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Seminar on Concepés of Learning, Facilitation and Communication

Process

INTRODUCTION

The session guide on Seminar on concepts of learning,
facilitation and communication process has been planned for Cooperative
Teachers of some selected Cooperative Training institutions in

Sri Lanka,

/. Survey conducted by the Cooperative Teachers Training
Project revealed the gaps of development in the teachers. The Project
Developed a Programme for total development of teachers to become
fully functioning persons who are existential and open to experiences,
It is worthwhile mentioning here that there are some teachers who
have had some training in teaching methodology abroad and locally,

These cases had to be considered in depth to find out the gaps.

The Project considered that there are so many pre-requisites
to be fulfilled in order to gain optimum usé,of modern teaching methods
and techniques. Many teachers were not/gpposition to apply their
skills as. the education environment was so traditional and bteyond
their control. The Project had to engage multi-dimensional approach

to achieve the objectives.

1. Exposure of teachers to andragogical ideas in
education,

2, Revision on Cooperative education system in the
country,

3. Provision of basic physical facilities in the
training institution.

4, Introduction of a field training and research for
cooperative teach;rs to see that they are upto date

in awareness of changes in the cooperative environment,
A
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5. Provision of training material and aids.

The sessions planned. in the manual essentially represent
need of the teachers. Learning theories extracted here, were purposely
selected for discussion, It has become necessary to change the
attitudes and tuild up confidence to use participative methods in
learning, It has become necessary to democratize the education process

by freeing themselves from authoritarian teacher-student-relationships,

This manual has been tested in four seminars. The partici-
pants have found the sessions interesting and it has provided a new
experience to them, The ideas have'becomq constant topics in the
discussion on education, However -we have found that the teachers have
taken their own time starting from the seminar days to assimilate

the ideas and discover and .appropriate the experiences themselves.

AR attempt will be made to use the manual by the senior
teachers trained by the Project to train education officers of the
. .
cooperative societies, so that there would te chain-<reaction on the

programme.,

We will feel satisfied when teachers become resources in the
learning groups in the cooperative societies rather than becoming

autocratic teachers using magic for coaxing students.

W. U, HERATH

-Project Director.



SEMINAR ON CONCEPTS OF LEARNING

SEMINAR OBJECTEVES:

1. To enable participants to identify bakic principles
in concepts of learnihg and find out the elements
of fatilitation of 1earning,

2. To enable participants to asses their own btehaviour
as facilitators and learners by comparing the
elements with their own real life situétions.

3. To enable participants to use the concepts of
learning and faciltitation in their career.

4, To prepare the participant to reéceive further ideas

on participative teaching methods,
ASSUMPTIONS:
PARTICIPANTS:
The participants bave not bteen so far exposed to training
on the concepts of learning and facilitation. It is assumed
that the participants are teachers who -have considerable
experience as practising teachers.

DURATION:

5 or 6 working diys depending on the capacity of the

participants.,



FIRST DAY:

II.
111,
1v,

SECOND DAY :

I.

II.

I1I.,

1V,

THIRD DAY:

II.

FOURTH DAY:

I.

II.

SUGGESTED PROGRAMME

Inauguration, Working methods, Practical matters,.
Discussion on seminar Programme,

Introducing each other and discussion on themselves.
Pre-Test and Discussion on Pretest,

Concepts of Learning (A) Introduction (B) Group-

work, in syrdicates.,

Presentation of group reports on concepts of

learning at the Plenary.

Experiential group excercise on teacher-learner-
relatiounship,

Facilitation of learning - Introduction and group work
in syndicates,

Presentationr of group reports at the Plenary.

Perception - Introduction and experiential session
on perception,
Communication - Introduction and group work in

syndicates.

Introduction
One way - Two way communicationy and Experiential

session,
s/
Group work on oneway , two way communication
G

in syndicates.



B {FIH DAY

L. Dialogue =3 & communication method, Introduction
and group-work in Syndicates.
TI. Exprricatial session on group behaviour
T:T, Pos* Test

N -
v, Prozrammn ovaluation.



SUBJECT AREAS:

1.
II.
II1I.
Iv,

Concepts of Learning
Facilitation of Learning
Perception

Communication & Communidation Process



Objectives

Times

Materials:

SESSION I

To explain the relevance and the importance of re-thinking
on learning theories and communication Process so as to

eénsure total commitment by the participants in the Programme,

To ensure the discussion of all practical details of the

prograume,

One hour

Seminar Programme



SESSION I

SESSION GUIDE

Course director receives the invited guests and the
participants of the programme. He explains the importance
of the relevance of the programme., The guests are given

opportunity to speak,

Explains the necessity to evaluate the results of

the teaching performed by teachers, Participants are
prompted to think btack and see what happens during a
sucessful learning session. The participants are allowed

to speak from their experiences,

The objectives of the programme are explained in the light
of the abtove discussion., The group discusses and adopts

the programme,

Descrite the strategy of the seminar to achieve the objectives.
The group will get to know each other and form a group while
trying to discuss issues friendly. They will exchange ideas
and exper%ence on the basis of the working papers distributed,
I1f nacessary the group will be exposed to experiential
situations to question themselves, Stress the necessity of
initiating ideas given in the working papers with their

own experience and evolve critical thinking, The ideas

are useless if they are not true to experiences and

actual lffe.

Participants should be allowed to ask questions and discuss

and argue out themselves,



SESSION 2

Introducing each other

Otjectives:
To enable participants to get to know each other.

To enable participants to recognize the value of treating

others as equals and respect them,
Time:

One hour



SESSION 2

SESSION GUIDE

Ask participants to form into dyads and talk to ecach other
separately. It is better to select the member next to him to be the
partner, so that there won't be any room left for forming their own

dyads,

Ask dyads to discuss with each other & get to know their

background~age=-civil status-career-hobbies-abilities-weaknesses etc,

Ask members of dyads to introduce each other to the total

group on the basis of the information obtained during their dialogues,

Invite members in the group to give tueir impressions cof the
experience., irovoke discussion by comparing this exporience with a
formal introcduction ¢f himself by the person concerned, mutual respect

is developed during the dyadic experience tc be stressed.

O
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PRE-TEST

Objectives:

To enable the participants and the facilitators to review
the thinking and opinicns of participants on teaching, learning and

communication.

One hour

Materials:

3 questions
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SESSION GUIDE

Explain the necessity of assessing ones experiences on
teaching & learning constantly, Thercfore an attempi will be made
to experiment this by getting participants to answyer the following

3 questiocns:

1. What does learning mean to you?
2. What does teaching mean to you?

3. What Jdoes communicaticn mean to you?

Explain the importance of answering the issues through
their own experiences: not from bocks they have read. The answers

should re brief and specific,

Collect the answer scripts and keep them for future reference
Try to evolve an open Jdiscussion on these issues with the provocation

created by questions.



SESSION 4

COHCELPTS OF LEARNING

Ohjectives:

To enable participants tc identify the element of learning

and basic facters governing successful learning experience.

To enable participants to match the ideas given in the
working papers with their cwn experiences as learners

and teachers,

To develop skills to experiment the ideas given in the

working papers.

Time:

Six hours

Materials:

¥

1. " Personal thoughts on tecaching and learning

(Cbap. 6- CARL ROGERS - TFREEDOLI TC LE.i)
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SESSION 4

SESSION GUIDZ

Introduce the working napers by explaining the personal
nature of assumptions one can form on teaching and learning by
iils pwn experience., Try to extract the main ideas exXpressed by
Rogers and Knowles on the subject. If nccesscry expiain further

giving examples; the assumptions they nave indicated,

Split the total group into syudicates to have maximum
of © members in each group. It wculd b2 tetter to have the splitting

without allowing them to form their own groups,

Follcwing issues sbould be given to svndicates for

discussion and forming group consensus:

7

Indicate your ideas on the assumptions of the writers

1z

on teacaing and learning while comsidering your real 1if

-

e expericnces.

Tre syndicates should be given time as thev want to. discuss

the working papers., Adjust the time table if necessary.

Ask the group leaders tc present their reports when they
are ready. Compare the icdeas expressed by the syndicates on the
working papers and sce whether there is common agreement at least
on some assumptions,

rrovoke a CGiscussion cn the contradictory opinioms and ask
participants to express ideas bosing on their experiences. Allow
suificient time to nmarrate any incidents or experience which they

have faced on the issues,

a

AsSK them to sugfgest ways

)
3
v

means of experimenting on -

i

these ideas.,
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Following points can be supplemented to group reportis,

1,

[§e)

Sciewrce of teaching meant for clildren, canmnot be

~

Tronstittee of “nowledge no longer forms the goal of
education but a lifelong process of discovering what is
unknown., Human beings have to cope up with the rapid

change in the society,

A8 a person matures, Lis scli concept moves from being

dependant person to a self directing huwan being,

Every. human being is a source of learning,

1S a person matures, bis oricutation towards learning

shifts from subject-centredness to problem centredness.
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PERSONAL THOUGHTS CN TEACHING ArD LEARVING

This brief chapter contains a distillaticn of the convictions
whichi I beve drawn frowm my experience as a teacher and it has, in the
vast, teen successful in provoking thought. Sc, toough it was
written wmore than fifteen years ago, I present it r this bock intended

ior today.

I wrote this paper as a concise statement of my own views, in
order to stimulate discussion. I wrote it witile in lexico, far
away from the academic world., I the style, and the attempt to be
as honest as possible, smacks of Kierkegaari,;this is not a coincidence.
I had spent much of my time on this trip reading, digesting, and

appreciating kis werk,

This statement catches very well the surprise that I felt

as 1 discovered the directions is which my thinking was taking me.

<
I did not start cut to be an educational heretic, and I was in
oy eXperience, teaching seemed of such little ivportance, and
learning so vastly important, 4s I have continused te live with

t 2id at that time,

e

this emphasis, it no longer scoems so startling as

The paper was presénted to a Havvard Conference on "“Class~
room Approaches to Influencing Behavior™ wade up of for-ward-looking
college teachers, many of whom werc using discussion methods in
their classcs. Conseguently, I was foolish cencugh to expect .am
understanding and accepting asucdience., The rusponse instwad was furicusly
critical for the most part, with only a few scft-spoken individuals
speaking up, with gradually increasing force, to iudicate that their
experience had led them to somewhat similar conclusions, which they

had never dJdared to voice.

This material has bheen printed before, Indeed the ideas inm it
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have been presented much more fully, and much more adequately (I hope)
i the chapters which precede ant follow it 1n this book, Why then
éo I include it? It - is becausce it was the first zerminal credo
of iy thinking about the Jdifference tetween teaching and learning
and crude as it is, brief as it 1is, it may encourage some reader
to put down for himsel{ some deep but very uncertain teliefs of his
own about the educational process. It is these deep, tentative,
uncertain, frightening formulations which are the heart of creativity
and if only c¢ne reader risks himself in this way, tie inclusion of

this chapter will have served its purpose.

