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PARTICIPANTS: Learning facilitators CHC/CPHE Bangalore, CHC Tamilnadu, CPHE Bﬁopal

Objectives

* 1

" To understand and explore the foundational philosophy and principles of community Health

learning programmes of SOCHARA.

- To reflect on terminologies used in learning facilitation practice — process, content, skills and
capacities .

To understand CH learning praxis from review/reflections of key SOCHARA learning !
programmes- past and current initiatives ' |

o

To review existing capacities for learning facilitators /mentorship at individual and team levels

- -and to-evolve plans of action to build further knowledge, skill and capacity as learning

'Méthodology:

~ Toreflect and review on existing strategies to clarify and formulate a training frame work afnd L

. strategy for the e‘yol\(ing‘school of public health with a civil society link and p_cfspcc,tive. 7o)

Resoﬁifce’Pe_rs‘o‘n.sifrdm SOCHARA pool | i s |

P No LA LNE

_ Dr. Ravi Narayan, Community Health Advisor, SOCHARA .(RN)

facilitators.

5 '.Pr"o_f‘::D.‘ K. Srinivasa, Consultant Rajiv Gandhi University of Héalth Sciéncés ( DKS')‘ A

Ms. Valli Seshan, Development Trainer, SEARCH/BNI (VS)

- Dr. M.K. Vasundhra, President, SOCHARA (MKYV)
-Dr. Shirdi Prasad Tekur, Ex Coordinator and Community Health Trainer ( SPT)

Mr. S.J. Chander, Program Director, HLFPPT — ( SJO): r
Dr. Mani Kalliath, Program Coordinator, Basic Needs India.(MK) <l
Dr. Thelma Narayan, Coordinator, CPHE, Secretary, SOCHARA ( TN) '

The overall ethos will be interactive /participatory /reflective workshop with full team sessions; panel
discussions; group discussions and self assessment. |
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Sopnes

Date Time " Programme
26.07.2011 Theme for the THE PHILOSOPHY OF LEARNING FACILITATION
{ Tuesday) day: ‘
¢ 9.30 am — > Introduction
B 10.30am » Self Assessement ( Training facilitation Score)
10.30- Tea Break
11.00am »
11.00- Session —I : Explering Buiiding Blocks in Learning Facilitation
12.00pm ( RN) ;
( Dichotomies and Pamdmm\ content and process issues, skillg,
and capacities)
12.00 - Session —II : Challenges in Learning Facilitation : Coutext,
- 1.00pm Values and Conflict resolution. (VS)
1.00 - 2.00 Lunch and Fellowship
2.00 - 3.00 Session — III : Inspiration for Learning Facilitation ( RN)
: : (Exploring training resources/inspiration that provoked /supported
SOCHARA experiments ( An interactive session)
> L+ 51 3:00.:3.15 Tea Break
- i 3.30-4.45 “Session — IV Group Discussion —I
" Identifying challenges from praxis in Bangalore /Chennai/ and
- Bhopal teams. ( Check List) :
4.45-5.30 Staff Get together
s ‘Assessing Training experiences
(Home work) (Am a good learning facilitator/field mentor/ mentor — A self
et ] ekl assessment and reflection)
27" July 2011 '| Theme for the MANAGEMENT AND METHODS OF LEARNING
| (Wednesday) - | day: FACILITATION
930~ 10 30 Reﬂectlons on Day One — Key learning /more questions
R RE1030.-:10:45 Tea Break
e 10.45- 1145 Session- V : Learning facilitation — (RN) :
; Why/WhO/What/HOW/When/Where Evo]vmﬂ a check list
11.45-1.15 Session VI: Exploring and understanding structure and fram'c
work — basic concepts- (DKS) '
(Currlculum/Syllabus/ Objective/ Modules/ methods / assessment/
Sva PR evaluatlon)
1.15-2.00 Lunch and FelloWship
’5 2 00-3.15 Session VII — Challenges in Community based training
'strategles for Health and Non Health Groups - ( SPT)
) 15 3.30 : Tea break
- 13.30-4.30 Sessnon— IX: Civil Society School for Scholar Act|v1sts (TN)
e > Strategles towards a school for scholar activist
Revisiting what we are doing with anew SPH Lens
Role and definition of a scholar activist
4.30-5.30

Group Discussion on SOCHARA — Website ( CLIC team):

-
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28" July 2011
( Thursday)

Theme for
the day:

LEARNING FROM SOCHARA PRAXIS /@ UTURE
PLANS

( Reflections of Day Two)
(Key learning / more questions)

9.30-10.30

10.45-11.45

Session VIII: Planning
Check list (RN)

a learning program— An A- 7

1145 -1.15

Session X Chairperson : Dr. M.K.Vasundhra
Exploring SOCHARA Praxis ( Principles / Learning) ‘
I ’ / Case studies: /

I. Health for Non Health Group — ( MK)
( Textual — Contextual) :
2. Women’s Health Empowerment Training —(TN) i
( Perspective/Manuals/ToT/ Arogya Mela/ Evaluation)
3. Community Health Trainers Network — (RN)
( Frame work/ManuaIs/Leaming network meetings)

—m Lunch and Fellowship
2.00- 3.00 Session X ( Contd) |

4. Lessons frem interactive programmes- Life Skill

Education and Joyful Learning series — (SJO)
(adapting iearning to group/joyful learning series)

3.00-315 | Tea break L
Session — X : ( Group Discussions) I

etting individual and collective group goals ' : b
a. Bhopal Plan
b. Bangalore Plan
¢. ChennaiPlan . -

1 5

Concluding session and winding up : :
SOCHARA Plan - Finalizing'Strategies: (To be reported at
AGBM)

4.00- 5.00
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10.
11.
12.
13.
14.
15.
16.
17.

18.

19.

20.

Learnine Faciiitation Workshop ( SCCHARA)
26", 27" and 28" Juiy 201!

¢

A - Background Papers and Documents.

Health and {ne Right to Heaitn - from Limits to Medicine — lvan lliich
The Hierarchy of Newds - \aslow and other models
Raplkine Sdmontion vl 1 iheratine Edueation- Padeccey of the appressed Paulo Freire
Approaches 16 Training — ). John's Staley
Qur ideas about Training
The learning model - Actiop- reflertion
Training and Learning
The individual in the Group
Do we listen? — A questionnaire
How are we doing ? Widening evaluation
Looking inwards — The individual ( Values, Empathy and Feedback- from Pecple in
development , John Staley, SEARCH
A perspective on conilict
Managing conilict in an organization
Dealing with Conflict
Approaches to planning
Our approach to planning — A questionnaire
Planning a training program = from Helping Health Workers Learn — David Werner and Bill
Bower
SEARCH training papers

a) Respect for other people

b) The conditions for learning

¢) Leadership Quiz

d) Solving problems and making decisions

¢) Elements of team work

f). Group discussions and meetings

g) Empathy and Sympathy

h) Feedback

i) Case studies — episode and cases

j) Setting goals
Education Policy for Health Sciences-A statement of shared concern and collectivity
from Community Health Trainers dialogue — 1991, (SOCHARA)
A fgollective approach to Training — The CHC / SOCHARA model ( from the trainers network
Project)



(%]

B - BASIC READING LIST FOR SOCHARA LEARNING
FACILITATORS

Limits to Medicine — Medical Nemesis: The expropriation of Health, Ivan [llich, Penguin
books

Pedagogy of the Oppressed, Paulo Friere, Penguin education

Writing for Distance Education : A Manual for writers of distance teaching texts and
independent study materials, The international extension College 1979

Peaching for better learning — A guide for teachers of Primary Health Care staft, F.R.
Abbatt, World Health Organisation, Geneva, 1980

People in Development — A trainers manual for groups , John Staley , SEARCH, 1982

Helping Health Workers Learn - A book of methods, aids and ideas for instructors at
village level, David Werner and Bill Bowers, The Hesperian Foundation, 1982

From development worker to activist- A case study in participatory training, Desmond A.
D’Abreo , Deeds, 1989

Community Health Trainers Dialogue, Oct 1991, CHC SOCHARA workshop report;

Enticing the learning — Trainers in d'evelopment, John Staley, University ofBirmingham
UK, 2008

b

10. Learning programmes for Community Health and Public Health — Report of the

National Workshop — April 2008 (A CHC Silver Jubilee publication)

i
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to Medicine

Medical Nemesis:
The Expropriation of Health

Ivan ICh e womn meTITUTE OF WORLD CULTURE
6, SHEIB. P. WADIA ROAD,
SANGALORE -560 Q0A4.

Penguin Books
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The Politics ¢ Health

desirable 10 base the limitation of industrial socicties on a shared
system of substantive beliefs aiming at the comman good and
enforced by the power of the police. 1t is possible to find the
needed basis for ethizal human action without depending on the
shared recognizion ¢f any ecological dogmatism now in vogue.
This alternative. to.a_new_ecological religion or. idcology.is
based on aqﬁaggggm_gnp._abo,u_t basic values and on procedural
Fﬁ'l'c’gf:"”"

[t can be dzmonstrated that beyond a certain point in the
expansion of industrial production in any major field of value,
marginal utilities ccase to be equitably distributed and overall
effectiveness begins, simultaneously, to decline, 1f the industrial
mode_of. product:on expands-beyond a certain stage and con-
tinues L0 impinge on-the-autonomous mode, incréased personal
.s'uffcring and social dissolution set in. In the interim - between
the point of optimal synergy between industrial and autonom-
ous production and the point of maximum tolerable industrial
hegemony — palitical and juridical procedures become necessary
{0 reverse incustrial expansion. If these procedures are con-
ducted in a spirit of enlightened self-interest and 2 desire for
survival, and with equitable-distribution of social outputs and
equitable access 10 social control, the outcome ought to be a
recognition of the carrying capacity of the environment and
of the optimai industrial complement to autonomous action
needed for the effective pursuit of personal goals. Political pro-
cedures oriented to the value of survival in distributive and
participatory =quity are the only possible rational answer (0 in-
creasing total management in the name of ecology.

The recovery. of gersonal.autonamy-w illthus be_the result of
political_acticon reir forcing.an_cthical. awakening..People will
want to limit (ransportation because they want to move eflicient-
ly, freely, and with equity; they will limit schooling because they
want 1o share equally the opportunity, time, and motivation (0
{ learn in rather (han abour the world; people will limit medical
therapies because they want to conserve their opportunity and
power to hezl. They will recognize that only the disciplined
limitation of power zan provide equitably shared satisfaction.

TWQUS action will depend, nOLOR-REW
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Tne Recovery of Health

specitic goals peaple.

procedures that perit 1o ividy ils and groups to resolve con-
0icts arising from their pursuit of ditferent gotls. Better mobility

will depend, not o1 some now nind of transportation system,
but on conditions thal ma-« rersonal mobility under personal
control more valuable. Bt icarning opportunitics will de-
pend, not on more infarniition about the world better dis-
tributed, but on the limitatio: of capial-intensive production

for the sake of interesting woiring conditions. Better health care
will depend, not on seme e tFerapeutic standard, but on the
level of willingness and co njeience Lo cngage in sclf-care. The
recovery of this power dejreindy on the recognition of our pres-

ent delusions.

The Right to Health

Increasing and irreparable damage accompanies present in-
dustrial expansion in al. wcctors. lu medicine this damage
appears as iatrogencs.s. latiuy cnesis 1 clinical when pain, sick-

ness. and death result fron Tnedical care L is social when health
policies reinforce an industiicl organization that generates il-
health: it is cultural and symbolic when medically s_pon;g)rcd
behaviour and wdg_lg;_,igns, restict the vital autonomy of pcolvfe
by undermining. their competence i growing up, caring for
cach other, and ageing, ot when medical intervention cripples

personal responses to pa.i, it oility, impairment, anguish. and
dcath.

Most of the remedies 1 0w p:oposed by the social engineers
and economists to reduce w:tiogenesis include a further increase

of medical controls. Thes: wo-called remedies. generate.second-
order iatrogenic ills on cachi ¢f the three critical levels: they
rénder clinical, social, anc «uitural jatrogenesis self-reinforcing.

The most profound izt open ¢ cliects of the medical techno-
structure are a result af those non-technical functions which

support the increasing inatitutionalization of values. The
technical and the non-te.!aiical consequences of institutional
271
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The Politics of Health

medicine coalesce and generate a pew-kind-afisuffering:-anaes-
thetized, iinpotent, and solitary survival in a world turned into a
hospital ward. Mediczal nemesis is the experience of pecple who
are largely deprived of any autonomous ability to cope with
nature, neighbours, and drecams, and who are technically main-
tained within environmental, social, and symbolic systems.
Medical nemesis cannot be measured, but its expericnce can be
shared. The intensity with which it is experienced will depend on
the independence, vitality, and relatedness of each individual.
The perception of nemesis lcads 10 a choice. Euhcr the natural
boundaries of human. endcavour are es'rmatcd rccogmié Tand
ically determined hmus or compulsor_y_wsur-

vival in a planncd and engincered | hell is acceptcd as the altern-

ative 10 cmmuxon Umxl rcwm]y “the choice belwccn”&he
polmcs “of volunlorv povcrI) and the hell of the systems en-
gincer did not fit into the language of scientists or politicians.
Our increasing confrontation with medical nemesis now lends
new significance to the alternative: either society must choose
the same stringent limits on the kind of goods produced within
which all its members may find a guarantee for cqual freedom,
or society must accept unprecedented hierarchical controls® to
provide for cach member what welfare bureaucracies diagnose
as his or her needs.

In several nations the public is now ready for a review of its
health-care system. Although there is & serious danger that the
forthcoming debate will reinforce the present frustrating medic-
alization of life, the debate could still become fruitful if atten-
tion were focused on medical nemesis, if the recovery of per-
sonal responsibility for health care were made the central issue,
and if limitations on professional monopolies were made the
major goal of legislation. Instcad of limiting the resources of
doctors and of the institutions that employ them, such legisla-

3. The Honourable James McRuer, Ontario Royal Commission Inquiry into
Civil Rights (Toronto: Queen’s Printer, 1968, 1969, 1971). On self-governing
professions and occupations, sce chap. 79, The graniing of sell-government
is a delegation of legislative and judicial funcuions that can be justificd only

as a safeguard (o public interests.

272
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e Recovery of Health

tion would tax medical technaiogy @ professional activity

until those means that can be handled by laymen were truly %
availabie 1o anyone wanting aceess o i 2m. Insicad of mulu-
plying the specialists who can giant ¢ ae of a variety of sick-

roles 10 people made ill by thair weit ad tacie life, the new
legislation wouid guarantee the iight ot j=ople to drop out and
to organize for a less destruct v way iife in which they have
more contiol of their environment lnste .d of restricting access |
to addiciive, dangerous, or usciess druge and precedures, such’

legislation would shift the full Lurden uf their responsible use

on to the sick person and his next of ki Instead of submitting ;
the physical and mental integ-i'y of citizens to more and more * |
wardens, such legislation wolld recog:: ve cach man's right to
define his own health = subject ¢nly to limitations imposed by
respect for his ncighbour’s rights. [nstcad of strengthening the
licensing power of specialized pzers an.d government agencies,
new legisiation would give the ~ubiic @ voice in the clection of ‘;,3
healers 10 tax-supported health jabs. Tnin - 1d of submitting their :
performance to professional review orpuiizations, new legista-
tion would have them evaluated by the cornmunity they serve.

i
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i
!
|
|
i
]
!

e e s Bty s bl ek s 4 e i B AP B A 5230,

Health as a Virtue

NSCPPUTIS TIvwe T

Health designates a process ¢f ;1d;1p('= (1. 1t s not the result i
of instinct, but of an autonogious.yet cul urally shaped reaction {
to.socially. cu,ﬁlcg,[ealuy It decignate th ability to adapt to
'changmg cnvironments, 10 grewing up c.«ld to ageing, to healing ,
when damaged, to suffering, an< (o the peaceful expectation of i
death. Health embraces the future zs wcll, and therefore in-
cludes anguish and the inner reszarces t¢ | ve with it :
Health designates a process by which cxch person is respons- 3
ible, but only in part responsitle 10 othiers. To be responsible J
may mean two things. A man 5 responcible for what he has }
done, and responisible to anothe perscn it group. Only when he
feels subjectively responsible o1 answer:ole to another persen
will the consequences of his failuze be 1o criticist, censure, or
273
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The Politics of Healrh

punishment but regret, remorse, and true repentance.® The con-
sequent states of grief and distress are marks of recovery and
healing, and are phenomenologically something entirely differ-
ent from guilt feelings. Health is a task, and as such is not com-
parable to the physiological balance of beasts. Success in this
personal task is in large part the result of the self-awarencss,
self-discipline, and irner resources by which each person reg-
ulates his own daily rhythm and actions, his dict, and his sexual
activity. Knowledge encompassing desirable activities, com-
pctent performance, the commitment 10 enhance health in
others — these are all learned from the example of peers or
clders. These persona. activities are shaped and conditioned by
the culture in which tae individual grows up: patterns of work
and leisure, of celebration and sleep, of production and pre-
paration of food and drink, of family relations and politics.
Long-tested health pztterns that fit a geographic area and a
certain technical situztion depend to a large extent on long-
lasting political autozomy. They depend on the spread of
responsibility for heallhy habits and for the socio-biological
environment. That is, they depend on the dynamic stability
of a culuure, ‘

The level of public );__e‘gl‘ti']*gg_r_r_ggp_()_g_gi__s‘.‘lg‘(*hq dcgrrc'c to which
the means and responsibility for coping with illness are dis-
tributed among the total population. This ability 10 cope can be
enhanced but nevér renlaced by medical intervention or by the
hygienic characteristics of the environment. TIhat society which
can reduce professionzl intervention to the minimum- will.pro-
vide the best conditions for health. The greater the potential for
autonomous adaptation 1o self, to others, and to the environ-
ment, the less management of adaptation will be needed or
tolerated. »

A world of optimal and widespread health is obviously a
world of minimal and only occasional medical interventjon.
Healthy people are those who live in healthy homes on a healthy
diet in an environment equally fit for birth, growih, work, heal-

4. Alfred Schutz, ‘Some Equivecations in the Notion of Responsibility”,

in Collecred Papers, vol. 2, Studies in Social Theory (The Hague: Nijhoff,
1964), pp. 274—6.
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The Recovery of Health

ing, and dying; they are susizisod by 2 culture that enhanccs’lhc
canscious acceptance »f finuis tu populstion, of ageing, of in-
ever aninent Jeath, Healthy people
waierference 1o mate, give birth,

compleie recovery an.
need m:inimal bureauaratic
share the human condition, and die.

Man’s conscicusly lived frality, ind ii_ﬁ..‘%:’*)i_‘g;,éﬂg_‘.fg}a‘cd'
ness make the experi f of sici.ness, and of death an

e Qb

\xh’(é“gml part of his life. The abiiity to cojre with this trio autono-

mously is fundamentai to hiv Lealth, As he becomes dependent
on the management of his iitimacy, he renounces his auto-
nomy and his health rese deciiiie. The tiue miracle of modern
medicine is diabolical It convrtsin making not only individuals
but whole population- survive o inhumanly low levels of per-
sonal health. Medica! nemess is the negative feedback of a
social organimgon thiet set cut 1o amprove.and.equaljze the
opportunity for each man ta wape in autonomy ES‘E,__EE?“"PY
destroying it.
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THE HIERARCHY OF NEEDS

['1 ORIGINAL PROPOSITION

(ABRAHAM MASLOW)
A T Seltactualization need
7] Esteem needs
MATURATION PROCESS: | Belongingness needs
REALIZATION OF
GENETIC POTENTIAL

T Safety needs .

7T Physiological needs




li : EXPANDED PROPOSITION — THE Y MODEL

(Y. YU)
CGENETIC GEWNETH
EXPRESSION TRANSMISSION
'w\ +

Parenting
needs

Self actualization
need

Esteem needs Reproduction needs

Belongingness needs Sexual needs

- —+ Safety needs

GENETIC 7T Physiological needs
SURVIVAL ‘ .




[IT: GENETIC EXPRESSION CHANNELIZED
IN CONTRASTING SOCIETAL SYSTEMS

i

e

NEED OLLECTIVISTIC INDIVIDUALISTI
LEVEL SOCIETAL SOCIETAL
SYSTEM SYSTEM
 Sell Contributing Personal
actualization | (o community | development -
accomplishment| full potential
Esteem Primacy of Primacy of GENETIC
social esteem self esteem EXPRESSION
Self interest
Belongingness | Cohesion in through
relationships ‘relationships
Safety Unlikely I
differentiation
GENETIC
SURVIVAL
Physiological Unlikely ,'
differentiation |
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IV REVISED PROPOSITION - DOUBLE Y MODEL
(KUO-SHU YANG)

GENETIC TRANSMISSION

GENET!Z EXPRESSION

COLLECTIVISTIC 4 INDIVIDUALISTIC
|
¥ l /
N\ |
f;fSA\ Pafenting 7~ ISA
needs
CE Repr’cJauction IE

needs s

o Sexual IB
needs
CSA: Collectivistic
self actualization
ISA: Individualistic | Safety needs
Self actualization
CE:  Collectivistic
esteem T Physiological needs
IE: Individualistic
esteem
CB: Collectivistic -
belongingness
IB: Individualistic
belongingness

GENETIC EXPRESSIC ™



Pedagogy
of the Oppressed

Paulo Freire

Translated by Myra Bergman Ramos

Penguin Education

students. His task is to *All the students with the contents of
ciached from reality, dis-

Chapter 2

icher-siudent relutionship at any
«eals its fundamentally

A careful analysis of the to
level inside or outside the schend,

i
)

narvative character. This relationshiy involves a narrating
Subicct (the teacher) and paticnt, histemng objects (the students).
The contents, whether values or enpirical dimensions of reality,,
tend in the process of being narrated to become lifeless and
petrified. Education is suffer.ng fro narration sickness.

The teacher talks about reclity as ii i were maotionless, static,
compartmentalized and predictabtle. Or else he expounds on a
topic completely alien to the =xistential experience of the

his narration - contents which ase
connected frem the totality thar cnvendered them and could
pive them significance. Words arc eniytied of their concreteness
ind become a hollow, alicnated ard aliciating verbosity.

The outstanding characteristic of this narrative education,
then, is the sonority of words, 1ot their transforming power,
‘Eour times four is sixteen; the capital of Pard is Belém.” The
student records, memorizes and repeats these phrases without
purceiving what four times four ~caliv means, or realizing the
true significance of ‘capital” in e cfiirmation “the capital of
Pard is Belém,’ that is, what Belén means for Para and what
Pard racans for Brazil.

Narration (with the tcacher as wirator) leads the students to
memorize mechanically the narruted content. Worse still, it

turns them into “containers’, inte reeptazles to be filled by the
_teacher. The more completely he fills the receptacles, the better a
teacher he is. The more meekly the receptacles permit theme

selves (o be Alled, the betterstuderts they ere.
Education thus becomies an act of depositme, in which the
students are the depuositorics and the teacher s the depositor.

Insteast o comnumicating, the tcacher issues communiqués

kB
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and ‘mak:s deposits® which the students patiently reccive,
memorize, und repeat. This is the "banking’ concept of cduca-
tion, in which the scope of action allowed to the students
extends orly as far as receiving, filing, and storing the deposits.
They do, i* is true, have the opportunity to bécome coilectors or
cataloguers of the things they store. But in the last analysis, it is
men themselves who are filed away through the lack of creativity,
transformztior, and knowledge in this (at best) misguided

system. For apart from inquiry, apart from the praxis, men
cannot be truly human. Knowledge emerges only through
mventlor_l_in_q rc-mventno,_,___t}mough_thc restless, impatient,

gLl

continuing, hopeful inquiry men pursue in the world, W’tﬁﬂle
world, and with each other,

In the banking concept of education, knowledge is a gift
bestowed ty those who consider themselves knowledgeable
upon those whom they consider to know nothing. Projecting
an absoluze xgnorancc onto others, a characteristic of the
ideology of oppression, negates education and knowledge as
processes of inquiry. The teacher presents himself to his students
as their necessary opposilc; bv conzidering their ignorance
absolute, he justifies his own existence. The students, alienaied
like the slave in the Hegelian dialectic, accept their ignorance us
justifying the teacher’s existence — but, unlike the slave, they
never discover t-at they educate the teacher.

The € raiscn d’étre of libertarian education, _0n the other hand,

lies in its drlve towards reconciliation. Education must bcnm
wnth the sclution of tﬁé‘r—cgghcr--studcnt contradiction, _ bv
reconcxlmg the po!es of the contradiction so that bath ars
_ simultaneously teachers andstudents. " )
1 This solution is not (nor can it be) found in the banking
1 concept. On the contrary, banking education maintains and
2 even stimul. lCQ('lCCOlﬂr.'dlCllOﬂ(hrOULhlh(’rOl'OVJ'H"dlUlUdP"

F and practices, wich mxrx aroppressive sociely as a whole:

2 Th(. teacror knows cvery(hnw dﬂd lh«‘ xludcnts know nothing.
3. The teacker th nks and the students are thought about,

4. The teacker iks and the students listen - mecekly.

-
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Thc teacher discintines and (he students are disciplined.
0. The teacher cacoues and uilorees his choice, und the students
comply.
7. The teacher acts and the siude: ats have the illusion of acting
through the acticn of the teach er,

8. The teacher chooses the programme content, and the students
(who were not coasulted)adant toir.

9. The teacher confuses the authority of knowledge with his
own professional authority, which he sets in opposition (o the
freedom of the students.

10. The teacher is the s abject of the learning process, while the
pupils are mere objects.

It is not surprising that the banking concept of education
regards men as zdantable. Manageable beings. The more
students work at storing the deposits Lnlruslc,d to them, the less
they develop the critical consciousness which would  result
from their intervention in the world as transformers of that
world, The more cox npletely they aceept the pessive role im-
posed on them, the more they tend simply 10 ¢ wdapt to the world
asitisand to the fracmented view ol reality deposited in them.

The capacity of Ganking education to minimize or annul the
students’ creative power and 1o stimulate (heir credulity serves
the interests of (e Cpp-essors, who care neither (o have the
world revealed nar (o see i iransformed. The OppPressors use
their “humanizarianicn” (o rreserve a profitable situation, T hus
they react almost insi inctively ugainst any experiment in educa-
ton which stinulates the crivical fucultics and iy not content
with a partial view ¢ re: lity but is always secking out the ties
which link one point to another and one problem (o another,

Indced, the inteests o (he oppressors lie in “Changing the
consciousness ol he appressed, not the situation which op-
presses them™ (Simone ce Beauvoir N La Peusée de Droite
Aujourd i) for the more (he oppressedcan be led to adapi 1o
that situation. the more easily they can be dommaucd: To
achieve this end, the vRpressors use the hanking concept of
cducation in conjunton with o paternalistic social attion

apparatus, withm swhich the oppressed receive the cuphenustic
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title of “welfare recipients’. They are treated as individual ¥
cases, as marginal men who deviate from the general con-
figuration of a ‘good, organized, and just’ society. The op-
pressed are regarded as the pathology of the hea.thy society,
which must therefore adjust these ‘incompetent and lazy’ folk
to its own patterns by changing their mentality. These mar-
ginals need to be ‘integrated’, ‘incorporated’ into the healthy
society that they have ‘forsaken’.
The truth is, however, that the oppressed are not marginals,
arc not men living ‘outside’ society. They have always been

*inside — inside the structure which made them ‘beings for

others’. Thesolution is not to *integrate’ them into the structure
of ngression, but to transform that structure so that they can
become ‘beings for themselves’. Such transformation, of
course, would undermine the opgressors_,pu,_ggs_eﬁ,_hgmmgr
utilization .of. Lhe..b&nkmg goncept of education to avoid the
threat of student conscientization.

The banrking approach to adult.education, for example, wili
never propose to students that they consider reality critically. It
will deal instead with such vital questions as whether Roger
gave green grass to the goat, and insist upon the importance of
learning that, on the contrary, Roger gave green grass to the
rabbit. The “humanism’ of the banking approach masks the
cffort to turn men into automatons — the very negation of their
ontological vocation to be more fully human,

Those who use the banking approach, knowingly or un-
knowingly (for there are innumerable well-intentioned bank-
clerk teachers who do not realize that they are serving only to
dehumanize), (ail to perceive that the deposits themselves con-
tain contradictions about reality. But, sooner or later, these
contradictions may lead formerly passive students to turn
against their domestication and the attempt to domesticate re-
ality. They may discover through existential experience that their
present way oflifeis irreconcilable with their vocation to become
fully human. They may perceive through their relations with re-

‘ alrty that rcalny is really a process, undergoing constant (raps-
w[f men are searchers and their ontological vocation
is humanization, sooncr orf later they may perccive the coitra-
diction in which banking education seeks to maintain them, and

Y Lhonrit §

. , Y ’ ',4' 49
A ) A Wf P = ey nk L E
(her engage themselve o 1he strueale for their liberation,

But the humanist, rovolutionary educator cannot wait for
this possibility t¢ materiiize, From the outset, his efforts must
coincide with those of the stedents to engage in critical thinking

and the quest fcr mutial hunanization. His efforts must be
imbued with a pr «)fow.

ust in men and their creative power,
To achieve tEls, he mus

refations with thex.

The banking concept ¢oes not admit to such a partnership
and necessarily 0. To risolve the teacher—student contradics
tion, to exchange the rol: o.f depesitor, prescriber, domesticator,
for the role of student ¢inong students would be to undermine
the power of oppiession urd to serve the cause of liberation.

Implicit in thz ban}t ag concept is the assumption of a
dichotomy between me : and the world: man is merely in the
world, not witn the wor. or v thi others; man is spectator, nei
re-ceeator. In this view man is not a conscious being (corpy
coasciente); he is rathe: the possessor of @ consciousness; an
cinply ‘minc’ pessively open to the reception of deposits of
reality fromche world ¢i side. Forexample, my desk, my books,
my coffee cup, ai’ the o=j:cts before me - as bits of the world
wiiich surrounds me - me, exactly as I ang
inside my study right ow. This view rakes no distinction
beiween being to conuciousness and entering cone
sciousness. The cistinct. i, however, is essential: the objects
which surround me arc L.nply accessible to my consciousness,
not located within it. I am awie of them, but they are not
inside me.

Ji follows logically i the bunking notion of consciousness
that the cducator’s rofe . to reguinte the way the world ‘enterg
into” the students. His sk is to organize a process which
alrcady happens s yonta: e usly, to “fill” the students by making
deposits of nformation whick he considers constitute true
knowledge.! Aad since wen the world uas passive

could be tinside’

i pRasaRnied
ACCLCE51vH

“receive’

This concept corresp:
‘nutritive”’

to what Surtre calls the *digestive' or

conzept of cdue ton, ir which knowledge is “fed” by (he
teacher to the studeats to il them sut', See Jean-Paul Surtre, *Une
idéc fondamentale dea phoacmdeciogic de Musserl: intentionalité?
Sitications .

_be a partner of the students in his
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entities, education should make them more passive still, and
adast them to the world. The cducated man is (he adapted man,

becruse he is more ‘fic” for the world:__‘Tr;lnsiu[eg_ig_t_g_p_.:;u;zilcc,,

this concept is well suited to l-'inp“g_r‘pﬂgég_g_Q,rmm“cmomq(ggs_ors,

whose tranquillity rests on how well men ft the we

oppressors have created, and how littie Iﬁ—g@@_;

e more Completely TR majorTy mumar i
which the dominant minority prescribe for them
depriving them of the right to their own purposes), the mor
easily the minority can continue to prescripe, The theory and
praciice of banking education serve this end quite clhcizntly,
Vertalistic lessons, reading requirements,? the methods for
evalLating ‘knowledge’, the distance between the teacher and
the taught, the criteria for promotion: everything in this ready-
to-wear approach serves to obviate thinking,

The bank-clerk educuator does notrealize that there is no true
secur'ty in his hypertrophied role, that one must seck to live
with cthers in solidarity. One cannot impose oneseli, nor even
merely co-exist with one’s students, Solidarity requires true
communication, and the concept by which such an educator is
guided fears and proscribes communication,

Yet only through communication can human life hold
meaning. The teacher’s thinking is authenticated only by the
authenticity of the students’ thinking, The teacher cannot think
for his students, nor can he impose his thought on them.
Authentic thinking, thinking that s Loncerned abou! realiny,
does not take place in ivory-tower isolation, but only in com-
munication. It is true that thought has R;Tmﬁﬁn
generated by action upon the world, the subordination of
studen:s to teachers becomes impaossible.

