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“Would you tell me please, which way
T ought to go from here?” said Alice.
“That depends a good deal on where
you want to get to,” said the Cat.

Lewis Carroll, Alice in Wonderland

And with the best leaders
When the work is done

The task accomplished

The people will say:

We have done this ourselves.

Lao-tzu, China, 4000 BC

The only way in which a human being
can make some approach to knowing the
whole of a subject is by hearing what can
be said about it by persons of every
variety of opinion, and studying all modes
in which it can be looked at by every
character of mind. No wise man ever
acquired his wisdom in any mode but this;
nor is it in the nature of human intellect to
become wise in any other manner.

John Stuart Mill, On Liberty
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INTRODUCTION:

THE IIED

PARTICIPATORY

METHODOLOGY

- SERIES

his guide is a part of the Parti-
cipatory Methodology Series
produced by the Sustainable
Agriculture Programme of the
International Institute for En-
vironment and Development. The series
provides a range of materials on the various
aspects and applications of participatory
learning and action methodologies for de-
velopment. The series is aimed at trainers
and practitioners alike and includes both
books and audio-visual material (a video
and slide pack). Other titles in the series are:

@® How People Use Pictures: An annotated
bibliography for development workers
by Sarah Murray Bradley. To be published
in conjunction with the British Council.

® Rapid Appraisal for Community Forestry
by Donald A. Messerschmidt.

® Questions of Difference: PRA, gender
and environment by Irene Guijt. A multi-
lingual trainer’s pack comprising a video,
trainer's guide and slide set.

@® A User'’s Guide for Participatory Learn-
ing and Action (in preparation).

These guides and other materials have
grown out of work conducted by the Sus-
tainable Agriculture Programme, whose
staff have played a role in the recent de-
velopment and spread of Agroecosystem
Analysis (AEA), Rapid Rural Appraisal (RRA)
and Participatory Rural Appraisal (PRA).
The Programme has been actively involved
in training and building capacity through
field-based and workshop-based training
courses since 1986. The authors of the guides
have been directly involved in training pro-
grammes and courses in Austria, Botswana,
Brazil, Burkina Faso, Cape Verde, Ethiopia,
France, Germany, Ghana, Honduras, India,

Indonesia, Kenya, Lesotho, Netherlands,
Nepal, Nigeria, Norway, Pakistan, Philip-
pines, Senegal, South Africa, Sri Lanka,
Sudan, Sweden, Switzerland, Tanzania,
Thailand, Uganda, UK, USA and Zimbabwe.

The Programme also distributes the
informal journal RRA Notes to institutions
in some 120 countries. This was first pub-
lished in 1988 and, by the end of 1994, 21
issues had been published containing more
than 200 articles. In 1995 the name changed
to PLA Notes (Notes on Participatory Learn-
ing and Action).

DANGERS OF HANDBOOKS
The expansion in interest and application
of participatory methods has led to a grow-

ing demand for handbooks. But handbooks

and manuals carry special dangers. Large
texts intimidate new practitioners, particu-
larly if instructions require comprehensive
reading before practice. Strict instructions
and frameworks on how to do something
tend to block innovation and so lead to
standardisation. ’
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The participatory methods for visual-
isation, interviewing, sampling and group
dynamics described in these guides are
not techniques, tools or instruments. They
do not guarantee an output in the way that
a carpenter can repeatedly make a particu-
lar joint to fit together two pieces of wood.
The success of the use of these methods
depends on the individuals involved, on
the quality of facilitation, and the context
in which they are applied. It is only the
undetlying philosophy and aspects of pro-
cess that can be transferred from context
to context. All other elements of the meth-
ods and methodology must be individually
adapted by facilitators and practitioners.

Many practitioners have learnt from
colleagues and from their own improvis-
ations in the field. Many innovations have
occurred when practitioners have not known
or not followed the guidelines derived from
earlier practice, while still following the main
principles. Participatory learning and action
refers to and draws on experiences from a
growing group of participatory approaches
to research and development. There is now
a huge diversity of names and terms, most
of which have common underlying prin-
ciples and values. These guides are not in-
tended to reflect exclusive support for one
set of methods or approaches over another.
Rather, it is hoped that they will support
the process of invention and adaptation.

ACKNOWLEDGEMENTS
Prior to publication this guide was sent to
trainers and practitioners around the world
for critical review. The Sustainable Agri-
culture Programme is very grateful to many
close friends and colleagues for their help-
ful comments and suggestions.

We are particularly grateful to Robert
Chambers, Andrea Cornwall, John Deva-
varam, Richard Edwards, Sheelu Francis,

Bara Gueye, Andy Inglis, Ravi Jayakaran,
Sam Joseph, Charity Kabutha, Meera Kaul
Shah, J K Kiara, Humera Malik, Alan Mar-
golis, Jimmy Mascarenhas, Jennifer Riet-
bergen-McCracken, Neela Mukherjee,
Koos Neefjes, Elkanah Absalom Odembo,
Chris Roche, Mallika Semanarayake, Karen
Schoonmaker Freudenberger, Parmesh
Shah, Hermann Tillmann and Alice Wel-
bourn. The final product, of course, remains
the sole responsibility of the authors.

The Programme is also grateful to Regina
Faul-Doyle for the illustrations, Lee Robin-
son for the design and layout of the guides,
and Deviani Vyas, Ginni Tym, Fiona Hinch-
cliffe, and Stephanie Dickens for help in the
preparation of the manuscripts.

There are 101 exercises and games lis-
ted in Part II, together with sources known
to us. It should be made clear, however,
that these sources are not necessarily the
inventors of an exercise. Almost every
trainer or practitioner makes adaptations
and changes, and the notion of an inventor
completely uninfluenced by others is rather
unlikely.

However, if any reader feels that an ex-
ercise is incorrectly attributed, then we
would be pleased to hear from them, and
will make the appropriate changes to later
editions of this guide.

The International Institute for Environ-
ment and Development is very grateful to
several organisations for financial support
for the development of the Participatory
Methodology Series. It has been funded
primarily by a grant to the Sustainable Agri-
culture Programme from the Swedish Inter-
national Development Authority. An earlier

_ grant from the Farm Management and Pro-

duction Economics Service of the United
Nations Food and Agriculture Oré;anisation,
Rome was important in the early develop-
ment of the series.
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from The European Commission; The
Health, Population and Nutrition Division
of The German Agency for Technical
Cooperation (GTZ); The Pilot Project
Natural Resource Management by Self-
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425, GTZ,; Pilot Project Institutional
Development, GTZ; Intercooperation; The
Swiss Development Co-operation;
UNICEF and The World Bank.

The Questions of Difference training
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USE OF THE MATERIALS

Please feel free to photocopy what you need
from these guides and distribute the infor-
mation widely, if the original text is properly
acknowledged and the objective is not for
profit or gain. The copyright on these guides
is both to protect the property rights of the
authors and illustrator and to encourage
citation. The cartoons can also be used
within reason without request to the pub-
lishers, authors or illustrator, provided de-
tails of the source are prominent. Please
send copies of any publications which draw
on this material to the publishers.
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his guide is designed for both
experienced and new trainers
who have an interest in train-
ing others in the use of parti-
cipatory methods, whether
they are researchers, practitioners, policy-
makers, villagers, or even trainers them-
selves. But it is not intended to be used as
a conventional training manual or ‘cook-
book’. There is no standard formula or ‘re-
cipe' to follow to ensure that your training
event will produce the desired results.

It is not necessary to read this guide
from beginning to end before you can be-
gin. This would be.an intimidating task. It
is designed for dipping into, to excite in-
terest, to give you a taste of what is poss-
ible. It contains suggestions for the use of
methods and exercises, as well as details
of the theoretical and conceptual chal-
lenges facing all trainers and facilitators.

If you are an experienced trainer, you
will know that no two training events are
alike; each one offers a unique challenge to
you as a professional and as a person. Each
exercise is an opportunity to try something
new and to learn something new — about
managing group dynamics, about your sub-
ject matter, and about yourself. It is through
this process that trainers acquire the ‘tricks
of the trade’ that help them make appro-
priate decisions to suit the circumstances.

If you are new to training, do not worry
about mastering all of the elements of de-
signing and conducting an effective train-

ing programme the first time, or even the

second or third. Developing and improving
your skills as a trainer is a continuing pro-
cess. The best way is to start, and to learn
by doing. Gain experience by being self-
critical, by learning from mistakes, and by
trying out new ideas.

All learning is ultimately self-learning,
which is a very individual process. Differ-

ent individuals learn best in different ways
and at different rates. One person may
learn better by reading, another by attend-
ing lectures, and yet another by involve-
ment in group activities. As each of us is
responsible for our own learning, your role
as trainer or facilitator is to help others
identify their own individual and collective
needs, priorities and potentials. Through
your facilitation in training events you will
be helping others develop the skills and
capacities to use participatory methods in
a sensitive manner.

Chapter One of this guide examines
the basics of interactive training, compares
different methods of instruction and sug-
gests effective ways to establish an atmos-
phere that encourages learning.

Chapter Two focuses on the principal
roles, skills and techniques that you, as the
trainer-facilitator, should consider before
undertaking any training activity.

Chapter Three assesses the impli-
cations of managing group dynamics and
building the interdisciplinary teams that
are so essential in the practice of partici-
patory research and development. You can
draw on the 101 exercises described in
Part II (fully referenced throughout) that
have proved useful in energising partici-
pants, improving group interactions, en-
hancing interviewing skills, encouraging
analysis of local livelihoods and conditions,
and evaluating various exercises and train-
ing events.

Chapter Four gives a summary of the
principles of participatory learning and
action to help you discuss them with the
participants.

Chapter Five describes the process of
workshop training in three groups of par-
ticipatory methods: semi-structured inter-
viewing, visualisation and diagramming
methods, and ranking and scoring methods.
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Moving out of the workshop and into the
field, Chapter Six focuses on the complex-
ities of training in a real-world setting and
how to deal with them. This includes dis-
cussions on planning the fieldwork, forming
groups, getting started, encouraging the
use of the range of participatory methods
available, using the methods concurrently
and sequentially, conducting community
meetings, analysis of both process and con-
tent, and recording and writing up results.

Chapter Seven discusses the condi-
tions necessary for preparing a training
course or programme on participatory
methods.

Each chapter concludes with a check-
list of questions for trainers.