I wish to present some very brief remarks, in the bope that
1f they bring forth any reaction from you, I may get some mew light
on my own ideas,

I find it a very troubling thing to think, particularly
when I think about my own experieuces and try to extract f£rom those
experiences the meaning khat seewms genuinely inherent in them, At
first, such thinking is very satisfying, because it seems to discover
sense and pattern in a whole host of discrete eveunts. But then it
very often becomes Jdismaying, because I realize how ridiculous these
tlicughts, Which have so much value to me, would seem to most people.
liy impression is that If I try to find the meaning of my own
experience it leads me, mearly always, in directioms regarded as

absurd,

So in tie next few winutes, I will try to digest some of
tue wmeanings which have come to me from my classroom experience
anl the experience I bave kad in individual therapy and group
expericnce, They are in no way intended as conclusions for some-
one clse, or a guide to what others should do or bte. hey are the
very tentative wmeanings, as of April 1952, which wy experience has
had for me, and some of the bothersome questions which their
absurdity raises. I will put each idea or wmeaning in a separate
lettered paragraph, not because they are in any particular logical

order, btut because each meaning is separately impertant teo me.



a) Y may as well start with this onc in view of the purposes

of this conference., Iy experience has bteen that I cannot teach

s

another person how to teach, To attempt it is for we, in the long

run, futile.

b) It seems to me that anything ‘that can be taught to another
is relatively inconsequential and has little or no significant
influence on behavior. That sounds so ridiculous I can't help but

guestion it at the same time that I present it,

¢) I realize increasingly that I am only interested in
learnings which significantly influence behavior, Quite possibly

this is simply a perscnal idiosyncrasy.

d) I have come to feel that the only learning which significan-

tly influences behavior is self-disccvered, self-appropriated learning.

e) Such self-discovered learning, truth that has been personally
appropriated and assimilated in experience, cannot be directly communi-
cated to another. As soon as an individual tries itoc communicate
such experience directlv,often with a quite natural enthusiasm, it
tecomes Xeacihiing, and its results are inconseguential, It was some
relief recently to discover that Soren Kierkegaard, the Danish
philesophers, had found this too, in his own experience, and stated it
very clearly a century agc. It wade it secm less absurd.

£) As & consequence of tne abtove, 1 realize that I have lost

teacher,

ot
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2) When I try to teach, as I Jo .sometimes, I am appalled
Ly the results, which seewm a little more than inceuseauential, because
sometines the teaching appears to succeed, Wuen tivis happens I find
that tne results are damaging., It seems to cause the individual

1

[

Fh

[}

to Cistrust his own experience, and to

423

significant learning,

=

to feel that the cutcomes of teaching are eitbe

r

Hence I hiave cot
unimportant or iwrtiuvi.
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b) When T look back at the results of wv past teacring,

the Teal rusults seem the same-~eithor Janage was Jone-or nothing

r

significant occurred Thris is frankly troubling,

‘ﬁtcrcqted
i) 4s a consequence, I realize that 1 am only fin teing

a learner, preferably learning things that matter, thax

¢ influenco on wy swin bebavicr.

i) 1 find it very rewarding to learn, in greups, in relation-
ships with one person as in therapy, or ty myseli.

k) T find that ome of the fest, but wost difficult, ways

(LA}

or we tu learn ls to Ty OwWn ceiensiveness, at least temporarily
and to try to undersztand the way in woailch is exporience seems and
feels to the ovther p Ve

1) 1 find that anctier way of learnine for me is to state

nwy own uncertainties, to try to clarify my puzzlcﬂonts, an tiwus

got closer to the meaning that wy expericmce actually scems to bave

:.
~
=]

"
ol

iig whole traiv of swxperiencing, and the meanings that

e

I Pave thus far Jdiscovered in it., seem to have launches

process wiich is both fascinating and at times a little frigntening.

It seems to mean letting my expevieuces carry me on, in a di

which anpears to be forvard, toward

cefine, as 1 try to unlerstond at ieast the current mea of that
experience.  The sensation is thot of floatinp with » cowoplex

to comprerend its ever-changing complexity,

I am almeost afraid I may seca to bave gotten away from
ing,as well as teacviug. Let me again

1’\

rote by saying that by tiemselves thesé

interpretations of my oxperience may scund cuecr and aberrant,

it aot particulariy shocking., It is when I realize the implications
that 1 spudder a it at the distance 1 have cowe from the commonsense

T
knows is right, I can best illustrate this by

toat everyone
sayving that if the experiernces cof others had reen the same as wine,

o
cnd 1f they had discovered similar meanings in 1t, wany conseguences
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would be implied:

a) Such experience would imply that we would do away

with teaching, Deople would get together if they wished to learn.

b) We would do away with examinations., They measure only

the inconsequential type of learning.

c) We would do away withb grades and credits for the same

reason.,

d) We would do away with degrees as a measure of competence
partly for the same reason, J4Another reason is that a degree marks
an end or a conclusion of something, and a learmer is only interested

in the continuing process of learning,

e) We would do away with the exposition of conclusions, for

we would realize that no one learns significantly from conclusions.

I think I had better stop there, I do nct want to become too
fantastic, I want to know primarily whether énything in my inward
thinking, as 1 have tried to describe it, speaks to anything in your
experience of the classroom as you bave lived it, and if so,

what the mecanings are that exist for you in your experience.

CARL ROGERS

FREEDOM TO LEARN
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SESSION 5

TEACHER-STUDENT~RELATIONSHIP

Objective:

To enable participants to experience process of relationship
between a teacher and the student in a simulated teaching
situation and assess the capacity of a student in a

challenging situatiuvn without any help from a teacher,

To enable participants to analyse their own behaviour by

" comparing with the simulated experieﬁce:
Time:
Two hours
Materialg:t

20 wooden cubes in one size, 1% ‘size is desirable.



SESSION GUIDE 5

TEACHER~STUDENT-RELATIONSHID

Gemerate a discussion on the personal experience of the
participants in teacher student relatiomnship: Do the student, attain
maximum learning achievewent when they are free and faced with a
chalienging task? or do they needkhelp from a teacher? What do

you think about attainment of result in these two situations?

Explain on the nature of relationship between a teacher
and the student in a teaching session in an adult education

programne,
Ask for 2 volunteers for the demonstration,

Wooden cubes are kept on a table with even surface. One
volunteer who takes the role of the student is tlind folded and asked
te build a tower with any amount of cubes keeping one cube on top
of the other., He is prompted by saying that in other demonstrations
some have been able to build as much as 15 cubes without falling,

However the student could decide at the point; he should step. The

participants or the teachers are not allowed to give any help to hiwm,

Same process is resumed once again with the assistance
of the teachers, The teacher is asked to give instructions to help
the student to build the tower. They are allowed‘to'discuss if
necessary. PFirst of all thevy should decide the number of cubes with
which a tower can be built without felling. They could have their
own figure or come tc a compromise. Normally the teacher decides

on a lower figure.

The student is asked to start huilding the tower with
instructions from the teacher. However he is nct allowed to help

by hand,
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The facilitator should ask the teacher and tue student to
give theit frank opinionon the expefienqe after the exercise is
over. How did the student feel about his teachers capacity to
instruct? Did he have the confidence in him? Was he uncertain
as to what to do? Did he feel/that he would have performed bhetter
without instruction from the teacher? ihc was responsitle on the
ultimate result obtained?

Then the teacher should bte asked to cowmment upon the
behaviour of the student., Did he have the confidence over the
student? Was he angry when the student refused to accept the target
gziven by him? Was he sure of himself about the assimilation of
instructions by the student? Was he angry with him when the

student failed = to carry out the instructions?

isk the observers (balance members of the group) to comment

on the behaviour of the twe rocle players.

Following generalisations can bte oxplored in the process of

¢iscussions

1

Every adult has the urge to learn someti.ing .when he is faced

with a challenge;

Results will be more when the learning is self discovered

and self appropriated,

Kesults would be better when the gap tetween the teacher and

the student is minimal,
When threat to self is low, learning can proceed.

The teacher’s role is limited when the student has a will

tc learn.

Results are maximum when the student assumes responsibility

1A A
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FACILITATION OF LEARWING

Objective:

To enable participants to identify the principles by which

a a pusitive educational environment could he avaluated.

Tc enable participants to analyse their experience ovn the
basis of these elements; so as t¢ correct ciremselves to

become successful facilitators.,
Times
Six huurs

Materials:

¥, Kegarding Learning and its facilitaticn (CARL KOGERS
FREEDOM TO LEARN - Chap 7)

2. Theofy X-Y. D.Macgregor
(The Human Side of Enterprise)

3. Some assumptions about Learning and teaching pp 49-55

KNOWLES~-THE MODERN TRACTICE CF ADULT EDUCATION



SESSION 6

FACILITATION OF LE/RNING

SESSICH GUIDE

Generate a discussion among participants on their experience
as facilitators and try to elicit many ways cof facilitating learning.
What is the test atmosphere for successiul learning? What are the
psychological and social factors which hinder learning? What is the
best strategy for wotivatiung students to learn? What level should

the teacher maintain in facilitation of learning?

Introduce the working papers mentioning that writers have
spoken through their experience. Ask groups to critically discuss
the papers lty matching them to their own experience., The issue to
be discussed in the groups would be; Critically discuss the
assumptions on teaching and facilitation as indicated in the working

papers anc¢ identify the idea true to your experiences,

Divide the tcotal group into syndicates censisting of

maximum of 6 members each.

Compare the group reports at ..: the plenary and identify the
ideas commonly agreed, Following issuses can bte taken up for

discussion in addition to the idea given in the working papers.

Learning becomes interesting and worthwile when teacher

becomes student and student becomes o teacher.

Learning is facilitated when horizontal relation prevails
tetween the teacher & the student, Whnen the subject matter
represents generative themes of a given form, learning becomes

meaningful and facilitating,

Existential experiences provide motivation for learning.
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REG/DING LEARNING AND ITS FACILITATIOHN

How does a person learn? How can important .1earning be
facilitated? What basic theoretical assumptions are involved?
In this chapter I have tried to answer these questions in a
“hpare-tones’ fashion, simply stating the core of my views on these

questions.

It is customary to begin a presentation with theoretical
and general principles, and then to indicate the way in which these
principles might be carried out in practice. I bave followed the
opposite course in this book., I have endeavored toc present a wealth
of practical e¢xperience and descriptions of methods, all of which
have been used to set students free for self-initiated, self-reliant
learning. Now I would iike to make a succinct general statement
of scme of the principles (or hypotheses) which can reasonably
be abstracted, it secems to ﬁe, from these and other similar experiences.,
I will te drawing on my own experience, on the work of many other
facilitators of learning who have sent me accounts.of their work and
its outcomes, and upoh relevant research; some cf which has been

reported'in earlier chapters.
LEARNING -

Here are a number of the principles which can, I believe, be,
abstracted from current experience and research related to this

newet approach:

1, Human bteings have a natural potentiality for
learning, They are curious about their world,’until and unless this
curiosity is blunted by their experience in our educational system,
They are ambivalently cager to;dévelop and learn, The reason for
the awbivalence is that any significant learning inmvolves a certain
amocunt of pain, either pain connected with the learning itself or -

distress connected with giving up certain previous learnings,

-
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The first type of ambivalence is illustrated by the small child who

is learning to walk, .He stumbles, he falls, he hurts himself, It
is a painful process. Yet, the satisfactions of developing his
potential far cutweigh the bﬁmps and bruises. The second type of
ambivalence is evident when a student who has been absolutely top=
in every way in his small town high school enrolls in a superior
colkge or university where he finds thaf he is simply one of wmany
bright students. This is a péinful learning to assimilate, yet in

most instances he Joes assimilate it and goes forward.

