists of a famil-
iarization phase (briefing), an implementation phase, and a reflection phase 
(debriefing) [29]. The facilitator course provides the lecturer with knowledge, skills, 
and general competence that should also benefit the student’s learning. The men-
tioned framework enables an opportunity for learning.

5  The Facilitator’s Competence: Side Effects and Synergies

The facilitation competence among lecturers of professional education could also 
involve some additional effects and synergies that ought to be highlighted. This 
could include educational leadership skills for those responsible for study programs 
or courses, development of new learning methods and forms of examination, sup-
port for colleagues through mentorship, and implementation of teamwork. Lecturers 
who have completed the train the trainer course should be in a good position to suc-
cessfully implement simulation as a learning method in nursing and other health 
disciplines. Accordingly, the knowledge, skills, and competence of facilitation rep-
resent crucial components of educational leadership as a discipline [2]. This is rel-
evant for lecturers with course responsibility or heads of studies, as well as advisors 
working with people in leadership positions. Obviously, it also applies to lecturers- 
turned- facilitators who use student-focused approaches and learning tools that pro-
mote learning based on a useful design reflecting the learning outcomes of the study 
program. One could be guided toward the learning tools required to achieve the 
learning outcomes of the course [18]. Lecturers with facilitation competence will be 
in a particularly good position to work on learning design in professional education.

The facilitation skills could also be useful when selecting forms of examination 
in nursing and other health disciplines. Toward the end of the study program, the 
student normally needs to go through a summative assessment, which is based on 
the requirements of society. The society needs to ensure that the individual student 
has acquired the necessary competence and obtain documentation in connection 
with admission to further studies. A lecturer with facilitator competence could in 
this context contribute to the development and implementation of examination 
forms that promote adult learning.

Examples of this are case-based written examinations or simulation-based forms 
of assessment. A facilitator has a stronger focus on student-centered learning than a 
social control system, representing a counterweight against traditional examination 
forms (school examinations) and a new approach toward adult learning [19].
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In nursing and other health disciplines, there has been a tendency to put more 
emphasis on the phenomenon of teamwork, which is in line with the focus on gen-
eral quality and patient safety in the health services [30]. Simulation as a learning 
method is well suited to develop competence and skills in teamwork [3]. As men-
tioned earlier, lecturers with facilitator competence could give valuable contribu-
tions to the implementation of team-based learning in different study programs. 
These contributions may be reflected in the steering documents of a specific course, 
or more generally in the study program through implementation and development of 
simulation exercises [31].

In higher education, there is a growing need to establish a system that enables 
facilitators to receive mentorship from, for instance, senior facilitators [8, 9]. By 
systematically applying a system of mentorship, as a form of inter-colleague sup-
port, lecturers will be able to receive feedback and feed forward, in the same way as 
the students. According to de Lange and Lauvås [32], colleague support is a form of 
supervision that involves professionals at the same educational level. In this context, 
a mentorship system where the facilitation skills are applied in relation to colleagues 
can be defined as a form of colleague support. As mentioned above, the concepts of 
feedback and feed forward are useful [10]. An example of this could be a situation 
where de-briefing takes place following a simulation exercise, where a senior facili-
tator has participated as an observer. The following questions and statements could 
be natural in a conversation between a mentor and his/her colleague:

• What are you satisfied with?
• This is what I think you should be satisfied with.
• What do you think you could do differently next time?
• This is what I think you should do differently next time.

This is a systematic, simple, and concrete structure that could enable adult learn-
ing [33]. The contribution of the senior facilitator is to combine experiences with 
the possibilities for transformation. This makes it possible to use facilitation skills 
to create positive side effects for the learning party and also discover useful syner-
gies in the lecturer’s daily work. Feedback and feed forward ought to be seen as 
beneficial for all learning [33], and the significance of colleague support has already 
been thoroughly described in the literature [32].

The abovementioned colleague support, through a system of mentorship where 
facilitation skills are used, should be viewed in relation to the concept of lifelong 
learning. Lifelong learning may happen through both formal and informal learning 
and represents a form of strategy for all types of education, as well as learning in 
professional life and life in general. Lifelong learning is thus a natural component 
in the concept of adult learning [34].