Part II contains details of 101 games
and exercises for use in workshop and class-
room settings and in the field. These are
divided into nine sections:

Getting Started: Exercises for Introduc-
tions and Icebreakess (1-12)

Picking up the Tempo: Exercises for
Energising and Forming Groups (13-25)
Keeping it Together: Exercises for En-
hancing Group Dynamics (26—40)
Learning to Listen: Exercises to Improve
Listening and Observation (41-50)
Learning to Reflect: Exercises for Im-
proving Analysis (51-62)

Summing it Up: Exercises for Evaluation
(63-73)

Exercises for Semi-Structured Interview-
ing (74-87)

Exercises for Diagramming and Visual-
isation (88-95)

Exercises for Ranking and Scoring (96—
101).

Please use the information and suggested
exercises to guide your own work. Experi-
ment and be open to making your own dis-
coveries.
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1: ADULT

LEARNING

1.1 TEACHING AND LEARNING

This guide is all about helping people to
learn about participatory approaches. Al-
though the basic objective of training
should be to create a learning environment,
it is regrettably often about teaching.
Teaching is what we are all used to. Much,
but not all, of our time in school or college
is characterised by teaching. One person,
the teacher, stands at the front of rows of
students or children. This one person knows
something, and is trying to encourage the
others to know it too. It is formal, and often
has little to do with learning.

Learning is not usually an outcome of
formal teaching. Instead it comes from a
process of self-development through ex-
perience. So trainers who aim to encourage
learning have a particular challenge. They
have to do something quite different if they
are to be agents of change. This guide is
about how trainers can impart skills and
enhance the knowledge of trainees, parti-
cipants, adult learners; students. These
people can then apply what they learn to
change their behaviour and attitudes about
themselves and others, modify the institu-
tional contexts in which they work, and
initiate more participatory processes and
procedures in their work.

It is important to reflect on terminology.
You, the trainer, are also a facilitator, tutor
and teacher. The people you are working
with are trainees, but also participants,
students and learners. None of these terms
is entirely satisfactory. In this guide, we
use both ‘trainer’ and ‘facilitator’ to de-
scribe the same role, and ‘participant’ or
“‘trainee’ when referring to the people at-
tending your sessions or workshops.

The actions you initiate should always
lead to growth for the trainees. This is the
basic building block of all training. Learning
is about developing yourself. To achieve

Box 1.1 How adults learn

W Adults are voluntary learners. They
perform best when they have decided to
attend the training for a particular reason.
They have a right to know why a topic or
session is important to them.

B Adults have usually come with an
intention to learn. If this motivation is not
supported, they will switch off or stop
coming.

B Adults have experience and can help
each other to learn. Encourage the sharing
of that experience and your sessions will s
become more effective.

B Adults learn best in an atmosphere of
active involvement and participation.

B Adults learn best when it is clear that
the context of the training is close to their
own tasks or jobs. Adults are best taught
with a real-world approach.

Sources: Robert Smith (1983); Alan Rogers (1986);
Jenny Rogers (1989)

success, trainees have to be encouraged
to take responsibility for their own learn-
ing experience, so that it continues long
after the training workshop or course has
ended.

In almost every training situation, you
will encounter a diverse group of people
with different training needs. The learning
approaches you use should cater to these
different needs. They should be chosen
keeping in mind some basic facts about
adult learning processes (Box 1.1). In par-
ticular, it is important to note that people
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learn best when they feel they are in con-
trol of the learning process, rather than
receiving a lesson or subjected to teach-
ing. Not all modes of instruction are able to
do this. Participants learn best when they
are actively involved and motivated.

1.1.1 ON BEING A LEARNER

Most trainers do not pay sufficient atten-
tion to individual learning capacity. It is
widely regarded as something that people
either do well or poorly and are unable to
change. Yet the ability to learn is valuable
and can be encouraged by trainers. The
most important attribute is the ability to
learn from others by keeping an open mind.
David Kolb (1984) has suggested that there
are four different kinds of abilities that
learners need if they are to be effective.
They must be able to:

@ involve themselves fully, openly and with-
out bias in new experiences: concrete exper-

lence;

® reflect on and observe these experiences
from many perspectives: reflective obser-
vation;

@ create concepts that integrate their obser-
vations into logically sound theories: abstract
conceptualisation,;

@ use these theories to make decisions and
solve problems: active experimentation.

Most people develop learning styles that
emphasise some learning abilities over
others. Busy managers, for example, are
usually strong on active experimentation
but weak on reflective observation skills; a
pure academic may have the opposite
skills: an extension worker may be strong
on concrete experience but weak on ab-
stract conceptualisation. Such differences
in learning styles can create problems for
trainers, particularly if they do not pay at-
tention to the mix of skills, attitudes and
experience present in participants.

What is clear, though, is that all leamning
is best done through active involvement.
This implies that the process of learning
{or training) matters more than the actual
subject. Adults have a particular problem
with learning. It is that as we grow older,
our short-term memory faculty becomes
less efficient and more easily disturbed.
We find it harder to translate what we see
or hear to long-term memory. Any method
that relies too much on short-term memory,
such as lectures or demonstrations, is
doomed to failure (see Box 1.2). The words
of the lecturer end up crowding in on listen-
ers with the result that none are digested.
For learning to stick, it has to be internal-
ised. Trainees must make it their own.
Learning occurs when the learners are wholly
and actively involved in their learning all
the time, and when they are allowed to
work at their own pace.
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Box 1.2
The disadvantages of lectures

B Real knowledge is assumed to belong to
the lecturer, as communication is one-way
with no participation, feedback or re-
inforcement from the audience.

B It is assumed that there is a knowledge

gap between the lecturer and the listeners.

It is assumed that the trainees’ heads are

empty vessels which need to be filled with
facts.

B As trainees are passive recipients of
information they soon become bored or
restless.

B The lecture method emphasises the
transfer of information and facts, but the
strength of the message depends upon
much more than the facts themselves.

B Attention spans are limited, especially if
the lecture is delivered in a monotonous
voice. The average person immediately
forgets 50% of what he/she has heard.

B Too often the lecture is a ‘canned’ talk,
prepared only once and repeated often.

W The lecturer has no way of knowing how
well trainees are understanding or believing
the messages if there is no focused feed-
back during or after the lecture.

Source: Ray Ison (1990)

The different kinds of abilities that learners need to be effective

Concrete experience

Reflective observation

All of this requires continued and regu-
lar practice: “Without reinforcement, many
Dpeople forget vital parts of what they have
learned after about six months” (Jenny
Rogers, 1989). A well-designed course ob-
liges the participants to continue building
on skills and knowledge learnt earlier. With-
out reinforcement, the skills will fade.

'.—l-.-c— -

Abstract conceptualisation

Active experimentation
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Paradoxically, many trainees or parti-
cipants will not know themselves what they
need to help them learn. They may resist
your attempts to introduce new learning
methods, even though these are more en-
joyable. To encourage your trainees to feel
at ease in the training setting you are pro-
viding, consider how best to draw in dif-
ferent types of learners that are present in
your session. As trainees in participatory
methods will be adults, it is important to
consider how adults learn best. To encour-
age learning in adult trainees, consider the
following points (see alsc Box 1.1):

@ Ensure that they feel necessary, involved or
important. This gives them the motivation
which is necessary for learning to take place;

@ Communicate clearly what the training
programme will entail. They must be con-
vinced that it will be relevant, and that speci-
fic skills learnt will fulfil needs;

@ Ensure that there are plenty of practical
exercises. As they are ‘doing’, self-confidence
increases and they are able to adapt what
they are learning to their own circumstances;

@ Respect and encourage individuality since
people learn at different rates and have dif-
ferent styles;

@ Continue to relate new material to infor-
mation and skills which they already know.

1.1.2 THE MOTIVATION TO LEARN

Unless trainees or participants are moti-
vated, they will not and cannot learn.
Throughout any course, workshop or ses-
sion, you must tap into and keep refuelling
the motivation of the participants. If you
do not, everything will collapse. A key ele-
ment of motivation is strong self-esteem in
participants, so it is important to seek ways
of building this. One practical way to do

this is to have participants write down all
the things they can do. This is different from
asking them all the things they would like to
do or have. Appreciating what you can al-
ready do builds self-esteem and motivation.
This again comes back to the difference
between learning and teaching. Some train-
ers and teachers still believe that just be-
ing exposed to the subject is enough; and
that skills and knowledge ‘trickle down'.
But lack of motivation is one of the main
reasons why learning fails. There are many
reasons why participants may not be moti-
vated or lose motivation, including that:

@ they have been instructed to attend your
workshop, against their personal wishes;

@ they do not know why they are attending
the workshop; '

@ they are aware of work mounting up in their
normal place of work, and so their minds are
elsewhere;

@ your teaching style is not sufficiently parti-
cipatory to involve their knowledge, skills and
insights;

@ they have been ‘taught’ all this before, so
they feel they already know it;

@ they harbour misconceptions about you or
your organisation.

Asatrainer, you should be able to deal with
many of these issues before a workshop. It
is important to start by asking: “Why are
participants attending your workshop or
course? What are their personal reasons for
coming?” As indicated above, they may
have had no choice, with someone senior
instructing them to attend. If they have
not been forced, then there are a range of
motives that they may be bringing with
them to the learning process. They may be
curious about the course, having heard from
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others of its value. They may be hoping to
learn new skills to do their job better. They
may be very dissatisfied with current ap-
proaches and procedures, which are known
to be failures. The course may be per-
ceived as leading to promotion opportuni-
ties, or at least to changed roles and re-
sponsibilities. They may also be hoping
that it will lead to the forging of new link-
ages with other institutions, and so offer
new working opportunities.

Motivation may change during a work-
shop. You may begin with suspicious par-
ticipants and end up with a fully motivated
group. On the other hand, keen participants
may become demoralised. You need to be
alert to these changes during the course of
a workshop (see Box 1.3). Common signs
of demoralisation include arriving late or
being absent, deteriorating quality of work,
and challenging perceived authority. But
don’t confuse the storming phase of groups
(see Chapter 3) with flagging motivation.
Each group naturally passes through a dif-
ficult phase in its life cycle, which is not a
sign of lack of motivation.

1.1.3 COMMUNICATION BARRIERS AND AIDS

Good communication and the free ex-
change of information is at the heart of all
training and human resource development.
But this can be threatened by barriers con-
structed or already present in both trainers
and trainees. Despite choosing appropri-
ate exercises and instruction methods,
other barriers may reduce the effective-
ness of the communication between the
sender and the receiver of the messages. If
you are sending a message, for example in
a lecture, it is important that you confirm
that the receiving participants have picked
up what you intended to communicate. If
participants do not or apparently will not
understand, then your training goals will

Box 1.3
Trainer's motivation checklist

B Do you know the reasons all your
participants have given for being present?

B Have they been asked to state their
personal goals, ie what they hope to
achieve by the end of the course?

B Do you have a system for feedback on
motivation during the course?