This potentiality and desire for learning, for discovery,
for enlargement of knowledge and experience, can be releaséd under
suitable conditicns., It is a tendency which can be trusted, and the
whole approach to edﬁcation which we have teen describing builds

upon ... around the student’s natural desire to learn.

2. Significant learning takes place when the subjeﬁt
matter is perceived by the student as having relevance for his own
purposes. A somewhat more formal way of stating‘ihis is that a person
learns significantly only those things which he perceives as being
involyed in the maintenance of or the éenhancement of his own self.
Think for a moment of two students taking a course in statistics. One
is working on a research project for which he definitely needs the
material of the course in order to complete his research and move
forward in his professional career., The second student is taking
the course because it is required, TIts only relationship to his
own purposes 6r the enhancement of himself is simply that it is
necessary for him to complete the course in order to stay in tﬁe
uniyersity. There can hardly be ény guestion as to the differences
in iearning which ensue. The first student acquires a functional

learning of the material; the second learns how to ‘pet by,

Another. element related to this principle has to
do with the speed of learning, when an individual has a gecal he
wishes to achievé and he sees the material available to him as

relevant to achieving that goal, learning takes place with
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great rép14*ty We need only ctc recall what a brief iength of

time it takes fof an adoiescont to learn to drive a cav, Theve is

evidence that the ¢ime for learning various subjects would be cut

to a fraction of the time currently allotted il the matsrial were

perceived by the learner as relaced to bis own purposes., Drobably

‘one third to one fifth of tﬂe nresent time allotment would be sufiicicnt,
, :

3. Learning which inve lveo a change ir self 6rganizétion~
in the peréeption 0f oneself-is threatening and tends to be resisted.
ithy has there been sc much ibron;,acmetimes gven lawsnits, concerring
an adolescent.boy wiho coaes to scheol with lone hair? Surely
the le ngfh of his haiv makes Iittie objective Alffersnce, The reason
seems to be that if I, as & teacher o7 adminiatrator, accept the value

‘hreatens the value which
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ferced to a reappreissl of sowe of my values,

_to the former inter:st im 'hPeat’ " and the cnrrent intorest in
“hippies®, - If their rejectlion of alrost all middle class values

is permitted to stand, then an incividua
class values as a part of . himself is deeply threatened, since to
most people it seems that to the degree orthers are right, they are

WIChE.

Scmetimes these painful and threatening learnings
have to do with contradictions within oneself, im example might
‘be the person who btelisves “:vexy citizen in this cquntry_haé equal
right to any opportuuity vhich exists,” He alsy discovers that he

'

kas the conviction, * I~aw'wnv%1iing'for'a Negre o live in my

netghborhood,” sny lea ’112 which avisec f om this dilemma is
1

painful and threateningz since the two beliefs cannot openly co- ex1st

tion involves a

¢]

and any learning whici enarges from the contradi

“definite change in the structure of self.

4. Those learnings which are threatening to the self

Care more easily perceived and assimilated when external threats
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are at a minimum., The bhoy who is retarded in reading already feels
thréatened and inadequate becamuse of this deficiency, When he is-.
forced to attempt to read aloud in front of the grcup, when he is
ridiculed for his efforts, when bis grades are a vivid reflection

of .his failure, it is no surprise that he méy go torough .several
years of school with no perceptible increase in bis reading ability.
On the other hand, a supportive, understanding enﬁ1ronment and a lack
of grades, or an encouragement of self evaluétion, remove the external
. threaks and permit him to make progress because he is no longer
paralyzed by fear. This is also one of the great advantages of the
teaching machine, when properly used, Here the poor reader can

bggin at his own level of achievement and practically every minute

‘step he makes is marked by reward and a feeling of success.
p

It is' fascinating to me how completely we have
tended to'disregard the evidence which clearly suppcerts this »
principle., UNearly .forty years agc Herbart Williams, then a teacher
was put in charge of a classroom in whcib all of the most serious
-ﬁelinqueﬁts in. a large school system were brought together. They
were the “worst boys” in a city of 300,000, He could not hope to -
carry on much indivicdualized instruction, and the boys were at all
levels of school achievement, As might e expeéted, they were
retarded intellectually (average 1.Q.82) as well as in their school
achievement, He had very little special equipment, Besides the
usual desks and blakboards, there was a large table in the room on
which he placed picture tooks, readers, story books, and textbooks
in various subjects, appropriate to all levels of reading achbievement,
There were also art materials available. There were but two rules.
A boy must keep busy duing something, and no boy was permitted
to annoy or disturb others. Each child was told, without criticism, -
of his results on an acbhievement test, Encouragement and suggestions
were given only after an activity had'been'self initiated. Thus,
if a boy had worked along artistic lines he might be given assistance
in getting into a special art class. If "activities in mathematics
or mechanics héd eﬁgaged his interest, arrangements_might be

made for him to attend courses in these subjects. The group remained
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togefher for four months. During this pericd the measured educational

achievement (on the Stanfofd Achievement Test) of those who bad
. .

bteen in the group for the major part of this period increased

fifteer months on the average, and this improveﬁént was evident

in reading, arithmetic, and ‘other subjects., The increase was more
than four times the normal expectation for a group with this degree
of retarc‘iatibny and this in spite of the fact that reading and other

educational disabilities abounded. This incredible, improvement came
about.throug? informal, self-directed, activity, It is my belief

that studies such as this have been disregarded prinarily btecause
they provide a threat to the teacher. Here is evidence tbat the
most unpromising students learn rapidly when they are simply given
opportunitieé to learn and when no attempt is made to teach them. This
must seem to many teachers that they might bte deprived of their jobs

and hence the information is simply mnot assimilated,

One reason for the success of this_highly unorthodow
ard inexpensive venture must have been the attitude of Mr, Williams
himself. He surmises that his interest in each child's home conditions,
neighterhood, health, and in each toy individﬁélly way Have stiﬁulated
the younésters. He stateé that he wanted to get acquainted with each
toy, and spent bis tiﬁe in this sort of activity rather than in
teaching. AThatAhe had a strong and sympathetic interest in, and belief
in, juvenile delinquents is shown by the fact that lLe went on to
become superintendent of a highly progressive institution for

“delinguents,

5. When threat to the self is low, ex;efience can be
perceived in differetiated fashicn and learning can proceed, In a
sense this is only an extension of, or an eXplamation of, the
preceding principle., The poor reader is a good illustration of.
what is involved in this principle. When he is called upon to recite
in class the internal panic‘takes over and the words on the page
Fecome less intelligitle symbols than they were when he was.sitting
at his seat before he was called upon. When Lie is in an environment

in which he is assured of personal security and when he becomes
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convinced that there is no threat to bis ego, e is once more free

to perceive the symbols on the page in a Jdifferentiated fashion, to
recognize the differing elements in similar words, to perceive partial
meanings and try to put them together-inm other wofds, to move forwéfd‘
in the pruocess of learning, Any'sort of learning involves an
increasing differentiation of the field of experience and the
assimilation of the weanings of these differeotiations, Such
differentiatiouns, it seems tc me, are nost effectively made under

two sharply differing kinds of conditions. They may occur when

the threat toc the organism is intense, btut such threats are quite
different than threats to the self as perceived., The combat

soldier, for example, learns very quickly to distinguish the sbrick
of a shell going high overhead from the whine of one which is

coming in his direction. He learns to discriminate very readily

a normal footpath frow one whose surface has beon disturbed, since
the latter may bte a land wine., He is, in these instances, responding
to threat of a very serious nature, but this is threat to his
organisumvand not o threat to the self Le perceives himself to be.
In fact tie more quickly he can learn these discriminations the

ﬁore iis self is enhanced. I the ordinary .cducational situation,
nowever, such realistic life and death threats are .

rare and when these exist pupils respond well tb them, Children
learn traffic rules, for example, quite reacdily and comfortably.

But humiliastion, ridicﬁle, devaluntion, scorn and COEtemptFthese

are threats to the person bimself, to the perception be has of
himself and as such interfere strongiy with.lcarning. On the other
rand, as described obove, when threat to the selt is minimized, the
individual makes use of opportunities to lears in order to enbance

himself,

6. tuch significant learning is acguired through
doing. Placing the student in Jirect experientinl confrontaticn
withs practical problems, social problems, ethical and philosophical

personal issues, and research problems, .
problems, /is one of the most effective wodes of promcting
learning, Illustrations range from the class group which tecomes

involved in a dramatic production, selecting the play and the
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Cast, designing and making the scenery and ccstumes, coaching the
actors, and selling tickets, to much more sophisticated confrontations,
1 have aiways been impressed with the fact that Prief intensive

courses for individuals on the firing line facing immediate problems
teachers, doctors, farmers, counselors are especinlly effective
because the individuals are trying tou cope with protlems which they

are currently experiencing.

7. Learning is facilitated when the studerit participates .
responsibly in the learning process. When he chooses his own directions,
pelps to discover his own learning resources, formulates his cwn
problems, decides his own course of action, lives with the conse-
quences of each of these choices,; ther significant learning is
maximized. There.is evidence_from industry as well as from the field
of education that such.partiéipative 1earningbis far more effective

~tnan passive learning.

8. Self-initiated learring which involves the whole
person of the learner-feelings as well as intellect-is the wost
lasting and pervasive., We have discovered this in psychotherapy,
wiere it is the totally involved learning of oneself which is most
effective., This is not learning which takes place "ouly from the
neck up.” It ks a “gut level” type of learning which is profound and
pervasive, It can also occur in the tentative discovery of a new
self-penerated idea or in the lcarning of a Jifficult skill, or in the
act of artistic creation-a painting, a poem, a sculpture., It is the
wihiole person who “lets himself go“‘in tliese creative learnings,

An important element in these situations is tiat the learner knows
it is his own learning and thus can hold to it or relinquish it in
the face of a more profound learning without having to turn to soﬁe

authority for cerroberation of his judgment.