The competence acquired through facilitation, among other things, is also trans-
ferable to other contexts of learning in higher education. Examples of this can be 
supervision of theoretical student work, conversations with students who experi-
ence challenges in their studies (advisory conversations), or formative assessment in 
connection with clinical practice. According to Wahlgren [35], a lecturer working in 
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higher education should be able to assume different roles and develop skills in vari-
ous contexts. A lecturer with facilitation competence ought to be able to perform 
such a role and use the skills that Wahlgren considers necessary for a supervisor and 
coach. The mentioned roles are particularly important when promoting adult learn-
ing [35]. How facilitation skills could benefit lecturers with years of professional 
experience has not been clearly highlighted in the literature. But one could well 
assume that facilitation competence represents a contribution to a more student- 
centered understanding of learning.

6  Conclusion

The facilitator has a key function in simulation exercises for students in nursing and 
other health disciplines, given his/her responsibility for enabling successful learn-
ing processes. The skills of the facilitator are therefore critically important in 
enabling the learning of the students. This competence is available through train the 
trainer courses, which are based on the principles of simulation as a learning method 
and rely on theoretical perspectives on adult learning.

A systematic train the trainer course could help the facilitator achieve profes-
sional confidence and a solid foundation for implementing his/her particular role. 
The framework, content, and learning outcomes of the facilitator course have helped 
create a common language and a comprehensive perspective on adult learning. This 
will ensure that students encounter a facilitator who relies on context-independent 
expert behavior instead of an arbitrary and individualized role.

Generally, the facilitator tends to rather emphasize his/her role as an active 
enabler of student learning than an instrumental function of conveyor of facts, con-
cepts, and pure information. This separates a facilitator from a lecturer. Moreover, 
the facilitation skills among lecturers of nursing and other health disciplines could 
yield additional effects and synergies that are useful in their general professional 
lives. Facilitation skills could be applied in all types of educational leadership, in the 
development of learning design, and when selecting between different forms of 
examination. With facilitation skills, lecturers could also help cultivate competence 
related to teamwork. Another additional effect is the possibility of using the mentor-
ship system of the train the trainer course, with senior facilitators providing support 
for colleagues at the same professional level. The roles of coach and supervisor, 
which are developed through the train the trainer course, may also be applied vis-à- 
vis students, for instance, in connection with advisory conversations or formative 
assessments in clinical practice.

The ability to alternate between roles in different situations and contexts is sig-
nificant when promoting adult learning. The focus of the train the trainer course 
with regard to student activity and lifelong learning can be transferred to other 
learning situations. Even if the importance of facilitation skills is not strongly 
emphasized in the literature, it is fair to assume that this competence will help pro-
mote a more student-centered learning perspective among lecturers of nursing and 
other health professions.

U. Eriksson and A. Kilvik



99

References

1. Bjørk IT. Muligheter og utfordringer i simulering som pedagogisk metode [The possibilities 
and challenges of simulation as a pedagogic method]. In: Mausethagen S, Smeby JC, edi-
tors. Kvalifisering til profesjonell yrkesutøvelse [Qualifying for professional work]. Oslo: 
Universitetsforlaget; 2017. p. 95–105.

2. Lane AJ, Mitchell CG. Using a train-the-trainer model to prepare educators for simulation 
instruction. J Contin Educ Nurs. 2013;44(7):313–7.

3. Husebø SE, Ballangrud R.  Simuleringsbasert teamtrening [Simulation-based training in 
teams]. In: Ballangrud R, Husebø SE, editors. Teamarbeid i helsetjenesten: fra et kvalitets- 
og pasientsikkerhetsperspektiv [Teamwork in the health services: a quality and patient safety 
perspective]. Oslo: Universitetsforlaget; 2021. p. 221–35.

4. Jeffries PR. Simulation in nursing education: from conceptualization to evaluation. New York: 
Natl League for Nursing; 2007.

5. Gardner R. Introduction to debriefing. Semin Perinatol. 2013;37(3):166–74.
6. Flatgård I, Berg GV.  Simulatortrening in situ, lek eller læring?  - En intervjuundersøkelse 

av hvilke erfaringer sykepleiere har med debrifingsfasen i full-skala simulatortrening gjen-
nomført ved egen arbeidsplass [Simulator training in situ. Play or learning?]. Nordisk 
Sygeplejeforskning. 2016;5(3):216–32.