Because banking education begins with g false understanding
of men as objects, it cannot Promote the developnient of what
Fromn:, in The Heart of Man, calls “biophily’, but instead
producas its opposite: ‘necrophily”,

—~
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While life is ch:lrzlc(c‘rii‘éd"by growth ‘}'ii':i.,;:(ruc!urcd, functional man-
ner, the necrophijous person Joves all thay does not grow, al) that is
2. For example, some teachers SpeeHy in, their reading lists (hay o

book sheuld be read from pages 10 o 15 - and do this 1o “help
students.

" their

wm
X

mechinical. T necrophilous person is driven by the desire to trans-
form the crocnic into the inorganic, to approach lile mechanically,
as if ail living persons were things. . .. Memory, rather than experi-
ence; having, rather than being, is what counts, The necrophilous
persi;:v can .rcl‘:zc to an object - a flower or a person - only if he
POssesses it hence a threat to his possession is a threat to himself;
if he loscs possession he foses contact with the world, ... He loves
control, and in the act of conirolling he kills life.

Oppressionn ~ overwhelming control - js necrophiiic; it is
rourished by love of death, not life. The banking concept of
education, wihich serves the interests of oppression, is also
necrophilic. Based on a mechanistic, static, naturalistic,
spatialized view of consciousness, it transforms students into
receiving cbjects. It attempts to control thinking and action,
leads men to adjust to the world, and inhibits their creative
power.

When their ¢fforts to act responsibly are frustrated, when they
find themscrves unable to use their faculties, men suffer. *This
suffering due to impotence is rooted in the very fact that the
human 1’quilihrium has been disturbed’, says Fromm. But the
inability to act which causes men’s anguish also causes them to

Ir: | / 10 )8 :
reject their ‘mpotence, by attempting /Jf;}%& tina J R

UL VY]
-+« lo restore [their] capacity to act. Buf can [lhcym._d__hg»;v;?_(_)ﬂ:_
way is to submit ig antzj-_ige_gifu'ith a _Qc__r_s~qr1_gr*__‘grq_t_.n‘g_'_l\_al/_i‘ng
power. By this symbolic participation in zxnolh;_[_gcr_sclr}“i_l_i*fg,*[_rnmc;.
have lmmlﬁctirgg,y_h‘cf_i_i_fl.[calily [they] only. submit 1o and

become a part of those who act.

e -

Popuilist x%.xzznifcstations perhaps best exemplify this type of

behaviour by the oppressed, who, by identifying with charjs-
matic leaders, come to feel that they themselves are actjve and
effective. The rebellion they express as they emerge in the
historical process is mativated by that desire 10 act cifectively.
The dominant ¢lites consider the remedy to be more dominalion

- .aind repression, carried out in-the name of freedom, order and

social peace (the peace of the elites, that is). Thus they can
condemn ~lopically, frorm their point ofview -"the violence of a

2

strike by workers and [can) call upon the state ip the same -

breath to use vin'ence in putting down the strike’ (Nicbuhr's
Moral Man and Inimoral Socier ).
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Education as the exercise of domination stimulates the
credulity of students, with the ideological intent (often not
perceived by educators) of indoctrinating them to adapt to the
world of oppression. This accusation is not made in the naive
hope that the dominant elites will thereby simply abandon the
practice. Its objective is to call the attention of true humanists
to the fact thai they cannot use the methods of banking educa-
tion in the pursuit of liberation, as they would only negate that
pursuit itself. Nor may a revolutionary society inherit these
mcthods from an oppressor society. The revolutionary society
which practises banking education is either misguided cr mis-
trustful of men. In either event, it is threatened by the spectre of
reaction.

Unfortunately, those who espouse the cause of liberation
are themselves surrounded and influenced by the climate which
cenerates the banking concept, and 9_[_:5{1”\(19__[133 perceive its

- B e T

true significance cr its dehunmianizing power. Paradoxically,
then, they utilize this very instrument of alienation in what they
consider an effort to liberate. Indeed; some ‘revolutionaries’
brand as innocents, dreamers, or even reactionaries those who
would challenge this educational practice. But one does not
‘iberate men by alienating them. Authentic liberation - the
orocess of humanization - is not another ‘deposit’ to be made
in men. Liberation is a praxis: the action and reflection of men
upon their world in order to transform it. Those truly com-
mitted to the cause of liberation can accept neither the mechanis-
tic concept of consciousness as an empty vessel to be filled, nor
the use of banking methods of domination (propaganda,
slogans — depos:ts) in the name of liberation.

The truly committed must reject the banking concept in its
:ntirety, adopting irstead a concept of men as conscioys beings,
and consciousness as consciousness directed towards the world.
They must abandon the educational goal of deposit-making and
-eplace it with the posing of the preblems of men in their re-
fations with the world. *Problem-posing * education, respanding
to the essence of consciousness — intentionality - rejects com-
muniqués and embodies communication. It cpitomizes the
special characteristic of consciousness: being conscions o/, not
cnly as intent on objects but as turned in upon itself in a

|
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Jasperian ‘split’ - consciousness as consciousness o/ conscious-

ness,
Liberating cduc:

3} «ducuinen consists in acts of cognition, not trans-
ferrals of infurr-ma!:x;’lt is a learning situation in which the
cognizable object (far from being the end of the cognitive act)
intermediates the coy

students on e other, Accordingly, the practice of problems-
posing education first of all deniands 2 resolution of the teacher—
student contraciction. Dialogical relations — indispensable to
the capacity of cogniiive acters (0 cooperate in perceiving the

sarmc cognizable object - are otherwise impossible.

Indeed, protlem-posing education, breaking the vertical
patterns charucteristic of banking education, can fulfill its
function of being the practice of freedom only if it can over-
come the above cont:a Jiction. Through dialogue, the teacher-
of-the-students znd i students-of-the-teacher cease to exist
and a new lerm cincrges: (2acher-student with students—
teachers. The teacher is no longer merely thc-one-who-teaches)

but one whc>__i_s‘}3_;nwsgdli’z—;1'.1ght in dialogue with the students, who

in their turn while being faugh' also teach. They become jointly

“responsible for a process in which all grow. In this process
— = - eyl e o )

arguments bascd on :;x::xi'norit)" are no longer valid; in order to
luaction, authority must be orn the side of freedom, not against
it. Here, no one teaches anothe:, noris anycne self-taught. Men
teach ‘each other, mediated b the world, by the cognizable
objects which in bankin: eCucaron are ‘owned” by the teacher,
The banking concent (with iis tendency to dichotomjze
everything)distirguishes two stazes in the action oftheeducator,
During the first, he cooizes o cognizable object while he pre-
pares his lessons in Lis study or hjs laboratory; during the
secund, he expounds te s students on that object. The students
arc not called upon o know, but to memorize the contents
nun;flf:d by .l he teacher '\;‘oli]gihc_siu<icnls practisc any act of
cognition, since the vbject towards which that act should be

evoring the critical retieetion of hoth (Gacher &R students.
Hence in the name of (he ‘prc‘xm‘\.diOWEMnT"
ledge™ we have @ systen: svhich achicves neither truc knowledge
nortrueculture,

dirceted is the property of-the teacher rather than a medium

(‘ =22




s

— e SRS i S e

-

54

The problem-posing method does not dichotomize the
activity of the teacher-student: he is not ‘cognitive at one point
and ‘narrative’ at another. He is always ‘cognitive’, whether
preparing a project or engaging in dialogue with the students.
He does not regard cognizable objects as his priviate property,
but as the object of reflection by himsell and the students. In
this way, the problem-posing educator constantly re-formg ! his

reflections in the reflection of the students, The students ~ no
longer docile listeners — are now critical co-investigators in
dialogue with the teacher. The teacher presents the material to
the students for their consideration, and re-exami nés—lﬂ-r‘ irlier
considéralions as thiw_(_:xprms rhmr own. The ro‘e of the

problem- posmgeducator;s to create, together with the stuucnts

‘the condmons under whnch knowledge at 'he avel of the (/mn‘.

ls_gpcrscdcd by true knowlchc at lhc xm'c‘ of lhc/(m
Whereas bdnkmg education anacsthetizesand 1'1'h10115( reative
power, problem-posing education invoives a constant unveiling
of reality. The former attempts to maintgin the submersion of

consc:ousness ;_the latter strives l"or (ha. emergence of con-

e Y A S e st

SCIOUSN2ss :md critical intervention in CLlllly.

" “Students, @s they are increasingly faced with problenis re-

lating to themselves in the world and with the world, wiil feel
increasingly challenged and obliged to respond to that challenge.
Bcw they apprehend the chiillenge as interrelated to other
problems withif @ Utotalcontext, nm as a Lheorcmdl question,
the rr‘sumngcomplchcns:on (cn( to b(. m< xc‘an.aly critical and
thus f‘o'r‘xxamlv lws alnendte . Tnur response o the challe nge
evokes new chi 1lll*an followcf‘ by new understandines; and
gradually the students come to regard themselves as committed.
Education as the practice of freedom = as opposed o educi-
tion as the practice of domination - denies that man is abstract,
isolated, independent, and unattached to the world: it aiso
denies that the world exists as a reality aparct from men. /\ul hen-

,nc rcﬂcctu)n cowdcrs nc:lhu ah\(mu man nor thc \»mid.

rclauom Lonsuousncss and world Lxrc snnultmu.ous‘ (.on.\u()us-
ness neither precedes the world nor follows it * La conscience er
le monde sont dormés d*un méme coup, extéricur par essence <
la conscience, le monde est, par essence relatif a elle’, writes

Sartre. In onc i our culture circles in Chile, the group was
discussing (taced on a codification)? the anthropological con-
cept of culture. |3 the midst of the discussion, a peasant who by
banking standa Is was completely ignorant said: "Now I see
that w'thout n.-n there is no world.” When the educator re-
sponded: ‘Let's say, for the sake of argument, that all the men
on earth werz to die, but that the earth itself remained, together
with trees, b rds. animals, rivers, seas, the stars ... wouldn’t all
this be a world ?* “Oh no,” the peasant replied emphatically.
“There would be no one to say: “ Thisisa world ™.

The peasant wished to express the idea that there would be
lacking the consciousness of the world which necessarily implies
the world of consciousness. ‘I1° cannot exist withouta ‘not I". In
turn, the ‘not 17 depends on that existence. The world which
brings censciousness into existence becomes ¢ woild of That
consciousness. | ence the orwmuslv cited affirmation of Sartre:

‘l..a COI!.»Z.IZ;‘ ¢ 4(’ I)IOI‘I(I( sonl l!fII 171(" ’/ wn meme /’OII)

As men, sinwltaneously reflecting on themselves and on the
world, increase the scope of their perception, they begin to
direct treir oimervations towards previously inconspicuous
phenomena. Husserl writes:

In percepiion prooerly so-called, as an cxplicit awarcness (Gewahren,
[ am turned tow: rds the cbject, o the paper, for instance. 1 appre-
hend it us being U is here and now. The apprehension is a singling out,
svery chject uiving a background in experience. Around and about
the paper lie boc ks, pencils, ink-well and so forth, and these in a
certain sease ar iso “perceived’, perceptually there, in the ‘field of
intuiticn: but -« hilst I was wurned towards the paper there was no
turning in the v cirection, nor any apprehending of them, not cven
in o seconda oy ense. They appeared and yet were not singled out,
were not positod an their own account. Every perception ol a thing
has sucih i zone of background intuitions or buckground awareness.,
i tintuiting” alreedy includes the state of being turned towards, and
this also is a ‘conscious cxperience’, or more bricfly @ ‘consciousness
of all indecd that in point of fact lics in the co-perceived objective
background.

That which Fad existed objectively but had not been perecived
in its deepur umplications (if indeed it was perccived at all)

3. Sce chapter 3. (Translator’s note.)
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begins to ‘stand out’, assuming the character of a probdlzm and
therefore of challenge. Thus, men begin to single out elements
from their ‘background awarenesses” and to reflect upon them.
These elements are now objects of men’s consideration, and, as
such, objects o’theiraction and cognition.

percelve crmcaﬂy the way I/zey existin the world wuh »hu.n dnd
in which they ﬁnd then selves. Lhey come tosee the world naot.as

a static redh!y, bul as a realuy in_process, in transforrr'mon
/\'l‘ifxbugl'{_llﬁé.dl;;lgél'ncal relations of men with the world exist
independently of how these relations are perceived (or whether
or not they are perceived at all), it is also true that the form of
action men adopt is to a large extent a_functjon of I how they
pcrcexvethcmselves in the world. Hence, the teacher-studznt and
the studcnts teachers reficct sxmuTtaqeé’u‘sEon thunscﬁ?s— and
the wor_ld \Vl(hOLI dlcholommﬂg__h:s reflection from action,
and thus cstabhsh an authentic form of thougnt and acticn

Mm, the two educational concepts and pr actices_
under analysis come into conflict. Banking education (for
obvious reasons) attempts, by mythicizing reality, to conceal
certain facts which explain the way men exist in the world;
problem-posing education sets itself the task of de-mythologiz-
ing. Banking education resists dialogue; problem-)o0sing
education regards dialogue as indispensable to the act of cog-
nition which unveils reality. Bankjng education treats students
as objects of assistance; problem-posing education makes them
critical thinkers. Banking education inhibits creativity and
domesticates (although it cannot completely destroy) the in-
tentionality of consciousness by isolating consciousness from the
world, thereby denying men their ontological and historical
vocation of becoming more fully human. Problem-posing
education bases itself on creativity and‘stlmuldlmneuon
MUpon rc—'hly, thereby rcspondmg to thc ‘vocation of

men as meLS who are gxulhcnuc only whcn c%cd in inquiry
and” creative transformation, ‘1n sum: banking theory and
practice, as immobilizing and fixating forces, failto acknowiedge
men 4s hisiorical beings; problem-posing theory and praclxu,
take man's historicity as their starting point.

Problem-posing education affirms men as beings in tae pro-

“ _ o
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cess of deceo:

unfinizhied, uncompleted beings in and
with i likewise uniioehed reainy. Indeed, in contrast to other
animals whe are uni-
selves to be unfini
In this incompletcrc:

whed, but nothistorical, men know them-
hey are aware of their mcoﬁw—pluunuss.
ad Uhis awaréness 1ie the very roots of
usively human manifestation. The un-
finished character of mon and the transformationa! character of
reality necessitate that education be an ongoing activity.
Education 15 thus caastantly remade in the praxis. In order

cducslion s an ¢

to he, it must Lecome. Lis “duration” (in the Bergsonian meaning
of the word) is found ir the interplay of the opposites per-
manence and change. Tie banking method emphasizes per-
manence and becoinies rzzctionary; problem-posing education
— which accepts neither a “well-behaved’ present nor « pre-
determined future - rocis itsell in the dynamic present and
becomes revolutionary.

Probiem-pesing cducation is revoluticnary futurity. Hence-
itis prophetic ‘and. @~ <ach, hopeful), and 50 corresponds to the
historical nature of san. This, it affirms men as beings who
transcend therselve | wha move forward and iook ahead, for
sents @ fatal threat, for whom looking at
the past must only be a means of understanding more cicurly
what and who they arc so that they can more wiscly build the
future. Hence, it identfics with the movement which engages
men as beings awuare of their incompleteness — an historical
movement which has its soint of departure, its subjects and its
objective.

whom immobility rep

The point of departure of - .L movement lies in men them-
gc[vbh_ Buls nce men do not ¢ \l\l _apart from the world, apart

lx_L the move vient .mst b«,gnn with the men-world
ship. Acum ingly, the poml of dcpartu

rclauo

_g must dlways
be w1( )y men _in the "here and now’, whlc,h _constitutes the situa-

uon W llhm which they are submerged, from which they emerge,

cand. ln which they interveac. Only by starting hom  this situation

~"which determines their perception of it - can [hC) begin to
mave. To do this wuthensically they must percejy—é”fric;r state
notas fufed and unaiterable, but mcrcly as limiting — and-there-
furu.h‘__lg_xlgxn_;_

Whereas the banking mathod directly or indirectly reinforees
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men's {atalistic perception of their situation, the nrohlem-
posing method presents this very situztion to them as ¢ problem.
As thesituation becomes the object ()fth.eir cognition, the naive
or magical perception which produced their fatalism gives way
to perception which is able to perceive itsell even as it perceives
reality, and can thus be critically objective about that reality,

A deepened consciousness of their situation lcads men (o
apprehend that situation as an historicai reaiity susceptible of
transformation. Resignation gives way to the drive for trans-
formation and inquiry, over which men feel themscives in
control, If men, as historical beings necessarily engaged with
other men in a movement of inquiry, did not control that move-
ment, it would be (and is) a violation of men’s humanity. Any
situation in which some men prevent others from engaging in
the process of inquiry is one of violence. The means used are not
important;to alienate men from their own decision-making is te
change theminto objects.

This movement of inquiry must be directed towards humani-
zation -~ man’s historical vocation. The pursuit of fuli humanity,
however, cannot be carried out in isolation or individualism,
but only in fellowship and solidarity; therefore it cannot unfold
in the antagonistic rclations between oppressors and oppressed.
No one can be authentically human while he prevents others
from being so. The attempt 70 be more human, individualisti-
cally, leads to having more, egotistically : a form of dehumaniza-
tion. Not that it is not fundamental o have in order 10 he
human, Precisely because it 7y necessary, some men's having
raust not be allowed to constitute an obstacle to others™ having,
1o consolidatc the power of the former to crush the laticr.

Problem-posing cducation, as a humanist and liberating
praxis, posits as fundamental that men subjected to domination
must fight for their emancipation. To that end, it enableg
teachers and students (o become subjects of the cducations!

process by _overcoming authoritarianism and an alicnuting

intellectualism; it also cnables men to overcome their false
pereeption of reality. The world - no longer something to be
described with deceptive words - becomes the objeet of that
transforming action b); men which results in their humanization

Problem-posing education does not and cannot scerve the

‘

interests of the crnressor. No oppressive order could permit the
oppressed 1o by to grestion: Why? While only a revolu-
tionary society cur carry out this education in systematic terms,
the revolutionary leaders niced not take full power before they
can empioy the

method. In the revolutionary process, the
leaders cannot . :lize the hanking method as an interim measure,
justified on grovds of expediency, with the intention of larer
cwsinely revolutionary fashion. They must be
thatisto say, dialogical - from the outset.

behaving in &
revolutionary
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B In ten years time I may have forgotten the content but I will remember the approach. i

This section is directed mainly towards trainers. The section sets out four approaches
P . . - . - - ™|

to training and learning, with their characteristics and their advantages and disadvan-

tages. The purpose is to provide an overall perspecdve for people who have training

responsibilides, and a rationale for the expericnce-based approach ot this maniunl.

‘ . o } o e
Course rrainers may want to offer the material to course members also. It members
become fanuliar with the ;vppruuchc.s and their characterisucs it will el ;;-g:“;i;guit. g 160

their experience of thelr own course, and will increuse their understanding of 1ts
B If the topic is offered to course members, it is best dealt with after three or four WEEKS,

by which time members will be able to relate it to their own experience of the course. =
The information and ideas can be conveyed through a short presentation: do not give 2
continuous lecture (see page |58). i

The short questionnaire Our Ideas about Training (page 163) can be used to open up the
topic beforehand. The questionnaire is light-hearted in style, but it will help members to 4
clarify and question some of their assumptions about training and the role of the trainer.

When we consider the education and training of adults as development workers, we can 54
identify four different approaches, each with advantages and disadvantages. [The four &
approaches can be illustrated with a simple diagram which has two axes.'
The first axis has Theory as one extreme and Practice as the other. The second axis has
Content as one extreme and Process as the other? The two axes produce four
quadrants each representing an approach to training, Please refer to the diagram on the

eX o |
next page. i

Academic

In the first quadrant which lies between Content and Theory, the ﬂpprOﬁiLh can be;
described as ‘academic’. The main tool here is ‘teaching’. The purpose of}academic
teaching is to convey information and to pass on theoretical understanding. The
characteristic method is the lecture, supported by individual reading and the ?\vriting; of 4

I. Afier Rolf P. Lynton and Udai Pareek, Training for Development, Taraporevala, Bombay, page 40 ff. |
2. In training ‘the content’ refers to the substance, the task, the topic or the subject When we observe what a group & ;{‘

working at, or listen to what a group is discussing, we are focussing on the content When we observe holw the group is 48
working or discussing, we are focussing on ‘the process’. ‘ = :

;
g

i 3

A‘,

| ]
P

&
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6.1 Approaches to Training

5. The goals are contined in  syllabus or curriculum. Appraisal is by means of
inations, usvally written and competitive. The principal roles are lecturer or
her, and student or pupil.

pronch assumes that education is an intellectual process ov acquiring knowledge.
is 10 be passed from those who know’ (the teachers) to those who don’t

who are ‘ignorant’. A further assumption is that when students acquire

cn able o transform it into effective action in the ‘real world’.

sedeedores #¥amay o m s
“""‘a"’ lv.»'\‘ Are g

T I | S I
AN ol
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and importance to

Content
ACTADFMIC ACTMVTY
- . giving attention
and importance
to Theory to Practice
|LABORATORY ACTION-REFLECTION

giving attention
and importance to
Process

- The formal education systems, with their schools and universities, fall in this quadrant.
- These systems are usually individualistic and competitive. Authority and responsibility
. for the learning process and for appraisal lies mainly with the teachers and lecturers,
- The approach is attractive to teachers and lecturers because it ensures they have higher
¢ status.) Furthermore, the process of teaching is predictable, and normally remains
- within the teachers’ control.

- The approach is useful for disseminating information and strengthening theoretical
 thinking. But on its own it may not lead to better professional” practice or more
effective development work. Too many practising workers attend academic courses,
listen to lectures, acquire a lot of information, pass’ exams, and gain qualifications —
aed then carry on working as before, without any improvement in effectiveness or in
ine quality of their work. The links between academic learning and practice are weak.
Pracutioners need an approach to training which emphasizes change in practice.

re are parallels in development work: the worker who 'knows', the ‘villagers’ who do not know, and tha top-down
2y communication,
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The principal academic method, the lecture, is also inefficient. If a lecture goes on,
without a break, for more than 20 minutes (as most do) it is said that students carry

away only 40% of what they have heard and half of that has been forgotten one week
later. Confucius s supposed to have said, “What we hear, we forget”’

Activity

P R VI 4 B AL 9 7t Yoo, i B R A /58 e oot s 0 bampan "

The second quadrant lics between Content and Pracidce. This approach can be calld
‘activity’. Its purpose is (o teach and improve practical skills. This is the kind of learning
often found in traditional societies.

Those who have acquired skills from their elders in a previous generation ‘pass them
down’ to the next generation. An obvious example is children who learn adult roles and
skills from their parents and grandparents. Another is the young person learning a skill
or craft from an older practitioner who has the required expertise and experience.
Typical learning roles are the apprentice, the novice, the intern, and the disciple.
Teaching roles are the ‘master’, the demonstrator, the instructor, and the cxpert. The
methods include obscrvation, instruction, copying, and practice under supervision.
Training-on-the-job, field placements, coaching, secondment and counterparts are
refinements of such methods.

Confucius is supposed to have said, ‘What we see, we remember.’ The approach leads
to the learning of whatever skills, procedures and expertise have been expounded or

emonstrated, but it may not go further. It assumes that whatever apprentices have _
seen or been told will enable them to deal, not only with the regular demands of the 3 | b
job, but also with unfamiliar and unexpected challenges. But those who follow and rely 7
on regular and routine procedures may find they lack the theoretical understanding or
the insight to deal with situations outside their previous experience. And many of the
situations we encounter in development work will be outside our previous experience.
It has been said that practice without theory is blind.

\

Despite its limitations ‘activity’ is long established and widely recognized as the
simplest way to train the staff of organizations. Much of the training conducted by
voluntary development agencies and NGOs follows this approach. One advantage is

thatitis cheap. Another is that it does not require any specialized training facilities or
staff.

Many development workers have been inducted into their work through ‘reading the
files’, or ‘sitting with colleague X’, or ‘going on visits with Y2 of ‘seeing how Z does
the work’. Such induction may allow the newcomer to e the feel’” of the job and get
%tarted; but later he or she will be faced by new and greater demands, and may end up
by resorting to trial and error methods and repeating the past mistakes of others.
Some training courses combine the academic with acuvity, so that the two ;
4pproachcs then complement and inform each other, :
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- third approach emphasizes Process and Theory, and is known as ‘labortory

ining. This is represeated in the third quadrant of the diagram.

i Laboratory
LR 1 o e 4 403 gy Mot 5 Pl AT A S e RN FITRRE AN VRS
. " The name laboratory is used because there are parallels with the working of a scientific

Sharatory. One arallel is the experimental natare of what takes place. Individuals or
_eroups try things out and obscrve what happens. For example, tney may take new

3

ks, cxpress hidden feelings, practise new roles, experiment with new behaviour, and

wmiere Sy ther are reladng to others and how othere nerceize raem. Another

soadiel wiel 4 bboratory is the separation ot the work trom the rest of the worid

Nrrention can tnen be concentrat

1 on the task or process under study, and what is

¢ selerant can be left ‘outside’. This makes it easier to focus en particuler frelors,

" trace their effects, and draw conclusions.
Another name which is sometimes used is ‘unstructured’.

- The approach is essentially person-centred and group-based. The task of the group is
10 ohscrve and study the way the group is functioning while this is actually happen-
ing. The task of the individual is to examine his or her own behaviour and personal
:ole within the group, and the impact that he/she is having on others, again while

~actuaily engaged with the group. Attention is therefore on the present moment. This
is often referred to as ‘working in the here and now’.

The teference points, and the data for study, come from within the group itself.
Outside forces, back home situations, and formal designations are all left ‘outside’ the
faboratory’. There is little or no external accountability. The learning is the concep-
wal understanding and insight which comes from this experience, together with
increased self-awarencss, improved sensitivity, and enhanced skills in relating to
others.

The role of the trainer, typically called a facilitator here, is to help members to focus
on the way the group is working, and on the issues facing the group. He/she also
helps individuals and the group to examine and understand experiences within the
group. The ‘methods’ include group dynamics, sensitivity training, personal growth
laboratory, T-groups, community change laboratory, and group relations conferences.
If the focus is mainly on the working of the group, rather than on individuals, then
the dynamics of participation, decision-making, leadership, power, authority and
conflict are all likely to be examined, along with other dimensions. These are all central
issues in any organizational or community setting, and development workers need, not
only to recognize them, but be able to work with them.

If the focus is mainly on individuals within the group then the members become more
wware of themselves and how they are perceived by others, understand more about
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also central’in development work.

The approach assumes that a person’s inner psychological realities are relevant o

! e g [ %) S 4% ~ elaas vyl Al salsmis g Q0 gl R R O Lol - T
lewrning and w0 their work 1n the outer world, Tr makes mos explicit the link beowveen

the assumptions, aspiratons, values, etc of the inner world, and the roles, decision-

making, leadershilp, ad acton of the outer world. It also agsimes thar people can
cicnce and Jearning iy the Tliboratoey’ ot mew Waps 6F Working

panslate their exp
when they return acme.

The learning has a deep and lasung quality, which is often personal to the lcarncer. The
individual who joins such a training group may be expected to disclose more ol
him/herself, and to receive more feedback, than in other approaches. Feelings arc
often exposed. The experience can be exciting and challenging; it may also have
disturbing and even painful moments. Some people say that if learning is to be effectve
it should disturb us!

Such training can be difficult to handle effectively, and requires trained facilitators.
Teachers and trainers who are used to a more conventional academic approach may
find this approach open-ended, unpredictable and complex.

“This kind of training is usually offered to those who want to increase their own
awareness and improve their own skills. It is particularly helpful in sitwadons and
professions where there are systemic disparities in power, such as community and
development work, social and youth work, prison and probation services, and manage-
ment. Many development workers who have experienced such training have gained
important insights and have greatly improved the quality of their work with others. It
is especially useful for those with responsibility for training.

Finally there is the quadrant which lies between Process and Action. Training here
consists mainly of providing course members with alternating opportunities for ‘action
and reflection’. They experience an action, and then they reflect on it. They work at a task
which is related to some aspect of development work, and then they think about the
process. What happened? How did it happen? Why did it happen? How is it relevant?
The approach is also referred to as experience-based or experiential. Learning arises
from the direct experience of the course member, but that experience has to be
analyzed. Simply doing something is not enough. We need to look at ourselves in the
process of doing it. Experience that is not analyzed and reflected upon is like food
we eat but which passes through our system undigested — it does us no good.

The basic tool for the approach is alternations which reinforce learning. Action is
followed by reflection, group events alrernate with individual work, personal involve-




6.1 Approachss 1. Training

ent aiernates with impersonal analysis and input. We move between the specific
d the general. We do something and then talk about it, and vice versa. We
generalize from practice to build up theory, and understand theory by putting it into
ractice.

2 methods such as simulation, role play and case studies, members encounter

roblems which are similar to those they encounter back home. They work on these
rcoliaboration with the other metiber

1
rria

S, Whose perspectives are more, or less, similar.

~thev analyze, elucidate, and undersrand the factors rhat underie rive experiences

thev have just had and the points of view with which thev anprenched {5(e e

take up suppotting and interactive roles as much as leading roles. They
sibrcome organizers of learning opportunitics, facilitators, rezource peopie, observer

s
¢ purticipants, Trainces and course members take much of the responsibility for
heir own learning. This approach encourages members to mobilize their own experi-
Lnceand resources, and they learn much from each other. The emphasis is on sharing
perceptions and 1nsights. The learning process is co-operative.

The approach assumes that training and learning embrace rﬁany aspects of the person
— attitudes, assumptions, feclings, values, motivation, behaviour, creativity — as well
as .L:no\vlcdge and skills. Leatning is more than intellecrual, it is wholistic. ‘Education
is not for knowing more, but for behaving differently.”

This strategy does not lead to improvements limited to a specific job or situation but
z to widening and decpening the participants’ competence to understand and deal

with many situations. What to think is taken to be a less potent learning than how L
to thinl.$

The learning from this approach is often deep. Confucius is supposed to have said,

‘What we do, we know.’ Research suggests that we remember 80—90% of what we
discover and do for ourselves.

: The outcomes of such training, when successful, include greater effectiveness jn
communicating and working with others; greater awareness of process; greater
s : understanding of individual, group and oOrganisational roles and relationships;
-_ i . greater sensitivity to the needs of others; greater sclf-confidence; more listening and

less ‘telling’; a greater undcrsmnding of power, conflict, and change; a clearer insight
) into the dynamics of autonomy and participation; and an increased commitment to

participation. Such outcomes are democratic, developmental, and — to some —
subversive,?

1. 4. Lynton and Pareck. page 45.

. 5. Attributed to John Ruskin, British educationist and writer.
i 6 Lynton and Pareek, page 45,

7. john Staley, ‘Participation Training or Training in Participation?” The Rural Extension Bulletin, Number 6. pages |3—|5.
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In conclusion; and perhaps needless to add, approaches to training cannot be separated
into quadrants as neatly as the diagram suggests. Most courses include elements from

more than one approach. The DSC itself was a combination of the academic with
action-reflection.