S. Independence, creativity, and self-reliance are
all facilitated when self-criticism and self-evaluation are basic
and evaluation by others is of secondary importance. The btest

research organizations, in industry as well as in the academic
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world, have learned that creativity tlossows in an atmospbere of
freedomn., External evaluation is largely fruitless if the gecal

is creative work, The wise parent has learned tiiis same lesson,
If a child is to grow up to be independent and self reliant be

pust be given opportunities: at an early age not only to make his
cwn judgments and his own mistakes but t3 evaluate the consequences
of these judgments and choices. The parent may provide informatioh
and models of behavior, but it is the growing child and adolescent
wiic must evaluate bis own behaviors, come to ixis own conclusions,
and decide on the standards which arc appr?priate for bim, The child
or adolescent who is dependent both at school anc at Lome upon

tiie evaluations of others is likely tu remain permanently Jependent
and immature or explosively rebellicus against all external

}
evaluations and judgments.
hall

10, The most socially useful learning in the modern
world is ‘the learning of the process of learning, a continuing
openness tc experience and imcorporation into omeself of tlhie process
of change, The point has bteen made in preceding chapters that a
static ®ind of learning c¢f information way have Teen quite adequate
in previcus times. If our present culture survives it will be because
_we bave been able to Jevelep individuals for wiiow change is the -

central fact of life and who have been able to live comfortably with

O

this central fact, It weans that tiey will not bte concerned, as s
many are today, that their past learning is inadeauate tc enable them
to cope with current situations, ey will instead have the comfor-
tabtle expectation that it will be continuously necessary tc incor-

porate new and challenging learnings about ever-cbanging situations,
FACILITATION

So much lias been presented in preceding chapters about

arious methods of facilitating learning and various gualities

<

of the facilitator that only the brifest summary of some of the

guidelines which can te abstracted will hre presented lere,
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1. The facilitator has much to do with setting the initial
mood or climate of the group or class experience. If his cwn btasic
philosophy is one of trust in the group and in the individuals who
compdse the group, then this puint of view will te communicated in

nany subtle ways.

2, The facilitator belps to elicit and clavify the purposes
of the individuals in the class as well as the more zeneral purposes
of the group. If he is not fearful of accepting contradictory
purposes and conflicting aims, if he is abie to permit the individuals
a sense of freedom in stating what they would like to do, then bhe
is helping to create a climate for learning, There is no need for
him to try to manufacture one unifield purpose in the group if such
a unified purpose is not there. He can permit a Jdiversity of pur-
poses to exist, contradictory and complementary, in relatiomship

to each other,

3. He relies upon the desire of each student to implement
those purpuases which have meaning for him, as the ﬁotivational force
behind significant learning., Even if the desire of the student is
to he guided and_led by someone e¢lse, the facilitator can accept such
a need and motive and can either serve as a guide when this is desired
or can provide some other means, suchh as a set course of study, for
the student whose major desire is to be dependent, And for the
majority of students he can help to utilize the individual's own

drives and purposes as the woving force behind his learning.

4, He endeavors to organize and make easily available the
widest possible range of resources for learning., " He endeavors to
make available writings, materials, psychclogical sids, persons,
equipment, trips, audio-visuai aids-every conceivable resource which
his students may wish to use for their own enhancement and for

the fulfillment of their OWD pUTpOSES.
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5, He regards himself as a flexible resource to be utilized
by the group. He does not downgrade himself as a resource, He makes
himself available as a counselor, lecturer, and &dvisor, a person
with experience in the field, He wishes to be used by individual
students, and by the group, in the ways which seemn most meaningful
te them insofar as he can be comfortable in operating in the ways

they wish,

6. In responding to expressions in the classroom group, he
accepts both the intelloctual content and ‘the ewmotionalized attitudes,
endeavoring to give each: aspect the approximate degree of emphasis
which it has for the individual or the group. Insofar as he can
be genuiné in doing so, he accepts rationalizations and intellectualiz-

ing, as well as deep and real personal feelings.

7. As the acceptant classroom climate becomes established,
- the facilitator is able increasingly to become a participant learner,
a member of the group, expressing his views as those of one individual

only.

&, He takes the initiative in sharing hiéself with the group
his feelings as well as his thoughts-in ways which do nct demand
ncy impose but represent simply a personal .sharing which students may
take or leave. Thus, he is free to express his own feelings in
giving feedback to students, in his reacticn to them as individuals,
and in sharing his own satisfactions or disappointments, In such
expressions it is his 'owned" attitudes which are shared, not judgments

or evaluations of others,

9. Throughout the classroom experience, he remains alert
to the expressions indicative of deep or strong feelings, These
may bte feelings of conflict, pain, and the like, which exist primarily
within the individual, Here he endeavors to understand these from
the person's point of view and to communicate his empathic under
standing, On the other hand, the feelings may be these of anger,

scorn, affection, rivalry, and the like-interpersonal attitudes
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among members of the group. Again he is as alert tc these as to
the ideas being expressed and by his acceptance of such tensions
or bonds he helps . .to btring them into the open for constructive

understanding and use by the group.

10, 1In his functioning as a facilitator of learning, the
leader endeavors to recognize and accept his own limitations. He
realizes that he can only grant freedom to his students to the
extent that he is comfortable in giving such freedom, lic can only
te understanding to the'exteﬁt that he actually desires to enter
the inner world of his studenfs. e can only share nimself to the
extent that he is reasonably cowmfortable in taking that risk, He
can only participate as a meuber of the group when he actually feels
that he and his .students have an equality as learners. He can
only exhibit trust of the student's desire to learn insofar as he
feels that trust, There will bc¢ many times when his attitudes are
not facilitative of learning. He will find himself teing suspicious
of his studeuts, He will find it impossible to accept attitudes wiich
Jiffer strongly from his own, He will be urnalble to understend some
of the student feelings which are markedly different from his own,

He may .find himself angry and resentful of student attitudes toward
him and angry at st&%gﬁt behaviors. He may find himself feeling

€
strongly judgment/ and evaluative, When he is experiencing attitudes
which are non»facilitative, he will endeavor tec get closerto them, to te
clearly aware of them, and to state them just as they are within
himself. Once bhe has expressed these angers, these judgments, these
mistrusts, these doubts of others and doubts of himself, as something
coming from within himéelf, not as otjective fatts in outward
reality, he will find the air cleare’ for a significant interchange
between himself énd his students, Such an interchanée can go a long
way toward resolving the Very attitudes which he bhas teen ¢xperiencing

and thus make it possible for him to be more cf a facilitator of learning
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It ishoped tiat this chapter may provide a view of the skeleton -
of hypotheses and principles which underlie the practices and methods
of the individuals and groups whose experience has bteen described

in earlier chapters.

CARL ROCERS

FREEDOM TO LEARI
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SOHME _ASSUM: TIONS ABOUT LEARKIHG AMD TEACHING

The critical element in any adult-education programm is a,
% face

of course,:what happens when a teacner comes facefwith a group
of learners. as I see it, the audrapogical approach to the
learning~teaching transaction is premised.on three additional

assumpticns about learning and teaching:
1. Adults can learn.

The central proposition cv which the entire adult-education
movement is based is that adults can leain. Cne of the great moments
in the history of the movement occurred at the annual meeting of

the smerican Association for Adult Education held 3in Cleveland

in 1927, when Edward L. Thorndike reported for the first time his
finding that the ability to learn declined cniy very slowly, and

very slightly after age twenty. Until that mcment adult educators
& &

1ad based their whole work on dlind faith, in direct opposition to
the prevailing btelief that "you can't teach an cld dog new tricks,’
But now their faith had Peen vindicated; there was scientific proof

that adults can learn.

fctually, Thorndike's early studies did secem to indicate a
decline in learning capacity of about 1 percent per vyear after age
twenty-fiye. . But later studies, expecially those of Thoradike's

Irving Lorge '
colleague), revealed that what declined was the speed of learning, aot
intellectual power-and that even this Jecline was likely to te

minimized by continued use of the intellect,

The reéearch to date on adult lecarning indicates clearly that
the basic ability to learn remains essentially unimpaired throughout
the life span and that therefore, if individuals do not actually
perform as well in learning situations as they could, the cause

must be scught in such factors as the following:

- Adults who have been away from systematic education for
¥



scme time may underestimate their ability to leavn, and tiis lack
ad

of confidence may prevent chem from app

£ ~ k)

- Methods of teaching have changed since mest adulis were in

~

schecol, so that most of them have tc go through o veriod of adjustment

to strange new conditions,

- Various physiclogical changes occur 1n the process of aging,
such as decline ia visual acuitv, reductlon in spzel of reaction,

and lowering ot enﬂ:gv.leveieq which operete as barriers to learning
unless compenscted Zor by such devicés as louder scund, larger

printing, and slower nace.

-~ Adults vespond less readily to erternal saunctionz for

tearning (such as grades) ihan to internal wmotivatiorn.

2., Learanirg is an Internal ¥roucess

In our inherited folk wiscdom there nac been a tendency te

look upon educatcion as the zransmictal of ianformation, Lo sce

ting

o
G

ons:

O

learning as an al-ost exclusively intellectual

mind., The implicit ascumption vnderiving this view cf learning Is

that it is esscontially an external process in the seusce that whsat

s

reacding materialc, and the offectiveness of scheol discipline.

<

nle helding this view even today ifusiet that o teacher’'s quali

o
cations e judged oniy by his mastery of his subject matter and clamar

against his wasting time learning about the payehology of learaing,
Yor all practical vurpeses this view defines the function of tie

teacher as being to tuach subject matter, not students,

© A growing body of research into waat really bappens when

T

iearning takes place ias nui this traditional conception cof iearning

in serious jeupardy. Although there is not yet agre
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precise nature of the learning process ( in fact tihere are many theories
which seem to explain different parts of it), tuere is agreement that

it is an internal proceés controlled by the learner and engaging

his whole teing-including intellectual, emotional, and physiclogical
functions. Learning is described psychologiéally as a process of
need-geeting and goal striving by the learner, This is to say that an
indivicdual is motivated. to engage in learning to the extent that he
feels a need to learn and perceives a personal goal trat learning will
help to aclhieve, and He will invest his energy in making use of
availalle resources (incluling teachers and readings) to the extent

that he perceives them as being relevant tc bis needs and goals,

The central dynamic of the learning process is thus perceived
to be the experience of the learner, experience bteing defined as the
interaction btetween an individual and his environment., The quality
and amount of learning is therefore clearly influenced by the quality
and amount of interaction between the learner and his environment
and by the educative potency cf the environme?t. The -art of teaching
is essentially the management of these two key variables in the learning
process-envircnment and interaction-which together define the sub-
stance of the basic uanit of learning, a “learning experience.” The
critical function of the teécher, therefore, is to create a rich
environment from which students can extract learning and then to guide

their interacticon with it so as to maximize their learning from it.