B Is there provision at the end of the
course for feedback on whether they
achieved their goals?

B Do you have a system for guiding
participants whose motivation or goals are
not well matched to yours or the group’s?

B Do you have a system for monitoring
and controliing:

¥ latecomers?

® poor work?

® inattentiveness?

Source: Jenny Rogers (1989)

not be achieved. If you are receiving a mes-
sage from participants, be it verbal or non-
verbal, then it is important to confirm that
you have understood what they intended
to convey.

In a training situation, trainers hope to
encourage trainees to change. But most
people resist change unless they see the
direct benefits. Initial perceptions and pre-
conceived notions make it difficult for us
to see and analyse things openly; our minds
are set in one particular pattern of think-
ing. As trainers, we cannot expect trainees
to let go of their own ideas and behaviour
immediately. However, you can ensure
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that there are as few barriers to communi-
cation as possible, so that participants are
encouraged to change.

There are many barriers to communi-
cation in groups. When a person is exper-
iencing a problem, he or she usually has
strong feelings. When involved in a learn-
ing process which requires behavioural
change, many trainees become defensive
to avoid feeling embarrassed, threatened,
vulnerable or incompetent.

Many responses that we, as trainers,
commonly give in such situations might
seem helpful but can actually aggravate
communication blocks and increase the
feeling of pressure and isolation (Box 1.4).

Feelings and emotions can be very
strong obstacles to communication. Many
emotions are sent as non-verbal cues, in

Box 1.4 Typical communication blocks

Solution or advice: We imply indirectly: “You are too stupid to figure out the
problem, so do it my way, your feelings are not important.”

Orders: Giving orders can provoke resentment as people are not given
a choice and their feelings have not been considered

Threats: We use our power to tell people what will happen if they don't
do it our way. Their feelings are not important.

Moralising or lecturing:  When we tell people what they should or ought to do, we value
our own values more than their feelings.

Criticism or ridicule; We deny people’s feelings by telling them that they are bad
people and do not have a right to feel the way they do.

Praise or sympathy: We try to substitute or cover up their feelings with another
feeling. These statements avoid the real issue.

Questioning: By trying to get people to think logically, we deny their feelings.

Source: Sam Joseph, pers. comm.

the look of the eyes, the holding of the
arms, or the bearing of the body. A sensi-
tive trainer will pick up both verbal and
non-verbal indications of strong emotions.
Remember that what someone says is not
always what they mean: try to read behind
what is being expressed.

To avoid misunderstandings, trainers
should be open and explicit about what
the session is trying to achieve and should
encourage questions and comments. To
challenge our own assumptions as train-
ers, it is good to clarify doubts we might
have or undercurrents we feel by asking
for regular feedback, either from individuals
or in plenary (see Exercises for Evaluation,
nos 63-73 in Part II).

If making assumptions and ignoring
feelings prevents good communication,
then helping a person to express his or her
feelings will build it. How well do you lis-
ten? It is not as easy as it may sound. Very
often we listen only to the first few words
and start to form an opinion before we have
listened to the end of the statement and
actually heard what the person has said.
Using skills to listen is one of the most
helpful things we can do. Different ways to
achieve this and respond openly include:

@ Passive listening: remain silent and let
the person talk. We can communicate our
interest and concern by our non-verbal be-
haviour;

@ Acknowledgements: use brief express-
ions that communicate our understanding
and acceptance, such as “aha”, “‘mmm”, “I

",

see’;

® Door openers: instead of direct questions,
use expressions which invite the person to
expand on or to continue expressing their
thoughts and feelings. For example: “Tell me
about it”; “I'd like to hear more about that”;
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APPROPRIATE
IRRIGATION

perspectives, listen
for underlying ten-
sions or confusions,
and most import-
antly, do not let your
emotions get in the
way. When faced
with criticism, we
tend to become de-
fensive. Be careful
not to block the par-
ticipants’ free ex-
pression by sending
negative verbal or
non-verbal mess-

® Content paraphrase: repeat what we
have heard to confirm that we have an accu-
rate understanding. For example: “So you're
saying that if the plan works the problem will
be solved?”;

@ Active listening: help the person to under-
stand both the thoughts and feelings of their
communication by describing your impress-
ions of what has been said and the feelings
which are observed. For example: “You sound
upset about him using your ideas”; “You seem
to be unsure about what to do next”. A spe-
cial type of active listening can occur when
the person does not say anything verbally,
but displays feelings. You can feed back an
observation of that person's behaviour. For
example: “You look sad”; “You seem anxious
and upset”.

@ Provision of support: respond to legiti-
mate needs for support, such as providing in-
formation. For example: “The meeting will be
at 4 pm today”.

By listening carefully to feedback you can
gauge how well the issues under discuss-
ion are being understood. Listen between
the lines, listen for new ideas or unusual

ages, such as show-
ing impatience or scepticism. You will be
better able to deal with the situation if you
try to understand the opposing perspec-
tive. Also, do not over-react: what one par-
ticipant says may be a minority view, so do
notlose the other participants by respond-
ing at length. Finally, when responding to
negative comments or queries, you might
wish to try using the agreement frame de-
scribed in Chapter 3 (Box 3.5).

Your tone of voice as the trainer is as
important as the words you use. By project-
ing your voice and showing enthusiasm
and interest in your

subject, you can cre-
ate a pleasant atmos-
phere for learning.
However, you must
be aware that, like
body language, the
pitch or inflection of
the voice can reveal
more than we may
wish, including neg-
ative emotions or
tensions. A harsh or
patronising tone can
be just as abrasive

Madom Trainer
his plan will
not work becouse...
we have snough...
weil,we have
tnough Maile
olready!

Mrs Santiago
you bring up & ge0d
Point. How can
We Keep this new
projact from
odding sxtre
work for the
woman in the
community ?
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and insulting as any critical comment (see
Chapter 2).

1.2 WHAT MAKES A GOOD TRAINER?
Many of the problems that appear in groups
are ultimately related to the personality
and skills of the trainer or facilitator. Jenny
Rogers put it this way:

“Thinking back to my own schooldays
and to the teaching I have encountered
since, the outstanding teachers all
shared an enthusiastic, open, relaxed
style while teaching.”

To be a good facilitator requires time
and experience, and learning by doing is
the best way. The most effective trainers
and facilitators have a range of key charac-
teristics (adapted from Jenny Rogers, 1989):

@ a warm personality, with an-ability to show
approval and acceptance of trainees;

@ social skill, with an ability to bring the group
together and control it without damaging it;

@ a manner of teaching which generates and
uses the ideas and skills of participants;

® organising ability, so that resources are
booked and logistical arrangements smoothly
handled;

@ skill in noticing and resolving participants’
problems;

® enthusiasm for the subject and capacity to
put it across in an interesting way;

@ flexibility in responding to participants’
changing needs;

@ knowledge of the subject matter.

Some of these characteristics can be attri-
buted to people's personality. Others can
be learned or improved through experience
and practice. Still others can be developed

by using specific exercises that are struc-
tured to provide some of the conditions for
learning by participants (see Part II). Most
importantly, though, the learning of facili-
tation requires you to be self-critical about
your performance at each stage of the ses-
sion or workshop. Rather than asking your-
self whether you could have done better,
ask what and when you could have done
better. Constructive criticism from col-
leagues or peers is an important addition
to self-reflection. When doing this do re-
member that you will never be able to fully
satisfy every participant. If you have man-
aged to encourage learning amongst the
majority, then you have done your job well.

1.2.1 FROM MANIPULATION TO FACILITATION
The way in which you communicate with
participants will also depend on whether
you are manipulating the group or facili-
tating it. There is a big difference between
manipulation and facilitation. Manipu-
lation is trainer-centred. You are in charge
and everyone knows it. You yourself rarely
learn. Facilitation is learner-centred. You
are helping others to learn, and you will be
learning too.

As a trainer, you are in a position of
relative authority, especially during the in-
itial stages of the training. Guiding groups
without imposing or steering too much is
harder than it sounds. There is nothing
more tempting for a nervous trainer than
to keep tight control over the proceedings,
and to decide what, when, how, where,
why, and with whom something should be
done. A rigid, top-down training approach
can be efficient and reassuring for the an-
xious trainer, but it rarely leads to real learn-
ing and strong group building.

A learner-focused approach to training
encourages creativity and reflection by
participants, leading to shifts in attitude
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and awareness. Facilitation is the prefer-
red approach to training in participatory
methods. But manipulation should not al-
ways be seen as entirely ‘wrong. You may
combine facilitation with the manipulation
of training events, as, in many instances,
only you know in detail what the final
learning objectives of a particular exercise
are and how best they can be attained.
Sometimes you will have to create a situ-
ation or prémpt a reaction to ensure that
the participants understand a particular
learning point. There is a place for this in
any good session, as long as the intention
is to encourage or stimulate learning, and
not to maintain power over the group.

In most cases, the trainer is the domi-
nant figure at the beginning of the training
event and most trainees will expect guid-
ance (Figure 1.1). Generally, the trainees
will be unfamiliar with the concepts, prin-

ciples and methods to be discussed. They
may be apprehensive, sceptical or even un-
certain about why they are attending the
training. Senior trainees may not have been
in a formal learning setting for many years
and may be anxious about how they will
be seen by their more junior counterparts.
At the same time, the junior participants
may feel reluctant to speak openly for fear
of directly confronting their superiors.

At the early stage, you will have to dir-
ect the training to make the trainees feel
more at ease and create the right condi-
tions for learning. There are many things
you can do to reduce tension and encour-
age active participation. This is also the
period when lecturing may be used to good
effect in order to situate the training in its
proper institutional and methodological
context, and to set the stage for more inter-
active activities.

FIGURE 1:1 STAGES OF CONTROL IN THE TRAINING PROCESS

START OF TRAINING P

Group begins to gain
cohesion, grows in f——————®»
self-confidence

Group takes control;
‘decline of Trainer’;

facilitator; process of
self-learning is strong

END OF TRAINING P>

Trainer in control; Trainer
manipulates and facilitates

Trainer becomes [————————#»

<« START OF TRAINING

Trainer begins to reassert
authority, manipulates
and facilitates learning

 "Decline of the Group’; | to12flection
 shift from group to personal
;  fnterests is completed

| experiences; turns
attention from action

< END OF TRAINING
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As trainees grow more comfortable
with one another and with the overall pro-
cess, group cohesion will increase and
they will begin to assert their own author-
ity over the training. You can then turn over
control to the trainees. This shift in control
1s sometimes referred to as the decline of
the trainer, or even the death of the trainer.
The phrase is meant to describe a process
in which you slowly fade from centre stage
as the trainees accept greater responsibil-
ity and initiate various activities indepen-
dently.