Tt is the events and methods which contributed to the action-reflection approach that
1
are included in this manual,

> ..the action and reflection method has emphasised our own Jeelings, beligfs, opinions, strengths
and weaknesses. This method increases creatwity and self-confidence. It addresses
beng,..

hiot seibiale dis 5
f Lu/u)u; it

P Not a day has passed without some exercise, simulation, role Play, case study or visit, Jollowed of
course by reflection and sharing. Yes, by now we all reflect in our slecp. ¥ expressed his preference for
this bype of training. I too think it is an excellent method. But I have done these activities in other
courses with little or no success. I realise the importance of preparation, and I would say that the
reason this process has been such a success is that our tutors have brepared and developed the course...

B ...we’ve been challenged and questioned, sculpted and directed, we’ve })lanne(l and presented, talked
and persuaded...,

b ..the varied training methods make each day different and interesting.

B ...the day has been a real cocktail

b Some days it is just oo much, with all this group work.

3




—‘ Questionnaire: Our Ideas about Training
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indicate which statement in each pair (a or b) fits better with your own
ideas about training.

al ) The main focus of training should be the job which has to be done.
b ) The main focus of training should be the person who ras to do the jcb.

X ) It is most important that a trainer should understand the subject
" and its applications.
) It is most irpertant that a trainer shiould understand the courss

members and their situations.

af ) One of the trainer’s tasks is to ‘cover’ the topics ar d issues
which are to be studied.

X ) One of the trainer’s tasks is to ‘uncover’ the course members'
expericnee of the topics and issues which are to b stidied.

af ) One of the trainer's tasks is to provide answers which course
members can apply to their own situations.

b( ) One of the trainer’s tasks is to raise questions which course
members can apply to their own situations.

af ) An outcome of training should be that course members do
more things right

b( ) An outcome of training should be hal course members do moreg
right things.

Discuss your choices in groups of three or four.

Adapted in part from ‘Approaches to Training’ in Management Self-Development:
A Practical Guide for Managers and Trainers, MSC, pages 314—316
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Fhe Learning Moclel

i

Present the foliowing simple model of experience-based leamning. it shows the learning
focess as a continuing spiral in six stages. ”
1
1
ACTION : REFLECTION
1
1. Action i
# doing: ‘What did we do? I
4 the experience: "What Rappencd?’ : l
# the implementation: ‘How did we do 17
% may refer to events in the cource. o ovents Back home
2. Describing the experience
® reviewingwhat, >c: talking about the 3
' experience; ; ? !
; 8. Further action ® sharing with each ‘of] §
o @ identifying feelings; , i
® "How was | involved? VWhat did | sa i
‘What did others say/do/fosl 5 ‘
‘What did you experience? o
9. Doing differently ‘Who did what?' _‘
' ‘ 3. Analyzing the' ce

# analysing what happehe

& further implementation; trying something new;
' ‘happened;

1
i
]
1
1
1
1
]
]
I
1
1
1
i
1
1
I
1
]
1
1
]
1
1
1 Lt L7 \
& doing better: improved effectiveness: : ® understanding how it
s ;
]
1
]
]
!
1
1
1
]
1
]
1
]
1
i
1
1
1
1]
]
!
1
|}
!

® further action .. and further reflection ... making sense of it;
Lo - : e @ thinking critically; as
‘Why did it happen ik th.
‘How were decisionS-'maJ
‘Who had power?' :
‘How do we undef: _

4. Identifying learning o

® clarifying understanding; reach; Jodt ml@swns;:‘ i
® InCreasing our awareness:
® new perceptions and
- ®'What copx

all we move on?
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Introducing the Methodology

M-&m&m&z«mmﬁ&m@ = o~ 5 Sgee s Wmmxm

> ...this course does not focus on lecturing theoretical knowiedge to individual students, but is based on
- r
tne whole group learming as one body ...

|

7 L have the responsibility for learning. Nobody can learn on behalf of me. ;

With an experience-based methodology the learning grows out of a cycle of action and

reflecrion. The best way of understanding this is to experience and reflect upon ir,

rather than to hear someone talk about it.

Nouciheless a short briefing, as a part of the sencra introducdon on the firs day of
the course, is helpful to members. It will sausfy those who already have an interest in
training and want to know what methodology will be used. 1t will alsc alert ox‘r}crs,
who may be familiar only with academic and formal study methods, that experience-

based learning is different, and that it may seem strange and even uncomfortable at
first. '

Additional material follows in More about the Methodology (page 122), and can be
used to continue the bricfing a day or two later. Links can be made with ol{her

introductory work such as The Course Diary (page 72) and Why Have We Come?
Sharing Expectations (page 77).

Introducing the Topic

f
;
|
;
|

wwmnnmmwnmnuu:mmmmmnmnummmmmmumnmummmmmmmmmnnunmz nmnmlmmxxwluuwwmmmwummfmm

Give an introduction to the topic based on the points which follow. This should ?not
take more than 20 minutes. |

|
Training and Development ‘ !

® Development itself is often thought of as a process of learning. There are strj'mg
parallels and similarities between the process of development among people in a

community and the process of learning among the members of an experience-based
training course, such as this. |

® Much that applies to groups and communities generally applies to this training

group. Many of the issues and forces which we will experience in this group are
similar to the issues and forces which operate in any other group anywhere in the
world. This includes members’ own organizations and communities back home;

® Examples are communication, participation, gender relations, decision-making ;ind

leadership. These issues will become central to the life of this group as members
begin to work together. The same issues are central in all development work. |
|
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¢ When these issues and forces emerge during our work together in this course, we
can use them as raw material for analysis, reflection and lcamjng, and can then apply
that learning in other situations.

The Course Members
e ETHDENS

@ The ]caming needs of members of a course such as this are to increase their

¢ Members know what they want to learn. This course should be guided more by theix
needs, and by the trainers’ perceptions, than by any pre-set syllabus;

¢ The members are adults who are used (o runuing their own lives and taking respon-
sibility for themselves, They are expected 10 take responsibility for their own
learning. Self-reliance is a component of experience-based learning and of the
development process.

Learning
niiontiol; ]

® Itis often assumed that learning is about information and knowledge only. An
experience-based course s also about skills, attitudes, values, behaviour and action,
We are less concerned with what we know, and more concerned with what we do,
and how and why we do i.

® The most important resource or tool each of us has in our development work is our
own self. To ‘work more effectively we need to understand ourselves better. We
need to understand our own values, motivation, behaviour, the way we play our
roles, and the impact we have on other people.

e If we are to become more effective in our roles, more skilled and sensitive in
working with others, and more competent in making decisions and contributing
leadership, we need 1o develop ourselves. Some trainers say that, unless we
ourselves are developing and changing, we shall not be able to encourage develop-
ment and change among other people.

® Development is about change. As professional development workers we expect

learn this skill, to adopt that attitude — by what about us? Are we willing to
change? If not, have we any right to expect others to change? Can we understand
change and its difficulties unless we experience it in ourselves?

® ‘Education is not for knowing more, but for behaving differently.” If we attend 2

o

I. Attributed 1o John Ruskin, British educationist and writer.
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Build up the diagram on the board, using the headings and starting v/ith |, Act
“Ct contributions from the group, adding in examples and questions at cach stey
el Alter explaning the miodel, continue with the points beiow,

The process summiarized in the model is sometimes called Learning from Dol
‘The process is a continuing alternadon of Acton and Reflection. i
I novmal life we often take action without reflecting on it atterwards. This is Jike

Food which we eat but which we do not digest. The food pusses througsh our system

witchout ziving us any benefit. Action must he refleceed upem it e s o resull

W rec Lohiallog WPl 1y be repeated over and OV agalin. Wheiwe

hicar someons who savs, T have 20 years” expenence” we may Dol ik

AT A G 7 E S SR Pt Bon % Neperadd 1Y oS, 1 ¢ i iy
v seuon, by means ol rebection, that leads w feurning, change, uprovcient -—

and development.

During the course we shall constantly reflect on action, whether the action is
something that happened in our work back home, or an experience which we share
together in the course, or events elsewhere that someone has described in 2 case
study. The Course Diary fits into this methodology as a reflection on the previous
day’s action.

Reflection is a different process from evaluaton. The difference will be further
explaned (see More About the Methodology, page 122).

The Variety of Methods '

S

Hyrams e

Conclude by referring to the methods themselves.?

The principal methods of expenence-based learning are discussions, group-work,
exercises, simulations, role plays, case studics, visual materials, and field visits. Many

ot these methods are active, and they are often fun. |

Individual styles of learning vary, and so some members will like one kind of
method and some will like another. ‘
The variety of methods allows for alternating opportunities in the training :imd
learning process. For example, they make it possible to- switch berween individual
work and group work, between small groups and large groups, between invo’lvc-
ment and withdrawal, between doing and thinking. Such alternations are part ofithe
methodology. ;
The trainers will change their roles according to the method. A trainer may giye a
leclure, manage an exercise, chair a discussion, and participate in a role play, nil 1
the same day. Members who expect statf only to lecture may be surprised by this.

R VIR NTR A

2. Members may be more familiar with the methods of formal education, such as lectures, reading, writing assignments and
i

so on. These are not dealt with here,

{
i
1
i
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The Individual in the Group
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As o course unfolds individual course members often become increasingly aware of the »
roles they are playing within the course group. This section introduces a simple model
which can help individuals o think about their roles (and sub-roles) and about how
they are behaving.! The model is applicable in informal groups, such as training groups*
It may not be so relevant in more structured groups.

The model is intended as an aid to self observaton. It can be used tor sell-evaluanon,
but it should not be used to evaluate the performance of others.

It may be incoduced during the carly weeks of a course: half a session may be enough
for this. The model can then be referred to during reflection upon course events.

Objectives
» to provide course members with a simple model of individual functioning in a

group, within which they can identify their own behaviour and role or sub-role;

o to help members 1o observe how their own role or sub-role in the group may
change from ume to ume, and to reflect on the reasons for thag

e to encourage members to try to change the role or sub-role they are playing it
they wish to do so.

Introducing the Model

M Introduce the idea of the roles we play in groups and other settings. Point out to
members that while on the course they are all in the role of course member, but that
the way each of them plays that role varies from one individual to another. Furthermore
the same individual may play that role in different ways at different times.

Distribute the handout, and refer to the five 'levels'. Each level can be thought of as a
sub-role within the role of course member. Point out how each of us tends to have a
sub-role we are comfortable with, and to function in a group at that level. Point out also -
that sometimes we switch from one level to another. For example, any of us may
become a detractor if we feel hurt or offended, or if our needs are nol being
recognized.

If we want to develop leadership in ourselves, we can aim to function at progressively
higher levels, although it may be unrealistic to attempt to move too far or too fast.

)

i

;|

i

I. After a model contributed by JM. Fuster. 'y
o

2. See Functional Leadership page 418.
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5.7 The Indiwiiual in the Group

ing changes in our behaviour, even to move from one sut-role to the next,

«zain that the model is offered as a way for members to think about their own sub-role
beaviour. !t is not intended to be a tool for evaluating the behaviour of others.

Lol mambare to identify their own usual sub-role or level, and te think of speaiic
;mpes and cccasions during the course whicn have demonstrated this. 1 hen ask them
sir thouglils in groups of three or four, and to consider the quastions in the

“Fefer sack 1o (he mode!l whanever it may be useful in later discussions about roies and

SN rouDs.

B Guidelines: The Individual in the Group

‘Below are five ways in which individual members may behave in the group.
{These can also be understood as sub-roles or 'levels' of functioning.

iif"l eader (this literally means to go in front and show the way ahead)

e

attends end responds to others, and is involved
> seeks clerification of what is not clear
.- contributes his/ner own learning, insights, concerns, feelings, etc
- draws attention to the group's concerns, problems and needs
akes initiatives to help the group to solve its problems and meet its needs
lCon‘z.ri‘L utor (this literally means to put in, or give for a shared purpose)
- attends to what is happening in the group, and is involved |

- seeks clarification of what is not clear

contributes his/her own learning, insights, concerns, feelings, etc.
aws attention to concerns of the group, and voices its problems and needs

s

Participant (this literally means to take a part in, or to have a share in)

- attends to, and takes part in, whatever is happening in the group, but does not

take any initiatives
- respcnds to others and reacts to the issues, but only when he/she is asked or

invited to do so
- does not contribute to the group on his/her own account |
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On-looker (this literally means to watch what is happening, to be a spectator)

- attends to what is happening, but is not actively involved
- often makes postive comments, but makes them aside to his/her neighbour, so
that the group as a whole does not benefit from them

¥

Detractor (this literally means to take out, or take away from)

- often does not attend to what is happening in the group or to what others are
saying

- makes complaints, and sometimes destructive criticisms, but does this outside
the group, so that the group as a whole is not aware of them

Which of these sub-roles do you think you play most of the time? Think of
occasions in the coursa which demonstrate the sub-role you usually play.

Which sub-roles do you also play occasionally”? What causes the change? Why do
you sometimes switch ‘levels'?

After reflecting on your own, discuss your thoughts in small groups of three or four.
Check with the other members whether they perceive your sub-role in the same
way.

Ask yourself whether you play similar sub-roles in other groups, and in your work
back home? Are you satisfied with your usual sub-role?

John Staley, Enticing the Learning. Trainers in Development, University of Birmingham,
pages 149—150 (After ].M. Fuster) :

By 150
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Questicnaire: Do Wa |

EE O & e B s e s L N T B RGN Seheh e WAIATHRLN | i Y B R T R i T f T TR ol ST 5 o aa ki Sl S AT .
Fefiest on rF e folto‘vzm statements and indicate in crie of the twe ) Boxoe wiether

yLl agree or disagree with thern.

o N NSNS
LA LEIENTS /L'\‘Jl(:‘-A DL; O Isls
R i N o s s A A A At S A B e L= e
LISt WG s fibo Oreat WNGL W do a”y‘v‘vﬂy.
N . . . " ORI ! 1
fo GO NOL Nsed 1o TNk about it | ]
GG InUNIcCaLCH XBELSNG He

5 hore important than listening [

3. Listening is an autornatic process; it doesn’t
need our attention or any special effort U]

I

itis important that we give other people
a chanca to speak; it docen't matter whether
Wwa undsrsiand them

L]

Understanding the other person means
agreeing with him or her ]

o

. The person who listens with understanding runs
a risk of being changed himself/herself ]

b

We can understand another person well,
even if we don't understand his or her feelings ]

o0

If I am aware of my own feelings it will help
my communication with others []

e~

). Our natural tendency to evaluate helps us to
listen more effectively ' []

10. It is more difficult to listen when the subject
is unfamiliar ]
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L
Agree  Disagree

1o A

. 1. tend to hear things which support our
+own opinions, and not to hear things which

5 i
sontradict them j D

12,1 is more difficult to listen to people whose
“alies are opposed to our own [] ]

15,1t s easier to listen to those in authority
i o Iisten o those who

Avay Ve (el fan' i
o 'subordinates i

n
[

s e

£ 14, Understanding about another person is more
important for effective communication than
amy understanding with that person [] (]

5. 1 can listen better to the people | work with
i vve have shared our expectations of

each other . L] ]

. An effective listener pays attention to what
2 person is saying and to what he or sha is

not saying ' ] []

. Effective listening includes ‘listening’ with :

ihe eyes D D ‘

. Some things can only be said with the help

of the listener D D

. The best way to show that you are
fetening to ancther person is to keep

interrupting . [] , L
20. Silence does not communicate ] (]

|

Adapted trom E.H. McGrath, Basic Leadership Skills, XILLRI, Jamshedput, pages -

135 .
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I the dulerirr ewaluaiion <0 is interesting to {isten to course members’ opinions and suggestions, not
anly about development as a subject, but also as a course: its structure, methods, ctc. It was usefiil

Hondhec: for bath tutors and conrse particihents,

[he evaluaton and monitoring of participatory training happens at three levels.

Semare Performance

{ Ultimately training must be judged by the future performaace and effectiveness of the
- people who receive training, This can be tested only after they have returned to their
P work, and perhaps only some time later.

- Continuous Monitoring

% second level is monitoring of the learning within the course itself. Ideally this is
happening all the time. The trainers follow the process and interactions, they observe
the climate in the group and the roles members are playing, and they listen to feedback
from the course diary and other events. For an experienced trainer this process —
which is partly internal and partly discussed with colleagres — becomes automatic. The
result is continuous adjustment to an always-changing situation. Flexibility in role,
irerative planning, an evolving timetable, and a repertoire of alternative inputs and
cveats make such adjustment possible.

Periodic Evaluation

The third level involves more deliberate and more explicit evaluations of progress.
Both trainers and members are formally involved, and the tesults are used, both by the
teainers who have organized the course, and by the members who share responsibility
for it. Most courses include an evaluation at the end, by which time it is too late to
change that particular course. If an interim evaluation can be arranged eatly in a course,
the results can be used immediately.

Obvious items to be evaluated include the extent of progress towards the objectives,
the levels of satisfaction, the usefulness of particular sessions and events, the effective-
ness of methods, how far expectations are being met, how much the learning is relevant
to members’ work back home, and practical arrangements.

It is more difficult to evaluate the role and work of individuals, both members and
trainers, In a participatory methodology, members share responsibility for the course.

o - 243




Each has a contribution to make to the life and learning of the group, and cach is in
charge of his or her own participation, role and learning. So any course evaluaton
should at least invite members to reflect on themselves, and on their role, commitment,

|
contribution and learning. Widening the evaluation in this way reminds members that

progress and satisfaction do not depend only on the trainers. ‘

Trainers may have to decide how far they are willing to submir their own pcrforman;cc
for examinarion hy the course members. To do this they need confidence in themselvies
and trust in the judgement of members. The principle here is that we should not expeéct
others ro change nnless we ourselves are willing to change. "L'tuners need tecdbacl for
their own growth and change, even if this is sometmes painful. The more they are
willing to receive it, the more evaluation serves as a model for participatory cmluauon
in development work.

The course group, as a whole, also shares in the responsibility. So there should Ee
questions about the process in the course group, the growth of the group, the thlli\;tﬁ,
the levels of participation, the observance of norms, and any current difficultes. The
responses to such questons are necessary before the members can even consider
whether they want to change the way their group is functioning. This also has parallicls

in development work.

One way of finding a balance between encouraging openncss and retaining sofne
control is for the trainers to draft an evaluation questionnaire and distribute it to edch
member for a written response.

Members should be told that the results will be shared in the course group, and that
they will be expected to take responsibility for what they write. The principle here is to
keep responsibility close to the members, and not allow them to blame others dnd
‘walk away’. They should be ready to support and justify their opinions, and should
have suggestions for improvement. A written evaluation is also an opportunity for
members to practise giving feedback in writing. :

When trainers use a questionnaire it becomes their responsibility to see that the
responses are collected, collated and reported back. Yet another principle of develop- i
ment work is relevant here, which is that data should not be taken away from a,
community to be used elsewhere, but should remain available to the community for its v

own purposes. If members find that the reporting back is complete and frank, they {vﬂl
gain trust in the trainers.

When trainers report back on the responses to a question it does not mean that mdmd
ual members are exposed. ‘Three people wrote that the session on underdevelopmﬂem

I. Another. possibility is that course members are given the task, partly to evaluate the course and partly to o] tain
experience in evaluation.

Al S e 3 g
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6.8 How Are We Doing? Widering Evaluaton

o
i
£
4

as disappointing’ allows those individuals to take responsibilicy and explain their view
frther; but it also allows them to remain silent. Nonetheless, it is difficult to maintain
‘waconymity in a course group, even i€ this is desirable.
Members can be asked to discuss their responses to certain questions in small groups,
“nd then to share conclusions or tecommendations in the whole group. Questions
which produce ditfuse responses can be dealr with in this way.
However the repocting back is done. members find it is helpful to to see how their own
P

peicepdons and feclings

iions match others in the group. They may discover that the

roSpPONSEs and pe

are more widely shared than they expected.

Members” opinions about levels of progress, achievement, satisfaction, etc can be
graded on a scale. If the course group is large they can also be scored. A scale with an
even number of points — perhaps four or six — forces members at least to.choose
above or below the mid-point. When a scale has three or five points, too many
members may choose the mid-point.

Scores can be transformed into averages and percentages, but trainers should be
cautious about this. The numbers in most courses are small, and small samples do not
SuppOrt averages Ot percentages. It is more useful to report actual scores.

The information and opinions which emerge from an interim evaluation may lead to
changes, so the sooner it can be done the better. On the other hand members must

“be given enough course time to adjust to the methodology and to form their views
clearly. An interim evaluation may be conducted at the end of three weeks in a three
month course.

Some useful interim evaluation questions ate:

o ‘How has your understanding of development (or other topic) changed
since the beginning of the course?”

& ‘What have you learned about yourself which you did not know -
before the beginning of the course?’
» ‘How do you assess the progress the group has made so fatr towards
achieving its objectives in the course —
disnppointing/adcquate/good/vcry good?’

2

‘How do vou see your own contribution in assisting the grou
Y
to achieve its objectives?’

e ‘Do you think that the course group has any difficulties at present? If so,
what are they, and what do you think can be done about them?’

o ‘Reflecting on your experience of the course so far, what has been —
more useful/less useful/frustrating or disappointing?’

o ‘How do you see your learning in the course as being relevant
to your own work?’

o ‘Can you make any suggestions to the trainers about their role/s which
will help them to increase the learning?” ‘

S o 245
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Ind of Course Evaluation
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By the end ot a course the attention of members begins to move towards departare
and back home. The amount of ume and energy which they are able to give to evalua-
ton may be limited. Yet there will be opinions and feclings about the course which
they need to express, individually or collectively, and they will want 2 considered
reaction from the trainers. They may also want to know the trainers’ assessment of

their group.

Lo 15 stariedd o SR S B o7

Lr, after o three month course, the concluding eyt 1
the final week, there should be dme for responses to be collected, collated und
reported back by the middie of the week. If this can be done a day or two before the
members depart, there is stll time for reflection and discussion of the outcome within
the course group, and still ime for members to make recommendations for the future.

11 wwas follseed by discussion of resulls of the evaluation. There are lwo things I appreciate about
this activity. First, we had it in the middle of the term, and secondly Jor discussing its resulls. Often,
in my expertence, celuations are done at the end of the activities, which do not give opportunity
anymore o discuss the results, nor the chance for changes for learmng (o the fullest extent. In general,
the result of our interim evaluation is very good and [ believe we all deserve congratulations from
ourselves.

Y The aflernoon session touched a lot of raw nerves. This was the interim evaluation session. The
power of tutors, linguistic imperialism, domination in sessions, the validily of course actwities, the way
we challenge or fail lo challenge cach other, were all touched on with some passion. At times I felt
uneasy — was I suddenly aware that we had shifled quadrant, from low challenge and high support
to high challenge and low support? On reflection the criticisms of the course seemed balanced — some
felt the tutors were gwing loo many Jfacts and answers, others wanted more ... There were serious 155ues
raised, things all of us have to be aware of. For that alone this difficult session was worthwhile. As I
said, ‘We all lose when anyone Jeels unable to contribule. g

Y [ suggest that 1t would be more @ propriate if we ourselves Bt the evaluation questionnaire and
method nex! time, so it becomes our own evaluation and a learming process L0o.
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John Staley

PEOPLE IN DEVELOPMENT

A Trainer’s Manual for Groups

SEARCH

PART 7 LOOKING INWARDS:
THE INDIVID AL

7.7 values*

The objectives are

a) Lo introduce the corncept of vaiues

b) to help trainees uncers wrd the mle of values in their personal
fives, and in groups, <oonmnunitics and society

c) to help them to identit, “he r own v zlues and to assess the depth
and significance of thewe values

d) to demonstrate that wi i t
personal and cuitural « lues

e) to examine the wuif bo o eer what 15 said and what is done, i.e.
between the values t. © are claimed and the values that are
‘practised and lived’

We touch on values at se. izl points in the orientation and other
courses. A value has been den o 3 as an cnduring belief that a particular
kind of conduct (e.g. honest, h+h or erd-state of existence (e.g. secur-

ity, salvation) is personally o1 - < ially preicrable to the opposite or con-
verse. Another way of desciil, 1o vziues 1s to say that the kind of future
which  person tries to brin . ouswill Alepend primarily upon his per-
sonal values. Such an und=. s ©.d'ing of values puts them at the very

centre of development woil Lnd social change.

Atthe more personal leve! we =an al<o say that values serve as stan-
dards to guide our own canduct, or to cvaluate, praise or blame our-
selves and others. They are Laked with our self-esteem, and to the
meaning we find in our lives.

Values have élréa<1>3 becr tcuched upon in some of the exercises
described earlier (see section 3.2, The following exercises are directed
more specifically to the topic of values. We use some of these exer-
tises during the first week or =0 of the Orientation, mainly to illustrate
the concept of values and t« encourage reflection.

* The first part of this sectior *+ based 'on inputs by Henry Nunn

= group the members hold different
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Ten Things that | Like to Do

. Trainees are asked to write indivicually a list of ten ‘things’ that they
like to do. The trainer can give some examples, e.g. reading, movies,
playing with children, learning new skills.

When the lists are written the trainer-asks the trainees to write
down against each thing when they last did it, e.g. yesterday, last
Sunday, two months ago, the year beore last. The trainer then asks the
trainees to write cown whether each of the things is done alone, or to-
gether with other peopie (or either ¢ both). Next the trainees should
write down whether each of the things costs more or less thari Rs. 10.

Next the trainees should indicate which of the things their fathers
and/or mothers co or did. Were the trainees doing each of the things
two years ago? Do they expecrt to be doing them still in five years’
time ? Finally, of the tenthings, which three do they enjoy doing most,
in order of rank?

After all these questions have been answered, the trainer asks the
trainees to sit in peirs and.share the answers with their partner. They
shouid also reflect on their answers individually.

The trainer may poirt out thet answers to the question, “When did
you last do each cf the things listed 2 may help trainees to see whether
the things are really important to then:. If a trainee says he enjoys walk-
ing, but last went for a walk six months ago, it suggests that he does not
enjoy walking that much!

The answers to the quéstion, “Togzther or alone " may also tell trai-
nees something asout themselves. Are all the answers the same? Or is
there a balance ? Many, perhaps most, of the things we enjoy doing do
not cost much. Is that frue of the trainees’ lists too? Were trainees
doing the thing two years ago? Do they expect to be doing it in five
years’ time? Are trainees changing thzir interests? Does this represent
any change in values?

Finally the trairer asks if trainees can see any link between ary or all
of the ten things and their personal values, The ten things represent
behaviour; and behaviour expresses values. Indeed values must be
shown repeatedlv in behaviour, otherwise they are probably not

values. So ‘the things we like ta do’ is one expression of our values.

Ranking Values .
Another exerc se is to list a number of values, and to ask trainees to

s
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write dovn which five valuos out of the [ist are mostimportant to them
persona ly. They can also oe asked to give evidence of how these
values are reflected in important decisions in their lives. This can be
given asen overnight assignment, and the answers shared in the group.
Some velues which may be lisicd are: open-mindedness, competence,
cheerfulness, family, imaginaion, cleanliness, courage, forgiveness,
helpfulness, ‘name and fan¥, daring, independence, conformity, love,
duty, tadition, politeness, sclf-control, rationality, responsibility,
obedience, honesty.

A variation of this is to gve trainees a list of possible priorities for an
individua in his life. The trainecs are then asked to choose four or five
which a-e the most impor:unt to them personally, and then to rank
these four or five in order. [his can be done as an overnight assign-
ment, and the choices arid rankings shared and discussed in small
groups. T-ainees can then b imked to reflect on how their choices and
rankings are related to their v.:iues and to their attitudes towards deve-
fopment and development work. Some possible priorities are as
follows:

a) sodial recognition, fame

b) prosperity, economic « omfort

¢) security— of jols, for tumily, etc.

d) love, affection, deep: inendship

e) moksna (salvation)

f) freedom, independence, free choice

g to oarticipate i building a more human world order

h) involvement in a meaningful cause or movement

i) pleasure, an enjoyable comfortable life

j) an adventurous, exciting life
k) a position of influerice over events and people
I) work with the under-pirivileged or handicapped
Where Do My Values Come From?

We rray also ask trainces to think about their parents’ and family’s

values; znd also the values o1 others who influenced them, of teachers, ™™

of friends, and so on. Ther we ask trainees to make a summary in the
form of a diagram. This is ©0 show from whom they think they have
acquired their own values :

The diagram may follow the layout o figure v. The trainee makes a

be

4
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Figure v. Where My Values Come From

My father's values My mother’s values

My own values

My relatives’ values My teachers’ values

|

My friends’ values Other people’s

values

_brief list of the most important values held by the persons mentioned
in the outer ring. He then indicates which of those values have been
‘passed on’ to him, and from whom. ) i

After listing values in the diagram and considering where his own
values have come from, the trainee is invited to choose which of his
own values he would like to hold on to, and which he would like to
discard. The point can be made that the more we realize how others
have influenced us, the more we can think of changing ourselves.

The Story of Maya

The trainer starts by asking the trainees to sit in small groups of five

or six. He then tells them the following story, saying that afterwards
they- will discuss it~ R oy '

- Once there was a girl called Maya., Maya was 19 years old and very
bgaqtiful. She was also very poor. She lived in a village on the bank of a
big river. Maya was engaged to be married to a young man called
Prakash. Prakash lived in another village on the opposite side of the

VALUES 123

river. The river was very widh and fast, and there were crocodiles in it.

One day Maya heard tha. Frakash was very ill, and might even die.
She became very anxious a:-out Prakash. She loved him very much,
and she wanted to gc and be with him if he was sick, and especially if
he might die.

So she went-down to the river, where there was a ferry-boat The
ferry-boat used to be rowcc Ly a ferry-man called Ram. When Maya
said she wanted to cross the rver Ram asked her for a fare of Rs. 10.
Maya said that she did not I'ave Rs. 1C, but that she would pay Ram
later. Ram refused. Then Mava plezced with him to take her because
Prakash was so ill, anc might die. Ram refused again. Then he said that
he would take Maya across, but or one condition— that she should
sleep with him first. '

Maya was very upset al.out ths, and went back to her village
wondering what to do. On (¢ way she met her cousin Anil, and she
told him what had happened. “That's nothing to do with me,” he
replied. “t's your protlem. Don't involve me in it. | don’t want to have
anything to do with it.” Then Anil went off leaving Maya disconsolate.

Maya didn't know what to co. She hated the idea of sleeping with
Ram, but she loved Prakash +: much and thought she might never se
him again. She had to get across that river somehow. So finally she
went back to Ram, and slept with F.m. Then he took her across the
river, and she rushed to Pra<ash’s house.

At Prakash’s house Maya nursed him and looked after him. Soon
Prakash felt better, and was :ut of canger of dying. After some time
Prakash asked Maya how she had cressed the river, and where she had
got the money. Then May.i tolc Prakash what had happened. Prakash
was furious. He shouted at Aty 3 anc abused her for having slept with
Ram. He told her he’d never marry he now and that she should get out
of his house for ever.

Maya went sadly cown . the fziry again. On the way she met a
neighbour called Krishna. Sh: told trishna everything that had hap-
pened. Krishna was very angry when e heard it, and he rushed straight

- o Prakastrshouse, pulled Prakashr oif his sick=bed;-and beat-him-up

very badly.

Having told the story, the “rainer asks, “which of these five charac-
ters —Maya, Prakash, Ram, Anil, Krishr a— do you think was the worst?”
He asks the trainees to work ir dividuclly at first, ranking the five chaiac-

TN
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124 LOOKING INWARDS: THE NOIVIDUAL

ters in order, from the worst to the best {o feast bad). Then they should
discuss the ranking in their small g-oups .11l 10 sce if they can come to
a consensus. After the discussion has continued for some time, the
trainer asks the small groups to report theu ranking, and he tabulates

these on the board

He then points out that different opinicns and different rankings
depend on the trainees’ own values. For some, family obligations may
be the most important value : for them Anil will be the worst of the five
characters. For others, non-violence may b the most important value :
for them Krishna will ke the worst For cthers, not using power to ex-
plcit people, or the virginity of brides, or lovalty to a loving partner may
seem more important. It may be useful in some groups, especially if the
level of dependency is high, to stress that there can be no ‘right’ or ab-
solute answer to the question, “Which 1. the worst character?”