The important implication for adult-education practice of the
fact that learning is an internal process is that those methods and
techniques which involve the individual most deeply in self-directed
inquiry will produce the greatest learning., This principle of ego-
involvement lies at thé heart of the acullt educator’s art. In fact,
the main thrust of modern adult~educational technology is in the
direction of inventihg techniques for involving adults in ever-deeper
processes of self-diagnosis of their own needs for continued learning,
in formulating their own ohjectives for learning, in sharing

sras o ; ing ., . . P
responsibility for designing and carry/out their learning activities,
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and in evaluating their progress toward their objectives., The truly
artistic teacher of acults perceives the locus of responsitility for
learning to te in the learner; he conscientiously suppresses his

own compulsion to teach what he knows his students ought to learn

in favG&wof'helping bis students learn for themselves what they want

to learn, I have dJdescribed this faith in the ability of the individual
to learn for himself as the “theological foundation" of aduit education,

and I believe that without s faith 2 teacker of adults is more

this

likely to hinder than to facilitate learning., This is rot tc suggest
that teacher has less responsibility in the learning-teachbing transac-
tion, but only that his responsitility lies less in giving ready-made
answers to predetermined quéétions and more inm being ingenious in
finding better ways to help his students discover the important
questions and the answers to them themselves,

One of the clearest statements of this insight about adult
learning was wade in 1926 by the great /merican picneer adult-

education thecrist, Eduard C. Lindemans

I am conceiving acult education in terms of a new technique
for learning, a technique as essential tc the college graduate as to
the unlettered manual worker 1t represents a process by which the
~adult learns to become aware of and to evaluate his experience, To do
this he cannot begin by studyirg "subjects” in the hope that some
day this information will be useful, On the contrarv, he begins by

giving attention to situations in  which be finds himself, to prohblems

i

which include colstacles to his self-fulfillment., Facts and information
from the Jdifferentiated spheres of knowledge are used, not fcr the
purpose of accumulation, but because of need in solving problems.

In this process tue teacher finds a new function. He is no longer

the oracle who speaks fromw the platform of authicrity, htut rather

tiie guide, the pointer-out who also participates in learning in
‘propertion to the vitality and relevancy of his facts and experiences.
In short, my conception of adult educaticn is this: a cooperative

venture in nonauthoritarian, inforwal learning, the chief purpose of
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which is to discover the meaning of experience; a quest of the mind
which digs down to the roots of the preconceptions which formulate
our conduct; a technique of learning for adults which makes
education coterminous with life a2nd hence elevates living itself

to the level of adventurous experiment,

3. There .re Superior Conditions of Learning and ?rinciples of

Teaching.

It is tecoming increasiegly clear from the growing btody of
knowledge atout the processes of adult learning that there are
certain conditions of learning that are :ore conducive to growth

and development thay others. These superior conditions seem to bhe

produced by practices in tbe learning-teaching tramsaction that adhere

to certain superior principles of teaching as identified btelow:

Conditions of Learning Principles of Teaching

The learners feel a need to learn. 1,) The teacler exposes students

to new possibilities for

self-fulfillment,

2,) The teaclier helps each
student. clarify his own
aspirations for improved
behavior,

3.) The teacher helps each

student diagnose the gap

between i:ig aspiratiorn and

his present level of

péerformance.

&4,) The teacher helps the studets

identify the life protlems

they experience recause of th

gaps in their perscnal

equipment.-



enviroument )
The learning /is characterized

by physical comfort, mutual
g;%st and respect, muitual help~
ful

Mmess, freedom of expression, and

acceptance of differencess,

The learmers perceive the gnals
of a learning experience tu Vve

their goals.,

The learners accept a share
of the responsibility for
planning and cperating a
learning experience, and

therefore have a feeling of

O
.
S’

2.)

10.)

resources as

YA

The teacher provides physical
conditions that are comfortable

p . ;
(85 to seatiug. swnrokinz, tempera-

ture, ventilation, lighting,

decovation) and conducive to

: . . .
ntevactlon \prel Llv no

Lo

ra
person sittirg Tenind anocher

porson),

Teacher accen*™s cach student
as a $erson of worth and

fealings and ideas,
to build

reiaticnsnips of wutual trus:

amony the sludents

cooperalive

refraining frem

The teacher eIpcsas nis uwn

feelings and contri™ites nis

2 cclearaer in the

g Ao ESFIN S mme
Tatual ltuouiTy,

gpirit of

The teacher involves the soudents

in a mutual process of formulating

witchy the

learring objectives it
t

needs 0f tnz students, of the

“ 2 e - 5 e £ 5 . A -
instrcution, of tie teacher, 0

of the

the suriect maxier, and

society are zaken into aczcount.

The teachsr shares his thinking

about opticus availaile in the

"

designing of learndng cxpericnces

T celectinn of meterials

e

o)
D

ar

and methods and involves the



commitment toward it,

The

in the learning process.

. . 4
The learning process is related
to and makes use of the experien-

ce of tbe learners.

The learners heve a sense of

progress toward their goals,

12.)

[N
o~
.
~

16,)

THE

-l

students in deciding among these

options jointly.

learners participate actively 11,)The teacher helps the students

to organize themselves (project

‘groups, learning-teaching teams,

independent study, ctc.) to
shiare responsitility in the

process of mutual inquiry.

The teacher helps the students
exploit their own experiences

as resources for learning through
the use of such techniques as
discussion, role playing, case
method, etc,

The teacher gears the presentation
of nis own resources to the levels
of experience of his particular
students, .

)

The teacher bhelps the students to

apply new learnings to their ex-

perience, and thus to make the
learnings more meaningful and

integrated,

Tne teacher involves the students
in developing wutually aéceptable
criteria and mwethods for measu-
ing progress toward the learning

otjectives,

The studenits

teacher helpns the

develop and apply procedures
for seif-evaluation according to
these criteria,

1AL COM KNOWLE

S
HODERN PRACTICE OF ADULT EDUCATION.
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"SESSION 7

PEXCEPTION

Objectives:
‘To enatle participants to analyse the process of perception,
To enable participants to defend the individuality in
"perception against catogerisation of human being as
intelligent and foolish.,’

Time:

l.aterials

Two hours

i
[\
oo

Obscure picture

Instruction - sheet



A
PERCEPTION

SESSION GUIDE 7

ntroduce the sessi askir he up o heir explanati
Introduce tf ssion asking ti roup on ti lanations

atout how people perceive things and transmit informatiom,

Select 5 individuals from théigroup'and allow them sit in

front of the group facing them,

The first member is given the picture and the instruction
sheet and allow him to study the picture and the instruction sheet
for 3 minutes and assimulate facts givem,

.

7 Then the member returns the sheet an. the picture to the
facilitator and repeats the facts to the rest in line. The second
person should bte allowed to ask question;Convérsation should te in
whisper like tone. so that others could not over hear the éonvérsation.

Similarily the description is given upto fifth perscn,

The fifth person is then asked to tell the group the
description of the picture and.the structation given in the instructions

sheets, His statements are recorded on the chalk-board or a flipchart.

Then the sketch is shown to the group and tbe instruction

.sheet is read or projected with the help of an overhead project,

The facilitator could ask the group members to comment on

the picture thereby the discussion is stimulated,

Following comment could bte drawn from the discussion as

conclusions:
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4ny person  respond to stimulis differently because of his

personal history and mental set.

Information can be distorted in the procsss of transmission
from one person to another, The communicator‘s perception of what
be is trying to cownunicate and his ability to coumunicate play

a part.

Listener’'s readiness to listen also affects the transmission

of information,

Self ideals and self image affect the reality of a

stimuli in preception,



A
Instruction Sheet:

With this sheet of instructions you have heen given a
sketch cof a lady. Look at the picture carefully, uote the points
telow, You will-be given three minutes to memorize the details. When
the three minutes have elaped you will e asked to tell the ten points

about this picture to the person at your side,
The points to remember and to tell your neightor are:

1, It is a picture of a lady

2. There is a featker in her bhair

3. There is a cloth piece over her head

4, She has a fur around her neck

5. The feather in her hair is curved

6. The color of the fur appears to te the same color
as her hair

7. The cloth piece over her head has wrinkles and is

© not straight

8. The cloth piece does not cover tie front part of
ier hair

9. The hair appears to te very dark

10. The lady's age appears to te about,,.....{guess)

Now te ready to tell the abtove points to your neighbour,
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SESSION 8

COMMUNICATION

Otjectives:

To enable participants to define the communication process

as a media of educatiocn,

To emable participants to identify the steps in communication

and dgtermin@iire the rate of distortion,

rTo enable participanﬁs to asses the complexity of communication,
Time:

Four'hours
_ Materials:

“Communication" ~ (Handbook of staff Development & Human

Relations training -pp 70-76

“Iwo simple models"
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SESSION GUIDE 8

COMMUNICATION

Refer to the previous group experience ﬂn'perception
and ask partlclpantu to identify basic prerequlsltes for communi-

cation- communlcator messu&e and receivér, '
Clarify any point which is obscure in the working papers.

Distribtute the. working papers among the symdicates and
ask them to discuss the papers and present group reports on the

following issue:

“What are the tasic factors for effective and successful
communication? Identify these factors on the tasis of the papers

and your experience’,

Discuss éroup reports at the plenary.

[’ . .
Following generalisations could te derived at  the

plenary. -~

Conciseness, clarity and accuracy in spoken and written

expression facilitates communication,

Receivers' mental status and enviromment factors affect

communication,

. v Self image is a btarrier of perceiving a message in exact form.
v P ,

Mutual confidence and trust brings about effective communication.

e go I3 o
Feed tack facilitates communication,
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COMMUNICATION
THE NATURE AND IMPORTANCE OF COMMUNICATION

The study of communicatidp leads in many direc;ions, for the
subtject is a complex one withbmany facets,: Technical.apd social
progress, in fact the world as we kngw it, would Te iﬁpossible without,
cemmunication; It is through communlcdtlon that "pecple reach some
understandlng of one another and through whlch they influence and

" are influenced by others. It 1§ ‘communication which makes cooperation
possible., No discussion of staff development and human relations
can therefore overlook the problems of communicating effectively, Our

presentation here will te limited; however, to some basic principies.

Communication is essqnfiﬁlly theisending of.méssages which
;aevoke responses. - The visitor says; “Geood morning’ and the feceptionist
‘replies ""Good morning' A guest askd, “A chalr? and the stewart brings
~a chair. A mether frowns or shake’s. her head and the child drops the
forfidden object, Thé starter fires the gun and the racers leap from

the tape. Thus, communication has two basic elements:

1. THE COMMUNICATOR SENDS A MESSAGE WHIGH CONVEYS
 SOME CONTENT., '

2. THE RECEIVER OF [PHE' COMMUNICATION RESPONDS TO THE
CONTENT 4S HE PERCEIVES IT, ) -

Messages may be coﬁveyed’in many ways., One usually thinks
in terms of the spoken or written woge Deaf-mutes communicate through
'a sign language; as do all people. to some extent, A great amount
. of communication takes place through bddily movement _Commﬁnicatioﬁ_
can be much more subtle than we generally think, and the most subtle is

often the most significant,
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‘THE .COMPLEXITY OF COMMUNICATION

e Attempts to improve communication generally emphasize

tne SkllLS OL wrltlnz, épeaklng, reading, and with less frequency,
llstenlng. Tbese SklllS are important. Conc1seness, clarlty,
accuracy, and exactness in spok n and written expre~sxoﬁ facilitate
communication, lany 1mportant mlsunderstandlng occur hecause of
téthnicalxerrors in the 'usage of words or the loglc of exPre551onL
Even more 1mportant than the problems of a technical nature,
“however, are the communication difficulties which arise out of
l psychological and sociological factors. The most 510n1flcant
“barriers to’ understanding among persons are not word usage,
grammatical form, or lack of verbal facility, but emotional and
social considerations. The nature of some of these difficulties
may best be examined in the*framework’bf person«to-pérson conver;a~

tion.