7. Østergaard D, Dieckmann P, Lippert A. Simulation and CRM. Best Pract Res Clin Anaesthesiol. 
2011;25(2):239–49.

8. Lafond CM, Blood A. Targeted simulation instructor course for nursing professional develop-
ment specialists. J Nurses Prof Dev. 2016;32(6):284–93.

9. Boese T, Cato M, Gonzalez L, Jones A, Kennedy K, Reese C, et al. Standards of best practice: 
simulation standard V: facilitator. Clin Simul Nurs. 2013;9(6):S22–5.

10. Hattie J, Timperley H. The power of feedback. Rev Educ Res. 2007;77(1):81–112.
11. Jarvis P.  Paradoxes of learning: on becoming an individual in society. 1st ed. London: 

Routledge; 2012.
12. Kolb DA.  Experiential learning: experience as the source of learning and development. 

Englewood Cliffs, NJ: Prentice-Hall; 1984.
13. Schön DA. The reflective practitioner: how professionals think in action. New York: Basic 

Books; 1983.
14. Thorsten A, Samuelsson J, Samuelsson M. Simuleringsträning utvecklar lärarstudenters yrkes-

specifika kunskaper. Högre utbildning [Simulation training - a boost for pre-service teachers’ 
efficacy beliefs]. 2021;11(2):21–36.

15. Lave J.  Situated learning: legitimate peripheral participation. Cambridge: Cambridge 
University Press; 1991.

16. Rutherford-Hemming T.  Simulation methodology in nursing education and adult learning 
theory. Adult Learning. 2012;23(3):129–37.

17. Stigmar M.  Högskolepedagogik: att vara professionell som lärare i högskolan [University 
college pedagogic: to be a professional teacher at university college level]. Stockholm: 
Liber; 2009.

18. Schyberg S. Studentcentrering - förutsättning för studenters lärande? [Student centrering—a 
condition for student learning?] In: Stigmar M, editor. Högskolepedagogik: att vara profes-
sionell som lärare i högskolan [Pedagogy for higher education: being a professional teacher in 
higher education]. Stockholm: Liber; 2009. p. 45–58.

19. Illeris K.  Voksenuddannelse og voksenlæring [Adult education and adult learning]. 
Frederiksberg: Roskilde Universitetsforlag; 2001.

20. Illeris K. Læring [Learning]. 2. rev. ed. Frederiksberg: Roskilde Universitetsforlag; 2006.
21. Tøsse S.  Historie, praksis, teori og politikk: om kunnskapsgrunnlaget for voksnes læring 

[History, practice, theory and politics: the knowledge base of adult learning]. Trondheim: Tapir 
akademisk forlag; 2011.

Train the Trainer Course: How Can the Skills of a Facilitator Benefit Academic Staff…



100

22. Andfossen NB, Bogsti WB, Eriksson C, Karlsen T, Kirkbakk KF, Lied KB, et  al. 
Planleggingsfasen [The planning phase]. In: Struksnes S, Hofmann B, Ødegården T, editors. 
Pasientsimulering i helsefag: en praktisk innføring [Patient simulation in health disciplines: a 
practical introduction]. Oslo: Gyldendal akademisk; 2015. p. 44–51.

23. Bandura A. Social learning theory. Englewood Cliffs, NJ: Prentice Hall; 1977.
24. Gundersen D. Kvalifikasjon [Qualification]. Store norske leksikon. 2018 [cited 2021 Aug 27]. 

http://snl.no/kvalifikasjon.
25. NOKUT.  Bakgrunn og historikk [Background and history]. Oslo: NOKUT; 

2021 [cited 2021 Aug 27]. https://www.nokut.no/norsk- utdanning/
nasjonalt- kvalifikasjonsrammeverk- for- livslang- laring/bakgrunn- og- historikk/.

26. Stalheim OR, Nordkvelle Y. Skal vi la pasienten døy?: Sjukepleiarstudentar sine erfaringar 
med å handtere utfordringar i simulering [Shall we let him die? Nursing students’ experiences 
coping with challenges in simulation]. Uniped (Lillehammer). 2019;42(1):27–40.