The trainer may also ask trainees tc report on their discussion. “In
trying to reach a consensus did anyons give in to the majority view?
Does anyone feel his opinion was brushcd aside 2 How much confid-
ence do | have in my own judgement when there are no ‘right
answers’?”

-

|dentifying Some Personal Values*

Later in the course we ask trainees to 2o further in identifying some
of their own values. We also ask them to adduce evidence for these
values from within their experience ir: the training group.

We usually start by asking the trainees to reflect on what is impor-
tan: for them in their lives. As an cvernight assignment they are asked
to answer the following questions:

a) What do | value most in life?

b) Why?

©) What evidence do | have that | value it so highly?

‘An alternative here is to ask each trainee to identify three values
which he has expressed in hiz behaviou: within the group since the
begit\ni_r:ng of the course. He should give enough circumstantial infor-
mation to enable the other traines to endorse or challenge his identifi-
cation)

Members are then invited to take turns to share their answers in the
group. Many of the answers arc vague and gencral—love, truth, free-
dom, friendship, politeness—and the tiuiner presses repeatedly for

"
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concrete evidence. We stress our conviction that a value has no mean-
ing or reality unless it is expressed in action and behaviour. Intentions
are not enough. Furthermore, if a group is left with the impression that
claiming values is the same as living them, then this exercise may only
add to distorted perceptions of the self.

(Trainees tended) ... to overestimate the depth of values which they

claimed to have. This was apparent from the incongruence between

what they said and what they did. We understood this ‘shallow-
ness’ as a lack of realism about an aspect of the self. We also attributed

it partly to their lack of experience in decision-making. It is when

people make decisions affecting their own future, and the future of

others, that they express their values. Those individuals who were un-
able or unwilling to make decisions for themselves were also those
who were least able to demonstrate the presence or depth of the
values they claimed.* _

\

We therefore go further in confronting individuals by examining the
evidence which they adduce. For example, a value which many trai-
nees claim to have is hard work, but examination of their work usually
reveals only normal activity and performance.

Dinesh: One of my values is hard work.

Trainer; What time did you start work this morning?

Dinesh: Well, | had my breakfast and all those things. | started work

at 9.30 am.

Trainer: What did you do after the session yesterday?

Dinesh: | went for a walk. When | came back | chatted with my

friends. Then | read a magazine. Then | slept.

Trainer: Would you say that you have been working hard during

this course ? [about two months at this point]

Dinesh: Well, no, | suppose not really.
Trainer: Then how do you say hard work is one of your values?
As we repeat and elaborate exercises to do with values, and as con-

fidence is established, we increasingly confront trainees with such dis-

___crepancies. _The _ trainees themselves soon take over the

confrontations:
Ram: One of my values is love.
Trainer: One of your values is love. What is the evidence for this?
Ram: | show love towards everyone.

* Stalore-#4 Seshon. 1981, »- 12
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Trainer: What do other people hew: think about ti1is? Does Ram
* show love to everyone? :
Kutty:  Well, Ram, love may be one i ur values. But if s0, you keep
it inside. We certainlyv haven: scen any love in you.

/ns:stmg upon evidence for vaiues claime.: brings the focU® again upon
what is rather than on what shiould be: helps trainees t© link what is
said with what is done; it contributes t, 110ir understanding of them-
selves and of others; and t is a v, of looking ab and deal-
ing with, differences due to caste, sub- uiture, and social background.
By the end of a course trainces have 4 more accurate 19€a of what
their values really are, and can accept 1 themsclves cerain needs
which they were previously denying. This in itself makes them more
understanding of others.* ‘

The purpose of confrontation is not t, find fault. By confronting in-
dividuals with such discrepancies we encourage them in a process of
confronting their own selves.

Later still in the course, we may go un (o deal with other aspects of
values such as depth, dlarity and integation, and the Price that may
have to be paid for deeply-held and cherished values. vWe also empha-
size that the meaning the individual finls in his own life is acquired
through his values, i.e. the individual wi, has clear integrated deeply-
held values finds his life more meaningful.

One small group of six trainees ranked twelve possib/e priorities in
their own lives as shown below :

A B-C B -F
a) social recognition, fame g 1
b) prosperity, economic comfort

N

¢ security —of job, for family, etc 3
d) love, affection, deep friendship 4 3 2 1
e) moksha (salvation)

f) freedom, independence, free

-choice - - o i i - B S (.

g to participate in building » more
human world order ' 4 B4 =5

h) invoivement in a meaningful cayge
or movement |

&
N
9]
&}

. Staley & Seshan, 1981, Part 2, in print.
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A B C-D ~E F

i) pleasure, an enjoyable comfortable

life

j) an adventurous, exciting life
k) a position of influence over

events and people

1) work with the under-privileged

or handicapped

Five trainees, who had heard *he story of Maya, ranked the characters

as follows:
A B
“Worst” Prakash  Anil

Ram Mava

Krishna  Ram
“least bad”

1
2
3 Anil Prakash
4
o

Maya Krishina

1 2 . A

7

C D . « B2
Ram Maya Krishna
Prakash ~ Ram Ram
Krishna  Anil Prakash
Anil Krishna ~ Anil -

Maya  Prakash ~Maya

Six of the trainees of one group identified some of their personal

values as follows :
A — security
— health .
— conscience
— doing the ‘right thing’
— happiness
— acceptance
— competence

C — reciprocal love and service
— hard work .
— knowledge and experience
+ — openness
— justice

B — understanding
— love '
— truth
— justice
— security
— honesty

D— atman (inner self, soul)
— hope
— sincerity
— doingwellin my profession
— concern :
— deep relationships

E — truth
— love

— effort
— freedom

F — friendship :
— truthful, consistency
— to love and be loved P
~ career L S | o
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In answer to the question “What are values?”, eight ‘trainees
answered as follows:
— something | believe in, live in and live ior

— the qualities cherished by a person: | will sacrifice for them

function

— what is important to me

— what is important in life :

— something basic with which we look at things and form conclu-
sions

— goals for which I live and strive

—that which I like to do, and like to showto others. I can take nsks for
them

7.2 Empathy *

The objectives are
a) to teach trainees the concept of empathy
b) to give them personal experience of being understood empathe-
tically
.0 to enable them to assess their own ability to empathize with
others
d) to enhance their skills in empathizing and effective listening

We start by defining and describing empathy as a concept, stressing
its intellectual and feeling components, and its affinity with the atti-
tudes of respect and the equal worth of all persons. We sometimes use
the formula “to understand and see as if we are the other person”the as
is then linked to the feeling component and the if to the analytical and
! intellectual. “If | leave out the feeling component, | shall be only hearing
but not listening. If | leave out the intellectual component, | may be
carried away by the emotional.”

We also distinguish between empathy and the more famlhar ldea of
sympathy, drawing attention to the difference of ‘levels’ in n sympathy
and to its largely emotional nature. We may also clarify other associat-
ed concepts such as tolerance/acceptance and understandlng/agree-

ment..

Based ,on inputs by Gopal Valecha

— principles or framework ir which | operate: they help me to
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Alternatively, or add tionally, we may circulate the papers Empathy
and Sympathy and Ertipathy - e Basis of Human Understanding * for
overnight reading.

We may-thenask the trainees to try awritten exercise to help to make
the idea clear. We presant ther with statements and alternative res-
ponses{see below), and ask each person to choose which response best
reflects his normal responsc, and which is the most empathetic res-
ponse. The responses given in the exercise also illustrate the giving of un-
called-for advice, and provid: an opportunity to deal with the whole
issue of giving advice with an:! without understanding and empathy.

Empathy Exercise (written)*

STATEMENT : ALTERNATIVE RESPONSES:

1. Imagirethatyougo tc a com-  a) Yes, the bus service is terrible,
mittee meeting one day, and that Coisn't it?

as you sit down you say'to the b) You're feeling happy because

member in the next chair, “I've you've made it to the meeting,

had such trouble in getting hore despite all those problems.

today. So many problems camie ¢) You should never let prob-

upinmywork. Anyway ['ve madie lems get on top of you.

it

2. Now imagine that you are in a a) Well, you're the moderator.

training group and the modecra- i's your responsibility.

tor says, “There’s a bit of a prob- b)) youd better complain if those

lem, because | can’t tnderstand people can't make things clear.

what work the organizers want d You're feeling uncomfortable

us to do today.”" about today’s work; but per-
haps we can help to puzzle it
nut between us.

3. Now imagine that you .ic & Youre feeling miserable be-

visiting a slum and a poor old cause of the misfortunes which
woman there says to you, “Lifc is have come in your family.

miserable for our family now. My b) You poor; miserable people.
son has lost his job. My granci- My heart bleeds for people

chiidren are not gettm g enough C like you T
to eat. My daughter-in-law is s ck ‘

i : Yo @) You should take your daugh-
and can't do any work.” 4 18

ter-in-law to the doctor.
* Valecha, 1978
1 Adapted from Staley & Sugden, 1981, V3, pp. 18-9; Valecha 1978, pp. 10-3.

f '
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4. A trainee has been in-a training
group for three weeks. During a
discussion with the trainer he
says, “l don't know why it s, but |
Just don't feel as though I am one
of the group. They are all. nice
enough fellows, but somehow
they seem to have a closed-circle
and make me feel like an out-
sider. Maybe it is me; | don't
know.”

5. During an interview with his
team-leader, a health worker
states, “I don't want to work with
Ram any more. He is lazy and is
taking a superior attitude. He
complains about the rest of us
not helping him as much as we
should. He thinks he is too good
for this kind of work with the rest
of us. I am fed up of being in the
team with him.”

6. A young man whose work
showed a sudden drop in quality
was sent to the project manager
for an interview. One of the
things he said on arriving was, “I
don’t know why | should be
asked to talk to you about my
work. I-haven't complained and |
havent time for this kind of chit-
chat. So give me what help you

a) Why don't you use the first

chance you get to do those
fellows a favour?

b} It seems to you that the group

~ does not accept you.

) It seems that the others dislike
you for some reason.

d) Don't you think they will ac-
cept you, ‘if you give them
someé more time to learn that
you are a nice fellow? '

a) You feel that Ram ought to be -

disciplined in some way.
b) Ram doesn't want to co-oper-
ate, is that it? '
©) Ram’s attitude makes the work
‘very unpleasant.
d)You think Ram might fit in
better somewhere else.

a) You came to see me because
you were sent and not be-
cause you feel any need for
help; and you are annoyed
about it.

b) Don't you feel that with my
experience in the project |
might be of some help?

@ You feel irritated over coming
here because you don’t think

have in mind and 1 will™-get
along.”

| can help you.

d) You must not jump to cohdu-_

sions. Often people need help
~ when they are unaware of this
need.
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7. “Im bursting with joy. [« o a Well, don't get too excited.
to someone about mv preoi 1 Liiceis not all joy, and the feel-
and felt fully understood. 1 i« ng will soon wear off.

1s though a big burder has o
lifted from my shoulders. !
greati’

oMyt what a fine feeling. It is
Deeutifull

¢ ou feel relieved and opti-
nisdc about the future!

8. “l dor’'t want to th nk ab: .

myself. it's too painful ”

a) Vou find it painful to look at
vourself. It is pointless.

bj You fee/ that there are many
jainful things going on inside
vou, and you feel frightened
‘v face the pain.

¢, “ou should learn to face pain-

1ul things.
Scoring: the following iesiorna - are the most empathetic, and score 1
point each: 1b; Zc 3. 4b; 5¢; 6a; 7c; 8b.
Scores: 7 — 8 excellent
56 good
3 — 4 fair
90— 2 poor

Empathy in the Training Gi . ;)

We then come to a secor oy
itself. First we introduce a s:.1.0
level of empathy :

rise based on data from.the group
lerrating responses according to their

40% or less — itz 0o empathy or understanding
50% ! — soiic mpathy and understanding
70% — 80% = gocd erpathy and understanding
90% — 100% — tll enipathy, excellent understanding
___morethan100% — - ”]ﬁ‘ ther person understands me  better than
P understand myselft”

We then invite any memb; oF the group to share something real
out of his life that he fecls maoie or less strongly about. This.may be a
problem or a pleasure. \Ve will ro-er to the member concerned as A.
For the purpose of the cxercis 45 problem or pleasure should not be
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very great or complicated or lengthy. Something brief and clear that is
bothering him, or that is pleasing him, perhaps from the daily life of the
group or from the course, may be suitable. But it must be real and not
imagined. :

After A has stated the problem or pleasure, other members are invit-
ed to respond empathetically, saying what they have understood of the
problem or pleasure, and of the feelings of A which are associated with it
They can be encouraged to use the formula, “You feel... because...”

As each member makes his response, A rates the response accord-
ing to how far he feels understood in terms of the problem or pleasure
itself-and the feelings involved. When he gives a high rating he can be
asked-how he himself felt on hearing that response. Similarly on a low
rating. If the trainer thinks that any response is rated too high or too
low, he can ask A to explain his rating, .

The trainer also gives an empathetic response to A’s statement, so
that trainees can experience and rate the empathy of the trainer,

It is important to check that statements of problems or pleasures
contain sufficient information for empathetic responses. Some groups
may tend to treat the exercise as a guessing game rather than as an
opportunity to listen and respond.

- After most or all the other members have responded to A and been
rated, another member can take A’s place and share one of his prob-
lems. Small groups of about 8 members are suitable for this exercise. A
may be invited to sitin the centre of the circle, turning to face each
person who responds. A ‘ )

As the exercise proceeds, some members score consistently high
ratings, while others score low. Before the topic is left, the trainer
makes it clear that empathy can be practised, and that trainees can
improve their skill if they wish.

7.3 Feedback*

‘The objectives of this exercise are-
a) to allow trainees to check their own perception of how athers
" see them :
b) to increase théir awareness of the effect their behaviour has on
- others

- Based ‘on inputs by Gopal Valecha.
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) to increase their awarcr ess of the ofiect that others behaviour
has on them
d) to create a climate in which individuals are enabled to express

feelings about each il e
e) to generate confidenc anc trust within the group
We start by introducing il idea and purpose of feedback, toget-
her with principles and guidelines, both for giving and receiving. Alter-
natively or additionally we circulate the paper Feedback beforehand
for overnight reading.
We then go on to describe the exercise itself as follows:

1. Trainees form groups of fuur or five according to their own choice.

2. One person volunteers to receive feedback first. Let us call him B,

3. The other members take it in turn to give B negative feedback using
the following form of words: “An observation which | have made
about you which | do not much like is...”

4. The feedback given should be frank and honest, but not powerful or
overwhelming. It should b2 basec on real observations which
members have made about B. It should be significant and helpfiil,
and not trivial. Nothing should be written down.

5. Let us call the person giving feedback C. After each negative feed-
back, B immediately responds to ¢ by saying what he thinks C
means. He uses the words, “What | think you mean is...”

6. B then goes on te give his snontancous reaction to C's feedback,
using the words, “...and ny reaction to that is..

N

B then receives negative fecdback from each of the other members.
Then another member take- the place of B, and the procedure is re-
peated.

8. After around of negative fecc back there follows a round of positive
feedback. The formula now is : “An observation which | have made
about you which | do like .. 0 which 8 responds in the same
way as before.

9. Bythe end of the exercise everyone should have received negative

“and positive feedBack from all the members of his group.

After explaining the exercise, but befare beginning, it is very helpful
if the trainer offers himself to the whole group for negative feedback.
This not only makes the methad clear, but dispels some of the anxiety
which trainees usually feel. (It i important, of course, that the trainer
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himself should be prepared 1o receiv. 1 handle negative feedback at

this moment!) It further helps to mak:: the trainer more accessible as a
person. .
After trainees have completed th-+ cxercise, the trainer asks each

member of the group in turn what ‘hey feli and thought:

a) when giving negative feedba!

b) when receiving hegative fecdl ick

¢} when giving positive feadbac |

d) when receiving positive feedi.: k
These feelings and thoughts are listoc! on the board, They can be laid
out as follows:

Negative
Giving Receiving

Positive

Civing Receiving

As in the exercise itself, the negative is dealt with first. The list of
feelings and thoughts may indlicate to trainees that the anxiety over giv-
ing negative feedback is often as great as over receiving it. The trainer
points out that negative feedback is generally unpleasant and uncom-
fortable both to give or to receive. He .lso stresses again that it will be
useful only if given out of a genuine interest in the Person concérned,
with the intention of helping and in a4 climate of trust. If given with a
judgemental or critical attitude, it will do more harm than good.

Positive feedback, on the otaer hand, is pleasant to give and to
receive. It also is useful provided again that it is authentic, and that it is

t .8
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given out of a genuine concern without any ulterior purpose. In those
circumstances, positive feedback acts on the recipient as a source of
encouragement, recognition, self-confidence, self-worth and- en-
hancec risk-taking, L

It is important that trainees are given the opportunity to talk about
their experience in the exercise, especially if any strong feelings = n
tive or positive—have been aroused.

The giving and receiving of feedback can be related directly and

conveniently to the Johari Window,'which is described in section 7.4.

The following was recorced on the black-board when trainees were
asked for the feelings and thoughts they had while giving and receiving
negative feedback: _

NECATIVE,
Civing ' Receiving
= hesitant; he maybe hun, angry - — mixed feelings
— confident, it will help him to |
think and become better
—anxious whether | shall be
understood

— learned my shortcomings

— happy to receive attention

— happy; more so with negative
feedback than positive

— uncomfortable; | had to make *
an effort

— anxious, anticipated something

. unpleasant; happy because it
— confident in giving, but wor- was an accurate observation
ried over his reaction — it was helpful; | became more
—anxious whether what -! say - aware A

will be useful — helpful, led to learning

—sad and angry — surprised; unhappy at first, but

— easy * alright afterwards

— anxious over his reaction — expected it, so happy

74 A Model of the Self*

The purpose of this is P
a) to introduce a model of the self
b) to relate this to the concepts of self-disclosure and feedback
A simple and convenient v&ay of introducing the concept of self-

* This mndel is decrribed in mara detailsggethas ctith 3 -aletad mooo -

nega-

i
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kndwle’dge is the Johari Wi
and Harry Ingam. This is a
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through .a window.

Figure vi Johari Window

We can ‘remodel the window and i
self by decreasing the areas of the blind
private self ¢an be decreased th
the blind self through feedback

Some of the common barrie

KNOWN TO SELF

ndow, named after its originators, Jolie Luft
model in which the self is seen' as though

UNKNOWN TO SELF

KNOWN TO OTHERS

" 1. The Public Self

What | and others know. My
own and others' perceptions
are the same. There is no in-
ternal conflict here. Area of
congruence and growth,

2. The Blind Self
Behaviour of which | may not
be aware, but which others
know. | do not see in myself
what others see. If this area is
large, my control over my-
self—using my strengths effec-
tively, and overcoming ‘my
limitations — will be low.

UNKNOWN TO OTHERS

3. The Secret or

Private Self

Asgects of myself that | know
but that'| keep hidden from
others..

4. The Unknown Self

This area is not known to me |

or to other people. Parts of it
may be revealed during life
but it will never be fully
known.

“others may not like me”; a wish

way; a lack of accepting relations|

an. open :supportive. climate.

ncrease the area of the public
and private self. The area of the
rough self-disclosure; and the area of
(see figure vii. below).
rs to self-disclosure are a‘fear that
10 be seen by others in a particular
1ips with others; and the absence of

3

A MODEL OF THE SELF 137

Figure vii johari Window ‘remodeclied’

HHEDBACK —

E o

w
<
3
wy
Q 2. The Blind
2 : Self
g i 1. The Public Self <
.
-—
w
w
4. The Unknown
3. The Sezret or Private Self Self
Some of the common bur-iers to feedback are hierarchy (where

information from the lower to) the upper levels s diverted into grumbl-
ing at the lower levels); defcisive reactions such as “you don't under-
stand me” or “you dc.i't like me”; and again a lack of trusting relation-
ships and open climate.

We usually introduce the Jorari Window in relation to feedback as
such (7.3); and to some alreadly familiar examples of self-disclosure
such as My Life Road (6.4).
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¥ Conflict:* someone said that the word itself is too strong and too big.
¥ ... we have found out that in general conflict is negative, but if it is kept within limits and

managed ¢ffectively it will have advantages also ...

Conflict is an inevitable part of change. It is the other side of the same coin. We
cannot have any change — or any development — without some amount of conflict.
Conflict is always a concern in development and for development workers. When it
is managed and used with skill it can be a prime tool for development. When it
becomes violent, and degenerates into warfare, it can be the greatest obstacle to

development.

Conflict 1s increasing in the world. Competition for resources, rising expectations,

plural values, and changes in relationships are contributing to it.

Even as a subject to be studied, it is huge and intractable. Whole courses, and
countless training events and books, attempt to grapple with it. Here the topic is

introduced, in a limited way, mainly at interpersonal and organizational levels, Even
at these levels the subject may seem disturbing to some course members.

The approach is to recognize conflict at different levels, and to show that some level
of conflict is inevitable in development work, and indeed in daily life. Members are
nvited to consider their own attitudes and behaviour in relation to conflict at this level,

so that it may be seen as less of a threat and more as an opportunity. The approach is

partly conceptual and partly experiential,

The material below requires two sessions. The topic links with many others, includin

Cosy Or Challenging? The Climate In The Group (page 86), More About Our Value

(page 356) and Puzzling It Out: Using Case Studies (page 164).

&

Objectives
i | 3
@ to explore the topic of conflict, to demystify it, and increase the ability of iif
members to approach conflict with increased understanding and objectivity; g
G

¢ to demonstrate that conflict is a fact of life and of all relationships, and to help
members distinguish the levels of conflict which may be useful from those whicl
may be harmful;

e to demonstrate that conflict is inevitably linked with change, and to consider this
in the context of working for change through development work;

9 to encourage members to share their experiences of conflict at work and within
their own organizations, and to recognize individual styles of dealing with ir;

® to increase members’ confidence in using conflict as a tool for change.

426
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10.8 A Pespective on Conflict

Introducing the Topic

LT 'ﬁmnzxmmmrmmmm&m =g e

£l Bxplain that conflict is a huge subject, and only introductory work is possible. The
ntention is to provide some starting points for further study, and to make the whole
sudject szem less daunting.

One way cf putting conflict into perspective is to recognize that the word itself means
different things to different pecple.

~.k the wiole group what words they associate with conflict. As they offer words, write
them across the board roughly according to the level of confiict represented, from the

‘normal’ tensions Af evaryday life — hacitatior or dilerrma — on the eft side rough

TR N

Sid
SRRt end dsasreement in the centre, 10 viclence and warfare on the right

5
sl

Collect at lzast 20 words. If necessary contribute words yourszif to ensure that the spread
b

rom left to right is complete.
Examples are: hesitation, dilemma, uncertainty, misunderstanding, difference of opinion,
contradiction, disagreement, argument, competition, confrontation, sheuting, abuse,
struggle, force, violence, battle, cold war, and hot war.

Focus on the words, starting from the left, and discuss them with the group:
‘Do we sometimes have internal tensions? What happens in our minds when we are
faced with a difficult choice? Is this a kind of conflict?”
Is a misunderstanding between two colleagues a kind of conflict?”
‘Are the words and levels of conflict on the left side ordinary and everyday! Do we
all experience them? Are'such levels of conflict acceptable?
‘Do the words as a whole represent a continuous sequence?
‘At what point in the sequence does the level of conflict become stressful?”
Is violence the problem? Can we distinguish violence and conflict?
‘Does it help to consider different levels of conflict?’

By this stage members may agree that conflict is part of everyday life, that there are differ-
ent levels of conflict, and that not all of these are threatening. They may identify violence
as the problem rather than conflict,

Ask members to think about any changes they have experienced — in their own lives, in
their work and organizations, or in their communities or nations. Have any of these
changes been without some leve| of conflict? Is it possible to have change — or choices,
or decisions, or actions — without conflict? Is development possible without conflict?

Useful Levels of Conflict

Introduce the idea that within an organization some level of conflict may be necessary and
useful. Conflict can be an opportunity to bring about change in organizations — and also
change in communities, '

Tell the course members to work in small groups of four or five, Ask them to refer back

427
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B to the words on the board and identify the levels of conflict which may be useful with; ™
an drganization; together with some of the possible benefite.

It necessary, mention possible benefits such as oringing issues into the open, claniying what
people think and feel, showing where change is needed, ‘clearing the air, and so on,

Ask members to share experiences or examples of conflict which they think were
beneficial, !

Hlustrate the general point with the simple graph shown below.

‘} High Level
wm )
k3]
o)
0
e}
Vg
£
)
(@)
Low Level Amount of Conflict High Level ) i
i
i
Managing Contlict ; %
: &
Pt
N

Suggest to the group that, when conflict occurs in an organization, the objective is to keep; &
it within the limits where it may be useful, and to prevent it from growing out of controlzsﬁg-
In other words conflict has to be managed. b

and ask members to complete it individually. Then ask them tow
or four and compare their responses. Invite any comments in the

over decisions, arguments about minor Issues, gossip, grumbling, factions forming, individu? 2
als absent, shor( tempers, and abuse, g

Ask the members to discuss the list briefly.

The work outlined above will occupy roughly one session.

428
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10.8 A Perspective or Conflict
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B Continue the work in a further session by inviting members to consider how they
thensewves react when faced with interpersonal conilict, and how they deal with it.

Where Do We Stand?

r-onbers to stand on a continuum line (see pages 102—-109) to demonstrete their
ovmn atutudes towards interpersonal conilict. One end represents tendencies like not
corforting others, disliking argunients, avoiding conflict, maintaining h u’HOn‘/ and so cn.

S

persEUany g oo arainenyt b

Oinere  SeeeniT) r‘,

L AT, LT X

corne contlict and so on.

The catecories may not be exactly defined, but members will he atle to take up anprox-
imate positions. When they have placed themselves, ask them to talk with those standing
near them and to compare notes. Invite them to adjust their positions in relation to others
if that now seems appropriate.

Ask questions to the group or to individuals:

‘How do you react to the way the group has arranged itself?'

'Is this how you see the group?

‘Are you surprised by where you see znyone else standing? If so, who and why?'

‘Are you happy about where you stand yourself? If so, why? If not, why not?’

‘Would you prefer to be in another position? If so, why?
Invite anyone who would like to change his/her attitude towards conflict to move to the
position they wotuld prefer Ask those who move to explain the difference, and to say
what they think holds them back.

How Do We Deal with Conflict?

The questionnaire Dealing With Conflict (pages 432—440) offers another way for
members to think about interpersonal conflict and their own attitudes and behaviour.
Distribute Part | of the questionnaire and ask members to work at it individually. This may
take 20 minutes. If time is short members can be asked to to complete it overnight.

When Part | has been completed, distribute Part 2 for members to score their own
responses. Check that they understand the procedure and the results..Explain that the
questionnaire gives a rough indication rather than an accurate assessment. It is to provide
food for thought, but should not be taken tco seriously. If necessary explain the five
styles and the diagram.

Distribute Part 3, which explains the five styles in more detail and suggests their
advantages and disadvantages. Joint Problem-Solving may be ideal, and Compromising
may be realistic, but the other styles also have their uses. The question is whether we
can vary the ways in which we deal with conﬂxct and can choose the style that is
appropriate to the situation.

429
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Exploring conflict with role-play

A Conflict with a Colleague

B This s a light-hearted exercise which gives members an opportunity to try out these
different styles while in role.' Ask members to work in pairs, and to decide who is A and
who is B. Distribute the role outline (page 441).

After members have read the outline ask them to take up their roles and see if they can
reach any agreement within the pairs. Tell them that the As are to adopt a Dominating
style and the Bs an Avoiding style. After a few minutes ask them to continue in the same
A and B roles, but to exchange the styles. After a few more minutes ask them to stop, to
give their attention to the whole group. but to remain in their places. Collect some
reactions from both As and Bs.

Then ask the Bs to move and work with another A. This time, if the As are Dominating,
the Bs should be Smoothing Over. Then both A and B should be Dominating at the same
time. Again check for reactions and share in the whole group. Now ask the As to move
1o new B partners,

Other combinations of styles can be tried, but before ending both A and B should use
Compromising at the same time. The exercise can finish with both using Joint Problem-
Solving. Bring the members together and ask them to share further observations and
nsights ’

L. With acknowledgmems 1o Simon Fisher.
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; 10.8 A Perspective on Conflict

The exctcise demonstrates the styles and their effects, and gives membets an expetience

of being on the receiving end of different styles. More important, it gives members a
safe opporiuiity of usiag styles which ace new to them. This can be enriching in itseif.

I

> .. the grouti was given lhe opportunity to spread themselves along a conflict continuwm fe, ihe
10 Noaturalis i)
Tt Naturaliy I sitea

extreme ends being acatdance of conflict and active pariicipation of desire for con

myself at the side which avoided conflict ...

» ... the questions led us to see our tendencies ... I was not sure of how the others fei, bui 1 jelt

good and the result seemed 1o be showing what I know of me. There was one thing I scemed o see
in common among us — that the Smoothing Over seemed to be more than the Dominating.

» The discussion ... developed inlo a conversation about handling conflict. We looked at how, as
development workers, we may well have to engage ourselves in situations of conflict in order lo
generate change. I know from a personal point of view this is not something to which I look
forward, as confronting such situations has never been one of my strong points.

R SR R T SR A
] g ¥ P

Questionnaire: Managing Conflict in an Organization

To reduce the likelihood of damaging levels of conflict within an organization,
there are many preventive actions that can be taken. Some more or less
appropriate suggestions are given below.

Imagine that you.are the director of an organization, or the manager of a team oOr
department. Which will you consider the most important and useful suggestions?
Which suggestiona are not useful at all? -

a). encourage a working climate where sharing, co-operation and consul-
tation are expected, but where differences can also be expressed.

b). clarify structures, procedures, responsibilities and authority within the
organization or department.

c). give all the staff a strongly-worded talk every week on working

——

peacefully together.
d). increase your own awareness of the mechanisms of conflict and your

skills in managing and resolving it.

g). anticipate in advance where and when conflicts are likely to arise, and

keep watch for the early signs of any conflict.
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— f). encourage staff-members to put forward their. own views without
' attacking or blaming those with different views. Encourage ‘I’
statements.
—_ g).use an authoritarian style of management and take all decisiors
yourself so that there will be less reason for others to quarrel witi
each other.

h). make sure that all staff (including yourself) share their expectations of ‘
each other’s roles and work, and especially when new staff are _.-"

appointed.

i). give time and attention to listening to what other people say about tnerr

work and problems, listening to their words and to their feelings also
— i) arrange informal meetings without any particular agenda where star

members are free to bring up anything that concerns them; including 4

ary clashes wilh colleagues.

— Kk).arrange regular formal staff meetings about important issues and
problems, and encourage staff members to express their vrcmpurms
and differences of opinion openly

- |). when a problem or conflict arises, ask those involved what they think.
is the underlying cause. :

groups.

which is our preferred way, or style, of respondrng to and resolvnng conflict. ;
Below are 30 pairs of statements For each pair circle ‘a’ or ‘b to indicate wh" ;

yourself and other people.

Although the statements themselves are repeated, each pcur of statements 95
different combination, You should therefore continue to think carefully about the_g
pairs of statements as you complete the questionnaire.

i
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10.
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12.

13.

14.

15.

.a

b

. 8

b

a
b

o o

QO

.1 am usually strong in pursuing my goals.
. I try to get ail concerns and issues immediately out in the open.

. I put my cards on the table and invite the other person to do the same.

. When conflicts arise | try to win my case.

- Once | ci2cide on something | defend my decision strongly.
- I 'prefer not 1o argue but to look for the best sclution possible.

- I'someatimas give up my own wishes for the wishes of the other person.