A common pr@blém“inicommunicatiOnibetWeen two persons is
the failure of the 1istener,;o attend fully. to what is bteing
said and to therefore miss the message dr:important éarts of it.
The‘st%anger in some'deveLéping"couﬁtries, for instance, Eecomes
<quickly aware of this if he prefers his coffee * with po milk'
For the tradition . of wilk with the coffee is so étrong‘that many
stewards feéct‘only to the signal “coffee” and mlss entlrely
the remainder of the message, i.e., 1O mil; . Thev listen w1th a

patticular mental ‘'set’ which distorts reception of the message.

‘ Hearing but parts of a ﬁessage'may also bé delibterate gnd
serve the listener’s purpose well., For example, a Hausa trader
discreetly ignores some of his customer’'s resistant remarks, He
responds to others, In this\case it is not a matter of failing\to
hear and comprehend., The trader reads in thbe customer’'s communication
a number of 51gnals, some of which contradict one another., He <
listens and responds to facets of the customer's self which the

customer does not realize’he is communicating., - The customer may not,



in fact, be aware they exist, To understand why this is so, let us
reflect upon the nature of the self and how it is expressed in

com@unication.
COMMUNICATION AND THE SELF-IMAGE

We bhave already noted that every person has an idea of

| himself as a person, sometimes called the “self-image”, ' This is the
way the individual sees himself and wishes himself to be seen by
others, It 1is almost as though an iqdividual carried in his mind

a photograph of himself as he thinks he should be, This self-

image tends to guide his thinking and behaving. To the individual
the.self-imagé appears consistent, However, this is not necessarily
so. For in his inner self an individual's feelings may pull him in
many directions with fesulting conflict. The self-image reflects

in each case some resolution of the conflict. The concept of self-

image may be pictured in this ways
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For exampie,’let us consider the situation of a man who
in his self-image perceives himself as very brave and btold. He feels
he can meet any situation éhd is always ready to fight, 1In his inner
self he is, however, not so brave. There are times; in fact, when
he feels impulses of fear and weakness. Since they do not fit his
self-image he denies them even to himself. "Observing him closely
in situationé where he appears to act quite btoldly, one notes perhaps
_that his hand ‘trembles.or that he perspires: profusely or that his
voice quavers slightly, suggesting that he is not so bold as he thinks
himself to te, The same notion has been expressed in the common

saying, "A barking dog never bites.”

“In the situatioﬁfof the Hausa trader mentioned earlier, the- -
- customer begins by saylng he does not w1sh to look at anything and
has no interest in buylug. The trader is accustomed to reading the
'varied.meésages people send, and he notes that the prospective
customer looks at his tag curiously and thaflthe tone of his véide

is not unfriendly. He cheerfully unpacks his wares, ignoring the
verbal objections of the prospective customer, while at the same

time noting every signal of interesi, He knows that part of the
customer's inner self is interested; through the signals he picks

ups, he ‘understands that,the'prospective customer also has some feelings
of wanting to buy. Patiently he responds to some objectioms, ignores
others, and awaits an. opportunlty to relnforce those feellngs of

wanting to buy of whlch the customer himself may not be ‘aware.

Often it is only the other person who sees something about
us which is quite obvious and which the self-image will not &ét\us

recognize in ourselves.

lost people tend to think of communication as a simple "

sending of messages from one person to another as pictured below:

Sender A’ . - B Receiver

o ae

A communicates what he intends to
communicate to B,



-57-

This diagram may express such simple communication as
-
“Pick up the book,” "Close the door,” or “Take a piece of paper.®
Even here there may be more to the communication than a simple

§

message. Suppose that " Pick up the book" is being said by an*

exasperated teacher who perhaps perceives the student as careless.

The message will certainly contain more than the simple instruction.

A more accurate picture of communication is as follows:
. o)

B1(uhat Bhears)

Bo(uhat may also
: be heard)

Interpreting the above diagram, one notes that A communicates
much more than he intends. Often the extra cbmmunicétion which is
expressed in tone of voice, bodily gestures, choice of.wofds, and
806 on; distorts and may even négate the mes'sage the spéaker A

intends to convey.

Let us suppose A is the supervisor of B in a government office.
They are of.different tribal‘groups. In his inner self Avhas feelings
about B and would be happy, to see B transferred to another post.
He could then have an assistant from his own tribtal group whose
ways and trédi;ions would bte more familiar and with whoﬁ he woulq
feel more comfbr&able. A calls B into the office in regard to a
minor error inm a file, The mistake is not serious, but A makes a
strong issue of it and upbraids B angrily, While A intends to

communicate only his dissatisfaction with the handling of the file
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and makes no reference to hts preference for a man of his own trilal

group, he nonetheless in his behavior communicates this to B,

B finds it difficult to reépond. He can only react to what A intends
to communicate, though whét 4 communicates to him unwittingly
is of:" greater significance to their working together satisfactorily.
The yeceiver also may'- as already indicated in the discussion
: of.a steward's hearing only part of the message in relation to coffee
- distort the reception of the mesSage, Suppose A, in the above
illustration, communicates exactly what he intends te say and
actually has no feeling about B's belonging to a different trlbal
‘group. He is happy to have him as an a351stant but is concerned
that the work be well done. On the other hand, B feels everyone-
‘discriﬁinates against hih because he is a member of a winority tribal
group, Hé is only waiting for signals to reinforce these feelings.’
le listens for evidence to support his view. .He_reads into the
situation things which are not meant. Such a preblem may, through
frank,discussion between the two individuals about the matter, be
 b1eared up and create a firm btasis For better understénding and
working together., B's préblems may, however, be so severe that.
_one would describe him as paranoiac; Such a person typically complains
‘ thét others are rejecting and persecuting him; he tends always
te hear attack and hostility in what others say, whether it is

1ntended or not,-

Our discussion has pointed to the deeper emotional forces
.at play within persons and how they tend to distort communication
in either the giving of a message or in receiving it, or perhaps,
‘1n both, Such emotional forces reflect differences in social
background as well as individual personality. 4 man who has spent
all his life in a c1ty views things dlfferently from the way a man
does who has spent all his life in the bushk. A man who has lived
all his ‘days in as African country has had'differept'types of
?eexperiences;from one who has spent ten. years of-his life in the

{ted Kingdom, Because men speak from different experiences, the




feelings. - For example, an African's use of the word ”family”

conno testhings qﬁite differenﬁ;ftpm the connotation of the wotld.

as Spoken by an American, Furthérmbfe, each culture (or subcuitufe)
-within a society has some Hifferences in views about life and its’
méaning; about ways of attacking protlems, and ébput.désirable »
behavibr which reflect themselves in the personal goals of the

members and. the way in which they apprehend proklems.
TCWARD INPROVED.CQMMUNlCATION

, CAS has been indicated, the dlfflcultles of establlshlng
,meanlngful communlcation between persons are very real, What,
then can be done to 1mprove understanding? The answer lies

in two dlrectlons.

1. THE 'DEVELOPMENT QF AN ATHMOSPHERE OF MUTUAL
CONFIDENCE AND TRUST.

2. THE CORRECTION OF DISTORTIONS IN COMMUNICATION
THROUGH FEEDBACK,. |

To create an atmosphere of mutual confidence and trust is
a process of_gtoﬁfh; " Trust dften develops slowly, One trusts-as
oné is accepted as one is. One is trusted as one accépts the
6ther‘individual as he is, One generally Speaké more freely
w1th a brother than w1tb the boss. . The boss may te less llkely
. to accept what we say; furthermore, he has power over our economic
'securlty, However, if the brother is regroachful one is also
less likely to trust him, Féar of refaliation; reproachy-criticism,
‘or condemnatlon are 1nev1tab1y barrlers _to confidence, One only

‘speaks more freely ‘as one becOmes less afraid,

To buildva_rélationSbip of trust with another individual

we must be sensitive to our feelings and kmow. that these feelings
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influence what we pexCeive‘and what we communicate, We must also
recognize that the other indiﬁidual is a person'of feelings who
‘has,a self-image whlch must- be malntalned The other”individual's
'feellngs may be dlfferent from ours, and those feellngs influence
what he perceives and conmunlcates. The feellngs are ‘authentic, -

We must accept them and' respect the 1nd1v1dual s rlght to have them, -
' We may hope that w1th:new experlences ‘and new - 1nsights,they w1ll

change.

Trust begios with one's self, As we live with and comprehend
the implicatiofis of‘this thought,.we endeavor as the sender of
communication to aCcept the otherwlindividoal and to bﬁild securityt
within him in order’that he will‘feel wore comfortable with,himself
and more -free to acceptféna coﬁmuﬁicate his feelings; As the
teceiver, we must learn to listen from tne senoer s p01nt of view
rather than evaluatlng his communlcatlon from our own point of v1eW.
Too much must not be expected at once. Many persons have spent years
in becomlng dlstrustful of others, Suchrfeetlngs "do not change

qulckly,

Feedback 1s communlcatlon which gives back to another indivi-
dual information about how he has affected us and how he stands with
us in relation to his goals or 1ntent10ns. Feedback becomes easier
'as mutual trust and confidénce develop. It is easy to say to anotber

b

'persoﬁ, "I like yoo and what-voﬁ‘are doing.’ vIt is not easy to say,
“1 do not like what you aré d01ng,: and have it atcepted bf the
_rece1ver in such-a way that it can be useful to hlm, unless by
1ﬂp11catlon and in behav1or there is a prlor phrase, "I like and
Tespect you as. a person. ‘The dlstlﬂctlon between I like you"
and I do not llke ‘this part1Cular bit of behav1or 1s a relatlvely h
easy one to make 1nte11ectually. It is not easyvto apply because
/feellngs of both the sender of the message anﬁ t%e receiver, of the -
message 1nterfere. It can be done skillfully only when the sender
really is intereSted_lp‘and ‘accepts the other person, - It can be

aéC%Pteé‘and;used only"When?the'receiver is comfortable enough with
R us _ 3 : g
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himself andxthé.sender to sense thejacceptance and examine himself
nondefenéiveiyl This undefstanding&ié basic to give-.effectiver
feedback and essential to constructive interviewing, People seldom
modify their'practices because they are threatened, They»modiff
their behavior as they are given suﬁport to deal with their problems

and are challenged to think qFout their difficulties,
- COMMUNICATION IN THE. GROUP,