You can encourage trainees by asking
timely questions, suggesting various group
exercises, and using a range of dynamic
methods of instruction, such as buzz groups
(section 2.3.2) and brainstorming sessions
{section 2.3.3). Since the group members
have grown more self-confident and inde-
pendent, this is a good time to propose the
role plays, detailed case studies and other
activities which require greater amounts
of active participation and risk-taking.

As the training draws to a close, you
will need to reassert authority over the par-
ticipants once more. Some direction may be
required to bring out key leamning points and
encourage the group to switch from action
to reflection. Be open with the group and
tell them about these changing roles. With
this encouragement, the trainees will turn
their attention away from their present
activities and towards the future, when they
will have to apply what they have learned
to their own work settings. This change in
focus from the public to the personal is
sometimes referred to as the decline of the
group, which is an essential part of any
training activity.

Even the best training session in parti-
cipatory methods can give only a partial
impression of how the trainees will perform
in a real-world situation. Once it ends, the

participants must return to their normal
work routines and adapt the skills and
knowledge they have gained during the
training to suit their particular situations.

1.2.2 THE IMPORTANCE OF FEEDBACK
Trainees generally find it difficult to be open
and critical about their own behaviour.
Giving constructive feedback or encour-
aging self-reflection are therefore critical
skills. Jenny Rogers (1989) describes the
challenge:

“Teaching adults is complicated enor-
mously by the difficulty of criticising
an equal. Not giving the right quantity
or quality of feedback is one of the
main reasons why adult learning fails. .
There are two dangers: giving it in the
wrong way and not giving enough.”

If you do not let participants know when
they are doing things well, then they will
not be able to reinforce the good things they
are doing. It is also very easy to hurt train-
ees by being destructively critical and not
acknowledging their efforts. Many adults
find it difficult to recognise that they have
made a mistake, and even more difficult to
unlearn it. They hide behind defensive
reasoning, avoiding a confrontation with
past experiences and misunderstandings,
thereby blocking their own progress.

As a trainer, you will have to guide self-
reflection and give feedback immediately,
in order to address some of the mistakes
from the past. There are five simple rules
for giving feedback:

@ Give feedback as soon as possible. Do not
wait until the error or success is repeated.

@ Limit comments to only two or three aspects
of good or bad performance. There is a limit to
how much we can absorb at any one time.
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@® Don't immediately correct mistakes your-
self. There is always great temptation to help
directly and to demonstrate. But such help
only creates dependency. The most difficult
thing for a trainer is to keep quiet and let
participants learn by doing it themselves. It
might take longer but the learning impact will
be greater.

@ Clive praise before offering negative com-
ments. However poor the performance, there
must be something you can praise. Build up
participants’ self-esteem.

® Criticise the performance, not the person.
Whenever you offer feedback, make sure it
encourages the participant to act upon it.

The checklist in Box 1.5 guides the process
of supportive feedback.

Self-reflection is a critical component
of any feedback that aims to encourage
learning. By asking the participants them-
selves to reflect critically on their own per-
formance, théy will realise better that they
are ultimately responsible for their own
learning.

However, many adults have not learnt
to do this and find it difficult to see, accept
and acknowledge in public that their per-
formance can improve. There are different
ways to make this easier, and what is poss-
ible will clearly vary per culture. Two sug-
gestions are:

® after an exercise or session, ask participants
toreflect on and write down the main lessons
they have learnt from their own performance.
Ask: “How would you do things differently
now?”;

@ in pairs or trios, ask participants to give
each other comments on their overall perfor-
mance. This is less threatening than if done
in plenary.

Good facilitation leads to good group
feeling and empathy between participants
and trainers but it is also tiring. Participants
may lose concentration or daydream, but
as a trainer, you will have to be sufficiently
concentrated to follow every idea, nuance
and intervention.

Box 1.5 Trainer’s feedback checklist

M Do you use several ways to offer feed-
back to learners: written comments,
general progress discussions, comments
on each performance, action plans?

M Does every learner receive feedback
during each session?

B Do you always give feedback
immediately?

B Do you always praise the good points
before criticising the bad?

Bl Do you criticise the performance not the
person?

B Do you always give reasons for your
feedback?

M Do you check that the learner has under-
stood the feedback by asking open-ended
questions?

B Do you concentrate on just a few
criticisms at a time?

B Do you create an atmosphere where
trainees can give constructive feedback to

each other?

Source: Jenny Rogers (1989)

11
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1.3 TRAINER'S CHECKLIST:
ADULT LEARNING

M s the atmosphere of your sessions
friendly and encouraging?

B Have you made plans to relieve any an-
Xxleties your trainees might feel?

B Will your teaching methods allow learn-
ers’ previous experiences to be acknow-
ledged or used?

B Wil learners be rewarded’ for their con-
tributions?

B Does the work allow participants to
measure their own progress?

B Do you make it clear that you are avail-
able for additional help if individuals
have difficulties?

B Are the first few minutes of your ses-
sions always attention-grabbing?

B Do you build in frequent opportunities
for reinforcement and practice?

W Are you avoiding lectures, or at least
limiting them to 10-20 minutes?

M Have you built in regular feedback ses-
sions?




2: YOU, THE
TRAINER AND
FACILITATOR

2.1 INTRODUCTION

This chapter examines the roles, skills and
techniques that you, the trainer or facili-
tator, ought to consider before initiating a
training session. Practical steps and tips
are suggested to help you create the opti-
mal learning environment. No one can get
the process right without careful prepar-
ation and practice. The following sections
discuss ways to plan a training programme,
prepare training materials and teaching
aids, deal with nerves, handle questions,
and conduct thorough debriefing sessions.
It also discusses how to work effectively with
other trainers, and ways to train trainers
on the job.

2.2 BASIC PREPARATIONS

The first place to start with preparations is
with yourself. Being a facilitator is not easy,
and it is important to be aware of the limits
of this task. Being clear about your position
and responsibilities early on in your prep-
arations will help to prevent any inappro-
priate interpretation of your role as a trainer
(see Box 2.1).

2.2.1 OBJECTIVES OF TRAINING

Before you begin, you must be clear about
the objectives of your talk, lecture, seminar,
workshop or training course. Why are you
going to do a training? Who are you being
asked to train? What is the primary content
you are hoping to communicate in your
training? There are six general objectives
of communication and at different times
yours will probably be one or more of these:

@ To Change Behaviour
@ To Persuade

® To Inform

@ To Stimulate Thought
® To Entertain

@ To Motivate for Action

Box 2.1 Responsibilities of a trainer

B It is important to demystify your role as
trainer. Unless the group understands your
role, they will probably view you as an
authority and will not see that they have to
take responsibility for their own learning
process. Keep reflecting back to the group
their need to take responsibility for learning.

B Remember that you cannot expect to
meet your own emotional needs while
working as a facilitator. Do not be tempted
to use the power delegated to you by the
participants to fill your own needs, such as
asking for attention or respect, or making
friends.

B Being a facilitator does not mean that
you are cualified to be a psychotherapist,
either at a group or an individual level.
Take great care when participants reach
out to you, either directly or indirectly, with
their emotional needs.

B It is essential that the group understands
what you are doing with them: what your
goals are, how you expect to meet their
needs, what you can and cannot give
them, and how you are going to do it. It is
the group’s right to hold you accountable
for what you do with them.

Source: Auvine et al (1977)

Besides these overall objectives, you
will need to formulate a specific objective
for the workshop, based on the subject
matter. Writing it down in a single sentence
will help to select materials and will clear
your mind of irrelevant topics.

The purpose of all training is to build
skills and encourage behavioural and atti-
tudinal changes in participants. So it is
essential that this specific objective relates
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to something that can be measured or eval-
uated. There are usually two kinds of ob-
jectives that can be identified for a train-
ing course. The first kind describes general
objectives using words like: to understand,
to appreciate, to know and to recognise.
Formulating objectives in this manner high-
lights the process-oriented learning that
takes place. However, when objectives are
framed in this way it is not easy to assess
participants’ performance. How can you
know when trainees achieve a desired
level of understanding or can appreciate
an issue? You will have to identify more
concrete ways for being able to evaluate
the learning impact.

The second kind of objectives are more
specific, often dealing with concrete skills
that the participants will have. Ask your-
self what you hope your trainees will be
able to do. If possible, use words such as:
to make, to write, to plan, to construct, to
produce, to identify, to compare, to as-
sembile, to draw, to solve, to measure.

An objective that says “the trainees
will understand the principles underpin-
ning participatory learning approaches for
development” is important but vague.
Compare this with: “at the conclusion of the
workshop the trainees will be able to plan
their own use of participatory methods in
their fieldwork”. This can be assessed and
evaluated much more easily by an outsider
(see also Chapter Seven).

2.2.2 KNOWING THE PARTICIPANTS

Next, think about your trainees. No train-
ing programme should proceed until you
are clear about who you will be training.
Try to find out;

® How many people will be present?

@ Why are they attending; is it their own
choice or has a superior instructed them to be
present?

® What are their hopes and expectations?
@ What are their fears and concerns?

® What range of experience, discipline, age,
gender, status is likely to be represented?

@ Do they have any biases towards or against
you or your organisation?

@® What prior knowledge might they have
about the subject matter of the training?

These questions will help you determine
the sort of programme you will prepare and
the training materials and teaching aids
you will select. Answering such questions
will help you design your sessions to meet
the participants’ anticipated needs. A de-
scription of a full training needs analysis is
contained in Chapter Seven, together with
other details of logistics and planning.

Be sensitive to participants’ religious
or cultural needs. These might have impli-
cations for the timing of sessions and meals,
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particularly if, for example, the workshop
is held during a religious festival during
which certain regulations apply.

'2.2.3 CHOICE OF VENUE AND ROOM(S)

Although you may be unable to do anything
about the venue at which the training will
be held or the time of day or year it is plan-
ned, you should be aware how these affect
your participants’ ability to learn. If poss-
ible, visit the training site before the parti-
cipants are due to arrive and set up your
materials. Check whether the room will
suit the type of session you have planned.
You may need to adapt the mix or sequence
of learning methods to match the situation.
For example, if you wish to do a role play
but there is no open space in the room,
then you have time to find another suitable
area.

Try to identify potential sources of dis-
traction in the room, both to yourself and
your trainees. If you stand in front of a win-
dow outside of which tnere is movement,
then few people will be listening to you.
See if you can stand elsewhere. Will other
people need to pass through your room? Is
there a telephone? If it is connected, you
can be sure it will ring just when something
important is happening. Can everyone see
the screen or board easily, or are there pil-
lars that block the view? Can those sitting
at the back of the room hear those speak-
ing at the front? You should walk around
the room before the session starts and sit
in various seats to check which perspec-
tives the people sitting in those places will
have. If you find any serious distractions or
obstacles that may interfere with the train-
ing, then this is the time to correct them.