. I feel that difierences are not always worth worrying abatit.

.l accept the views of the other, rather than rock the boat.
.1 avoid people with strong views.

. I like to cooperate with others and follow their ideas.

b. I feel that most things are not worth arguing about.

b

T o

o D

o

[ o o o

o

o

| stick to my own views.

. a. ltry to find a compromise solution.

. 1'am usually strong in pursuing my goals.

When conflicts arise | try to win my case.
. I propose a middle ground.

- I'like to meet the other person half-way.

. Once | decide on something | defend my decision strongly.
. I feel that differences are not always worth worrying about.
. Ity to find 2 compromise solution.

. | propose a middle ground.

. I avoid people with strong views.

. | feel that most things are not worth arguing about.
| stick to my own views.
. l'like to meet the other person half-way.

. I'am usually strong in pursuing my goals.

. I sometimes give up my own wishes for the wishes of the other person.

. laccept the views of the other, rather than rock the boat.
-When conflicts arise | try to win my case.

. Once | decide on something | defend my decision strongly.
. like to co-operate with others and follow their ideas.
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25. a.
. | try to find a compromise solution.

26. a.
. | propose a middle ground.

27. a.
. | like to meet the other person half-way. i

28. a.
. l-try to get all concerns and issues immediately out in the open.

29. a,
. 1 would accept the views of others, rather than rock the boat.

30. a.
. | prefer not to argue but to look for the best possible solution.

. | try to find a compromise solution.

| sometimes give up my own wishes for the wishes of the other person.

. I would accept the views of the other, rather than rock the boat.

| propose a middle ground.

. | like to meet the other person half-way.
. | like to co-operate with others and follow their ideas.

_ | feel that differences are not always worth worrying about.
.| am usually strong in pursuing my goals.

20. a.

When conflicts arise | try to win my case.
I avoid people with strong views.

| feel that most things are not worth arguing about.
| stick to my own views.

. Once | decide on something | defend my decision strongly.

. 1 try to get all concerns and issues immediately out in the open.
. | feel that differences are not always worth worrying about.

. | avoid people with strong views.
.| put my cards on the table and invite the other person to do the same.

. | prefer not to argue but to look for the best solution possible.
. | feel that most things are not worth arguing about.

| stick to my own views.

| try to get all concerns and issues immediately out in the open.

| put my cards on the table and invite the other person to do the same.

| prefer not to argue but | look for the best solution possible.

| sometimes give up my own wishes for the wishes of the other person

| put my cards on the table and invite the other person to do the same(

| like to co-operate with others and follow their ideas.
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‘ \ : Exercise: Dealing with Conflict, Part 2

Y : T

Cirole your responsss to the questionnaira in the table below. For example, with .
pair 1, if you chose statement 'a’ as more closely fitting for you, then again CiCie
tha ‘a2’ in the first line of the table.




(i). Add up the total number of responses circled under each of the columns A, B,
C.Dand E.

(). The maximum score in any column is 12; and the total in all columns should
be 30. Check your own totals; and ses if there is any discrepancy.

(iv). The five columns represent five different styles of dealing with conflict:
A = avoiding

wwolhing ovar

C = compromising

N = deminating

£ = oint problem-solving

A score of more than 6 for any slyle mdicates inat you may prefer to use that style.
A score of less than 6 suggests that it is a style you do not prefer.

(v). The five styles are shown in the following diagram. The characteristics and
advantages and disadvantages of each style will be described separately.

(vi). Alter hearing the five styles discussed, reiiect on how the guestionnaire came
out for you. Do you think it indicated correctly your preferred styie/s of dealing
with conflict? Do you always use the same style/s? Are you satisfied with the
way you deal with conflict?

| DOMINATING JOINT PROBLEM-SOLVING
Assertive
COMPROMISING :
i
Unassertive AVOIDING SMOOTHING OVER :
k'
~ Unco-operative » Co-operative #

It is the ability to vary the style used — to choose the most appropriate style —
that makes a person effective in dealing with conflict. We may each have our own
preferred style/s, but we should also be flexible enough to use whichever style is
going to be the most useful in the circumstances.

Adapted from unauribured secondary sources.
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Exercise: Dealing with Conflict, Part 3

W

A. Avciding Style (both lose)

This style attempts to ‘get rid’ of conflict by denying that it exists, or by post-

poning any altermpt to deal with it.

- A peresa usiag this style tends to withicraw or retreat from ceniiict.

- The atyle gives litlle imporlance to the task/s or the relaticnship/s invoived.

- It may be associated with low leveis of involvement and commitment, as well as
low levels of co-operation and assertiveness.

- The person using it ignores his/her own needs and the needs of the other party,
so nec one's needs will be met. /

- The main disadvantage of this style is that if conflict is negleotéd, it does not go
away but tends to grow and become more and more unmanageable.

Some possible uses of this style are:

- as a temporary response if an issue is not urgent or important;

- for a ‘cooling down’ period; '

- while collecting more information and making further analysis;

- if other people can resolve the conflict sa;i_sfactorily;

- if the issue is only a symptom of a wider pfoblem;

- if other people are likely to be hurt by the use of other styles.

B. Smoothing Over Style (you lose, the ‘other gains)

This style tends to emphasize the areas of agreement and play down the areas of

disagreement.

- It puts others’ needs and concerns above your own; if you use it you may be
giving too little attention to your own goals and needs.

- This style tends to be co-operative, but not assertive.

- The person using it tends to yield to others, to give more importance to the
harmony and relationship than the task or the real issues.

- He/she may not recognize the positive aspects or possible advantages of
handling conflict openly; but this may be preferred in some cultures.
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'g g}” - Those who tend to ‘accommodate’ others are often seen as ‘quiet’. If already

¢ i; .« perceived that way, when they do make their contribution it may not be heard,
M I, and they may lose recognition and influence.

IS
? il - Conflicts dealt with in this way may not be resolved; or they may be resolved
R,:U without either party’s view being effectively presented or understood
P meaningfully.

Some possible uses of this style are:

- when goodwill and preserving a relationship is more important than dealing
with the conflict;

- when one party is much more concerned about the issue/problem than the
other;

- when one party is much more powerful than the other;

- 10 give the other party an experience of ‘winning’;

- 10 make the other party more receptive to a more imporlant issue.

C. Compromising Style (both gain, but both lose too) 5

This style attempts to reach or negotiate a midway position.
- It is searching for solutions that bring some satisfaction to both parties; but it
expects concessions on both sides.

- Both parties expect to gain a bit, but also to lose a bit: ‘you give a little and I'l
give alitlle;" ‘let's split the difference’. '

- There may be acceptance of a compromise agreement on both sides, but it "
gives limited satisfaction tn either party.

- The process of bargaining may encourage both sides to take up inflated
positions; it may be associated with positional bargaining. ‘ et

i
=In the search for an agreement and compromise, both parties may lose sight.q
their own values,

- Any agreement reached may be weak, mediocre and ineffective: and there may ;
be a lack of commitment to it.

- This style allows a more thorough exploration of the conflict than avoidanca,:; ;
but less thorough than collaboration.

- Overall more needs can be met through this style than through competmon bu
less than through collaboration.

w0



- This style may not be ideal, but it is often expedient and practicable. It often fits

ement andl
ement ana

@]

rganizations.

- It is important for everyone/every organization to use this style sometimes, i.e. to
be ab's to negotiate, to make concessions, to extricate themselves from
difficulty, etc.

Soime possible uses of this style are:

- as an alternative, if collaboration fails;

- if time is short;

- if the goals of both parties in the conflict are not very important;

- if both parties are equally powerful and equally strongly committed.

D. Dominating Style (you gain: the other loses)

In this style one party imposes its' own views or meets its own heeds at the
expense of the other. '

- This style represents a high level of assertion but a low level of Co-'operation.

- Dominating, imposing one’s views, or ‘winning’, is more important than
preserving the relationship. : '

- It involves the use of authority or power (from position, rank, information,
supervision, ‘the system’, expertise, etc.) to overcome the other party.

- It leads to ‘winners’ and ‘losers’. The losers often do not support the
decision/agreement which has been imposed, and the ‘struggle’ is taken i
forward into the future. i

- The losers may be suppressed, coerced, hurt, damaged.
- This style tends to be used in competitive societies and cultures.

- Persistent users of this style may be seen as aggressive, and may be cut off by
other people from interaction and information.

- Those who never use this style may feel powerless in conflicts, especially against
those who often use it.

Some possible uses of this style:

- when a quick decision is essential;

- when an unpopular decision is necessary, .

- in situations where life is threatened e.g. military, children in danger, emergen
cies, disasters etc; .
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- when applying ‘the law’ or ‘the rules’;

_ where decisions are made by majority vote.

E. Joint Problem-Solving Style (both gain)

Here the emphesis and energy is given to analyzing and jointly solving the

problem, not on defending a position or defeating the other party.

- The aim is to meet the needs of both parties. Both parties recogmze the neecs
and concerns of the other as legitimate.

- Both parties acknowledge that there is conflict. They identify each others’ nesds;
and together identify alternative solutions and their consequences. ‘ '

- Both parties expect to modify their views in order to reach agreement but boih
expect to gain from agreement.

- This style represents a high level of both assertion and co-operation.

- It gives importance both to the task and to the relationship. f' - ~

- It may be associated with principled bargaining.

- This style is more creative and innovative; it leads to personal, group or .
organizational growth. g b

- The style'calls for time, understanding, energy. and commitment; some issues
may not be worth so much lf other work has to be neglected.

- It requwes trust on both sxdes If there is trust on one sxde only, that party may -
be taken advantage of. - - § ;

:‘m-—pg"r;“- Srorind

- It is appropriate when both parties agree that the conflict is lmpor‘(ant and is
worth the resources needed to solve it, and are committed to a joint | resolutson

Adapted in part from: Donald T. Simpson, ‘Handling Group and Organizational Conﬂxct The Sixth
Annual, (eds. Jones and Pfeiffer), pages 120—121; Martin B. Ross, ‘Coping with Conflict’, The Eleugnth;
Annual (eds. Pfeiffer and Goodstein), pages 135—139; Gordon Lippitt, ‘Managing Conflict inToda
Organizations’, Management Development and Training Handbook, (eds. Taylor and Lippitt) paaes 67—
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This event uses a questonnaire which contains 25 statements about pl:mr\.'-ir.-.:; m
community developuinent progratiinies. Responding Lo these statements helps o diret
members’ minds towards the topic, and stimulates thinking about it. Discussion o
their responses helps members to compare their own, and their organizadon’s,
arritudes and experiences with those of athars.
Four additional statements under the heading Planning for Yourself can be added ©
the main questonuaire and dealr wirh at the same time, These statements explore rhe
link between members’ attitudes towards planaing in their professional work wnd
planning in their personal lives. :

. J
As a topic, planning is beyond the scope of this manual. The questionnaire can only bg
a starting point. Allow one session altogether. i

Objectives 4
o tointroduce the topic and processes of planning for development ina
community; i
P : 5 | 4
e (o raisc issues related to planning and participation; \
] |
. . . - - . !
® to provide an opportunity for members to discuss their previous experience of
planning, and to share their assumptions; , ;
] N s
e to encourage members to reflect on whether their personal attitudes to planding
are consistent with practice in their professional work. ;
|
i
i
;
AT} Db e A L wm

Distribute the questionnaire to each member and ask them to complete it indiv‘fldual!y{
without discussion. This may take 30 minutes. l

Ask the members to form small groups of four or five. Separatc colleagues from the sam_ef.f;
organization. Ask the small groups to work through the queslionnaires, statemaent Dy |
statemnent, sharing their individuzl responses with others in their group and explaining thetr“‘
reasons. The task is not to reach consensus, but to uncover differing assumg:tions',_;i
approaches and experience. The discussion may take a further 30 minutes. 1 :

Bring the members back into the larger group, and take up any slalement that yod want :

to emphasize, or which members want to discuss further. Remember that the purpose is
to stimulate thinking rather thar: to reach conclusions. ; i
Avoid repeating the discussions which have already taken place in the small groups{.
t

, |
442 l
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10.9 Approackes tn Planring

1 Some responses may depend on how members interpret the wording of statements.
For example, in number 15, the word ‘fully’ can be understood in different ways. The
words ‘a part’ in number 16 can also be contentious. Accept members' different assump-
tions and draw attention to them, '

Statements in the main questionnaire that may be worth emphasis are numbers 4, 5,
[4—I9, 21 and 22. In the supplementary questionnaire statement 4 may be worth
emphasis,

The statements which mention some of the advantages and benefits of planring are

B IR 2 2 T '
numbers 5, 10-—=13, 20 and 21,

‘

D Questionnaire: Approaches to Planning

Below are 25 statements about planning and plans. Read the statements and
indicate whether you agree or disagree with them. Add comments if you wish.

Agree  Disagree  Comments

1. Working without plans is like using a cance
without a paddle. The canoe drifls
according to the winds and currents,
inslead of going on a chosen course.

2. Planning is a specialized process
which should be left to professional experts.

3. Planning is a Western idea. It is not so
appropriate or welcome in other cultures.

4. Planning is basically a common-sense, natural
activity. All people everywhere can and do plan.

S. Planning allows us to use our imagination
about possibilities for the future.

6. Planning is a process of making decisions
about the future.

7. A plan puts us into a rigid framework and
reduces our flexibility.

\__\,\m\\\
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8. The situaticn in many areas is so unpredictable

thet it is peintless to plan.

9. Whan resources and skills are scarce,
planning is a luxury. It is too expensivs
and takes too much time.

10. A plan is necessary for work to be
ce-orcainated, and for tasks to be delegaied.

1. A plan provides the basis for day-
{D-Gay decisicns, and heips 1o make
consistent action possible.

12. A plan helps in gathering and
mobilizing resources.

13. Planning helps us to foresee both
problems and opportunities.

14. As long as the planners are clear about
about their plan, it doesn’t matter if other
people understand it or not.

15. All the people who will be affected by a
development plan must be fully involved in
the process of planning.

16. Those who are paying for a development

programme should have a part in planning it.

17. Much of the work of planning is convincing
people to accept the plan.

18. Much of the work of planning is listening
to what people want in the plan.

19. Effective planning includes giving attention
to peoples’ feelings.

20. An effective plan helps to increase people's
commitment and morale.

21. Being involved in planning helps people
prepare themselves for change.
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Agree Disagree  Comments

WSON,

22. Planning for the future is an essential element

in the process of development itself. ] ]
23. The main reason for planning is that it

helps us get support from donor agencies. ] L
24. If we have a good plan there won't be any

problems in implementation. ]
25. One of the 'inputs’ for planning is evaluation. [ ] ]

After you have responded to the statements:

() Indicate any statements that have given you a new thought or insight into *
planning, or which have raised a question in your mind.

i) Indicate the statements that mention advantages and benefits of planning.

(i) Indicate any statement that you think you or your organization. should give
more attention to in future.

Planning for Yourself

Consider the additional statements below:

1. Planning may be necessary in my development
work, but it is not necessary to the same extent

in my personal life. ] ]
2. Planning our personal future helps us to sort
out what is important to us in our own lives. ] ]

3. New opportunities and unexpected challenges
constantly arise in real life. It is more important to
be able to respond to these as they arise than
to follow a previous plan. ] ]

4. Planning is a tool. We should be able to use it
when it is helpful and discard it when itis not.  [] ]

Is your attitude towards planning in your own life generally the same as, or differ-
ent from, your attitude towards planning in your professional work?

John Staley, Enticing the Learning. Trainers in Development, University of Birmingham,
pages 443—445 )
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The orimarv aim of this hook is to 100k at way 5 of tearning Aot to discuss the
vails of a train ing w Jaih. But f‘ i way 3 training cc uwc is f)hru.wl and by
T, (L FRery e TR -ring and learning te<e place.

Many approaches are possible. © aut two things arc ¢ /ey INIPOTTanE.

1) Each training program should be desxgned accmdmg to the speci al needs and
circumstances of the area it serves. 7) Each course should be adapted to the
experiences d and needs of each new group of students.

We have reasons for piacing this chapter on planning after those on approaches
1o learning and selection of health workers, instructars, and advisers. The
9r'ucatlonal approa'*h and the persons mvo\ved can af!ect how course content is
decided. For if a ‘community- >trﬂngthemng approach is taken, some of the
course planning is best done by the participants.

THE TRAINING COURSE AS PART OF A LARGER
LEARNING PROCESS

In this chapter we focus on training courses for health workers. But keep in
mind that "training’ takes place in many ways and on many levels.

The training COUrse is—or should be—closely linked with 3 vital network of
continuous learning and teaching that takes place in (ne community. The
diagram below shows some of the possibilities.

THE NETWORK OF LEARNING FOR COMMUNITY HEALTH

Tnstructors — ¢—— Neolth workers
help hclp instructors
hegirl TRA\N\NG gard Everyone

Everyone Wufkw"S LDCE helps student
helps the learn CO R r. heoﬁfh workers.
l]nSTf‘ucTors \ learn
eorn \
. oITh workers Health workers
\ COMMUNITY / e ehildren NN
rmidwivey
Heolth workers \gant Health workers leorn

he|P parents m
help workers
learty Children \eo&n \/ N

helP
orcn’rs
@ leorn

Parents hel Parents Chlldren \A/orkcrs help Midwives help
heolth worﬁers hel help children  health workers health workers
learn - chiﬁioen learn learn learn

\eorn
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THE IMPORTANCE OF HAVING STUDENTS TAKE PART
IN THE PLANNING

The ability to plan effectively—to analyze and organize what needs to be done—
is basic to the self-reliance of every individual, family, and community. Planning
skills are especially important for health workers who aré 10 become leaders,
teachers, and Organizers in their communities.

This does not mean thata training proyram must include special classes on
‘planning and management’. Instead, it points 1o the value of including the

student group in the planning process.

e ——

—

LESS APPROPRIATE ) , MORE APPROPRIATE

LET’S PLAN THIS PROGRAM
TOGETHE R, BASED
ol YOUR VILLAGES'

NEEOS!

ARE GOING TO STUDY
ABOUT PLANNING
AND MANAGEMENT|

S Yrm - (\.

TODAY WE

Some of the most important skills are best learned through practice
in applying them to real situations, rather than by studying them as separate topics.

There are several good reasons for including the student health workers in
planning the content and organization of their own training:

« Through guided practice the students learn firsthand about analyzing,
planning, and organizing relevant activities.

» Studenls becomc more deeply involved in the teaching-learning process.

« They become—and feel—more equal 1O their instructors This will help them
when they begin to plan and teach in their communities. They will be more
able to relate to their own people as equals, and to share responsibilities
with others. ‘

« Students can help adapt the content of the training program 10 the problems,
needs, and resources within their particular communities. This helps make
each training session a New, special, exciting, and more relevant experience—
for the instructors as well as the students.

+ The flexibility and shared responsibility of this approach are basic to
achieving community health and fairer distribution of control.

2~
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A COMMON PROBLEM: PLANNING THINGS BACKWARDS

« Why are so many heaith worker training

courses taught by perscns wno have rno Q) (CP g
N 2 e

i
{ )

community experience? 0 N
! S s
; . 39y
« Why do so many instructors give more 5
class tbme to the study of anatomy and [ é
il out forms than to child disrrhea, T
| ; $ £ 13 ._é~ i —J
( rutrition, and teaching methods/ MANISTRY
« Why do so many ccurses (ail lo prepare e
health workers to solve many of the . it

basic problems they will face?

The answers to these questions lie in the fact that training programs too often
are planned backwards. The time and place are fixed, instructors chosen, and
course content decided before planners consider the special difficulties, resources,
customs, and strengths of the people involved. As a result,.what is taught does
not match either the community’s needs or the students’ abilities.

Many training programs today teach too much of what matters little—and too
little of what matters most. To make things worse, the way they teach is often as
unrelated to people’s needs as is the subject matter.

If training is to be appropriate (adapted to people’s needs, resources, Customs,
and abilities), things need to be done the other way around:

1st:  Invite the people from the communities that the program will affect to
determine and make knbwn their needs.

2nd:  Let the people’s needs, resources, and abilities determine what should be
taught, and to whom. '

3rd:  Let what should be taught, how, and to whom, determine who should
teach, where, for how long, and in what way.

This people-centered or ‘decentralized’ approach to planning can be relatively
easy for small programs that are community based. But it may be extremely
difficul t for a large, regional program. An appropriate approach may still be
possible, however, if those in positions of central authority are willing to:

« Permit planning and basic decisions to take the decentralized
place at the community level. or
« Act not as a controlling body, but as a center people-centered

for communications, advice, support, and supply. approach
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THE DECENTRALIZED APPROACH TO PLANNING
(the solid arrows show the main direction of flow)

The communities provide most
of the advice, planning, and
control.

The central ministry or program
provides most of the supplies,
support, and coordination.

When groups are very large, central planning-and-control very easily becomes
rigid, bureaucratic, change resistant, and corrupt. Planning-and-control has more
chance of being appropriate, flexible, and responsive to human needs when it
takes place in groups that are small enough for everyone to know each other.

& DECIDING HOW MUCH TO PLAN IN ADVANCE
AND HOW MUCH TO PLAN DURING THE COURSE

As we have noted, it is advisable to leave some of the planning of a training
course until after it begins. This allows the course content to be planned or

modified according to the students’ interests, experiences, needs, and capabilities.

must be done in advance. Someone has to

Clearly, however, some planning
om the training

make decisions about why, when, where, with whom, and for wh
will take place. Resources and needs must also be considered. And certain

preparations need to be made.
On the next four pages (3-5 to 3-8) we present an outline of IMPORTANT
CONSIDERATIONS FOR OVERALL COURSE PLANNING. It includes:
Section A: Planning to be done before the training course begins
Section B: Continued planning after the training course begins
Section C: Planning and programming after the course is completed

‘ Note: The outline to follow is intended as a sort
of checklist and question raiser. You do not have

to read it in detail as you read through this chapter.
Refer to it as you need to when planning a course.
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IMPORTANT CONSIDERATIONS FOR OVERALL COURSE PLANNING

A.Planning to be done before the training
course begins:

ST CONS!DERATIONS-

PURPOSES AND QUESTIONS

o Whoon naeds will the training nrogram te nrimarily
duggaed o mnotT
o 1 T nmly ewtend o (A7 Fealth svoiem

st it el to change

s How much will it orepare the health worker to
imderetand and deal with tha social {ecanomic,
cultural, political) causes of ill health?

« Will it make the poor more dependent, or help
them to be more self-reliant? Will it promote or
resist social change?

« What are the general goals and objectives of the
proaram? (To express goals in terms of numbers
and dates is probetly unwise at this stage. Why?)

¢ Who is (or should be) involved in all these

acisions?

2. OBSERVATION OF NEEDS AND RESOQURCES
(Talking with a few observant persons from the area
can often provide more useful information than a
census or elaborate ‘community diagnosis’, at far
lower cost, more quickly, and with less abuse.)

Information worth considering:

* Common health problems: how frequent and how
serious?

* Causes of main problems: physical and social,
coming from inside and outside the community.

* Paople’s attitudes, traditions, and concerns.

® Resources: human, physical, economic, from
inside and outside the area.

® Characteristics of possible health workers: age,
experience, education, interest, etc.

» Possible choices of instructors and training
organizers,

® Pousible sources of funding and assistance. (Which
are more appropriate?)

* Reports and experiences of other programs.

® Obstacles: certain, likely, and possible.

3. EARLY DECISIONS—
Who? Where? How many? When?

® Selection of health workers: by the community,
by the health program, or by both? (How can
selection of a health worker be a learning
experienca for the community?)

» Selection of instructors and advisers:
+ taw much understznding 2nd resnect do they
+ we for village pespie? Do they treat themn as

equals?

ymitted ara thay to working townrd
<ainal change?
+ Mo they have the necessary xrowledge ard skills

»hlic hea'th

education, aroup dvnamics,

W jzaticn, wodicing, £1n,) 8P Ard

sy witling 1o lesrn?

e Location:
« Where will the training take place? Near or far?
/'llage or city? Why?
« ‘Anere will everyone eat and sleep? In hotels?
I special facilities? With village famiiies?
(How can these decisions influence what they will
learn?)

e Numbers: How many students will take part in the
t-aining course? (Beyond 12 or 15, quality of
training usually decreases. This must be weighed
against the need to train more health workers.)

® Timing:

+ How long will the training course last?

+ What time of year is best?

(Consider how these decisions may affect who
can take part in the course.)

* Will the training be done in one continuous
stretch, or be divided into short blocks so that
students can return home (and practice what
they have learned) between sessions?

(Whose needs and opinions should be considered

in answering these questions?)

¢ Funding:

+ From where? How much money should come
from outside the local area?

» What are the interests of possible funding
groups?

+ What are the advantages and disadvantages of
asking communities to pay part of the cost ot
training their health worker?

+ How can costs be kept low? How much is
needed? :

N 4

® Follow-up and support:
+ What opportunities may there be for continued
learning or training after the course is over?
+ What kind of support or supervision will the
health workers receive?
(Why is it important to consider follow-up before
the training program beqgins?)
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7. PLANNING FOR BALANCE
s How can the subject matter be approached so as
to maintain an appropriate balance between . ..

4. ANALYSIS OF PRIORITIES
(deciding what is most important)

Proolems can be compared by considering the + classwork and practical experience? !
fo ing: : = . 3 ’ el y
llowing + learning in the training center and learning in ;
¢ How common are they? the community? |
. i oy ? . x i
. :OW Se”ous_afe ‘h°V~h . + preventive and curative health care? ‘
Ow contagious are they! o il + physical and social causes of ill health?
® How much concern do people Teel about therm s + the needs of the poor and the requirements of i
¢ How much do they affect other problems? : -
o 14 i ) those in positions of control?
ow much could a community health worker do +caution and innavation? i
about them in terms of . .. « health skills, teaching skills, and leadership !
* diagnosis and treatment? skilis?
s referral, when needed? . work and play? i
» prevention? S :
|
A

+ education of local pecople?
» community action?
® How easy or difficult will it be 1o teach a health

worker 1o take safe, responsible action with
respect to the problem?

Then group the problems according 10 their relative

importance, or priority, and decide which ones to

include in the course. (Be sure to include common 8. PREPARING A ROUGH TIMETABLE OR !

social problems that affect health—such as drinking, CLASS SCHE_DULE |

overuse and misuse of medicines, local forms of (without details, to be changed later) }

exploitation of the poor, and misuse of resources— e iHow can different subjects and topics be arranged, ;

as well as physical diseases.) according to hours, days, and weeks, so thatss i
+ there is enough variety to keep the students ,

interested (for example, classwork alternating
5. RE-EXAMINING OBJECTIVES with farm work, community action, and
e |n view of the information you have gathered and learning of practical skills)?
v analyzed, how can the training program be best + related subjects are scheduled close together or
. designed . . . in a logical order?
! « 5o that it prepares health workers to help the » more difficult subjects come early in the day,
) people in their villages solve their problems and and more fun subjects later (when people are
tired)?

needs?
+ so that it is adapted to fit the particular * all key subject matter is included? }
strengths and weaknesses of the students? * high-priority subjects are given more emphasis i
in the training course?

+ skills and knowledge needed for immediate use

6. ORGANIZING STUDY MATERIAL FOR and practice are learned early (for example,
APPROPRIATE LEARNING learning about medical history, physical exams,
® What general subject areas and specific topics preventive advice, Road to Health charts)? i
might be taught in order to prepare students to o How can study time and free time be best arranged :
act upon the important problems and needs in 1o meet students’ and instructors’ needs? i
i their communities? e How can the schedule be kept open and flexible !
E ® How many hours of organized study time will enough to allow for unplanned learning :
% there be during the course? opportunities and special needs as they arise?
‘:;, * How much time is needed 10 adequately cover (1t helps to leave the last week of the course
', each topic? unscheduled, to allow for review and for making i
;ijf ® How can the time available be best divided up ‘displaced classes’.) ‘ 9
among the different topics, according to their s How can the schedule be presented in a clear, !
priority ? simple form that can be easily seen and
® Which topics are best approached through understood by students and instructors?
classroom learning, through practice (in clinic,
community, or field), or a combination? WEEKLY pLAN

(At this point, some program planners make a list
for each subject area, stating exactly what the
health waorkers should know and be able to do.
What are the strengths and weaknesses of this
approach? Sce Chapter 5.)
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SRR IRIS 8

‘UAIDS
* “/hat teaching anproach is best suited to persons
RS {0

who ars more ¢ earning frem exporience

ard books?

> it v S ets]
v ¥ n.7q

WO B R wachar in his community?
* What attitudes =n the part of the teacher will
£ngourzqge the haslth warker 19 share knr\-;.'?e'afjg-?

gladiy and treat othars as equals?
*-What teaching methods might aid the health
worker in helping community geople to become
more confident and self-reliant?
What teaching aids can be used that will lead the
heaith worker to make and invent teaching aids
after returning to his village?
* What approach to Icarning will best prepare the
nealth warker to help his people understand and
work together to solve their biggest problems?
What approach to health problems will enable the
health worker to learn how to approach the
solving of other community problems?
What can be done to ensure that all learning is
related to important needs?
* How can classwork be made more friendly and
fun?

How can tests and exams be presented so that
students use them to help each other rather than
to compete? How can tests and exams be used
1o judye the instructor as well as the students?

10. GETTING READY AND
OBTAINING SUPPLIES

* What preparations are needed before the course
begins? (transportation, eating-and sleeping
arrangements, study area, wash area, etc.)

* What furnishings and tcaching materials are
nowded 10 beging (berches, blackbosrd, erc.)

® What can be done if some of these are not ready
on time?

11. DETAILED PLANNING OF ACTIVITIES AND
CLASSES FOR THE BEGINNING OF THE
COURSE

* How many days of classes and activities should

be planned in detail before the course begins?

* Why isitimportant that the details of all the

classes and activities not be planned in advance?

B. Continued planning after the train}ng

course begins:

12. INVOLVING STUDENTS IN PLANNING THE

3-7

COURSE CONTENT (based on their experience

and the needs in their communities)
® Why ‘s it imoortant that the students take part
in z.anning the cou
® How can the studensts’ participation in planning
help them to learn abau: | . .
examining ard anclyzing the nasds in their

C o nmuaitiay
¢+ r2e0inizing both the sircngtns and the
weaknesses of their pesple’s customs?
viavs 1o pian ard organize @ learning group?
the value of learning by doing, and of respecting
and buiiding on their cwn experiencas?
shared decision making?

.

-

13. REVISING THE PLAN OF STUDIES

(COURSE CONTENT) ACCORDING TO

STUDENT SUGGESTIONS

* To what extent do the prlorities determined by
the students, according to problems and needs in
their own villages, correspond to these already
considered by the insiructors and planners? (How
do you explain the similarities and differences?)

® How important is it to revise the course plans in
order to better meet the concerns and expressed
needs of the student group?

14. PREPARING INDIVIDUAL CLASSES AND
ACTIVITIES

® How detailed should class plans be?

® How far in advance should a class or activity be

planned? Why?

Isit helpful to vse A particular outline or formula

for preparing a class? If so, what should it include?

all of the basic points to be learned ar

considered?

active student participation and interaction?

use of appropriate learning aids?

opportunities for the students to explore

questions and discover answers for themsalves?

practice in solving problems-similar to those

health workers will meet EA their work?

a chance for students to summarize what they

have learned and to ask questions?

® To what extent can students take partin the
preparation of classes and of teaching aids? (Is
this important? Why?)

-

.

.

Can each class or activity be planned to include , . .



15. CONTINUED REVISION OF THE
SCHEDULE—to make room for new ideas,
learning opportunities, needs, and problems
as they arise

* What are the advantages and disadvantages 10

keeping the program open and flexible? (How
might this influence a health worker's ability
to work toward, or tolerate, change in his or
her community?)

¥, | IMPORTANCE /f
= !r: OF FLEXIBILIT/A
v

16. EVALUATION DURING THE TRAINING
PROGRAM—10 consider how it might be
improved (see Chapter 9)

® In what ways can this be done?