The pfinéiples which characte%ize.communication_between two
persons appiy'also to groups. The T Group. begins to éope with
‘its problems as members feel ﬁore free to interact and to express
-theif wishes,;feeiings; and attitude:. As these are accepted Ly others,
. trust grows and further expressions take place. The mutual sharing
leads to more real and meaningful commuenication, Feedback plays a
‘central role in this process,. for it enables the memberé to examine

and correct distortioms,

There is a dimension of gfeater complexity in group than in
two-person communication bécause of the increased number of person
involved, Each of the individuals has privaﬁe goals, expectations,
and feelings. The potential number and variety of pétential
distortions incre?se. Furthermore, many persons have a natural
tendency to more ﬁeadily share with one person than many because of
their own anxieties and fears of being‘misundefstood. There may,
howgver, be a group factor which tends to offset this és the total
atmosphere becomes more permissive and accepting, -One individual
stimulates banother. .Some persons may'even feel more free to say
things they-would scarcely admit to themselves as they hear them

expressed by others,

A leader needs to bte concerned with the quality of staff
communication, for it is a key to performance and working relation-
ships within the group. ‘Normally the leader must himself take the

responsibility to initiate and to try to involve others in the process
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of improving communication. A staff group genmerally looks to the
toss for signals, If he-himself is open, acéepting,vand nonthreat-

ening, others will follow his example,
SUITMARY

We have considered communication as a sending of messages
which convey -content and evoke responses to what the receiver
perceives in the messages, though the receiver may ﬁot di}ectly'
respond to all he perceives. We have found that the process of
communication is complek. The messages may often be distorted -
by social and psychological factors which the communicator does
not realize he convéYs.l Two important conditions are necessary to
offset the probtlems of distortion - the development of an
atmosphere of mutual confidence and trust, and thd correction of -

distortions through feedback.
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SESSION 9

ONE-WAY - TWO-WAY COMMUNICATION -

Objectivess

To enable participants to justify the importance of two way .

commpnibationvasién effective method of education.
Ib‘enablerparticipanfs to demonstrate the difference
between bne-wéy & two-way communication,
Timé:‘
~Tw§ hours
Maiériais: f
Two'slightly modifiéd-geometriéal-figures;:

' Chalk board or overhead Projector.

Two pieces of paper and a pencil for each participant:.,
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SESSION GUIDE 9

ONE-WAY =" TWO-WAY COMMUNICATION

Ask participants to clarify what is one way communication

and Two way communication.

Fdllowing points could te bighlighted during the

discussion,
Communication can be viewed in terms of the content.

Communication can bte viewed in terms of direction- One way-

Two way & Networks,
Communication may be more or less.

Seléct»a-participant who is able to speak loudly and-

clearly as a dewomstration,

Group members are given 2 pieces of paper each and pencils.

Ask them to write chart I on one paper'and chbart II on the other,

Tell the group that the demonstration will take the role
of a teacher and give materials to draw a geometrical figure, The
. the :
demonstrator will sit in front of/group with bis back to the

audience., The wmembers are to draw the figure exactly as instructgd.

Give . chart I to the dewonstrator and allow him to study
it fo- couple of minutes. You should ensure that the chart is not

visible to the group.

The group should not be allowed to ask questions or make

signs,
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, Two voluntary wmembers could be asked to take notes on
the behavior of the demonstrator and the group in terms of

behavior, facial reactions, remarks and gestures etc.

Following chafts‘arefdrawn on the chalkboard for noting

down results.



-66-

Ask Demonstrator to proceed with the instructions and
tell him to be.clear, loud, accurate and quick. B
is V K : .
Wnen the excercise/completed, note the time elapsed. Ask
each member to note down the numbér of squares he has drawn.on the
paper., Then the demonstrator should be asked.fo tell the number of

persons wlhw have drawn all figures correctly.

Ask the Demonstrator to turn and face the group and give
instructions to draw the figure shlown in chart II. The participants
are allowed to ask questibns. Demonstrator could explain how to

draw it,

Time elapsed should te indicated on the chart when the

excercise is completed,

Ask members. of the group to state the number of sguares

drawn correctly on their paper,

Ottain the median for guessed accuracy on the first trial
by listing members from zero to five on the chalk board. Call for
show of bhands cf the wmember who guessed zero, The member who
guessed one and so on. When the total number has heen obtained and
recorded the Bumber of persons éuessing is halved, Begin countingA'
from zero the numbeér of participants guéssing each number until he
réaches the halved number-half of the total participants, The
number guesséd-at this middle point is the median and is recorded

~on First trial in thg appropriate place,

The‘same’method-is used for gsecond trial too.,

You could take average rather than mgdian if you prefer,
Stiow the two figures to the grbup for reference.  They

‘should be asked to_codnt up and record the actual number each has
p

correct,



Above method ‘again could be used to.quess accliracy, Recérd_

the results on the chart,

‘Generate a d1scuss1on on the results in terms of time,

accuracy and level of confluence..

Observers should be asked to give comments on the
relationship between the teacher and the student, Tihese can be

discussed in terms of’attitude,,feelings'etc.

Summerize pointing out that one way correction is often
qu1cker, less accurate and the level of confidence of the- llstener
"is: lower. Two-way communlcatlon takes more time but accurate. It

is also dlsturblng to the teacher.'

Try to match thlS exper1encew1th a class room 51tuat10n
and‘discuss experlences of the participants, Can. they draw some.

ideas’ whlch give explanatlons to their not bteing good teachers?
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EMPLOYING DIALOGUE AS A UEDIUl OF - LEARNING

Objectives:

To»cnablegpargicipants-to identify,basic:princibleswin

using dialogue as a medium of learning.

To -enatle participants tc assess the importance of

dialogue in communication,’

To enable participants to assess their own bebaviour in
class room and study group in cowmunication with others,
Time:

.~ Four hours

laterials:

Workiﬁg paper on " Employing dialogue as a medium of

learning.



-69-

SESSION GUIDE 10

EMPLOYING DIALOGUE AS A MEDIUH.OF LEARNTM

Ask pafticipants to look back to their own experiénce as
student and get them to narraie experience in communicating with
teachers jwhen did they achieve optimum learning experience with
teachers? What was theilevel of communications? Did the teachers'

behav! as equals cr highgy level than students?

At what level they were more competitive? What is the

involvement of these with géin“of'knowledge and skills?
, What is the mediam mostly used in the classroom?
Emphasise the importance of dialogue in communication in the class
rooms and the study groups.

Clarify any poirt atisiﬁg out of the working paper.

Give the following issue for discussion in the syndicates,

What are the principles of using dialogue as a media

of learqihg according to your_expefiénces?'

Explain>that a base for discussion.could be extracted from

the working paper.

Ask the group leadsrs to present their reports when they
' are ready and try to compare the élemepts they'héve identified.

Try to get them to illustrate the points from their own experiences.

Following generalization could be presented as supplementary

to the ideas given:



-70-

\ L, . '
The trend towards auto-dialogue becomes more closer

- when the gap between the teacher and the student widens,

Human beings become more comwmunicative wihen they are

- respected and loved, -

Peuple btecome nwre interested in lea¥ning when the
subject and the content are familiar and relavant to their

s experiences.

Effective dialoguw takes palce when the persoms involved
- : - A
agree or have an understanding the objective of the dialogue or

communication.,

Class room is-a meeting place when knowledge is sought
and not where it is transmitted.
N .
Problematization ( the content which mediates participants
thie content should describe real, concrete existential situations

of the participants ) encourages communication,



-71-

Employing the dialogue among study

groups as a medium of learning

The study“groups that are functioning forwerly and

informerly are on varying levels.

1., Study groups active_inVCooperative Education Centres:

2. Board of Directors of theFCoopdrative Soéiety as study
"ETroups.

3. Study groups among those engaged serving in parallel
services on the Cooperative society staff,

4, Study groups formed in local committees.

5. Informal stﬁdy groups formed in the Cooperative soéiety.

In these study groups a dialogical study is carried out
according to subjects decided and incidental. = Therefore, when
employing the cbncept of.dialogue as a wedium of study, it is

essential that its characteristics are well underétood.

Here commuﬁication and dialogue are considered as' the study.
It is not a transfer of~knowledge,’but it means a contact through
. the .dialogue with the relevant subjects, in order to explore the

importance of the objectives of knowledge and thought,

Dialogue is an elément of ‘the group study process. If we’
are to participate in situatioﬁs»prevailing in a certain organisation,
we should employ‘éeveral methods for the purpdse; What we do by '
these methods, are participaiing in various situation and,
participating'in the histoficél'transitional process of that
organisation, One of the methods~mentioned below could be employed

for this purpose.
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‘a) DBy a lively methbd that helps to generate an drganised

. critical ability.

‘B) By cﬁanginé subjects contained in the present educatioﬁ
programme.  '

c).-By techniqués‘of sﬁating the subhjects separately and

transforming them into symbolsg,

Of, these we..are to dlSCUSS here the dlaloglcal me thod

connected with study- groups.

Dialogue, when considered as a basis of learning, renders

themeaning of the horizontal conmection among individuals.

Dialogue

A with B. = Communication

Inter cowmunication
This is an cmpathy between two poles engaged in a joint search.

Matrix

Being 1ovab1e, humble expectational, trustworthy and critical,

vialogue originated as a. eritical matrix, gives a critical attitude .

Two poles of the dialogue are linked by love, mutual trust,

expectation, and devotion. (Pacilo Freire)

A anti-dialogue
over
B = communlque (message)

Relation of empathy is broken.by this,



=73«

HMatrix

_The state of being devoid .of Love, rigidity, devoid of
hbpe, distrust and non-criticism,
This includes direct connections among individuals, The dialogical
‘connection between two poles is broken in anti-dialogue, _Anti-
dialogue does not give rise to'a communication. It issues only

messages, - (Paulo Freire) =~

When employing the dialogue as a medium of teaching it is essential’
for its participants‘or'facilitators.to understand several basic

points .

0f these, one point is that learning is more important and fundamen-

tal than teaching. What the teacher could do for learning is'bhly

to provide facilities.

what takes place in tbe study process is a learning process

rather than a teaching.

It is intended to achieve this status through a dialogical
 medium, facilitators5dr-the;eaéhefs should become emembers of the -
study groﬁp. As thé meaning rémaips‘distorted; when employing the
dialogue as a medium, it is necessary to discuss in what sense

we analyse it, o : _ .

'Dialdgue‘is;the‘-man's_ighefited characteristic, The
essence of the dialogue is the'world{ There are two'dimensionﬁ
in a word, They are reflection aﬁd action, These are inter- :
deﬁendent. Where action is abseﬁt‘thefe rises a situation of |
teaching verbalism, Where there is do reflection there exists
activism of learning. -The word that does not pay heed to the
action ié an empty word, If a; action exists merely for an

action, there does not exist a dialogue. -
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When a.group discusses some sutject, what the group does
is to supply interpretaions to the subject. What is made to take
place through ﬁhe dialogue among a group of people'}iviﬁg in the
soéiety,.is the sﬁpplying of an interpretation to the subject
of “The world", Through this process man assumes a respectability
as man, Everybody has a right to this, In the name of - the
dlalogue, nobody could gzve an 1nterpre£a10n on behalf of others.

This is a creatlve actlon.

Accbrding to these facts dialdgué is not understood as
a process of depositing some idea in an indivi@ual by some other
individual, Similarly, it is not a ‘weapon propagatlng the
domlnatlon on another, In fact through action originated from
the dialogue,; the world is being transformed, In the dialogue
process, new interpretaions about the world are born, This céuses
the world to be subject to a recﬁrxing transformation, Eve;ybbdy

has a right to the dialogue through this pfopess.