You will also need to set aside suffi-
cient time to plan the training materials
and teaching aids that you will use. Do you
have enough accessible power points for

any electrical equipment (slide projector,
overhead projector, film projector, video
and television, special lights)? Or do you
need to move to a different corner for the
slide presentations? Will you be allowed to
stick flipcharts on the walls for reference
during the workshop, or will you be limited
to using only one wall or stand? Do the
bulbs in the projectors work properly? Can
the video cassette that you wish to use
during the workshop play on the equip-
ment provided? Do you have all of the mat-
erials, such as coloured markers and pens,
flipcharts, chalk, scissors, pins, tape that
you will need? Test the electrical equip-
ment that you need and, if necesssry, re-
wind the video so that it is at the correct
starting position.

Sorting out these iterns beforehand will
make the session proceed more smoothly
and will give you extra confidence.

2.2.4 SEATING ARRANGEMENTS

Seating arrangements have a big influence
on the session. Although these can vary
greatly, there are six main types (see illus-
trations on next page): 1. Rows of tables
and/or chairs; 2. Hollow U-shape; 3. Ban-
quet or fish-bone style; 4. Conference table;
5. Circle of chairs; 6. Table trios. Each ar-
rangement has particular advantages and
disadvantages. In general, the more group
work you have planned, the better it is to
use the banquet or fish-bone style. This
does not require the moving of chairs, and
therefore limits the disruption as you shift
from a presentation or lecture to buzz
groups.

Think about the type of chairs. Are they
so comfortable that your participants will
be encouraged to doze off in the middle of
a slide presentation? Is it a room that the
participants know well and if so, are they
likely to sit in familiar seats of their own?

15
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I: ROWS OF TABLES AND/OR CHAIRS

Advantages
@ Can fit more people into room
@ Everyone faces the front

Disadvantages

@ Participants cannot make eye contact with each other

@ Difficult for trainer to make eye contact with those at the back

@ Trainer cannot walk easily amongst participants

@ Impossible to break into groups without major reorganisation of
chairs and tables

@ People tend to sit at the back first, distancing themselves from
the trainer

@ It is like classrooms at school; too formal

II1: FISH-BONE OR BANQUET STYLE

Advantages

@ Participants arranged in groups

@ Arrangement is easy to use if mixing lectures with buzz
sessions and group work

® Trainer can walk easily amongst groups

Disadvantages

@ Fewer people can fit in the room

@ Participants cannot make full eye contact with all other trainees

@ If tables are too long and thin, participants at the ends are likely
to be left out of the conversation

II: HOLLOWU

Advantages
@ Trainer can walk amongst participants
@ Trainer has eye contact with all participants

Disadvantages

@ Participants along each arm of U do not have eye contact with
each other

® Fewer people can fit into the room

@ Impossible to break into buzz groups without reorganising
chairs and tables

poDpooQoo
pogoooQo g

IV: CONFERENCE TABLE

Advantages

® Large proportion of participants have eye contact with each
other

@ Large table useful for plenary group discussions

Disadvantages

@ Cannot break into small groups easily

@ Cannot fit many participants around table

@ During general discussion, several sub-discussions may form
and disrupt proceedings

16




HED TRAINER'S GUIDE

2 YOU, THE TRAINER
AND FACILITATOR

V: CIRCLE OR SEMI-CIRCLE OF CHAIRS

Advantages
@ People can relax and interact well
@ Participants able to adopt open poses

@ Easy to move into various exercises and games
@ Stops people sticking to a specific desk or chair

Disadvantages

@ No flat work surface

@ No tables on which to rest books or materials
@ No physical barriers, so more openness needed
® Intimidates shy people

@ No natural ‘top’ position for trainer, so very egalitarian

VI: TABLE TRIOS

Advantages
@ As with Banquet style

@ With tables pointed towards the front, the trios are all close
together, so better than banquet for group work

Disadvantages

@ Need many tables, more than banquet style, if the total group is

large
@ Tables take up much space

@ In large groups, participants sit far from those opposite them

Many people are used to sitting in rows,
knowing that they may be able to daydream
or fall asleep at the back. If you do not ar-
range them in rows, then it might help to
explain to them why you have made these
arrangements. If you have the time, you
could initiate a session to explore the rela-
tive advantages and disadvantages of each
arrangement.

Be creative with seating arrangements.
They should not be seen as static, and re-
arranging them can help to keep partici-
pants active. Robert Chambers (pers. comm.)
describes how he continually changes the
seating:

“I use sequences a lot. For a one day
workshop, I start with participants sit-
ting in threes at tables. Then after a few

buzz groups, I join tables for a chart ex-
ercise (such as participatory mapping
on the ground or paper). Then for fruit
salad all the tables are moved to the
wall, leaving space for circles and much
else with practical work, ending the
day with no chairs at all.”

2.2.5 TIMING OF SESSIONS

The length of your sessions will have a cru-
cial effect on the concentration of your aud-
ience. People do not concentrate well for
long periods if there is little variation in the
style of presentation. If there is to be no
active participation, you will need to care-
fully plan lecture-based presentations.
After 20 minutes you are likely to lose the
attention of some, if not all of the partici-
pants. You can break the monotony with

17
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visual materials, exercises, stories, jokes,
or breaks. If you are planning to use visual
aids, allow for enough time.

If you are lecturing, do not talk beyond
the time you have promised to stop, even if
it means you have to cut short a session.
Everyone will be thinking of that cup of tea
or plate of food that is waiting, or finding
the lavatory, or keeping that appointment
they have arranged. They will no longer be
listening to you. If it is an active session or
a lively discussion, then the participants
might take the initiative themselves to ex-
tend the session.

The time of day also has a big impact
on how well people respond to different
kinds of learning approaches. In the morn-
ing, people are generally moie concen-
trated. After lunch when stomachs are full,
trainers and speakers must overcome the

18

dreaded ‘graveyard session’. Participants
will be tired, slower to respond and less
concentrated. You will, therefore, need to
make sessions more lively; the more active
participation the better. Avoid lecturing or
long slide presentations at all cost. It is
better to begin the period with some kind
of an energiser game (see Exercises 13 to
25), then introduce longer, more interactive
exercises which allow participants to move
around and discuss issues or practise skills
amongst themselves.

2.2.6 PACE AND CONTENT OF SESSIONS

It is important to structure each session
carefully. Suggestions for organising and
facilitating entire training programmes are
given in more detail in Chapter Seven. Be-
gin by thinking about the trainees again:

@ How much do they already know?
@ What do they need to learn?

@ How much time do you have to cover the
material?

To help in the selection of material, think
about what the participants:

@ must know
® should know
@ could know.

The day after a ten-minute talk, the average
member of the audience is unlikely to re-
member more than one or two major points.
This may seem surprising - most of us want
to try to fit in more, especially if it is a sub-
ject we know well. It is always tempting to
want people to learn everything you know.
But too much detail covered too quickly
will hinder the success of the presentation.
You can only expect participants to remem-
ber a few key points. For a 30-minute talk
you should select no more than five of these
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S0 what ARE my

main points ?

Allow plenty of
time for the prepar-
ation of notes and
materials. A safe rule
of thumb is to allow
double the time of
the presentation for
preparation. But if
you are presenting a
topic for the first
time, it may take
much longer. Do not
forget to plan anec-

)

main points, or ‘golden nuggets'. The rest
is detail to keep everyone interested.

The session should then be structured
around the key points you think they MUST
know by the end of the training session.
Although it may seem unnecessary to you,
always repeat the golden nuggets or cen-
tral ideas, whether it is a presentation or
an exercise. Repetition reinforces memory.
If you are trying to communicate five main
points to the group, then try to save the
most important for last. Begin by capturing
the interest of the group, and then give a
taste of what is to come. Deliver the detailed
message in the main body of the presen-
tation and build up to the most important
point. Then summarise everything by re-
stating the purpose and the major points.

Whether you are giving a lecture or faci-
litating a group exercise, planning a session
around these three stages will-help to en-
sure that the key issues are remembered. If
you are planning to give a lecture, then it will
be more effective if you follow these stages:

@ tcll them what you are going to tell them;
@ tell them;

@ tell them what you have just told them.

S %

dotes and jokes as

part of your presen-
tation. A good speaker or trainer makes
jokes or remarks which appear unrehearsed
but are likely to have been prepared. They
may well have said the same thing several
times before, but a well-planned joke or
story can sound spontaneous and can re-
inforce the learning points.

For each training session, it is very
helpful to prepare a planning sheet which
clearly lays out what it is you intend to do
and achieve. A suggested structure for

‘Good evening .

I'm going to tell

you about crops.
CROPS ARE
GoopD !
Yes, 1 just said
“"Crops ore good /"

ocoo(D
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planning your session is provided in Box
2.2. A blank sheet that can be photocopied
for your own use can be found at the end of
this chapter.

2.3 METHODS OF TRAINING

Many methods of instruction can be used
during training. No single one is better than
the rest, although formal lectures are still
the most widely used. For a training which
stresses active participation and open dia-
logue, it is essential that trainers use a style
of training that is consistent with the values
of participation. '

It is best to use a combination of learn-
ing methods and to alter the tempo of the
training. A regular change of both the meth-
ods and pace will keep trainees interested
and ready to learn. It will also be more in-
teresting and less tiring for you as a trainer.
The methods described in the next sections
can all be used to good effect in a training
session on participatory approaches.

2.3.1 LECTURES

Traditional teaching and training most fre-
quently rely on the lecture. This is the one-
way communication of a prepared talk,
sometimes accompanied by a period of
questions and answers at the conclusion.
Lectures appear to be an efficient training
method, as little time is spent on discuss-
ion. However, learning is not guaranteed
through lectures.

Lectures can be used for groups of any
size. For very large groups, they are the
most common method of instruction. The
trainer is in complete control of the session
and can usually predict the content and
timing accurately. They are useful for in-
troducing new subjects or presenting sum-
maries or overviews to participants. They
are often combined with visual aids, such
as slides and/or overhead transparencies.
Even in training programmes on partici-
patory methodologies, some lecturing will
be needed.