27. Healthcare simulation dictionary. Second Edition. Rockville, MD: Agency for Healthcare 
Research and Quality (AHRQ); 2020 [cited 2021 Aug 27]. https://www.ssih.org/
Dictionaryandidentity. Cambridge: Cambridge University Press; 1998.

28. Wenger E. Communities of practice: learning, meaning, and identity. Cambridge: Cambridge 
University Press; 1998.

29. Andfossen NB, Bogsti WB, Eriksson C, Karlsen T, Kirkbakk KF, Lied KB, et  al. 
Simuleringsdagen [The day of simulation]. In: Struksnes S, Hofmann B, Ødegården T, editors. 
Pasientsimulering i helsefag: en praktisk innføring [Patient simulation in health disciplines: a 
practical introduction]. Oslo: Gyldendal akademisk; 2015. p. 52–60.

30. Husebø SE, Ballangrud R. Introduksjon. In: Ballangrud R, Husebø SE, editors. Teamarbeid 
i helsetjenesten: fra et kvalitets- og pasientsikkerhetsperspektiv [Teamwork in the health ser-
vices: a quality and patient safety perspective]. Oslo: Universitetsforlaget; 2021. p. 15–20.

31. Husebø SE, Ballangrud R, Dieckmann P. Hva mangler det av forskning på teamarbeid i hel-
setjenesten? [The missing research on teamwork in the health services]. In: Ballangrud R, 
Husebø SE, editors. Teamarbeid i helsetjenesten: fra et kvalitets- og pasientsikkerhetspers-
pektiv [Teamwork in the health services: a quality and patient safety perspective]. Oslo: 
Universitetsforlaget; 2021. p. 492–9.

32. de Lange T, Lauvås P. Kollegaveiledning i høyere utdanning: en empirisk analyse av veiled-
ningssamtaler [Faculty Peer Mentoring in higher education—an analysis of peer conversa-
tions]. Uniped (Lillehammer). 2018;41(3):259–74.

33. Hattie J. Feedback in schools. In: Hornsey MJ, Douglas KM, Sutton RM, editors. Feedback: 
the communication of praise, criticism, and advice. New York: Peter Lang; 2012. p. 265–78.

34. Tønseth C, Tøsse S.  Voksnes læring og kompetanse [Adult learning and competence]. In: 
Aarsand LA, editor. Voksne, læring og kompetanse [Adults, learning and competence]. Oslo: 
Gyldendal akademisk; 2011. p. 17–33.

35. Wahlgren B. Voksnes læreprocesser: kompetenceudvikling i uddannelse og arbejde [Learning 
processes: skills development in education and work]. København: Akademisk forlag; 2010.

U. Eriksson and A. Kilvik

http://snl.no/kvalifikasjon
https://www.nokut.no/norsk-utdanning/nasjonalt-kvalifikasjonsrammeverk-for-livslang-laring/bakgrunn-og-historikk/
https://www.nokut.no/norsk-utdanning/nasjonalt-kvalifikasjonsrammeverk-for-livslang-laring/bakgrunn-og-historikk/
https://www.ssih.org/Dictionaryandidentity
https://www.ssih.org/Dictionaryandidentity


101

Open Access This chapter is licensed under the terms of the Creative Commons Attribution 4.0 
International License (http://creativecommons.org/licenses/by/4.0/), which permits use, sharing, 
adaptation, distribution and reproduction in any medium or format, as long as you give appropriate 
credit to the original author(s) and the source, provide a link to the Creative Commons license and 
indicate if changes were made.

The images or other third party material in this chapter are included in the chapter's Creative 
Commons license, unless indicated otherwise in a credit line to the material. If material is not 
included in the chapter's Creative Commons license and your intended use is not permitted by 
statutory regulation or exceeds the permitted use, you will need to obtain permission directly from 
the copyright holder.

Train the Trainer Course: How Can the Skills of a Facilitator Benefit Academic Staff…

http://creativecommons.org/licenses/by/4.0/

	Train the Trainer Course: How Can the Skills of a Facilitator Benefit Academic Staff in Nursing and Other Health Education Programs?
	1 Introduction
	2 Adult Learning and Train the Trainer Courses
	3 Facilitator Versus Lecturer
	4 The Significance of Common Language and Framework
	5 The Facilitator’s Competence: Side Effects and Synergies
	6 Conclusion
	References