Wnere there exists no devotion towards the world and
the people, a dialogue cannot orginate. Lovéiis the Pasis of
dialogue., When one dominates anoﬁher, a devotion éannot exist,
Devotion:is a courageous act and an act of consideration towards

-other, Where there is fear, a proper dialogue cannot take place.

Where there is no modesty, dialogue does not exist,
Rigidity does not produee a dialogue; When I think that are
ignoraﬁt, how can I speak to them? How can I speak to others_when

I do not understand my own ignorance? If it is considered that

only those who have establlshed thenselves as great, have a right

" to give an interpretation about the world or soue- subject and .

that other's involvement in hlstory is a deterloratlon, how can
there- be a proper dialogue? Will there be a dialogue in a situation,
when it is condluered the partlclpatlon of others in a discussion

a nu1sance?
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Basic essential factor for a dialogue it the faith towards
others in the group. When those who desire for dialogue meet a
person; they place their faith on him in the_lst instance., He
places his faith on his ability for creative‘ﬁork. Where this
characteristic is absent the dialogué means a fraud embodied in”

counterfeit, paternal attitude.

Where there exist wmodestry, faith and devotion, there
arisas‘eqﬁality in a dialogue among members of groups, Here they
become participants to give 6r’t6 build up an interpretation
to a subject. However, this-close,conéatt and faith do not

[ 4
- arise by a counterfeit, modesty, or a fraudulent state of faith,

Where there is no expectation there is no dialogue..
Expectation is something that has taken root in mans invompletenésé.
Because of this reason, man, in order terxplore, is motivated
to associate with others. The state of‘né expectation is a
'charac;eristic of anti—dialoéue. These who participa;e in
action do not expect anything from their effort, Organisational
effort becomes useless. That is 'a mechanical beauratratic'act.

. . N .

Where there is no éritical thought, there cannot, be
a proper dialogue., The ugderstanding’bf the inseperatle
friendly association betwé;n man and environment is ynderstood
by this. Realism is a continuogs chain of action, It is
" not an unshaky complete whole. This thought is not one seperated

from action,

It is by dialogue that is is able to build up a

. eritical thought} Where thefe(is no dialogué, there is no
communication, Where there is no communication there is mno
dialogue. An education solving dis-agreements bétween‘teacher
and ﬁupil is formed in a situation containing‘a‘process they

consider to follow to understand the plot and. the subject,:
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The subject for the teacher aisagreeing with the
dialogue method, and following the method of depositing knowledge
is the matter expiéining the work plan, ﬁhen'he lectures to his
students., He supplies answers to his own questions, It is
that that he expects by organising his own work-plan., What
is meant by subject matter in a teachetr/student work plan
following fhe dialégue method properly, and asking questions.

It is not'wﬁatfﬁs loaded on the students forcibly, btut it is
the‘mat;efvpebﬁlé wish” to know of more5aﬁd‘mdfé;~béing‘présentgd

in an organised and methodical manner,

The first stgpé in organising the subject matter in an
educational work plan are to take the current existential
consistant situations, These situations arise not only as
-intelligent questions tut also as questions on ;pe aciive level
of consideration, It should not be our duty to express our
view on siiuations pointing to some questions,' What we should
dé is to originate a dialogue between »the angle of visién’of
other members and curs. .We should remember that one's own stand
in the world is depicted in the phiioSOphy they set forth about

the world or some other plot.

inquifiesvabout some situation should te dialogical .
While the generative themes are bteing disclosed, opportunities

arise where the group members intelligence could bte strengthened,
Action opposed to dialogue hrear several characteristics,
. Conquer over the others.

« Achieving what you need by:division

_ Subjugaion by manupulation,

IR A
.

+ Cultural invasion -
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~Cultural elements favouring.dialegue

Cooperation

Unity for freedom

1
2
3. Organisation
4

Cultural synthesis

The individual presenting himself to a dialogue with

another, talks of subject matter included in education.

A subject for dialogue is selected relevant to the
environment and the person. Having taken this as a conicept,

it is broken into a number of basic,thoughts.

These go to demonstrate situations leéding to a
‘lively dialogue and situations connectcd to env1ronmenta1

practlcal 11fe. These are symbolical,

When discussing these, the part1C1pant feels confident

in hlmself Although no new interpretations are seen, 1nterpreta—

tions fergotten to him or interpretations not considered important

are brough to light. Therefore, the.duty of the facilitator

is to commence a dialogue with the trainees about that situation
and, supply material for the purpose. It is ﬂot from top to bottom
that the - teaching process takes place, but by exp081ng the

stuuent s inner- self with the a331stance of the teachers.

“That is why tools should be.sought 'to suit both teacher
and student. The student recognises the facts taught here w1th

the Iearning process.

, At the 1n1t1a1 stages of the dialogue, the teacher and
the members of the studv group face feellngs of logs of hOpe,

distrust, hopefulness and the 1nterest to participate.

{
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Here, one can recognise the‘pleasing nature of the languages
the people bpeak .This fesling is the resalt of the aforesaid
state of mind brough atour by human devouon° The =—ambexs couwe

to-gether througn the dlalog'@ with devotlon to each other.

New-interpretations are given o obiects., There will be

2 changs brought atout in.th» euvivounmeni and,society.

Certain‘technologists are of the view tha* scientific

facts canmct be taug ht to others tn"ougb a dialopte. This conveys

,, e

ng that there. exisis no foita in poopie. 'he result of

ot
g
I
=l
(O
'J
[uN
3

this is the erroneous holiel showing for cervtein ths neoplo‘s

'

Although we drtempt. o drigincte a dralogue why do

]

~ o

keer. ‘11(“» in moct instaurez? The veanon for this is

historical, social-and ulgu;aln

.

1id facts concerning the

u.

Consideraﬁion-of, ths arores:
inter-connections and‘inter"aciiann that should prevail among
the membexs of é'study group, will be an 553iﬁ€ﬁﬂ30'gi”én't0>-
make uuc‘ess¢ul end echat‘on"F activities oi a group. Also

recognltlo of aims of group un ty and neads and accerdingly

to experiment the subJocco E olored, is an achievemant of

a basic aim of the edneationar activiiyr,

Prepayed by

W. U. Yevatzh

Project Director,
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INTEGRATIVE AND DISINTEGRATIVE
BEHAVIOUR '

Otjective:

To enable participants to identify qualities which

integrate and disintegrate a group.

To ereble participant too inculcate correct attitudes

. towards cohesive group.
Time: .

Onevhqur'
 Materials:

Set of cards indicating integrative and disintegrative

brehavious,
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SESSION 11.

INTEGRATIVE AND DISINTEGRATIVE
BEHAVIOUR '

Introduce the‘grbﬂb game bty mentioning that;individual
behaviour of a member of a study group or a class either builds

or destroys a group,:

The set of cards-is distributed one eéch to the total

group.

The group their should te instfucted to assemble in
2 sub groups accordingbto the way the terms fit together to define
a certain type'of behaviour, Individual members are aliowed<
first select his sub group. (Either integrative or disintegrative)
The groups are later asked to discuss and decide the sub-group
to which each card belong.  If the 2 groups are correctly formed

the cards will be held as indicated bty the 2 lists,
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10,
i1,
12.
13,

INTEGRATIVE
BEHAVIOR

Approves and helps in correction,

Concedes differences

- Discusses

Expedites
Extend iavitations to
N
participants

Flexibility

Grants permision or requests

Helps define the Problems
Participactes

Protects status of others
Suggést broadly
Sympathetic

Wants consideration c¢f his items 13.

1.
2.
3.
A

Se

[T e « S N B«

*

10,

11,

12,
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DISINTEGRATIVE
BEHAVICR

Bﬂmes and Corrects
dccept ' no differences

Lectures

Postponés

Warns,  threatens

Rigidity

Rafusses requests

insist he is vright
Withdraws from acti%ity
Attacks status of others
Wynt to determine details
Unsympathetic

Wants his vay, -
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SESSIOW 12

‘:’_OST-TEST & PRCGRAMME EDUCATION

~ Ty

3]

.
i

-~
e

To» -nable participant “e n~ssess theiz ctm coznition by
iadizating imnediate veactions to the issues discussed
N o Ty Lo [ :

dur; ax the sessl

To enable facilitatore {0 ndge whether thev heve siccedzd
in jrrarting knovledge and developing correct attitudec aad
skitls iu the aveas of leavniong, feocilitation aad cormunice-

4 oam (s

Liliilla

aouTs
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SESSION GUIDE 12

POST TEST AND PROGRAMME EVALUATION

Summarise the proceedings of the previoﬁs sessions and ask
participant to answer (in brief) the 3 questlons, given for
Pretest based on the experience in the Programmes:

1. What does Learning mean to you? .

2. What does teaching mean tc you?

3. What does communication mean to you?

Collect answerscripts and keep with you for scruting after

the Programme.

When that is over dlstrlbute the evaluatlon form and explain
it thouroughly. Empha81s once again on the obJectlve of the
Programme and ask participants to keep,the objectives in mind
_ at the time of evaluafioﬁé. They could sign the forms if they

wish or remain anonymous,

Collect the evaluation farms and invite for any other

comments or suggestions for future improvements,

Conclude the session by requesting the pgrtiéipénts to
remember the new ideas came across and try to experiment, It
is necessary to keep notes on the results and their own
impressions abtout 1t. Try to thlnk critically in regard to
these new ideas; These notes will be discussed in a future’

programmes,
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SEMINAR ON CONCEPTS OF LEARNING FACILITATION

AND COMMUNICATION PROCESS

~ PROGRAMME EVALUATION

Please evaluate the programme at it appeared to you in
relation to the points listed below. Place’'on . on the’
acale over the point between 2 evaluations so ﬁhaf‘it indicates
where your openion lies + indicates the optimum point om the
scale, \

\

1. Objections Explained

Poorly Cleafly
2, Objectives achiebed: ,
| No | . Fully
3. Selection of Method of Instruction v
o : Fully
Poor .
. Appropriate
4, Cohtent
Unrealistic Realistic true
not enough : ' to my experience
foundation ' ' Ce
5 Participants Involvement
: Too ' b, _ Too .
little - much

6. Leadership provided by the facilitator

Weak : o ~ Over done
7 Hand outs and Visual Aids-Quality

‘Poor Excessior
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g. Hand outs &nd Visual Aid-Quantity

Too few ‘ Too many'

9, Time Allotted

Too little Too much

10, Suggestions for improvement:

Physical Facilitatives (Strike off whatever inapplicable to your

(4)
(B)

(c)

(D)
(E)

_ voting)

Venue Suitable/not suitable
Accommodation Comiortable/Uncomfortatle
Food : Excellent/Good/Average/Poor
Recreation Facilities

_ ¢ Excellent/Good/Average/None
Any other remarks or
Physical Facilities

.
H
.
b