* Who should be involved?

® What is the value of . . .

+ round-table discussions in which all students
and stafl have a chance to express their feelings
about the program and each other?

* similar discussions with members of the
community where the training program takes
place?

* tests and exams?

* setting specific goals and seeing if they are' met?

e |f evaluation studies (informal or_formal, ongoing

or final) are made, what can be done to help

assure that results are useful and will be used?

C. Planning and programming after the
course is completed:

17. FOLLOW-UP AND FEEDBACK* (see
Chapter 10)
® How can a supportive learning situation be
continued between instructors and students,
and among the students themselves, once the
training course is completed?
® How can the following be involved in supporting
the health worker:
+» members of the community (a health
committee)?
+» other health workers?
« program instrugtors, leaders, and advisers?
+ other support groups and referral centers?
® How can the experiences, successes, and
difficulties of the health workers in their
communities be recorded and used to make the
next training course better than the last? (Can
this be done so that health workers know they
are contributing, rather than being judged?)

18. STARTING OVER
The whole process is repeated:

PURPOSE

OBSERVATION

ANALYSIS OF NEEDS

EARLY DECISIONS AND OBJECTIVES

ACTION

STARTING OVER

CONTINUED PLANNING
CONTINUOUS EVALUATION

=S OF PLAN

*FEEDBACK: helpful ideas and suggestions
sent back to planners or instructors by health
workers,
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*zARLY DECISIONS

Location of training

itis best if training takes place in a situation close to that where health workers
will work. Closeness in distance is convenient. But closenass in terms of community

Atina s easential, Village health workers are best trained in 2 village: That way,
ey LGN Sraciice solving grobliems and carrying out activ ties under conditions
much like those in their own communities.

If possible, training should take place in a village with a health center where
students can gain clinical experience. It helps if the health center is run by
experienced local health workers, and has strong community participation. A
smail community-based health center is usually far more appropriate for training
vitlagers than a large clinic or hospital (see page 8-4). The closer the situation of
learning to the situation in which health workers will later work, the better.

For the same reasbns, it is important that the building in which training takes
place—and even the lurniture, if any—be similar to those in the villages of the
health workers. - :

In this book and in DI /\?\\\\\3/2 f D
Where There Is No : ) :ﬁé/’g‘;'/{_/-.ﬁ -
, 8 o i

Doctor, we often show.
drawings of health
workers-in-training
sitting on chairs or
benches. That is
because people
customarily make and
use such furniture in
the villages of Latin
America where we
work. Butin arsas
where people
traditionally sit on

the ground during
meetings and
discussions, it makes

In places where villagers traditionally sit on the floor, it’is

sense that the same appropriate that the training course follow the same custom.,
traditions ‘be observed This drawing is from Ang Maayong Lawas Maagum, a
in the training course. Philippine equivalent of Where There Is No Doctor.

In the same way, there are advantages to having health workers live with
families in the community rather than staying in a separate ‘dormitory’. This is
discussed further in Chapter 6.
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Numbers

LESS APPROPRIATE MORE APPROPRIATE

Many programs have found
that from 12 t0 15 is a good
number of students for a
course. A group this size is
large enough for discussions
to be exciting, but small /)
enough so that everyone can take part. >

Timing

. 2 to 3 months
1. Continuous

Some training courses are taught in one continuous block of time. Two to i
three months is the average length of such a course. This is usually long enough
for health workers to learn the basic skills needed for primary care. Yet it is
shortenough so that villagers with families and responsibilities at home can
(sometimes) afford the time away.

2. whort bl.OCks Pf tralnlr.Ig 2 weeks 2 weeks 2 weeks
alternating with practice — R i

Other training courses are taught in a series of shorter blocks of time. Health
workers may train for blocks of 2 weeks, separated by periods of 1 or 2 months
in which they return to their villages to practice. This way health workers are not
apart from their families for so long at one time, and they have a chance to
put into practice what they have learned. The experience.they gain and the
problems they meet in their village work add meaning and direction to their
continued training. However, if health workers must come a long distance by
foot or on muleback, training in short blocks may not be practical.

3. One day a week ]_c.jfy ]_diy l_d:a_y ]_d_ﬂy 1113y ) ek,

The Chimaltenango Development Program in Guatemala has health workers
train for 1 day a week as long as they continue their community health work.
This means that the health workers continually increase their knowledge and
skills. It also allows continual close relations and sharing of ideas within the group.
The more experienced health workers lead most of the training sessions. Clearly,
this sort ot weekly training is only possible where health workers live nearby or
where public transportation is adequate,

Combination: Any combinalion of these plans is possible—for example, a 2-week
initial course followed by training one day a week, or a 1-month course with
follow-up training every 3 monthes.

Time of year: For health workers who are also farmers, certain times of year
will be convenient for training, while others will be impossible. It is important
that villagers be consulted about what time of year to have the training course;
and whether training would be more convenient in one continuous period or in
shorter blocks of time. '
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" Funding

Most training courses we know about depend on funding frem sources outside

"‘the area being served. The amount of outside funding varies greatly from prograivi

to program. As a general rule, the more modest the funding, the more appropriate

the training.

The struggle to manage with very limited outside funding can be a valuable
those involved in a training program. It helps bring the

tive community

lzarning exoerience for
. 3 [ ol

ality of the peunle it serves, and closer ¢

e

Ly § 2

s sl B
Y SHOsEr 1O

as a whoie.

. For example, a community-based training program in Nuevo Leon, Mexico was
B,egun with very little money. The students and instructors started by building
their own mud-brick training center with the help of local villagers.

Later, when outside funding was stopped, the staff and students began raising
goats and other animals, and opened a small butcher shop. Their struggle to
survive economically brought the community and the health program closer
together. When we visited, we were struck by the close, caring relationships
between pcople in the village and participants in the training program.

Outside funding often means outside control. Therefore, it is usually wisc to
allow no more than half the funding for a health or development activity to come
from outside the area served. |f at least half the funding is provided locally, there
is more of a chance that control of the program will also be local. Then, in a very

real way, the program will belong to the people.

In Project Piaxtla, Mexico, each village that sends a student to the training
course is encouraged to pay half of his or her living expenses during training.
Other programs in Central America organize villagers to help with their health
worker’s farming or other work while he is away at training. This helps the village
feel more responsibility for its health worker. And it helps the health worker feel

more responsible to his village.

i

I
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MAKING A ROUGH PLAN OF COURSE CONTENT

Before the training course begins, it helps
to make a rough plan of what the course
might cover—even though this may later be
changed with help from the student group.
As much as possible, the plan should be
based on the needs of both the communities
and the students. But the strengths, talents,
and resources of ine students and their
communities also need Lo be laken into
account.

CONSIDER PEOPLE’S STRENGTHS
AS WELL AS THEIR NEEDS.

SUGGESTED STEPS FOR PLANNING THE COURSE CONTENT

1. List the main problems that affect the local people’s health and well-being.

2. Try to determine which problems are most important to the people
(priorities in the community).

3. Decide which problems should be included and which should be
emphasized in the course (prioritics for the cour'sc)_,_ATo do this, consider
local factors as well as the probable strengths and limitations of the health
workers. - § )

4. List the areas of knowledge and the skills health workers will need in order
to help people solve their more important problems. Arrange these into
groups or subjects for active, problem-sol'ving.s.t_udy.

5. Given the length of the course, consider how much time may be needed
for each subject or study area.

6. For each subject, try to balance di.scussion-tYp.e learning (classes) with
learning by doing (practice). Also seek a balance between curative,
preventive, and teaching skills, physical work, and:play.

7. Make up a rough coursc plan, including timctables for each wecek (but
naot in great detail, as these will probably be changed with the students’
help).

8. Prepare detailed plans for at least the first few days.

In the rest of this chapter, we discuss these steps in greater detail. You may
find these planning suggestions useful at 3 stages:

» before the course, to help instructors draw up a general course plan,
» during the course, to help the instructors and students adapt the course
according to needs in their communities, and
-+ after the course, to help health workers and people in their communities
plan activities according to their needs,

o X
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Step 1. Looikine =t and listing needs
To help a 3 oupr i nealth werkers (or vitlagers) plan a course of study or action
accarthing 1ot nag the first step is to have them look carefuity at their ‘
recent prohicn s |
Ask gach poreui 1oospeak of his own preplems and needs, both Dig and smail, '
Sormeone car wrtis 0@ Lst on the Blackooard or 3 large shiegt of paper :
Ask Gussiions ihet call for specific answers, su that peopie discuss problems :
from their own exparicnNces. !
- - = o b vi I e MR 1
i LESS APPROPRIATE - \ | MORE APPROPRIATE -
toe vague i | specific
What are the worst problems What is the worst problem i
of people in your village? your family had this year? i
l ] |
Although the focus will be on health problems, encourage people 1o mention !

other problems and concerns that also reiate 10 heaith or well-being
“Qur chickens dhed.”

“The crops failed.”

“We had to sell our land
to pay our debts.”

"My neighbor let his cows loose
in my cornfield.”

Before deciding which
health problems to begin
discussing in class, one
training program in the
Philippines has the health
workers visit different
homes in the village. During
these visits. they ask people
what they feel 10 be therr
biggest problems and needs.
This way the community’s
wishes are brought into the
training and planning from
the start.

Talk to people about their problems and
needs from the very start of training.
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Step 2. Considering the relative importance of the different
problems the group has listed
This can be done in several ways, some simpler, some more complete.
One way is to make a chart on a blackboard or a large piece of paper. Have the

group discuss how common and how serious they feel each problem to be. Then
mark from 1 plus (+) to 5 pluses (+++++) in each column, like this:

HOW HOwW HOow

PROBLEM common SERIOUS IMPORTANT
Babies have diarrhea TR L O S o
Children have worms F+ o+t + + )
Children very thin 4+ o+t ++ + =
Skin sores o Ao o B s
Toothaches t+ + o4+ 5
Chickens died ++ o+ + 4 6
Too far to water TE ++ o+ r + ¥
Fever and chills 4+ o+ 4+ ++ B
Fathers often drunk ++ + + o+ o+
Crops failed ++ + $gs A B
Food in store too costly Tty t+ + + + ++
Heart attacks + Pk oo
Women pale and weak T+ + + + +
Problems after birth ¥+ ++ ++
Measies T+ + @

Common colds Yoode o o i +

not very common (or serious)
Somewhat common (or serious)

+ + o+

+
3
+ + + common (or serious)
+ very common (or serious)
+

O OB extramely common (or scrious)

{ By considering both how common and how serious a problem is, the students
can getan idea of its relative importance in the community. To help in this,_ they
can add up the plus marks for each problem. ’

Ask the group which problem appears to be most important. (In this case it is
diarrhea, with 9 pluses.) Then, which are next in importance? (Those with 8
pluses. Which are they?) And so on.

Ry




. A more ¢o nplete way to look at the relative impartance of problems is to

Consider the following 4 Guestions for each problem:
['.
{ 1. How COMMON is the problem in the community?

2. How SERIQUS sare the effects on individuals, families, communities?

3. 1sit CONTAGIOUS? (Deces it spread to other people?)

NN

*. 13 it CHRONIC? {Does 1t last & long time?)

Again, plus marks can be used 10 add up the results, But a more fun way that

CAME BAVRSr s rvones T | 4l N 1t Sy }
E1S8 eversone involvoad ie to use cat-out symbols

SKULLS  mican SER IOUS.

big skulls:
EXTREMELY SERIOUS

small skulls;
SERIOUS
(deadly) :

SAD @ @ @ mean COMMON. The more tommon a problem is, the more
FACES @ O @ faces you put next to it.
)

FACES

WITH @ 7 : mean CONTAGIOUS (the iliness spreads from one person
~
O

ARROWS to others),

LONG 3 PRy, ™ ’
ARROW means CHRONIC (the problem is long lasting).

These symbols can be made of flannel or soft cloth, to be used on a ‘flannel-
board’ (see p. 11-16). First, have the group members draw them and cut them
out. They will need at least:

100 sad faces

8 15 skulls

po 15 faces with arrows
o 10 long arrows

2 Use a different color for each symbol,

; Now write the name of each problem on a
strip of paper or cloth. Attach these strips to

the flannel-board.

Then discuss the problems one by one. Have students come forward and place
the symbols they think fit each problem, -

2.1
~cd
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When they are done, the flannel-board could look something like this:

QOO
Common Cold| 9990609 ® 029 Bottle Feeding 1@&@@@
[lolaIaIasTe) @] [el5]6)
[Mainverition] %2 888888 yvap [Arencitis]§ 88 yAAYp

IWorms ]2 829289 0221 yARA, Tetanus]&sd oo o
938 Tetanys <

v < ek
L9

PP [Headachs] 8883, ’

©18| AF ey [Misvse of Mediciii

==

{[Skin Diseases

i T - s 7
‘rogi PF_EJO\QIYICJ L rl__ar\d T_\Ei\::re!“é,;z?(. e ’ g
:;[F_'c,_ver‘ and Chi_l_l}~ uO\%’JC?»’W Accxde_rlts, oA 885 d %
'Dn:u;w_!\_eTn—e—b: bO) Uagina( problem_:jgg%@ 4

0

20

Pre nancy &c”Birth & QQ: Measles,Whoopm Cough |G 9090*?
S QO 9 Yoo Mo

Heart Attack]&o.9P. . [Mumps, Chicken Pox]Q22 (@20

l[_______._ ~ 000 P *.o@o.losol

Let the students argue about how many sad faces to put up for ‘cough’ as
compared to ‘diarrhea’, or whether ‘drunkenness’ is contagious or not. This will
get them thinking and talking about the problems in their villages.

There may be differences of opinion, especially if the health workers come
from different areas. For example, in Project Piaxtla in Mexico, some health
workers come from hot, lowland villages where diarrhea, hookworm, and typhoid
arc more comimon. Others come trom mountain villages where colds, bronchitis,
and pneumonia are more common. So health workers will discover that problems
and needs vary from village to village. '

For those who cannot read:

Health workers can use
these same methods with
persons who cannot read. To
show the problems, they can
use simple drawings instead
of words. Once the drawings
are explained, people rarely
forget what they represent.

Here is an example:

Can you identify each
problem?



Step 3. Determining priorities for what to cover in the course

. Afier looking at the relative importance, or priority, of the different problems
found in the students’ communities, the instructors need to consider how much

ernph

asis, or priority, shculd be given to each of these problems in the course.

o do this, you can again make a chart. But this time ask some additiona!
questions about each problam. For example:

« Are local people concerned about the problem?

» How much dres it affect other health problems?

problem, if taugint?

What is the possibility for teaching effectivaly zbout the probiern?

How much would community health workers be likely to do to correct the

Mark your answers,with pluses (+++++) on a blackboard or a sheet of paper.

| | wawrmucr | possiaiviry //m{/flu/% INPszwcf
prosLen | MO How | PEORLES| 172 e TS (PR TeAc e G outo | CIven
CoONMon |SERIOUS| CONCERN| peaiTH OR p0ABouTIT | N
PROBLEMS | TREATMENT |IF TAUGHT | COURSE
Diarrhea N = = I + 4 oy Foraprae 24
Malutrition w ks | E + - r o+ - o 2
Worms 4+ 4 + + FE R . + o+ » P T 20
Cough
Commonlold ++++ |+ ++ar |+ .+ ¥ w 14
Preunonia + + e+ + + 0+ -t [ ' 5
Taberculosis + + YEr+ | bas 4 0+ F aa Al ke 20
SkinDiseases + v+ + PO -~ PR PN \'s
Stomach ache & e +4 0+ + - B e 14
Toolh problesns D + * PO PR -4 ¥ | 5
Fever o+ 4+ 4+ + + + -+ 4 + \9
Drunkenness ++ 44 PO S + » 5
Pnynoncyl.&irfh + > r 4+ 4+ - h o+ PR ¥ A 17
Heart Attack + + + + 0+ + + + - 9
Epilepsy ¥ ¥+ + + % & o 8
Boff/eféea/ing R e R + + + >+ L 18
Tetanus + el S ® i e @ G V5
Headache + 4+ G & " + 4+ 4 5
Misuseof medicine | ++++ | +++ o + -+ + 4+ o 1 6
Lard tenure +++ 4 FO SR R Tl O T U Ak % i 2
Arcifhrn‘s + + P 4+ + 4 5 B B rEe v E
Vayma//%ﬁfems ++ + + ++ + 4+ ¥ B A v
Measles + 4+ e + & od i SR P e
ls/hoop)ng(oug/i i e oA . % AR > 44 ' 6

Add up the plus marks for each problem to judge its relative importance for
inclusion or emphasis in the course. ’

Suggestion: When working with a group of health workers you may not want

to use this chart. It may be too complicated. Perhaps you will want to just discuss

the 6 questions it considers.
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Step 4. Listing appropriate areas of study

After looking carefully at the problems you want to cover in the course (based
on people’s needs), the next step is to consider:

:f\/? What skills, knowledge, and practice will health
workers need to help people solve these problems?

The skills and knowledge health workers need to learn should be carefully
analyzed (see Task Analysis, pages 57 to b 9). Skills in both curative and
preventive medicing will be important. Bt so will skills—and practice—in
communily organizing, teaching (of both adults and children), problem analysis,
record keeping, and so on. Some programs include certain agricultural skills,
veterinary skills, and even basic dentistry.

One of the most important One community-based program in the
areas of study for health workers Philippines spends more than half of training
concerns the way pcople relate time helping health workers to 'ga_\in an
to each other: Why people act understanding of ‘what makes people tick’.
and do things as they do! So '

health worker training should
include learning about ‘group
dynamics’, and even
‘consciousness raising’ or
‘building social awareness’.

S — e e e

Based on the priorities of
local problems, list all the
different areas of learning or
activity you think should be
covered in the course. The
subjects chosen must be realistic
in terms of needs, resources, and
time available for training. Then
arrange these subjects in sensible
groups or ‘areas of study’. It will
help if you organize these into 3
general categories:

« PREVENTIVE

Drawing by Lino C. Montebon in Ang Maayong
« CU RAT'VE Lawas Maagum, a Philippine equivalent of Where

There Is No Doctor.

« COMMUNITY OR SOCIAL !

On the next page is an example of a blank worksheet for planning the content
of a training course. This kind of sheet has been used by Project Piaxtla in Mexico.
Following the blank worksheet is a copy of the same sheet with a list of possible
study areas for health worker training. You are welcome to use this as a
checklist. But probably you will want to omit some items and add others,
according to your local situation.’

Eiantoriag
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HORKSHEET FOR PLANNING THE O

estimated Kouy
Fours available:

STENT 'OF A TRAINING COURSE

Total hours of course time available: _ hours per day « __days = hours 5;l;g::ﬁe$“6;: o
SUBJECT UNDER ESTIMATED ﬁg&g;m "S‘d;:;ggo CLASSROOM PRACTICAL .
CONSIDERATICN HOURS NEEDED (+ to +++++) OF HOURS STUDY ACTIVITY NOTES:
PREYENTION
Mother/child health
Nutrition
AgricuTtural work 3
Hygiene znd sanitation h e
Yaccines ) e
Prenatal care & childbirth
Family PTannirg Sy
J e
DIAGNOSTS AWD TREATMENT - -
History & pnysical exanm ) e TSR
Care of tne sick . N
(Anatomy and physioTogy) 7 T :
Diagnosis, ireatment,
and prevertion
Medical energenctes g
Clinical gractice - !
Use & misuse of medicines -
Use of bock(s) e e
Limits and referral
Record keeping
Treatment techniques
COMMUNTTY ARD 30CTAL

Awareness ~aising -
Community development
and health
Group dynenics
(RoTe playz)
eaching rethods and alds
Teaching prectice
Leadershi
anning &nd management
Home visits
Finding out nzeds
Vllage theater, etc.
Round-tabTe discussion

Games and sports

Tests and evsaluation
Review and Cake-up time

LZ€

(7
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Step 5. Consider how much time to ailow for each area of study

This can ke done using the same worksheet. As an example of how to do it,
se2 the next page.

¢ First, figure out the total number of hours of study time for the whcle
course. Write the sum at the top of the sheet, beside "“total hours of course
time available.” (A two-month intensive course at 8 hours a day, 6 days a
week, would have 384 hours available.)

» Then, in the column for ESTIMATED HOURS NEEDED, write the number
of hours you think will be needed to cover each subject. Keep in mind the
total hours of course time.

» When you have filled in the estimated hours for each subject, add them up
and compare your tsial with the "'total hours available.” (See the ugper
rignt corner of the chart.) Subtract to tind the dittference. This lets you
know how many hours you need to add or subtract from different subjects.
But before making these adjustrents . . .

* Fill in the third column, RELATIVE PRIORITY, using information from
your previous studies {steps 2 and 3). This will help you to make study time
adjustments according to priority of needs.

= Now adjust the hours for different subjects until the total equals the number
of hours available. (Be sure to allow time for review and missed classes.)

Note: Not all of the subjects for study will require separate class time. Some
can be included within other subjects. For example, we suggest that ‘anatomy’
not be taught as a separate subject, but that it be included as needed when
studying specific health problems. Subjects that do not require separate hours
can be written in parentheses (like this).

Some subjects with scheduled hours can also, in part, be covered in classes on
related subjects. For example, preventive measures like hygiene and sanitation
can be reviewed during classes covering specific illnesses. Physical exam, history
taking, and the correct use of medicines can be reinforced during the daily
clinical practice.




WORKSHEEY FOR PLANNING THE CONTENT OF A TRAINING COURSE estimated hour::

hours -available:

Total hours of couirse time available: B hours per day «x ‘té_ days = 384 hours Catipate mus:

be lowered by: |53 hours
SUBJECT UNDER ESTIMATED 25'{3235 e L CLASSROOH PRACTICAL )
CONSIDERATION HOURS NEEDED (+ to +++++) | OF HOURS STUDY ACTIVITY NOTES:
PREVENTION -
Hother/chiTd health 10+ + 4+ + 4+ + 8 + el B
Nutrition 19+ + + + + 4+ S
Agricultural work 24 + + + 12
Hygiene and sanitation 1Q ++ + ++ 8 +
Yaccines 5 + 4+ + + 4
Prenatal care & childbirth < + + + 3 3 .
Family PTanning 3 + + 2
DIAGROSTS AND TREATMENT . - e W
History & physical exam [ + + + + + 5 + _
Care of the sick X & + + + + 2. §w
(Anatomy and physiojoagy] o 4+ + o +
Diagnosis, treatment,
and prevention loa + + + 4+ + 20 +
Medical emergencies 10 + + + 4 s + _
Clinical practice 100 4+ + 4+ + 80 +
Use & misuse of medicines & I + + + + + <4 +
Use of book(s) e 4 + 4+ + + + 4 +
Limits and referral Py 4 e oo I + _
Record keeping 3 + + FRE D
Treatment techniques 3 + 4+ + + 3 +
COMMUNTITY AND SOCTAL
Awareness raising 1o + + + + + + 8 +
Community development
and health 10 + + + + + 8 +
Group dynamics 2 + + + + + . +
{RoTe plays] Q_+ + + + + 0+
Teaching methods and aids G i + + + + + 8 +
Teaching practice 10 + + + 4+ + 8 +
Leadershlp 2 . 3 & 1+ h
(PTanning and management) o) PRy 0 + )
Home visits 24 + t + + + 16 + -
Finding out needs 6 4 P o 4 +
VilTage theater, etc. 20 3 i 12 + -
Round-tabTe discussion (e &g L 8 R
Games and sports 1 <8 o 12 ++ -
o =
Tests and evaluation 12 + + + + 12 + e e
Review and make-up time I S Se
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" _practice and experiénce.

Step 6. Balancing the course content

A training course needs to be balanced in both content and learning methods.

* Try for a balance between
preventive, curative, and
community or social aspects
of health care. Add up the hours
in each of these 3 areas. Consider
if the balance is appropriate in
terms of thc pcople’s needs and
concerns. Adjust the hours if

necessary.

* Balance discussion-type learning
(classwork) with learning by doing
(practice), physical work, and play.

More and more programs are realizing the importance of learning by doing. i
Increasing emphasis is being placed on activities in the community, in the clinic,
in schools, and in the fields as a part of health worker training. Even classwork—
some of which rerains necessary—can involve a great dea! of active practice in
using skills and solving problems.

Many programs also are recognizing the irnportance of physical work and play
as a part of health worker training. Physical work serves many purposes—
especially if it is-health related (gardening, digging latrines, building equipment).
It provides a change of pace. It keeps health waorkers close to the land and the
working people. It helps them learn new agricultural or'building skills. And in .
some projects, the health workers’ daily farm work produces food that helps
make the training program self-sufficient. ;

Learning through games and play is especially important for occasions when
health workers work with children. '

To plan a balance between classroom study and practical activity, YOu can use
the same worksheet as before. Go down the list of subjects, marking the balance
you think is appropriate for each one. You can.do it this way: }

CLASSROOM PRACTICAL’
STuoY ACTIVITY ]
This means equal

balance,

Nutr) t’IO;I

L This means inostly
practical activity.

Treatment techniques

- This means all
classroom learning.

Round-table discussion .

After marking each'_subject, lodkat the‘ox'/e,ral‘l balance. If too much time is .
given to.classwork, try ta think of ways more learning can take place through

.., _..
Fave.
[

KNSR NS 3 faaa s fn o he



hORKSHEET FOR PLANNING THE CONTENT OF A TRAINING COURSE

estimated hours: 53K
hours available: I g4
i : > estimate must
Total hours cf course time available: 8 hours per day x 48& days = 384 hours be Yowered by: |53 s
STED
SUBJECT UNDER ESTIMATED SRioalvy | ADUSTED ¢\ assroon PRACTICAL M~
CONSIDERATION HOURS NEEDZD (+ to +++++) | OF HOURS STLDY AC ! :
PREYENTION
Mother/child health 19+ ++ + 4+ + 8 + includes mankthly bahy - "lzlclnlng
Nutrition 1o+ + + ++ + o includes some practice ¢
Agricultural work 24 + + + 12 plus _earcly marning hefore class
Hygiene and sanitation [Re) ++ + ++ 8 + olus Lirne Ear building g lairines and wells
Yaccines = ++ 4+ + 4 ‘neludes Yaccinating chldren
Prenatal care & childbirth 5 + + + 3 also attend hirths with midwives
5 Family PTanning = + + 2
3
¥ DIAGNOSTS AND TREATMENT :
History & physical exam 6 % $ 4 4= 4 4 5 +
Care of the sick 3 4+ + + + + 2 ++ 3]s attend emergencies
(Anatomy and physiology]) c 4+ + o _+ to he integraked with aother classes .
Dyagnosis, treatment,
and prevention a0 + + + + + 0 + details on agther Sheet
Medical emergencies (C + 4+ + 4 S +
Clinical practice 100 ++ + + + 80 +
Use & misuse of medicines s + + + + + < +
Use of book(s) g % ++ + + 4+ 4 + taice edch weelk
Limits and referral 2 o 4= Ao e ) +
Record keeping 3 + + -4
Treatment techniques 3 ++ + + 3 +
COMMUNITY AND SOCTAL
Awareness raising 0 + 4+ + + + + 8 +
Community development
and health e + + + + + 8 +
Group dynamics 2 + A fos b s
(Rofe plays] a_+ + + + + 0 + Mmany suhbjocks
Teaching methods and aids G 4 + + + + + 8 +
Teaching practice 10 + + + + + 8 + lwith schnolehildren _and adults
Leadership 2 £ 2 4 |+
(PTanning and management) 0 + + 4 + o +
Home visits 24 + + + + + 16+ fevery Saturday marning -
Finding out needs o+ o de A 4 % =
Village theater, etc. 20 + + 4 12_+ Planning and prackice +ime
Rourd-tabTe discussion 16 * 4+ +~ + 8 = ¥
Games and sports +8 + + + 12 %5 include mare outside of class time
Tests and eva]uatfon' 12 o s o AN 12 + every Frndamnrhxnn
Review and make-up time Sa ol e R 5¢ one hour 23 week alu_s the IDsk weelk
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PLANNING A BALANCE OF LEARNING ACTIVITIES

From the first day of the course,

it is a good idea 10 have a balance
getting 1o know

of different le2rning activities.
each other
. . and
At first, getung 10 making plans
know each other will be / \
very important. So are J N

discussions about health, = RS s r@’ Ry
well-being, and the goals gardening / o A N ) 3{ bl ‘/1\ QY:
< arai - and other AN =24 ";7/‘3// i
of the pregrem But the O Y A 7 s
learning O% C,)F"ifi" productive \ lv’/: )m“! 44 s

.| soeClie ] work // S Rl
skills should also begin
atonce. Froductive work
like gardening is

LTS

)} J \S(
Do IS 4 ‘
: |

learning
in cluss

important, 100. And songs
don't forget games, games,
songs, and sports. and
sports
learning
through practice
——————
After the course
is home visits helping care
is underwa r
5 ¥ Othe and community for the sick
activities (clinical practice)

important activities
can be intreduced.

Here are a few.

teaching
practice

prenatal /7
care, and
activities (1

with mothers
and children

health theater
or circus

evaluation and

further planning

(whole group— ‘round-

Instructors table’
discussion

and students)’
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Step 7. Preparing a timetable and making the weekly schedules

Once the overall content for the course is decided, you can plan the classes
and other activities on a week-by-week basis. It helps if you mimeograph blank
planning sheets similar to the one on page 3-29, but adapted to your needs. The |
_larger the planning sheet, the more details can be written in later. You can make
* 2 large one by joining 2 sheets together. Each week the plan can be posted for
ctudents to see. Following the blank weekly schedule is an example of one that
was filled out and used during a training course in Project Piaxtla, Mexico.

In preparing a weekly timetable, think about how to best use the hours of the
ciay. Plan your schedule according to the local rhythm of life: the hours when
people usually wake up, work, eat meals, rest, and so on. Try to includc a variety
of activities during each day, to avoid doing the same kind of thing for too long.
You may also want to allow a few minutes between classes for relaxing or quick
games. When planning times, be sure to get the suggestions and agreement of the
students and the families with whom they are staying.

Now consider which subjects should be taught when. Here are some ideas based
on our own experience:
Be sure afternoon classes
have plenty of action.
Which time of day is best for what?

+ Early morning hours, before the day is
“hot, are good for gardening and physical
work.

« The morning is also a good time for
classes on serious subjects that require
thoughtful study. Everyone is fresh and
eager to learn at this hour.

« The afternoon, when students are tired,
isa good time for active discussions, role
playing, and projects like making APPROPRIATE
teaching materials.

« Evenings are best for slide and filmstrip
presentations, and for meetings with
community persons who may be busy
all day. :

NOT APPROPRIATE ' |

Every day? Or once or twice a week?

« Subjects such as curative-and-preventive medicine and clinical practice,
which cover a great deal of material and require a lot of time, are best j

included every day.

« Skills such as using a reference book (Where There Is No Doctor) or using
medicines correctly are best taught orice or twice a week—in such a way
that they reinforce other subjects the students are learning.

« Review sessions should follow consultations or exams as soon as possible.

« Community visits should be scheduled for times when people are likely to
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At the beginning of the training course? Cr near the end?
+ Knowiedge and skilis nesded to examing, care for, and give advice to
people who are sick should be covered at the beginning of the course. See
page 8-9.
« Teaching in the community and puiting on village theater shows are good
activities for later in the course, when students have more knowledge and
seif-confidence. But be sure to plan anc practice for these well in advance.

-

Before the course begins (or shortly after, r

SLEALY PLARNIAG SHETT --

s, a5 o inclede student suggestions), make
rough weekly plans for the whole course.
This helps ensurz that you allow time for

ude, It iseasy 1@

M emary ik

sveryihing you intend 10 ing
(o run out of tirme bafore ail tihe rimportant
material has been covered!