Box 2.2 Workshop planning form Date .o
Time Topic/ Method Format Predicted Responsibility | Logistical
Objective Energy Level Needs
of Participants
1123|145
Before Senior official Tables in
banquet
0900 Opening of Speech Plenary n Trainer Head table
workshop from front
0920 Introductions Stepping Small groups aiminn Trainer Banquet style
Stones and plenary
0945 Introductions Lecture with Plenary nlEm OHP + slide
to principles buzz groups projector

20
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Despite these apparent merits, lectures
have many disadvantages. A lecture is
usually delivered as a monologue and does
not take into account the individual needs
and interests of trainees. Discussion and
debate are kept to a minimum, and, in most
instances, only the lecturer’s ideas are ex-
pressed. They can quickly become mono-
tonous. The person lecturing often hides
behind a desk or lectern, physically re-
moved from the participants. For the train-
ees, the main disadvantage is that cre-
ative and reflective learning is limited. As
a result, many lectures are extremely ted-
ious and boring for both sides.

The problems with lectures are well
known. Yet most of us as trainers will need
tolecture from time to time. To avoid falling
into the trap of talking and hoping the aud-
ience (they are rarely participants) are not
only listening but absorbing too, use the
checklist in Box 2.3 before you start. In par-
ticular limit the lecture to 15-20 minutes,

Box 2.3 Lecture checklist

B Are you using lectures for those
occasions when other methods will be less
useful to your participants?

B Have you limited your talk to no more
than 20 minutes?

B Does your talk have a clear beginning,
middle and end?

B Do you always keep to simple key points?

B Do you support your talk with a clear
hand-out?

8 Do you know your own body language
mannerisms and how these affect the
lecture?

Source: adapted from Jenny Rogers (1989)

...Crop
production.,

Production
or
reduction?

this got
to do

Y

‘.

what has

and break it up with short buzz sessions
and exercises selected from Part II to illus-
trate key learning points. In this way, both
the pace of the lecture and the dominant
style is changed.

2.3.2 BUZZ GROUPS

Another method of instruction is the buzz
group. During a longer session, the plenary
group can break into sub-groups to discuss
one or two specific questions or issues. The
room soon fills with noise as each sub-group
‘buzzes’ in discussion. If appropriate, after
the discussion one member of each group
can report its findings back to the plenary.
Buzz groups can be in pairs, trios, or more
depending on the activity. People turn to
their neighbours for a quick buzz, or form
larger groups of three or more. This allows
almost everyone to express an opinion.
While they are ‘buzzing’, participants are
able to exchange ideas and draw on their
wide collective experience. It may provide
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required, the need for leaders or facilitators
within each sub-group, and the need to
have tables and chairs arranged for quick
and easy discussions. In particular, feed-
back may take time. One way to shorten
this is to encourage participants to shout
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a good opportunity for trainees to reflect
on the content of a lecture. A good buzz ses-
sion will generate many ideas, comments
and opinions, the most important of which
are reported back. By contrast, questions
and answer sessions at the end of lectures
commonly involve only a few people, and
intimidate shy or junior people. Your role
as the facilitator is to watch time and man-
age feedback concisely.

Buzz groups are helpful for trainers as
they allow you to:

@ draw your breath;

@ gauge the mood by listening to some of the
discussions;

® change the pace of the session;

@ encourage participants to reflect on what
they have learnt and how they might apply it
in their work.

The main obstacles to using buzz sessions
lie in unfamiliarity with their use, the time

out key suggestions and ideas randomly in
plenary. Another way to organise feedback
is to have one group present their ideas
with other groups only contributing new
ideas, avoiding any repetition.

2.3.3 BRAINSTORMING AND

COLLECTING IDEAS

The purpose of a brainstorming session is
to discover new ideas and responses very
quickly. It is a particularly good way of get-
ting bright ideas. It differs from the buzz
group discussion in that the focus is on gen-
erating as many ideas as possible without
judging them. In this technique, all ideas
are given equal credence. Participants are
encouraged to let ideas flow freely, build-
ing on and improving from previous ideas.
No idea, however crazy, should be rejected.

These ideas are listed exactly as they
are expressed on a board or flipchart, or
written on bits of paper and tacked to a pin-
board. This combination of swiftly gener-
ated ideas usually leads to a very animated
and energising session. Even the more re-
served participants should feel bold enough
to contribute.

An idea collecting session is slightly dif-
ferent from brainstorming in that it is simply
a listing of known facts or impressions. The
purpose of this is not necessarily to encour-
age creative thinking but rather to collect
existing experiences and thoughts. It is
useful to collect answers to questions when
you expect much repetition in the responses.

After a brainstorm session, the ideas
can be discussed further and evaluated,
for example listing the best options in a
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systematic way. Ideas can be grouped and
analysed so that they belong to the group
rather than individuals. Unlike a buzz ses-
sion, a brainstorm session can work well
with a large group and usually takes less
time. It is best to limit the time for plenary
brainstorms, as you might lose the atten-
tion of some participants. See Exercise 74
for details of how to use brainstorming to
develop interview guides.

2.3.4 ROLE PLAYS

In role plays, participants use their own
experiences to play a real life situation.
When done well, role plays increase the par-
ticipants' self-confidence, give them the
opportunity to understand or even feel em-
pathy for other people’s viewpoints or roles,

and usually end with practical answers, .

solutions or guidelines. Role plays are use-
ful for exploring and improving interviewing
techniques (see Exercise 86 in Part II) and
examining the complexities and potential
conflicts of group meetings. They help par-
ticipants to consolidate different lessons in
one setting and are also good energisers.

However, role plays can be time-con-
suming and their success depends on the
willingness of participants to take active
part. Some trainees may feel a role play is
too exposing, threatening, or embarrass-
ing. This reluctance may be overcome at
the outset by careful explanation of the ob-
jectives and the outcome. Some role plays
can generate strong emotions amongst
the participants. It is therefore essential
that a role play is followed by a thorough
debriefing. This provides the opportunity
for the trainer and the participants to raise
and assess new issues.

2.3.5 CASE STUDIES
The case study involves the presentation
and analysis of an incident or scenario that

has happened or could happen. There are
two types of case studies:

® a short presentation or description of a
situation;

@ a longer simulation exercise.

In the short case study, trainers select ex-
amples of relevance to the trainees. In train-
ing in participatory methods, such case
examples are especially useful for partici-
pants to learn the various diagramming
methods of analysis and understand how
they can be applied in sequences in the
field (see Chapter Six). However, they re-
quire considerable preparation, should be
thoroughly pre-tested and so are time-
consuming.

Simulation exercises or games are a
form of experiential learning that uses both

case study material and role plays. Parti--

cipants are briefed about a ‘real world’
situation in which they make decisions and
must accept the consequences. They are

1
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sometimes assigned pre-determined roles
{for example as village elder, project man-
ager, or single mother) who might have
both public and hidden agendas. They are
then asked to act out the situation from the
perspective of their respective characters.
The learning comes from processing the
case study material and drawing paralleis
with one's own situation, both in the as-
signed role and in normal life. Trainees dis-
cuss and analyse the case study material
for a limited time period, and then present
their findings or suggested solutions.

These experiential activities are highly
participatory but require clear and explicit
objectives and careful facilitation. A wide
range of participatory methods can be learnt
in the workshop environment by simu-
lation, such as mapping and modelling,
seasonal calendars, Venn diagrams, mat-
rix scoring and interviewing techniques
(see Chapter Five). As with role plays, extra
time must be set aside for a thorough de-
briefing session.

24
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2.3.6 USING NOTES AND VISUAL AIDS
Even very experienced trainers will usually
require some notes. These are best made in
the form of key points or topics arranged in
the order of presentation, and are planned
around the use of various visual aids. Many
speakers use small cards on which they
write key points. If you want to convey a
long document, then make copies of it and
distribute it to the participants. Donot read
it to the group; this is boring. Only read from
amanuscript if you wish to read out a quote.
Remember the old saying: “A picture is
worth a thousand words.” It has been said
that trainees remember 10% of what they
read, 20% of what they hear, 30% of what
they see, and 50% of what they hear and
see. Visual aids such as overhead trans-
parencies, slides, flipcharts, posters, pin-
boards, chalkboards, flannel boards, films,
videos and models help to ensure effective
communication and are a crucial part of any
well-designed training session. They are
effective in introducing or reinforcing criti-
cal points and can help to illustrate com-
plex information. They can also be used as
a prop and prompt for the trainer, thereby
reducing the need for notes. Using them
can change the tempo of a training activity.
Asyou stand in front of a group of people,
remember that you are also part of the vis-
ual message. [t is impossible to ‘switch off’
our eyesight. Make sure that you use vis-
uals that accompany the message you are
giving. Do not leave visuals up on the screen
when you are talking about something dif-
ferent. Good use of visual aids requires
thorough preparation. Guidelines for their
use include the following:

® Check all equipment thoroughly before you
start. Load slides, set up videos, check that
overhead pens work, ensure that there are
spare bulbs, etc.
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@® Limit the number. Use them to help express
or stress something rather than to impress.
Use them when words are not sufficient to
convey the message.

@ Keep them simple and legible. Do not use
too many words, stick to ‘bullet points’ (the
main headings or key points). A common
error is to write too many words on one trans-
parency. This can be very difficult to read
from the back of the room. Participants also
spend too much time reading every detail
instead of listening to you.

® When presenting visuals always face the
group, not the image. A very common mis-
take is talking to the screen or flipchart when
presenting them.

@ Give the audience time to absorb them.
But do not leave the audience looking at sorme-
thing that no longer relates to what you are

saying.

@ Never rely on them completely. You might
have a power failure bit the show must still

go on.

@ If appropriate and possible, hold a perma-
nent exhibition. Put visual aids on the walls of
the training room for participants to look at
during breaks and while waiting for a session
to start.

Charts can be part of permanent exhibi-
tions. These are often good alternatives and
supplements to overhead transparencies.
The trainer can then walk around the room
and refer to the charts while speaking.
People don't rush to copy them down as
they do with overheads. You can skip points
knowing that they will not be completely
lost. This is invaluable if time is short.
Participants will often want to take
notes during an audiovisual presentation.
If you have the facilities, it is useful to make
copies of the key overhead sheets and other

materials you will be presenting. These
can be distributed to the trainees before
the training or discussion begins, allowing
your audience more time to concentrate
on what is being said. These ‘training
notes’ may also include essential readings,
case studies and overview articles and can
be placed in special folders for participants.
During the training, participants can add
their own notes to the folder. In this way,
each person will have a complete set of
personal notes and key readings to take
away at the end of the training.

2.4 YOU AS A PERFORMER
To train well is to give a performance. It is
not sufficient to assume that the weight,
power or relevance of the message will
carry the day. Again, remember that you
are a 'visual aid’ to your spoken message.
You will need to pay attention to the way
you present yourself, your style of perfor-
mance and the learning environment. The
message you are giving comprises three
components — the words, the tone of your
voice and your body language. Less than
10% of the total message is conveyed by
the words you use. People will grasp your
main message if you keep it simple and
avoid jargon.