Winen making an gariy plan of the vihole
course, you do not need to fill in many
details. Later, during the course, the
instructors can meet with the student
planning committee (see p. 4-14) each week to prepare a more detailed plan.for
the following weck. Be sure you scheduie a regular time for this planning, too.

An important suggestion: MAKE YOUR TIMETABLE FLEXIBLE ' A

It often happens thet some classes or subjects take lenger than pianned. Others
are poorly or even wrongly taught, or prove especially difficult for students to
understand. Such classes may need to be repeated. For this reason, it is wise t0
leave plenty of extra time for review: about 1 or 2 hours of ‘open’ time each
week, plus several unplanned days at the end of the course.

This open time also allows you to adjust the schedule when classes are missed |
or postponed. Especially if training takes place inu real-life setting (like a ‘
village), medical emergencies and other unplanned learning opportunities are
bound to come up.

R NS

For example, during a training course in Ajoya,
Mexico, a class was interrupted when news arrived
that a man had broken his leg on a mountain trail.
: The students and instructor carried the man to
3 the health center on a stretcher, set the broken
bone, and put a cast on his leg (see photo).

4 The interrupted class was given later. This was
‘ easy to manage because extra time had been
allowed in the schedule.

t Do not be afraid to change your plans.

‘Step 8. Preparing detailed plans for the first few days of the
course :

This will be discussed in the next chapter. '
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WEEKLY PLANNING SHEET -- HEALTH KORKER'S TRAINING COU

WEEK NUMBER _2 DATES January 25 to Janvary 3! , 1938 MEXICO -
|
TIME MONDAY TUESDAY WEDNESDAY THURSDAY l FRIDAY | SATURDAY SUNDAY
5500 WoRK 1N THE| VEGETABLE GARDT:N | B
) i
% ; . | AT ———
8i 0= |[EREAKEAST BREAKFAST BREAKFAST BREAKFAST BREAKFAST | BREAKEAST GREAKFAST |
3 - > PREPARE FOR
CURATIVE MEDICINE |CURATIVE MEDICINE |SURATIVE MEDICINE SURATIVE MERITINE WEEKLY !C-\MM\;NW yysirs |
- DIA [3 A
RRHEA H6P 1'32:-:5\1.(1“2; STOMATH ULCERS OTHER GUT PROBLEMS TEST [
9. 00_ DEHYDRATION OEHYPRATION r
- VSE OF MEDICINES USE 9{_1’»4;_ Book USE OF MEDICINES | USE OF THE 800K COMMUNITY
WTND) ‘
- RIS K$ AND PRECAUTIONS! : How TO MEASURE ! -
10:00- | WM MEDICINES KINDS OF DIARRHEA | anp GIVE MEDICINES (wrnp) ; VISITS -
_ ‘ (REMIND MOTHERS
11:00 PRACTICE INN CLINICAL HIEALTH CARE (N\E.DICAL F\Nq DENTFxL) ABROUT
J BABY WEIGHING
1 2: 00 REVIEW CONSULTATIONS |REVIEW CONSULTATIONS REVIEW CONSULTATIONS| REV.EW CONSULTATIONS REVIEW COMSULTATIONS ON MONDAY) L
° CURATIVE MEDICINE |CURATIVE MEDICINE [SURATIVE MEDICINE |CURATIVE MEDICINE CURATIVE MEDICINE
= INTRODUCTIOH TQ
1:00 SCIENTIFIC METHOD | MEDICAL HISTARY | PHYSICAL EXAM VITAL SIGNS YITAL SIGNS i
= LUNCH i
2:00— LUNCH LoNCRH LONCH LUNCH MEET WITH scwac?J LUNCH LonNEH i
- CHILOREN TO0 PLAN
3:00- PLUPPET SHOW
PREVENTIVE MEDICINE |PREVENTIVE MEDICINE PAREVENTIVE MEDICINE |PREVENTIVE MEDICINE| REVIEW OF TEST CONTINUE MAKING
- How To PREVENT SPREAD OF PREVENTION CF ““\::RMNCE oF AND WEEK'S POSTERE AND
N o <
4:00- g‘:’;‘;:ﬁ:::,‘"bs INFECTIOUS DISEASES | OTHER D\SEASES AND N\;I:u.:.q CLAZISES € 8 5 B
G2\ D HEALTH EDUCATION | HWEALTH EDUCATION HEALTH EDUCATION ' PUPPETS wiiTH
-T 3
- ) ABLE | | €ARNING To DRAW MAKING FLan meeTiNG Witk | OFE 5CHOOL CHILOREN
£ VS CUSSION MAKING POSTERS POSTERS SciiooL CHILDREN il I
6:00- DINNER DINNER "DINNER DINNER DINNER NNER DINNER T
7:00-
CLINIC ‘ MEET !
- SLIDE SHow/ ANP G To
WEEKLY DISCUSSION ABOUT STNRENTS PLAN
TTBUSINESS ] .c.dep—To CHILD SELF -CVALUATION | NEXT WEEK'S -
3 ETING “SCHEDULLE - -

ol
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HOW MUCH CURATIVE MEDICINE SHOULD A TRAINING

. PROGRAM INCLUDE?

If health workers are to win people’s
confidence and cooperation, they need to
START WHERE THE PEOPLE ARE AND BUILD ON THAT.

Prevention may be more important than cure. But not to a mother whose child
is sick! Most people feel far more need for curative than preventive medicine. |f
nealth workers are to respond to what people want, they must be able to diagnose
and treat g wide range of common health problems.

To teach health workers to start out by focusing on prevention can be a big
mistake. People do not immediately see the results of preventive work. | hey will
respond more eagerly if health workers begin with curative medicine and use that

as a doorway to prevention.

In a community-based program, curative care cannot be
separated from prevention. The first leads to the second.

| CAN'T UNDERSTAND WHY THE
PREOPLE HAVEN!T RESPONDED BETTER
TO OUR COMMUNITY HEALTH

Yaarive
2150, c1ME

MINISTA

Y
 oF
—iEALTH

A HEALTHY BALANCE BETWEEN PREVENTIVE AND CURATIVE MEDICINE
MUST TAKE INTO CONSIDERATION WHAT THE PEOPLE WANT.

Unfortunately, many programs provide training only in preventive measures

" and 'health education’. Curative care, if taught, is limited to the treatment of a

few 'basic syymptoms’, using 5 or 6 harmless or unnecessary medicines (see p.
18-2). Sometimes health workers end up learning less about diagnosis, treatment,
and the use of modern medicines than many villagers already know. This so
reduces the community’s confidence in the health workers that they become

less effective even in their preventive work.

£

T~



This is true if training focuses on making the students memorize a lot of
detailed facts and information. But if training helps thern learn basic skills through
role playing and actual practice, it is amazing how quickly they can become
effective in a wide ranae of curative skills. To develop reliable curative ability,

‘ ws on 4 arcos of iearning:

Waaning Dosgs 18
1. Step-by-step problem selving (scientific method).

7. History taking and physical examination of a sick parson.

3. Praclice in using a handbook to diagnose, treat, and advise people about
comman problems.
4. Learning to recognize one's own limits, and to judge which proplems to

refer to more highly trained workers.

In our experience in Latin America, village health workers can, in 2 months of
practical training, learn to effectively attend 80 to 90% of the sick people they
see. In time, as they gain experience and receive gocd follow-up treining, they can
effectively attend up to 95%. The best health workers learn to work as capably as
most doctors, with less misuse of medicines and more preventive education.

3
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WHAT MAKES EFFECTIVE HEALTH WORKERS?

Whether or not health workers develop the skills and understanding to
help people meet their needs, on their own terms, depends on many factors:

N

« They must be carefully selected, preferably by the community.

« Their instructors must be friendly, identify with the poor and with
their students, and have a good understanding of human nature.

« Training must be carefully and flexibly planned—according to the
needs of the students and their communities.

° Tedching'must e appropriate and cffective built around problem
solving and practice.

« Follow-up after the training course must be supportive and reliable:

In Chapters 2 and 3, we have looked at the first three factors on the list
above. In the next chapters, we will ook at others.

But first, itis important to gei off to a good start.

{
\.
o i
|
= e -A——'—----—d-_ﬁ?_,.
4
A cornmon arguiment against preparing health workers adequately in curative ¢
cars s thet 1 would be dangerous! There is just too much ma terial tc cover in a
short course.”’
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Respect far Other People * |

If we zre going o succeed, first, in establishing a relationship of
trust and ccnfidence with others, and second, in promoting change,
there are certain attitudes which o need to adopt in our relationships
with others. ‘

These attitudes are important tor the life — and the learning — of any
group undergoing training for development work. Without these atti-
tudes, we <hall not learn much. 1 hicy are also important for each of us
in our visits to villages o slums, and in all our meetings with other
people, whcever they are. The attitudes are also important in other

P —....aspects.of our-lives—in.our farnilies, at-work, with our friends, and ipp =~
casual enccunters with others at the shop or in the bus.

* Adapted from Staley & Sugden, 1441, p. 18.
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The most important is.an atti-ude of respect for other people. This

attitude is based on a sense of the worth of every human being. This is
a fundamental value which u1der.ies our approach to development.
We believe that without respect for others, there can be little meaning-
ful learning or development, eitherina t_raini_ng group, orina commun-
ity outside.

Respect implies confidence in the other person’s ability to learn,
and in his potential to solve his proolems and to change himself in the
process. In the wider context of development it implies confidence in
the potential of communities and groups of people to take hold of
their own lives, to solve their own problems, and to work for change
and transformation in society. ,

By communicating respect, wz help others to respect themselves.
For those who are down-trodden this is important: their attitude to-
wards themselves may be one of disrespect. Perhapsin a slum you may
hear people saying things like, “We are only poor people. We can't do
anything. We are helpless.” If we respect them, we shall help them to
respé_ct themselves and each other, and to change these attitudes of
helplessness and worthlessness. We shall be helping to give them back
their dignity.

If we give time to others, listen to others, allow them to make deci-
sions for themselves, and express warmth towards them and interest'in
them, we shall be showing respect. .

One final point about respect. Respect for others is based ultimate-
ly on respect for oneself. Unless | respect myself, | cannot respect
others. We shall often see in this course that there is a.correspondence
oetween attitudes and behaviour towards oneself and attitudes and
oehaviour towards others.

If you are reading this paper in a group, we invite each of you to do
a simple. exercise at this point. Lock round at—or think of —all the
other members of the group for a couple of minutes and in silence.
Think whether you have an attitude of respect towards each of them. If
r19t,:if)' to cultivate such an atituds,

S e
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The Conditions far Learning",“,ﬂ.,; 5

1. An environment of active people :
People lfearn when ticy feel they are personally involved with
others.in a learning process. :

2.A climét_é. of respect: ) .
When a high value is pliced on mdividuals and a sense of caring
prevails.

3. A climate of acceptance .

Accepting a person ricans that he can be himself and express
his beliefs without fear.

. An atmosphere of trust

When people have a fo i3 of trust in themselves and in others.

5. A climate of self-disccvery -

When learners are he .d to find out about themselves, and to
meet their own naeds 1ather than having their needs dictated to
them.

PIR=N

6. A non-threatening climatc -
So that persons can ccnirart each other and ideas can confront
ideas without fear.

7. A climate of openness:
When personal concer ., feelings, ideas and beliefs can be ex-
pressed and examined openly.

8. An emphasis on the unizyucly personal nature of learning ;
When each individual kiiows that his values, his beliefs, his feel-
ings and his views ar important and significant.

9. A climate in which diff-ionces are thought to be good and
desirable: -

When differences in people are as acceptable as differences in

ideas.
10. A ixi::;t(zs\:vhlch recognizes the right of individuals. to make
~ Learning is facilitated when o 767s acceptedas a natural part of

the learning process.

11. An atmosphere that tolera . ambiguity : :
When alternative soluti s can b explored without the pres-
sures of having 1o find i rimediate single answer.

* Adapted from Experiertiil | ea-r, \ID



Exnerienli.il

180 APPENDIX SELECTH) TRAINING PAPERS PR
12. Keep track of tine. At the beginning of a discussion you may: Ask

12. An emphasis.on co-operative evaluation and self-evaluation :
the members if they want to sct time limits,

When people can see themselves as they really are, with the g
help of their peers. ' 13. If tlge discussion becomes bogged down and people appear
bored or tired, suggest a short break (or a game). e
. : ; : 14. Ask the members to evaluate the progress of the .dié'éus'té‘ion
Group Discussion: The Moderator’s Role in a S T

Democratic Discussion Group

Throughout the discussion ‘
1. Make sure that everyone understands and accepts the task, the
: problefn, or-the issues which the group is going to discuss.

2. Help everyone to participate. Don't let one or two members
monopolize the discussion. _

3. Encourage the members to share the opinions, the infor’ma_tion,
the skills, and the other resources which they have and which are
needed to complete the task. E

4. When necessary, clarify what members say through questions or
re-phrasing. Ask questions rather than give answers. '

5. Encourage members to speak for themselves (“l think...”) and
from their personal experience, and to give specific examples.
Discourage them from speaking very generally and making state-
ments like, “Some people seem to think...”

6. See that members ‘listen to each other and seek clarifications
from each other if necessary. Do not allow interruptions.

7. Keep the focus on the central task or issues.

Styles of Leadership*

What evidence is there to suggest that quality of leadership is relat-
ed to the effectiveness of a group? A famous study of leadership styles
was made in America. For the purpose of the study, a number of boys’
clubs were set up. In these clubs the boys engaged in hobby-type acti-
vities overa period of time. Club leaders were trained to play three dif-
ferent types of leadcrchip role: a) authoritarian, b) democratic, and
¢) ‘let-it-happen’ (laisscz-faire). )

The authoritarian lcader gave orders to the boys one step at a time.
He allocated tasks for them t work on, rather than allowing them to
choose what they wanted to ¢o. He did not give them any information
about the end-product of their work, nor about how their particular
tasks were related to the overall group project He discouraged com-
munication between the beys and did rot allow any irrelevant activity.
Most of the communication was from him to them. He praised and
criticized the boys’ work without explaining the basis for his evalua-
tions.

The democratic leader ailowed the Loys to choose a group project
for themselves. He also allowed them to choose what tasks they would
work on as individuals, and "weiped the boys to see how the individual
tasks were related to the overall group project. He allowed communi-
cation between the boys. He helped them to plan, made suggestions,
and listened to their suggestions. He was concerned for their welfare,
and participated in the life of t/u: group. He gave both praise and critic-
iSf“,.bUf méde the basis for t 1gse. 'clear; e F g g o

The let-it-happen’ leader was friendly, but he opted out of the
group as much as possible. Hc ;ave the boys materials and suggestions

From time to time

8. Make a summary from time to time. This may involve ‘putting
ideas together, reconciling arguments, exploring differences of
opinion, and testing out conclusions for consensus. Don't hesit-
ate to draw attention to differences of opinion. il

9. Listen to the feelings being expressed behind the words spoken.
Allow the group feeling to be expressed from time to time.

10. If there is a lot to discuss and the groGp i large, keep in mind the

possibilities for breaking into smaller groups.

11. If you want to give your personal opinions, do so outside your ~
role as moderator. Say, for example, “Speaking personally, as if they asked for them, but he did not direct the proceedings at all. He &
remained passive unless direcily approached by the boys.
5

Swamy, and not as moderator, | think...”

Haserd mi L AL TUTE Aa 1IN0 Wanldall 9078 ws 1m0 o
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The'behaviour patterns within the group under the different leaders
'were carefully recorded, and conclusions drawn about the sort of be-

“havigurfound-under-the- three-different styles of leadership. -

More work: was achieved under authoritarian conditions than
under. democratic conditions, and least under ‘let-it-happen’. However,
group solidarity, origirality, motivation to work; approval of the leader,

and enjoyment were all higher in the democratic situation. The boys
were more co-operative with one another. There was less aggressive
behaviour and ‘scapegoating’. The group was not disrupted when the
democratic leader left them alone. _

Morale was very low in the authoritarian situation, and more ag-
gressive and destructive behaviour occurred. During the authoritarian
leader's absence, there was disruption of the group.

Under the ‘let-it-happen’ condition little work was done at all, and
the general atmosphere was one of apathetic chaos. The boys’ beha-
viour was anti-social and disruptive.

Most of the boys preferred the democratic leader, and all of those
whoe ropped out did so under authoritarian conditions. One or two of
the boys did, however, prefer the authoritarian regime, in partlcular
one bey whose father was an army officer.

The study illustrates clearly what is meant by ‘authoritarian” and
‘democratic leadership. Italso suggests that leadership can be seen asa
continuum, from control by an authoritarian leader to almost complete
individualautpnomy under a ‘let-it-happen’ leader. Depending on the
kind of group andits task, there is an optimal point on that continuum
for the effectiveness of the group and for the personal satisfaction-of
the individual members:

If a leader does no: delegate any aspects of his role to other group
members, that group'is vulnerable if he is absent or if he fails them in
some way. This is partly because they have not acquired the skills to
undertake the task; and partly because they have to learn to co-ordin-
ate their behaviour with that of other group members. :

On the other hand, if no-one plays a co-ordinating or supervisory
role, it may take a very long time for group members to work out a sys-
tem of working together effectively. In the study, particularly because
the subjects were young, they cid not learn to do this at all.

Other studies have also shown that some degree of leadership is
necessary to allow more equal participation, and for the views of
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everyone to be heard. The reason for this is, presumably, that without
an acknowledged leader, the carly phase of a group’s existence con-
sists of a_struggle_ for leadership by many of the members. From this
point of view, the presence of an acknowledged leader can speed up
the process whereby individuals in a group learn to co-ordinate their
behaviour to that of pthers. Too much ‘leadership behaviour hinders

the process, and so does too little.

Leadership Quiz*

All of us have some basic notons and assumptions about leader-
ship. What are yours? Do you agree or disagree with the following?

Agree Disagree

1. An effective leader varies his use of authority ac-
cording to the group and situation. Sometimes he
merely announces his decision, at other times he
persuades, consults or leaves the decision to the
group, all depending on the group and situation.

2. An effective leader sees more clearly than aless ef-
fective one the strengths and weaknesses of indivi- .
dual members of his tean.

3. An effective leader realizes that people have
mixed feelings towards authority; e. they both
like it and do not like it.

4. An effective leader must dccide whether he is go-
ing to be democratic o* authoritarian, and then
stick to his decision.

5. Effective leaders tend to smooth over or avoid
conilict between memb:crs of the group rather
than confront them.

6. An effective leader must have an impressive
appearance and be tall, strong and handsome.

* Adapted from Britto, 1978; McCrath, 1978, pp. 297-8.
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ffective leader is careful not to make mis-

- than results.
9. An effective leader always rewards all those who

are loyal to him.

10. An effective leader is one who keeps his ap-
‘pearance and dress neat and clean.

11. An effective leader is one who can get a lot of
~ help from outside for his group.

12. Aneffective leader puts a great value on humour,
and uses it to keep a sense of perspective when
the group is struggling with a problem.

13. Besides the authority of his position, an effective

leader tries to develop other forms of influence,
i.e. his personality, competence and character.

14. An effective leader is one who leads a group to,

its ‘goals.

15. An effective leader encourages honest disagree-
‘ment in order’to find bette- solutions.

16. An effective leader treats each member of his
group in the same way.

17. An effective leader is one who usually gets his
way in-a group discussion.

18. An effective leader builds on the strengths of his
group, doing the things they do well and omit-
ting those they cannot. '

19. An ineffective leader oftén gets lost in the jungle
of his duties and loses track of objectives.

1

es, and he does not tolerate the mistakes of

€ ffective leader thinks in terms of duty rather
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20. An effective leader consiciers his mren, their qual-
ity and development, to b his most important re-
sources— far mo-¢ imporiant than materials or

money.

21. An effective leader is sensitive botti 1 group and
individual needs, as well s the de-nands of the
situation.

. Leadership should be shared i a i oup, moving
from one member to ansiher, aceoiding to the
competence required i the situaoi.

~nN
I~

Solving Problein: and »aking Decisions*

When a group tor an indvidual) is seced with solving a problem or
making a decision, there are e steps which can be followed. These
s‘.epg will make for greater claiity and eifectiveness while considering
the problem or the decision, und they will also lead to a better final
decision. '

1. Define the problem

Ask yourselves, What is thi: real problem before us ¢ If you cannot
agree on what the problen i~ you certainly will not agree on the
solution! A clearly-defined problem is already a great help towards a
solution.

What appears to be the problem ray be only a superficial symp-
torn. Underneath there mav be larger and deeper issues.

Express the problem in “How to...” terms. Do not say, “The prob-
lem is moderating discussions”; but, “The problem is how to learn to
moderate discussions effectively.”

2. Collect possible solutions

Ask yourselves, “What arc: he possible solutions to this problem 2
Make a list of all the deas, posible so utions and suggestions without
evaluating any of thom (The process 1s similar to ‘brain-storming).

It is important to separate the collecting of ideas in this step from
evaluation: the evaluation stould core only in the third step. If you
evaluate ideas in this second step, it will inhibit the contripution of
further ideas.

" Adapted from McUratn, 1978, np. 330-2
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“Makethe list of possible solutions as long and complete as possible.
Some people believe that the quality of the final decision depends on
the number of possible solutions collzcted during this second step.

3. Evaluate the possible solutions and choose the best )

Ask yourselves, “Of all the alternatives we have listed, which is th
best solution?” o

Weigh the pros and cons of each possible solution.

Encourage dissent and disagreement among the members of the
group. This will help in the eomplete examination of every possibility.
Beware of easy agreements—they probably have not been thought
through completely. At the same time, avoid being defensive or mak-
ing others feel defensive. Try to separate the ideas and solutions from
the individuals who contributed them. '

There are two impartant aspects to an effective decision. One is the
quality of the decision. Ask yourselves, “Does this decision accomplish
our purpose? Will it effectively solve the problem 2" The second aspect
is the acceptability of the decision 1o those who have to carry it out.

If you find that ycu now need further information or an expert
opinion, get it before the decision is made, not afterwards!

Consider whetner the group itsel is ready to make a decision.
Sometimes groups (like individuals) need time to ‘think over a decision
before finally making it :

4. Implement the decision

Decide on the steps forimplementing the decision. Ask yourselves,
“Who is going to do wiatz When? How?” Be specific: put names against
actions. ;

A decision which coes not include details of how the decision is to
be implemented may be ineffective and even useless. Lots of good
ideas are never translated into action because their implementation is
not taken care of. )

As well as deciding who will do what, when and how, there may be
other questions, such as, “Who else should be informed of this
decision?” ' o
~ 5. Follow-up
_ Ask yourselves, “How will we chack on how this decision s working
in action?” It is important that the group decides at the time they make
Yhe decinion how they are going to arrange for follow-up and feedback.
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Elemenis of Teamwork*

achieved, but they arc excellent targe:s as we work together in groups,
committees, organizations and communities.

_There are a number of elements Lo teamwork. These are not easity

1. Teamwork requires an understanding of, and commitment to, the

task and objectives of the group.

2. Teamwork requires the maximum  utilization of the different
resources of the individuals within the group.

3. Teamwork is achicved wi.e flexibility, sensitivity to the needs of
others, and creativity arc encouraged.

4. Teamwork is most effective when leadership is shared.

5..Teamwork requires a group to develop appropriate procedures for
‘meeting particular p-oblens or situations, and for making decisions.

6. Teamwork is charac-erizec Ly the group's ability to examine its own
process, so as to consianhy improve itself as a team.

7. Teamwork requires rust ani: openness in communication and relat-
ionships. '

8. Teamwork is achicved wiwen the group members have a strony
sense of belonging,

Group Discussions and Meetings

Every meeting and discus-ic.n has its own dynamics. However there
aré certain conditions or betaviour which will help a group to func-
tion effectively and to corplute its tesk. There are also conditions and
behaviour whick will hincer the group. These can be related either to
the group's task, or to the iocess of the discussion.

The following contritute t¢ a good discussion:
A. Related to the zask

1. Members take the initi.tive to define the task, define words and
concepts, clarify issucs imtroduce new ideas, etc.

2. The task is clear to every member of the group, and all members
accept it

3. Members have tie inicrmation they need; or they seek it from
each other.

* Adapted from Lippitt, 197 ). juoted by Britto, 1978
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Members freely give information and facts related to the task,.and
-also offer their opinions.

examples.

6. Members listen to each other’s contributions, and ask for clarifica-

7.
8.

9.

tions from each other of what is not clear.

The focus remains on the central issues.

There is a periodic summary, a putting together of ideas, or the
testing of a conclusion. . )

Any conclusion is tested against reality to see if it “its.

B. Related to the process

T

o u»

8.

Members agree on a procedure for the discussion.

2. There is a periodic evaluation of the progress of the discussion.
3.
4. People listen, not only to the words spoken, but also to the feel-

The climate .in the group encourages everyone to participate.

ings ‘behind the words, and to the non-verbal expressions.

. There is a periodic expression of the feeling in the group.
. Any tensions which arise within the group are reduced or relieved.
. Arguments are reconciled, differences are explored, members

‘agree to disagree agreeably’.
There is a'periodic testing for consensus or decisions.

The following hinder a good discussion:
A. Related to the task

1
2,

Lack of clarity about— or commitment to—the group's task.

Failure to give, or to seek, information which is available with
group members.

. Failure to stick to the mair issues.

4. Generalized agreements at a high level of abstraction.

5. Failure to check out and clarify exactly what is not clear when

someone else speaks.

- Excessive probing for another member's opinions or expenence

when he does not want to share these any further.

. The mtroducnon of irrelevant personal topics, anecdotes,

mterests
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B. Related to the process

~
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10.
i i 8
12.

No agreemen: on procedure.

A'climate of tension, o of domination and control by 6ne or two

people.

. Failure to listen to others
. Interrupting others while they are speaking.

Hurt feelings, and failure to deal with these and other group
feelings.

. Withdrawal of some members or displays of non- partnc;patl(,n
. No review of the progress of the discussion.

. Excessive disagreement and opposition for personal reasons.

. Passing judgement on what others say; deflating others; or giving

them advice.

Struggles for power, rocognition or leadership.
Formation of sub-groups.

Vested intereszs and ‘hidden agendas'.

A person who is acting obstructively is probably domg, 50, not
because of any intellectual diiticulty, but because his feelings are upset.
If a member feels:

a)

that his role o: identity in the group is not clear, or

b) that the group's task is nct worthwhile, or

o)

that he should be wiclding more influence than he is, or

d) that the group does not like or accept him,

then he may behave cbstructivery. Sensitivity to this point can help the
members of a groun to sec more clearly what is happening in the

group.

Empathy and Sympathy *

-If we are to ‘start where pecple are’ we need first to understand

where they are. Above all, v
other people experience the
understand their knowledge, bt also their feelings and their attitudes.
We must be able to see life through their eyes, and to understand the
forces that they feel are impinging on their lives.

need to be able to understand how
wold. This means that we must not only

* Staley & Sugden, 19&1 V3, p. 18
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When it comes to helping to bring about change, this becomes
even more important. For example, if we want to encourage change

among a community of poor people, it is oly if we can start with them
- where they are, and respond to them, and contribute ideas that fit

within their frame of referencc. that our responses and ideas will have
any meaning for them. :

The technical name for this “ind of ur wlesstanding is empathy, which
we can define as the ability to inderstand accurately and accept what
another is experiencing, and t: communicate that understanding and
acceptance to him. All of us are capable empathy; and it can be deve-
loped through conscious effort and practice. Like respect, it is based on
an assumption or belief that pcople are of worth, and of equal worth.

It may be useful to make th= distinction here between this kind of
understanding or empathy, and sympathy. Sympathy is the sharing of
another's feeling —feeling with that person. We feel sympathy for our
friend whose father has died. We share his saciness.

There can also be an element of pity in sympathy, which implies an
unequal relationship. The persi:n snowing sympathy, i.e. the sympa-
thizer, is at a ‘higher level comy:ared to the person being sympathized
with. The sympathizer may ever ‘shawer hic emotional warmth on the
‘unfortunates’ below. It is much easier to show sympathy than empa-
thy, especially in a culture where we are used to thinking of some
people as superior and some as inferior. This is the attitude of many
people towards the poor: by sh. swing sympathy towards the poor, the
better-off person assumes a cert -in superiority to them. In our view this
is not showing respect. So we ca see that an attitude of understanding
or empathy-goes hand-in-hand with an att tude of respect

Feedback
Feedback’ is information given to a person (or a group or an organi-
zation) about how he affects othirs. It helps i-im become more aware,
bath of his strengths and of his w-aknessi 1t does not tell him what he
should do, but it raises questic 1s for um It fhielps him to decide
whether to change his behaviou: 5o that 1 an e more effective and
better able to achieve what he .vants,

If feedback is given in a positive way i can be helpful. But i it is
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given wrongly, itis not only unhelpful, but can aiso be destructive. Here
are.some- guidelines for giving feedback : , AR

- DO'be specific. Give examples and data, For exémple:—'W ny
interrupted me just now | felt annoyed.” The othe- person is able to
make use of such information f he chooses to do so. P
DONT make general stitements, such as, 1 feel annoyed because
you never listen to me.” Unless you can give some specific exarﬁplés,
the receiver may not understand or believe what you are telling him:

DO describe. your own feelings and reactions. For example, ] felt
hurt” This is. what you actually know. :

DON'T describe the other person’s feelings or motives orintentions.
For example, “You wanted to hurt me.” You do not know this: it is only
your guess or interpretation. Such feedback wil! probably be rejected.

DONT judge the other person’s actions. For example, “You were
wrong to shout at me.” Statements ike this will orly produce a defen-
sive reaction. ’ i

DONT make general evaluative statements about the other per-
son’s character. For example, “You are dominating and inconsiderate.”
The person who s told this will p-obably react defensively.

DO think of the needs of the other person and of what will be use-
ful to him. Feedback should be constructive.

DON'T speak only out of your own need to react or score off the
other person: that is irresponsible and destructive. i

DO speak only of behaviour which the other person could change,
for example, his habit of interrupting. This is within his control,

DONT speak of behaviour over which he kas no control, for
example, his habit of stammering. To comment cn that will only in-
crease his frustration.

DO choose the right time, climat= and company io give feedback.
Cenerally it is most useful immediately after the event concerned.

DON'T give feedback long after te event, in some other situation,
with some other group of people.

DO give feedback when the other person asks for it. Better still, ask
him exactly what he wants to kncw.
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does not want it

. DO encourage him to check with anyone else who was present

~abourthe accuracy of the feedback: This can be dore iia group. Feed-
back is more effective if it is received from several sources.

DO ask the receiver if he understands what you are saying even
though he may not accept it. '

Feedback is a way of giving help-.-lt is a corrective mechanism for
thé person who wants to learn how well his behaviour matches his
intentions. It is a means of increasing a person’s autonomy and estab-
lishing his identity —for answering the question “Who am 12"

Episode A*.

The slum-dwellers of Ram Nagar got tired of endlessly appealing to
the Corporation authorities for the piped water connection that they
had been promised. So. we organized a march to the Corporation
office, and the people proceeded to wash their clothes at the taps
there. After that the Corporation quickly got the water connections
installed in Ram Nagar.

Episode B

Some fishermen were freed from their age-old indebtedness to
the fish merchants and money-lenders, and were organized into a
fishermen’s sangam’”. But the sangam members still had to sell their fish
to the merchants. The merchants normally pay cash, but for the sangam
members they now refused to do so, giving credit notes only, in
the hope of breaking the sangam. When one merchant owed several
thousand rupees, the sangam organizer arranged a petition from the
sangam members for settlement, warning the merchant that he would
10t be allowed to remove his fish from the village unless he paid up by

-+ a certain date. On that day his lorry was prevented from moving from

the village by the sangam members, and he quickly paid the amount

- due. L

" Adapted from Maglaya, 1978, pp. 3-4.
= A sangam is an associaticn or co-operative,
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Episode C

poo":r'l":_families in a semi-industiial area. One of the needs which they ob-
served-was for training and ¢inployment for the girls of the area. So
they started a project, and g:ve training and employment to many of
the girls. After some months, the girls were trained and were earning
considerable salaries. Then th-: :oc al workers discovered that most of
the money which the girls wore earning was being collected by the
local money-lenders in repayin ent of loans taken earlier by the girls’
fathers. Sc it turned out that the preject was mainly benefitting the
money-lenders.

Channa Rao*

[The following extract is taxen from a first-hand account of work in
remote villages of Andhra Pradcsk which had been devastated by the
cyclone of 19th November, 1477 ]

That evening, at the ineeting Alvino pointed out that we had to be
sensitive to the feelings of the village people. For us burying bodies
might be a new expericnce. Bul to them, it brought back memories of
people they had know: intirnutely. “Suppose we were to find a dear
relative of ours in that staze of ‘I composition, what would our feelings
be? Would it not be a heart-hreaking cxperience ?”

The next day, we were tc: iind out just how heart-bre.king.

A father recognizes his dead children

The bodies of two crildre -ad been found about half a mile from
the village. People saicl they « 're the children of Channa Rao, the
headman of Malakayal.nka. '

Should we tell him? Or shouid we bury them without his know-
ledge? Two opinions were exp ssed. Some felt it would upset him un-
necessarily. He had lost fathir, mother, wife and five children. But
others thought differently : "5t h0se we don't tell him, he will surely
cometo know later. Anc he n-av icel betrayed by people he had come

to knew and trust.” In the en.! ih < view prevailed.
The nex: morning, Channa Rao was sent for. Madhava Rao handlec!
the situation well. “Channa Rac b said s ftly, “two bodies have been

* Noronha, 1978, pp. 312

Qma sacial workers_wanted. to.start a_project. for the benefit.af . .



194 : APPENDIX

found ‘near the river. The people say they are from your vrllage Would
you dike to see them ?” After a pause, Channa Rao said he would. Asrl-

PR
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alrea y been prepared. '

soon as the othér fishermen saw the first body, they said, “Channa
Pillai, ChannaPillai*(Channa’s child!). It was the body of his eleven-year

ofd daughter—Knshnakuman—who used to come to the primary
school in our village. She was Iyrng face downward, with her hands be-
neath her chest. Part of her dréss was still on her body, but her feet were
Spme vandal had chopped them off to get her silver anklets.

Channa Rao looked at her, shaking his head as if in disbelief. Then
slowly, the tears began to roll down his strong, weather-beaten face.
“Don’t cry,” said one of the fishermen, “) too lost three chrldren ”But we
made a sign to him to be silent., ‘

A long time passed, before Channa Rao was ready to be shown his
second child a hundred yards away. It was the body of his three-year
old girl. Her left hand still wore a pretty glass bangle, but her right arm
was gone. Her face was turned to one side and her features were still
distinct after 38 days. But her body ended at the femur.

Channa Rao sat down on the ground. Now, the full |mpact of the
tragedy it him, and he cried uncontrollably. As we stood there, we no-
ticeda clump of the dead child’s hair on the thorny bush above. A little
below a piece of her dress fluttered in the strong wind.

' “Channa Rao, would you like-your children cremated or buned?
Whatever. you, want, we will do.” He did not answer. 3

When the question was repeated, he said: “Cremated.” We led him
away. gently, while logs of wood were wedged under the body, and
placed-over’it. :

“Channa Rao. went back to the_first child, and desprte protests,
caressed the hair, the arms and legs of his 11-year old daughter.

“According to-Hindu custom, it is the father who lights the funeral
pyre. But Channa Rao could not bring himself to do this. A short prayer
was said in-Telugu, commending the dead child to God's care. Then
Alvino set the wood aflame. The strong wind fanned the fire and even
the green‘leaves on the-bush above crackled in its searing heat. As we
watched the burning wood consume the last remains of Channa Rao’s
children, it seemed a more impressive way of handmg back the human
body to the: earth : 5
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More than anything else | had seen, this event made me realize the

enormous tragedy tha: hac come cver these men and women.

~ChannaRao-was-away-atthe time-oftho eyclone-When-he-heard-that
he had lost his entire family, he spent days searching for the bodies of
his children. Without realizing it, w2 ha given him the solace of a final
glimpse of two of his dauzltess.

Four Months Among Oppressed Villagers *

| first made a quick round of all the villages. All | had with me was a
knap-sack on my back. | used to eat what the people gave me. Often, it
was only one full meal & day. Tke group | wanted to capture were the
young men. | invited them o come around in the evening so that we
could talk things over. | wou'd tell them of the developments taking
place in other parts of the country, and ask them how they compare
their situation to what is happening elsewhere. When they acknow-
ledged their situation was pretty hopeless, | asked them who should
bring about change, except they themselves. | would explain that to
each problem there is a corresponding solution: the solution is a comn-
bination of the en=rgy and co-operation of the people and the facilities
offered by the local government.

The next step was one of notivation. Help is available, but will not
be forthcoming unless the pc ople demand it. The whole village must
first become aware of their civn problems and of the corresponding

solutions, and then demand whit is duc to them from the government
as a village community. This is thz challenge | threw to the young men:
get the people together and helps them realize their problems and their
rights. »

So meetings ware held in tiic vil'ages. organized by the young men.
The people were asked to enimerate their problems, then make a list
of priorities. Once thev had sclected the top problem, Iwould instruct
them about what 3overnmen: scheme wvas available, the officer to be
approached, the conditions e 1L ffill. The next step was to draw up ap-

plications and get them sign:«d by eveivone present.
14 such applications were handed in to government averwie& in
two months. | continued te meet with o core group of 12 youths at

least once a week. In this process o growing awareness on their part a

" Lourdusamy, 1975. pp. 7-8.
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- significant thing.happened. They came to realize that it was not enough

B2 >

forthem to be committed to the development of their own village, but
Tate; eh—s-he&%d—befoﬁeéfﬁed-abe&t—eaéh@ther‘srviﬂagefomT ;
the'need of an inter-village arganization to strengthen their common
cause. This organization would serve as a channel of education for the
village folks, viz, to.awaken the people to their socio-economig situa-
tion and motivate them to action; it should become a registered
society and get legal status; as a recognized organization, it would take
up specific acts of injustice, corruption and exploitation to which the
village people are subjected, and fight these issues. .

" 'This is where we have reached so far. It is difficult to assess the im-
pact this group of youngsters has had on the villagers. But it has been a
good start towards a greater awareness of the present situation, espe-
cially among the young, and a certain amount of commitment has
manifested itself to meet the existing situation, with a desire to do
something about it

; Binnamangalam

. During the severe drought in Lok Pradesh, a small group of students
from Swami Durgadas College went to work in the village of Binna-
mangalam. The.Government of Lok Pradesh was already organizing
relief works near every village. According to Government statements,
all drought-affected adults who were able-bodied could obtain daily
employment near their homes and receive a basic wage.

-Government had also announced a programme-of grants-in-aid for
thé,vgry old, the physically-handicapped, orphaned children, and
widows with babies. All the families of Binnamangalam were, in theory
-at least, eligible to benefit either from the émployme_nt on the relief
works: or from the grants-in-aid. it

But when the students reached Binnamangalar they found that

there were no relief works within five miles, and that no-one in the
village knew about the grants-in-aid. Every able-bodied adult in the vil-
lage wanted to wark. The students had no financial resources them-
sélyes. e _
After studying the whole situation, the students decided that they
could help best by organizing the villagers to demand from the local
Government officials the relief works and the grants to which they
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were entitled. They set abo t iaing thic, and by the end of two weeks
refief works had.been start: ' which givve employment to about half
he-able-bedied-adulls ia i villige. No-vne had yet-received. any.
grant, although applications hod breen submitted by all those wito were
eligible. Meanwhile the droo2 1t was growing more severe, and many
people in the village wer: —wifering. Those still without weik were
becoming apathetic.
At this point, the rej
mangalam. He told the stude:r

scriative of 2 toreign agency came tw Sinna-
s thatifthey were willing to take ressonsi-

e

" bility for cooking and chistribrting food, the agency would pioviae two

rneals a day for every persci i ihe villuge until the drought was over.
Do you think the stud. -+ shioule have accepted the zgency's
offer?
What would be the pics i cons er the agency’s proposal from a
development point of view. -

Setiing Goals*

Most of us live and work i below «:ur capacity. We are like bits of
wood, fioating passively on 1 nver. We are carried here and there by
the currents of the river w thout any aim of our own.

Setting goals for ourselves can free us from the aimlessness and
inertia of floating on tha river. Goals can help to give meaning and di-
rection to ourlives. They can help us te use our capabilities more fully
and effectively. They can hclo us to develop our potentials. They can
help- us to use our resour s, cur time, and our -energies more
effectively..They can guide v when we have to take decisions and
make plans. They can help us to change ourselves. They can help us w
work for change in society

Research has shown that - ommitment Lo clearly stated goals leads
to the achievement of these coals. Yet this commitment is not acquired
casily. Commitment to pe-sciad life-goals can be especially costly. To

choose one goal is to reject «thers. You can't be a development wor-
ker and a-businessman tco.

Purther, once we sct goals tor ourselves, we must have the courage
to risk failure in reaching thosc soals. Dne who sets no goals for himself
does not run the risk of failing to reach his goals.

* Adapted from Currie, 1975, pps. 1 25-9; McGrath, 1975, pp. 93-5; Britto, 1978
and other sources.

T
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ften'we confuse activities— doing things —with achieving goals.
We'invest oursélves and our own resources (our time, our capabilities;

Yuretorts our commitment)-into activities twork-talkjoumeys visits,
l’eqs_ure,éécial events, 'training or whatever it may be) without though,t
forithe end-result of such activities. Unless the end-result is clear, the
_pﬂrpoge of the activities may not be clear. Setting goals, which are the
end-results we want to achieve, can bring purpose and meaning to our
activities, _ : : - :

To be able to set meaningful and attainable goals, we must know
ourselves. What do we do best? What do we enjoy doing? What are
our'”’str.eng,ths? ‘How can we build on our strengths? How can we
change ourselves? ) g

If we want to change ourselves—to acquire and practise new skills,
or to behave differently — goals can help us. For one thing they help us
to compare what we want to do with what we actually do now. They
also, in themselves, help to motivate us to achieve the changes we
want, and they reinforce our efforts to change. Goals that are associat-
ed with an enhanced self-imaze will help to motivate us further.

Ourgoals must be challenging. If they are not sufficiently challeng-
ing—"or.if we are not going to make the necessary effort—there is no

point in- setting goals. We might as well continue as we are doing

already. : ] A Y ;

Onthe other hand, we must be realistic in setting goals. We must as-
sess ouropportunities and situation carefully. What goals would be real-
istic and within our reach? If we set unrealistic goals, we shall not be able
to achieve them, and this will lead to frustration and disappointment.

e

Moreover; 'once we have set goals, we must have enough self-confid-

ence to reach outtowards them If we feel our situation to be hopeless,
our goalsetting will be in vain and will again lead to frustration.

nd if we seek feedback in our efforts from those who count
IVEs, we may reasonably assume that we can achieve the goal
we set for ourselves. Even the very process of setting goals—even
thinking:about them—can help us to achieve them.

We can distinguish between long-term and short-term goals. Long-
term: goals are to do with our lives: the overall direction of our lives,
our I'ca'fe'er, our ambition, our personal growth, etc. For. setting (Oﬂg‘
term goals we should consult our hearts as well as our heads. Short-

But if the goal is important to us, if we subject it to continual reas-
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term goals are maore ‘action-centred'. They can be related to improving
skills, developing relaticnships. study and lzarning, solving a problem—

orindeed any area or aspect of our cav-ic-day lives during a limited

period of time. OLF short-term goals must bz consistent with our long-
term goals. o

Finally our goa:s— esoecially our short-term goals — should be pre-
cise, concrete and measurable. They should be linked with some
record of progress. Othzrwise we shell not be able to tell if and when
we have achieved them. A goal such as, “To read as many books on
development as possible and to under-tand them to my utmost ability
inavery short time,” is not a yood goal. It is too vague; and it cannot be
measured. “To read C. T. Kurien's Poverty and Development, and to dis-
cuss anything in the bock which | do ne: understand with Venkatesh
and Mr. Ramappa by 31st December,” would be a better goal.

When setting short-zerm goals it may ke helpful to use the ART
formula: .

A=Aspect or area e.g, learning, selationships, leisure, skill

R=Result to be ackieved

T=Time limit i

Once we have set our goals we should keep them constantly in
mind. This will prevent us fron being side-tracked. Using our imagina-
tion can also help us. If we can imaginc in detail what it will be like to
achieve our goals: it will act as an additional incentive.

If we can anticipate | kely or possibli: obstacles in our way, we can
think about them in aclvance .und plan Fow we are going to overcome
them. Breaking dewn major soals into smaller steps can also help.
Every journey, however ong, begins with a single step. It will help us
further if we talk over our goals with friends, and with people with

special skills who can guide ind advise s




P ADUCARION POLICY #FOR HEALTH SCIENCE3 \\
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£
: A statement of shared concern and evolving collectivity
COMMUNITY HEALTH TRAINERS DIALOGUE
OCCTOBER 1991
Preamble
W2, the participants of the Community Health Trainers Dialogue
Tepresenting Community Health and Development trainers, networks

rd ccordinating agencies and faculty members! of medical

colleges in the voluntary health sector

-~ having reflected on the key components of the National
Health Policy, the reports of the various committees
including the National Education Policy for Health
Sciences as found in the Bajaj Report (1989);

- having considered the need for change in Education for
Health 1n visw of our goals and in the context of health
and communiiy development; health and culture; human

"~ power deveicpment; training strategies; education of
trainers and the approaches to adopt as also the mecha-
nisms of implementation;

have arrived at the following conclusions at the meeting held
on October 3-5, 1991 at Bangalore, ‘

NEED FOR CHANGE

The socio-economic, -poliitical and cultural situation in our

country has resulted in the declining healfh‘of‘the majority of
our pecple who are poor and marginalised, especially the women
and children among themn., '

Various factors including the -

- increasing commercialisation of the health care system,
with the tendency to transfer governmental responsibility

to privatised, profit-oriented sector:;

- l1ncreasing use of inappropriate capital intensive' sophias-
" ticated technology and high cost sexvices;

- limiteqd, avéilable resources for health care;

[l

~ the disregard of priorities;

b L i
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~- ih2 use of English to the exclusion of local languages as
sedium of training and instruction, with = consequent shortage

o7 competent health workers;

~ lopsided health human power development policy in production,
distribution and utilisation in the health sector, no:t 1linked
te need;

- the destructive impact of modernisation on culture and health;

~- the crientation of health cars mora in terms of dissase +han

o * ~ L I -
QL NEeFI5EN;

— the dominant influence of Wastern and consumerist practicea
anpd values In healih care:;

— and the lack of a holistic approach;

indicate an urgent need for change in our policy for educa*ion
for health.

GCOATLS
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Considering the goal of Health for All the policy for Education

4for Health must

- see health as a constituent part of human development and as
an integral instrument of building a Just and equitable
society;

- aim at building up and sustaining a health system that

* 1s people oriented, helping the people to cope with
their problems in health;

* is available and accessible preferentiélly to the poorest
sector;

* strives to enable and empower them to participate in their
own health care by sharing in decision making, control,
financing and evaluation with regard to their choice of
health system;

* is in consonance with the culture and traditional practices,
when these are constructive and beneficial; ‘ '

* uses the resources better, with apprbbfiéte technology
which serves the people. :




HEALTH AND COMMUNITY DEVELOPMENT

e increasing recognition of the interaction between health
and community develcpment should be reflected in proportiona-
1y adequate budgetary allocation for health. Given the
source crunch, the priority needs of the majority of our
people must be focusszed on,

While we see a gradual shift already taking place from hospital
and dispensary to the community, we need to go still further
in ou

ur progress from curative to promotive and community health,
cou s building and participation in decision making
by the members of the community.

"
ugh awarenes

A1l health and dsvelopment workers together with the peocople
must woxrk as & team.

In this sharing proceés, care must be taken not to put too
much of a load on the primary community level workers.

HDALTH SYSTEMS AND PRACTICES

There is a plurality of health systems and practices in our
country, many of which have their roots in our ancient past,
These systems are to be recognised for their specific strengths
and limitations, and to be nurtured as a valuable and effective
heritage. A greater and more sustained effort must be made to
study and understand these systems and their specific relation
to the various needs of the people,

~—

There is also a complexity of health service systems in
operation viz.,, governmental, private and voluntary. These
systems must be decentralised to the extent possible with
greater accountability to the people. - '

HEALTH HUMANPOWER DEVELOPMENT

The present context of education and training’ needs to be
reviewed, What is useful should be retained and what is
inappropriate should be removed., The contents of all levels
should also include the study of ethics and wvalues, behavioural
and social sciences, management, economics of health and ecolegy.

There is need fox the creation of a body of knowledge and skills
that are locally relevant and for the building of proper attitude.

The capacity 6f‘pe0ple to cope with, and the re5ponsibility they

take fox their health is to be recognised,
/5
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Differert crades of workers are needsd a: different levels of ]
alth care and they must include

8. the group of people at the communitv level, inzluding th
" voluntary. quasi-govermmental, govermmental health woxlkexrs,

- -~ S -
cne teachers and others: and

g

urgecns, allied health

b, the doctora, murses ental zu
ch iz=ns and others of siwmilor saragore

r
rses,
professicnals, t=
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i There is need for an optimum nix of +he different categories,
: both guantitative and qualitative, with pricctity for the health

-workexs at the community level.

Hoalth toeamz

The training should be such as to cnable the members to work
as a team for the health of the people,

Contimiing Education

Continuing Education should enable even the most remotely
. Situated worker to benefit from it. This may be achieved by
‘distance and other methods of learning.

The focus must mainly.be on social goals, in addition to needed
knowledge, skills and attitudes.

TRAINING BTRATEGIES

Education for health should be community-oriented and people-—
based so that the health professional/worker is able to equip
and enable the people to cope with their health problems{ -

Competence based learning

The health personnel at different levels should be trained with
appropriate skills attitudes and knowledge to function effecti-
vely in the area of work, encouraging competence based learning.

Opportunities should be provided for learning outside the
training institution or organisation in the health care delivery
system &t various levels, One way of achieving this objectives
will be through the greater use of olectives in the community
with government and voluntary health and development projects.

Value orientation - : oy

\\Q\Thé training.prdgrahmes at all levels éhould -:lay emphasis on////6
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b f/ values and ethics including conduct and relationships at the \\
' nal level and right to health and distributive justice

so
ol the social level.
t
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iezalth and Culturs
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raining programmes should take into consideration the way
fe of the people and their practices, learn from it and
Fuild on it. Both trainers and trainees must approach this
area with an attitude of learning.
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rrmantal and Hon-Governmental Programmes

L is the primary responsibility of the government to provide
“ealth care services, while the woluntary (¥GO) sector also has
its increasing xole, ToO achieve the cptimum mizx, with respect
o numbers, types and qualities of health workers and effective
training programmes, all efforts should be made to have inte-
raction between governmental and non-governmental sectors,
learning from and supportive of each others' efforts.

Svatems of Health Care and Medicine

All training programmes must take into consideration peoples®
health culture. i

Whatever be the focus of the system of health care and medicine,
in a training programme, there is need for generating awareness

of the plurality of health systems and traditions in the country
and encourage a healthy respect for all systems.

Evaluation

All training programmes should be evaluated for their effecti-
veness to achieve their goals, including their cost effecti-
veness. The process of evaluation should encourage evaluation
[N by the trainees. and the people themselves.

Training of Trainars

b o There is need for improving training of trainers for community
’ based, people-oriented health care. The trainers should be
role models for the trainees., For all formal courses, the
trainers should devote their full-time for the training.

Msthedologies of training

: Different methodologies of learning ahd training, appropriate
) to the situation should be used:, To the extent possible, all
‘training should be more experiential.
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Iinnovative Programmes

To meet the ¢

quirements of Health for All; innovative
train _L“lg "\*‘-jg a
h

mmes should be encouraged and supported,
governmental or voluntary sectors, National
up to function as torch bearers of inncvation
ntable to the pecple in this role,

uf tndividva’s/institutionq involved in promoting
vations in tralning should b2 encouraged and

7 2. of zhared concern 3nd an avolving collectivity
amongst us is also the beglnning of a process of working
toganher towards the evolution of such an educational policy
in health sciences responsive to the nesds of the large
majority of our pecple - the poor and marginalised, We also
rasolva that building on our own individual/projsct/programme/
instituticonal experiences wa shall work togethex, lobbying forx
these changes and new directions in training of health human-
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A COLLECTIVE A PPROACIH TO TRAINING

3y Alex Parimatuan,

GENESIS

The Community Health Cell (CHC) Wwas initiated as a study-reflection-action experiment in
Bangalore in January 1984 |t yas established as an informg] tesource cell supportive of ongoing
and evolving community health actions, Two of the co-initiators were members of the
Department of Community Medicine; St. John’s Medical College, Bangalore, and moved out
aller compleling nearly a decade as teachers and ficld Lrainers, During this period, they had been
involved in the development of six rural field programmes, Apart from bringing to CHC the
interactive field experience (rom lield (raining of medicy| students, interns, nurses, community
health workers and plantation medical ollicers, they also established links wil, development
organisations and networks such ag IS1, SEARCH, VHAI, CHAIL, CMATI and mFc. They also
lraveled extensively through most patts of India to interact with Community health workers
(CHWs), doctors and innovative development and community based projects.

Aler the first 30 months, three of the four member team felt (he need for equipping themselves
belore they launched into action. They underwent training in epidemiology, personnel
management and lowy ey communication respectively. Afor (o (aining. the momber g
regrouped and started ﬁmclioning [rom a rented accommodation centrally located in Bangalore

where facilities for oflice, library and 3 room for meetings angd discussion were available. The
major objectives of the Cell were: :

L. To support community health action by voluntary agencies

2. To provide a sound information base for voluntary health effort

3. To Chcourage proups - (¢ recognise broader dimensions of health

4. To see health ag a process ol awareness building and organisation among people

5. To promote a greater sharing among field workers ang aclivists, to build ay understanding of
 processes rather than just projects in health action _ !

0. To sce health eNorts as part of a broad based movement fiee of “labels’

7.

To create cloger links between 8roups so that these ellor(s become part of 5 health awarenegs
building process Icading to a peoples health movement

The basic premise of having a peoples’ health movement is that heal(l, should be in pc’k)plc’s

hands and noy iy the control ol the medical lraternity or the pharmaceutical industry. Setting
targets of “Health for All” should be collective process. : !

. CHC AND TRAINING

Ever since i(s inception training has been one of the priorities at CHC. The Cell hag been inviged
by various institutions, networks and agencics to conduct courses and provide technical inputs.

Lvery NGO is into Iraining, every healy) organisation organises healih raining, so what js

different ey wuricque about (1 and Iraining?

CHC’s training is different in many ways. 1t is participatory, it i process and action orienled, it
IS integrat o and holistic. These are not uncommon phrases when we talk about Lrainitig in (he
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development sector. What do these words mean to CHC? How is CHC trying to usc training as a
means in achieving its vision of building up a broad based bealth movement?

o

BUILDING A BROAD BASED HEALTH MOVEMENT

CHC provides training Lo vaiious forums: institutions like hospitals, colleges and schools, NGOs
who are working with dilTerent groups, and Government health centres, ‘The participants are
varied © students, healtl workers, development activists, teachers, women’s groups, doctors,
nurses and policy makers at the state, and national and international level. It may look like CHIC
givds teaining to any group and on any topie, hence losing focus, CHE cemploys u logic (o justify
addressing various issues/and groups. They do not take any and every group that asks for
tratning. The sroup must believe in or at least have an vperness o understand community health
and the philosophy of CHC. Through training CHC intends to steengthen the partners who share
the same ideology, and to promote tie ideology 1o others who might be luture partners, i e, those
who will take part in building up the people’s hicalth movement. That is how CHC deliberately

chooses and channciises its energy. ‘Those who are diametrically opposite to the belicf ol CiIC
cannot be their partners.

The rationale behind training for a particul

ar group is its potential or capacity to support the
strong health network. For example, semir

arians are given regular community health training as
ay ask whal relevance the course has to '
seminarians. CHC sees them as a potential group that can serve as a carrier of community health.
They may not work directly with health issues but they have a strong base in the community. If
they are educated they will in tarn become g platform in the rural arcas where (he message of’
people’s health can be casily disseminated. One ol'the seminarians who had gone through this
training changed his mission Lo community health. He also played a proactive role in including
healthvissues as part of (heir formation studics. IF raining one person can make personal changes
and can bring about policy changes in the seminary, experimenting with dillerent groups lo
address health issues appears worth a try.

While most of the NGOs prefer to keep a distance from the government, CHC chooses to use
govermmental agencies as a potential forum. It offers training to their he
reasons. First, these are the persons who are close to the people, and if they don’t have the right
perspective it will be reflected in the villages they work in. Sccondly, training the health work ors
provides an opportunity to inlluence the government to change its policies and priorities.

The other reason for working with a multiplicity of groups is that CHC does not think that
raining is an end itsell 1¢’s a means or a step in the process of building up a people’s health
movement. The participants of the training are seen as collaborators in the process. Henee CHIC
sees the importance ol networking with various groups like health institutions, NGOs, social
activists, government servants and lobbying groups at the ntional and intornational lovel,

THE SPECTRUM OF 'I'I{AINING ISSUES | |

As its objective is Lo build up'a people’s health movement CHC views he
broader perspective. CHC does not fragment health into parts of the hur

thought or into target groups. The content of the courses varies from w
TB, globalis

alth training in a
nan body, schools of

omen’s health, malaria,
ation, tobacco, AlIDS, and alcoholism, along with topics directly related to liealth,
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There are about 38 topics or issues CHC addresses in its training, depending on the group, the
lime period, cte. Some frequently addresscd topics are

©

Prevention of discase/personal hygicne /environment & sanilation

*  Common illness and how to tackle them, herbal/home /traditional methods/acupressure
° llealth and Community Health ~ concepts

°  Community organisation, Community participation

*  Planning for community health, resources in community for health, development
programmes & and health

¥ Mother and Child health

* Nutrition, School health: Fealth of'specific groups in community
°  Government health policics and programines

* Nelworking and voluntary agencies in heal(ly

> Health communication

> Consumer and health care

® Health care and s management

Whaltever the topic, the content takes health beyond a bromedical orientation, or a lechno-
managerial approach to healtl and health care with a strong social/conununity orientation.

COLLABORATIVE APPROACIH IN TRAINING

Yet another feature of CHC is the strong resource it has developed through various forums. It is
one ol'the abjectives to build up resources for community health, CHC gives training withits
owin resource persons and also seeks the support of the other resource persons. CHC beliéves in
its capacity (o pool resources through its network. There is also another reason in working ‘with
like-minded peers who Scrve as trainers. The trainers or the resource persons don’t just deliver
sessions and go away. Instcad they believe in what (hey say and practice wha they profess™ They
are the contacts for any campaign or lobbying on health, and they scck CHCs support when they
take up different issues. Even if the trainers are professionals who are not exposed to comrhfunily
health, CHC ropes them in and uses various means to positively influence them and convince

them that they have a role to play in communily health in whatever capacity. Thus young and
" new prof‘cssionals also get trained and ultimately become part of the network.

To ¢ite n low initiatives:

*  CHC has taken the responsibility ol organising and bringing out the mlie bulletin through the
Medico-Friends’ circle at the national level;

®* A network of doctors and health activists interested in making health services and medical
cducation more relevant (o the needs of the large majority of our country has been set up,

*  The Pcople’s Health Asscmbly is a movement, which CHC hag spearheaded through iy s

strong links with national networks and involvement with helily prolessionals, health i
activities and all heal(h issues.
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TRAINING AS A PROCESS

My taining starts when Fenter a slum and meey the first person™ gaid one ol the trainers i
CHC Ihis person was on u campaign (o mobilise pcople to participate in an AIDS Memorial
Day rally 11y raining sessions were short meelings witl, groups of slum dwellers explaining
AIDS and its inedica and psycho-sociological issucs. Then he would move 1o (he nex( slum. No
Chalk and talk gag NO supportive materials weye used. Yet there was g Iesponse to the call
Mosi ol the residents were present and actively participated in the rally. It appeared as though he
was brcaking traditional notions of training, The yeries olinputs in diileren slums was towards
action a rally in memory of the AIDS victims. This was not an end but yet another stage Lo recalj
the message the trainer shared it tie people. They were strengthened in (heir beliefs to share
the message they had received that this killing discase had to be fought tooth and nail

There was another raining initiative [y vas aitied ac making women masler trainers, This is
ainother example ol ruaking training a continuous process, where a trained person became g
trainer and assumed the responsibility of‘tmining fellow community members. The phased out
training was aimed af taking the community health message through these mig level trainers,
Here the role of O e was Loddentily potentil Ltganisations that were convineed aboyl laking
health to (he community, to pick up ‘women mid [eye] workers” and train them o, health issues.
Al the end of (he lirst phase CHC sal with the women (o identify their communitics’ need and

plan the second phase of training accordingly. These women I turn went back (o their respective

Communitics and disseminated (he health message to the other women, The CHC trainery
supporied them (i) they became conlident of‘managing on their own. The coneecimed NGOs
have 1o [Gliow jt up and CHC Supports them on a need basis. Thig approach appears unique in

concept and stratepy. Careful selection of NGOs as partners helps translate concepts into sound
reality,

PARTICIPATORY APPROACH TO TRAINING

If the training emphasises process, the people have to participate in the process. CHC’s mantra of
demystification of health happens only when people deternmine what they want to have, and how
they will achieve it The very ideg of demystification ¢yl for a paradigm shin lrom “lab (o

1

dand’, from one-to-one 1o many-to-many. The Lraining programmes of CI1C (ake carc ol this; not

al the stage ol’conducling the training byt instcad involving people in designing the conteng of
the course based on their need. The masters training discussed above, where the trainers and the

Organisers sat with (he women to plan the nex( phase of the training, is an example of
participalory training, '

Similarly, a Programme with adolescent boys at Seva Sadan included n Pro-nssessment of (g _
need, knowledge ang attitude of' the trainees, planning the course accordingly and evaluating the
outcome. It is worth mentioning here that their feedback about the training was very posilive,
Some examples - «| was alraid of sex, now | have no fears or guilt feelings and [ fee
comfortable.” “Now | have beiter understanding of girls.” “When | marry I can understand my
wife and treat her well.” “My understanding of my body and my personality will help me
wherever | go > This is the fruit ofan attempt to do training with the participation of the young
students. They were delighted for having been consulted before the training and that they got

what they wanted. All these years they have been carrying distorted information about health in
seneral, and in particylar about sex and abouyl women,
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IN CONCLUSION

CHC has arrived at a model oy using training to byild up a broad-based people’s health
movement, Training is an instrument in bringing aboyt wider social change. The control of the
instrument s shared by the trainccs/and the trainer(s). The involvement ofa wide spectrum of
persons is an acknowledgement that health is one facet of development and that medically
trained persons are not the providers of people’s wel| being. This js reflected in its course
content, approach (g lraining, ity Pooling of resources, CHC proves 1hat training is an inscparable
part in any movemen building and jt has to be properly linked from g conceptual stage (o 4
iangiblc end outcome Op the whole CyiC works as a Calalyst and g resourcelul organisation. Its
nvisibic presence and influence ag 4 change agent in the health system can be noticed at various
levels. It achieyes this without deliberate publicity and promotion. Iis greagesy Strengthis in using
the resourees iy and around then, It provides ug g model wheye minimum inliastruclyse and
minimum bersonnel can reachy maximum people,
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Questions for reflection

Ve -~

L. Canthe CHEC model of training be ysed for another organization not working in health? If so,
what are the Pre-requisites needed for the organization?

2. What are the dilemmas that 5 change agent would face following (he CHC approach?
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