As your gestures and body language
can overwhelm your words, here are a few
suggestions:

® Look at the group. Do not stare at your notes
or the screen. Make eye contact with the
whole group by letting your eyes roam around
the room. Do not look above people’s heads.
While looking you can also assess the level of
interest by people’s reactions.

@® Smile — even if you are nervous or appre-
hensive. It will put your audience more at
ease and, believe it or not, it will relax your
vocal chords too.
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® Avoid placing barriers between yourself and
the trainees. A desk at the front is tempting
to hide behind. But don't sit behind it. A lec-
tern is another trap. Don't stand behind it.
Crossed arms or legs are symbolic barriers,
too. Be open in your posture, particularly when
participants are giving feedback to you as a
trainer.

@ Avoid distracting body movements. Don't
wave your arms, put your hands in pockets,
jangle keys, wear noisy bracelets, fiddle with
pens, flick your hair. Your audience will focus
on these nervous gestures rather than listen-
ing to your message.

2.4.1 ARTICULATION AND EXPRESSION

More than 50% of the message is conveyed
by how you say the words. The statement
“I'd like to suggest that we now try a role
play on semi-structured interviewing” can
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carry many different meanings according
to where you place the emphasis (Box 2.4).

Guidelines for helping you to articu-
late your thoughts include:

® Do not be afraid of pauses. Audiences like
some silence. Pause after your key points to
allow the group to absorb them. This is the
moment to lock carefully at your trainees. You
will be able to tell whether they have under-
stood you from the expressions on their faces
and their body language.

@ Use a wide range of vocal tone and pitch to
strengthen expression and emphasis in your
message. Practise by yourself. Listen to your
voice on a tape recorder, if possible.

@ Act a little. It is not as easy to exaggerate
as you might think. In a large group you have
to go a long way before you are in danger of
going over the top.

@ Speak clearly. Practise making your voice
resonate. A resonant voice carries further
and sounds better. It also does not become
strained so easily. Articulate words carefully.
Do not let them run together.

® Speak up by breathing deeply but do not
shout. Both a loud and a quiet voice can add
emphasis or drama to a statement.

All these practices help to build a favour-
able learning climate.

2.4.2 DEALING WITH NERVES

Those who are training for the first time
commonly misunderstand performance
anxiety or ‘nerves’. They see them as ob-
structions to performance. Maria Pember-
ton (1982) assures us that: “a cornmon re-
action to being asked to speak to a group is
one of sheer terror... Do not be fooled, how-
ever, into thinking that nerves disappear
once you have become used to speaking.
They do not.”
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Box 2.4
Impact of emphasis on meaning

1. “I'd like to suggest that we now try a
role play of semi-structured interview-
ing.” Plain statement without emphasis.

2. “I'dlike to suggest that we now try a
role play of semi-structured interview-
ing.” Emphasis on I'd emphasises that it
is the speaker rather than anyone else
who is doing the suggesting.

3. “T'd like to suggest that we now try a
role play of semi-structured interview-
ing." Emphasis on like to suggest
carries an implicit ‘but’ after the
statement, ie ‘T'd like to suggest, but
either it won't be accepted or there is
no time'.

4. "T'd like to suggest that we now try a
role play of semi-structured interview-
ing.” Emphasis on now implies that a
role play may have been suggested at
another time, but didn't work or wasn't
accepted, and that now is a better time.

5. “I'd like to suggest that we now try a
role play of semi-structured interview-
ing.” Emphasis on a role play implies
that other methods for semi-structured
interviewing have been used, and now
it is time for something different.

6. "I'd like to suggest that we now try a
role play of semi-structured interview-
ing.” Emphasis on semi-structured
interviewing implies that role plays
have been used, but not yet for semi-
structured interviewing.

Source: Karen Schoonmaker Freudenberger,
pers. comm.

We always bring the children for

£hon the cinema !

the First-trime Speakers. It's theaper

Being nervous keeps the adrenalin
flowing and helps you deal with problem
situations. Even experienced trainers feel
nervous or anxious before beginning a train-
ing course. Rest assured, audiences hardly
ever notice when you are nervous, unless
your hands shake or you wear a nervous
expression.

There are ways to deal with nerves and
use them to help, rather than hinder, your
performance:

® Prepare thoroughly. Nothing builds self-
confidence like good preparation.

@ There is no need to be defensive in your
presentation. The audience will read it and
react by becoming hostile.

@ Distract yourself before you begin. Visualise
what your ideal performance would look like.

@ Find a place where you can be alone for 5 min-
utes beforehand. The best time is 10 minutes
before a session starts, so that you are back in
the training room for a few moments before the
session starts. A good quiet place is the toilet.
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@ Find a quiet place to do some neck exer-
cises before you begin. Tension builds up in
the neck and shoulders when we are worried.
So try neck rolling. Lean your head right back;
gently and slowly roll it right round in a citcle
until your chin comes to rest on your chest.
Repeat by rolling upwards.

® One of the best ways to calm youwrself and
slow your heart beat is by inhaling and exhal-
ing deeply several times. You can do this when-
ever you have a spare minute during a session.

@ Relax tense parts of your body by flexing
and then releasing the muscles. Stretch your
hands and close them tight a few times. Then
shake them vigorously so that they are loose.
Stretch and relax your feet and calf muscles.

@ Start talking to participants as they begin
to arrive. Smile and be relaxed. Get to know a
few names and faces. [t will make the group
less intimidating.

@ If appropriate, then do a ‘Who We Are' ex-
ercise as soon as possible (Exercise 12). This
sets an informal tone for the entire session.

The main thing is to try to keep your ner-
vousness under control, but not to get rid
of it entirely. Being a bit apprehensive may
make your performance a bit sharper. Ner-
vousness can be limited by explaining at
the outset that the session will be informal.
By putting your participants at ease, you
will also feel more relaxed and friendly. You
can express this informality by using some
of the following techniques:

@ Highlight the benefits that the participants
will derive from attending the meeting or ses-

sion.

@ Speak to the participants as equals rather
than as students — use “we” and “our” rather
than “you” or “your”, eg our tasks in the field,
rather than your tasks....

® A good habit is to try one or more new ex-
ercises during each training programme. Don't
be afraid to try new activities because you
fear criticism. Mistakes are a valuable part of
the learning process. They may even help as
an equaliser between you and the trainees.

@ Try to relate training materials and exer-
cises to the past experiences of participants.
Building on their skills helps their self-esteem
and helps them to relax. This encourages
open learning.

@ Plan an easy and concrete exercise early on
in the programme so that participants can
experience success.

2.4.3 DEALING WITH QUESTIONS

AND ANSWERS

As we have described earlier, the best type
of training to ensure that everyone can learn
together is based on ‘doing’ father than
‘listening’. Nevertheless, there are still oc-
casions when you will need to present is-
sues to a group. Even in such situations
some participation can be encouraged by
mixing short individual or group exercises
in the lecture.

A useful, brief exercise is to ask the par-
ticipants to reflect on a question that you
give them and to write down their thoughts.
For example:

® "What problems have you faced in using
such methods?”

@ “How might you use this approach in your
work?”

® “Let us suppose you have to do ........ , how
would you proceed?”

The objective is not to collect the answers
and discuss or rank them. Rather, it is to
encourage the trainees to participate more
actively by reflecting on what you have
presented. Alternatively, you can divide the
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trainees into sub-groups for a quick buzz
session on the subject under discussion. If,
for example, you are talking about the un-
anticipated negative impacts of certain
policies on tropical forest use, then you may
ask participants to stop and reflect on their
own experiences. By asking “What exam-
ples do you know of where these policies
have had some negative consequences for
forest management?”, the participants will
be much more involved than if you were to
give the examples yourself.

Dealing with questions also allows
more participation during a presentation.
A question and answer session can be very
productive or it can let a whole session
down and leave everyone passive and un-
interested. Even in very complete presen-
tations, a gquestion session is probably es-
sential. Questions help to clarify topics and
points for other participants. They allow
participants to explore how they might
apply what they have just heard to their
own situations and practices.

If you have time, then have a quick
buzz in small groups before a question and
answer session. This gets everyone active
and contributing something. Each sub-
group can then select the best questions
to ask. It also gives you a few moments to
catch your breath.

It is not always easy to facilitate ques-
tion and answer sessions. The following
suggestions may help to make them go
more smoothly:

@ Do not expect the questions to flow im-
mediately. An audience cannot switch im-
mediately from listening to speaking. If the
session has been participatory, then this is
less likely to be a problem. But have a few
controversial points or questions up your
sleeve just in case. These may help to pro-
voke debate and discussion.

@ Put questions to participants like “let’s sup-
pose..." or “in your experience...” to encourage
further questions from them.

@ If the room is large or the questioner has a
soft voice, then repeat the question for all to
hear before answering it.

® Write down the key points of a question
when it is being asked. Sketch out your com-
ments or answers with one or two key words.

@ Answer concisely. If you don't know the
answer, smile and say so. Never invent an

answer.

® When answering questions, remember to
pause. Be brief, honest and accurate.

@ Take questions from all over the room and
don't forget those sitting at the back.

® When time is limited, tell the group by say-
ing “Just two more questions, please”.

@ If you sense hostility, try to rtémain calm
and keep your sense of humour. Give the
question back to other participants by asking
them to comment on hostile statements or
questions. When responding, you can use the
“Agreement Frame” discussed in Chapter 3
(Box 3.5) to reduce the tension and acknow-
ledge the value of opposing viewpoints.

@ If a questioner is making a statement rather
than asking a question, then pause and ac-

- knowledge their input by saying: “Thank you.
That is an interesting thought. Next question
please”.

@ If in doubt, then rephrase the question by
asking, “Do I understand you to be asking ...”

@ Summarise what the group has said to
round off the question and answer session.

2.4.4 AFTER YOU HAVE FINISHED
Conducting training sessions or workshops
in participatory methods is always exhaust-
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ing for trainers. If you are new to training,
then you will be surprised at how tired you
feel at the end. Make sure that you have
space and time to recover.

Do not organise workshops back to back.
Immediately after the workshop is a criti-
cal time to learn from the experience, even
though you will be tired. If you wait, you
will forget many learning points. You can
learn through self-reflection or by asking
participants for comments.

It is an excellent habit to make notes
on your performance as soon as possible so
you can learn from yourself and improve for
next time. Analyse the good and bad points
by reviewing each session thoroughly. How
could it be done better next time? How ac-
curate was the time-keeping? Were you
able to maintain the interest of the trainees?

Focus in particular on the weak points
of your performance. It is from mistakes
that we can learn the most. Why did some
parts not work well? Would a change of style
or substance have helped? Were you re-
sponding to the participants’ needs? Or
were there peculiar conditions or factors
involved? Think carefully about

What could | have done better 7

the detail. Your audience was
learmning from you; and you can
now learn from them how to do
an even better job next time.
Make a list of the things
you know you do not do well.
This is not easy. For many
people, it is easier to be sed-
uced by focusing only on what
went well. Did you, for example:

@ make sure that you did not
mumbile to yourself?
@ preach too much?

® allow sufficient time for

questions to be raised?
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@ show too much material on overhead trans-
parencies?

@ include too many games/exercises/prac-
tical sessions at the cost of reflection and
discussion?

@ lose your temper with the organisers before
the session started because of the bad room,
lack of chalk, broken slide projector, etc?

@ show too many slides?
@ talk too long and too quickly?
@ try to make the breaks too short?

A good way to learn from your trainees is
to ask them to evaluate you. This can be
done formally with a written evaluation of
their overall training experience. Do not
ask more than one or two pages of ques-
tions. You could ask them specific ques-
tions about the content and organisation of
the overall workshop, relevance of the con-
tent for their work, the trainer's style and
preparedness and the logistical arrange-
ments and adequacy of the venue.
Another way to gauge their thoughts
would be to ask them to comment on each
of the major sessions in terms of its organ-
isation, content and style. Still another ap-
proach would be to ask open questions:
“What did you find most useful about the
training? What did you dislike about it? If
you were organising a training of this kind,
then what would you do differently? What
would you do the same way?” You may
also want to leave space for any additional
comments people would like to make.
However you structure the evaluation
form, ensure that you leave sufficient time
for people to consider and respond to the
questions. It is generally advisable to dis-
tribute the forms one or two days before
the end of the training. If you wait until the
very end, the responses will be hastily
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written and less thoughtful than if people
have a day or two to reflect on them. Ask
them to fill it in before they leave, other-
wise you may never see any.

Remember that only you and a select
group of other people (typically the organ-
isers) will have the opportunity to read the
written evaluations once they have been
completed. Therefore, in addition to asking
the trainees to complete a formal evaluation,
you may want to set aside time for an in-
formal plenary discussion to receive com-
ments about any aspect of the training.
This gives each person the opportunity to
express his or her views, whether positive
or negative, so that the other participants
can hear them. This need not take more
than 20 minutes, but it is advisable to leave
some time for a free-ranging evaluation.

Another way to make public but anony-
mous evaluations is through exhibitions.
You can prepare a set of questions, written
up on a form or on a chart to be stuck to the
wall. Each participant then sticks up her or
his comments under the appropriate ques-
tion. These questions are useful for rapid
feedback:

® Which of your expectations or fears were
met?

@ What did you find most useful?
@ What did you find least useful?
@ How could this be done better another time?

® How will you use participatory methods in
your work?

Exercises 63-73 in Part I give further
suggestions for evaluation exercises.

2.5 OTHER TRAINERS

Interactive training demands good concen-
tration, flexible planning and improvisation,
creativity in dealing with problems and

above all, patience and enthusiasm. Your
training can be made more effective by
working with another facilitator, thereby
providing each other with mutual support.
In some cases you might also be asked to
train resource people on the job. So as to
conduct an effective training, you will need
to prepare thoroughly your collaboration
with all co-trainers.

2.5.1 WORKING AS A TEAM
Working with another trainer has several
advantages:

@ During a session you are juggling many
tasks at the same time: providing theory,
assessing group mood, dealing with audio-
visuals, providing guidance to groupwork,
etc. Sharing the sessions gives you the op-
portunity to catch your breath and be more
effective in your next session.

@ You have twice as much creativity and ex-
perience to deal with any problems.

@ By complementing each other's input, you
are less likely to overlook a key learning point
in debriefing sessions.

® Have one female and one male facilitator,
or one who is more energetic and another
who is calmer. Changes in style and rhythm
between trainers will keep the group more
_concentrated.

@ Having at least one facilitator from the
same area and ethnic group as the partici-
pants can help them to feel that the learning
experience is directly relevant.

Although working with another facilitator
can have clear benefits, smooth teamwork
will not happen automatically. It is impor-
tant that you are seen to work together as
a team as conflict between trainers will
undermine the learning process. There are
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several issues about which you should reach
agreement with your co-trainer(s). Make
sure that your training styles and methods
are complementary. It is confusing for the
trainees if one trainer is very authoritarian
and another very flexible. Make sure that
you agree on the content of the workshop.
This will require lengthy discussions and
mutual explanations about the basic prin-
ciples, process and methods which you
hope to impart to the trainees. You will also
have to agree on the overall programme,
the timing of sessions and the division of
responsibilities.

One way to ensure good collaboration
is to draw up a Trainers’ Team Contract
(Box 2.5). This requires that all the trainers
make explicit what they require to work ef-
fectively and how they expect the partner-
ship to develop.

Box 2.5 A team contract for trainers

B We will strive to communicate with
each other honestly.

B We are committed to attend all trainers’
team meetings.

B We will strive to be together during the
training course as much as possible.

B We will have daily assessments of each
other’s performance.

B We will not interrupt each other’s

sessions.

B We will try to contribute constructively
during each other’s sessions by mention-
ing at the end of the session any additional
learning points that the session coordinator
might have missed.

Source: Irene Guijt, Karafa Manneh,
Mary Martin, Terri Sarch (1992)

Daily review sessions are essential and
should be conducted throughout the work-
shop and any fieldwork. They are valuable
moments of reflection from which you can
learn about your performance and during
which the programme can be adjusted.
Assessing individual participants together
will give you a more balanced picture of
group dynamics and what might be needed
to enhance these.

2.5.2 TRAINING RESOURCE PEOPLE
AT THE SAME TIME
It is not uncommon to find yourself as the
only formal trainer, with other experienced
practitioners of participatory methods act-
ing as resource people. You might be asked
to combine an on-the-job training for these
resource people with a field-based intro-
ductory training in participatory methods.
Ensure that you have enough time with
them before the workshop to discuss train-
ing styles and to prepare sessions together.
For a 10-14-day field-based training this
should be at least two days, preferably three
(Box 2.6). For a three-day seminar, one day
should give you enough time to discuss
and decide on the basic elements. This
helps to increase the confidence of the
‘trainee trainers’ and leaves more time in
the evenings to review the day's work.
There are basically two types of re-
source people: those with no prior training
experience and those with some training
experience. The more training experience
they have, the more you will need to dis-
cuss training approaches and strategies,
as each trainer is likely to want to continue
in their own style. If these styles are simi-
lar, then problems should be minimal. But
if they are very different, then problems
might arise. You can avoid this to some ex-
tent by making explicit the assumptions
that each of you is making about training.
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The most important issues to clarify
before the training begins are:

@ what kind of guidance they are expecting
from you;

® what kind of responsibilities they are ex-
pecting to have;

@ what you are expecting from them.

If your opinions on these questions differ,
sort them out first until you have reached
an understanding. If not, you might jeopard-
ise the learning experience for both the
participants and the resource people.

It is especially important to come to an
agreement about the degree to which they
will be actually leading training sessions or
simply acting as facilitators for sub-group
work when called on. If the resource people
are less involved than they had expected,
then they are likely to feel frustrated and
resent you as the main trainer. If it is clear
that you are the main trainer and the others
are facilitators, then you should avoid bur-
dening them with more responsibility than
they feel comfortable with. This might make
them feel out of their depth and miss key
learning opportunities.

You will need to determine the training
programme together, allocating tasks to
each person, taking into consideration what
you have agreed on earlier. First discuss the
overall programme and the rationale for train-
ing sequences. Then break each day down
into different sessions. Discuss thoroughly
what each person’s ideas are about each
session. If the resource people have no prior
training experience, then they will obvi-
ously depend on you for many of these ideas.

When determining the programme for
each session, you will need to describe each
exercise in detail, highlighting what the
learning objective is of each exercise, buzz
session, game or brainstorm. It is essential

that any jargon or complicated instructions
are clarified. For example, if it is not clear
to the resource people that a brainstorm
should be short and free-ranging, a long and
drawn-out discussion might develop which
upsets the timing for the other sessions.
Other aspects of training that might need
to be clarified include:

® how to manage the timing of each session
flexibly;

® how to write short and clear flipcharts dur-
ing discussions;

@ how to present: voice, speed, nerves, body
language;

@ how to train with a sequence of exercises
and discussions as this reinforces learning
points;

@ how to deal flexibly with the programme.

Daily review is essential. Discuss each ses-
sion: what went well and what could have
been better, the timing, body language,
group dynamics and so on. In order to do

33




IIED TRAINER'S GUIDE

2 YOU, THE TRAINER
AND FACILITATOR

34

Box 2.6 Indicative programme for training of trainers

Day 1 ® Registration and Introductions
B Expectations and Experiences
B Training Overview: Components of a PRA Training
® Review of Past PRA Trainings
B Designing Training Sessions on Group Dynamics and Team
Building

Day 2 ® Designing Training Sessions on Specific PRA Methods
B Preparing for and Conducting Fieldwork
® Documentation and Follow-up
8 Future Applications and Limitations
B Feedback and Evaluations
B Visit Villages to Make Arrangements for Fieldwork

Day 3 B Group Dynamics and Team Building Sessions:
= Introductions and Ice-Breakers; Energisers; Attitudes and
Behaviour; Analysis and Reflection; Monitoring and
Feedback
® Main Methods Sessions:
= PRA Overview; Semi-Structured Interviewing, Mapping and
Transects; Matrix Scoring and Pairwise Ranking; Seasonality
Analysis and Historical Trends; Diagramming (systems,
impact, etc); Institutional Analysis (Venns, networks, etc)
® Roles and Responsibilities
B Fieldwork Preparation and Implementation:
» Checklists, Team Contracts and Logistics; Getting Started;
Keeping It Going; Village Meetings

Post-Fieldwork Activities:
« Documentation and Dissemination, Follow-up in Villages;
Reflection: Preparing for the Future; Evaluation

During the fieldwork: B Review of Trainers’ Performance
Discuss Team Dynamics and Process
Plan Next Day

After participants leave: @ Trainers’ Action Plans
Trainers’ Process Notes

Review of Organisational Support Needed
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this, make notes during the sessions that
are led by the other facilitators to remind
you during the evening review. It is likely
that you will also be the main timekeeper, as
the others will be absorbed by their session.

Make sure the daily review continues
during the fieldwork, even if there are teams
working in different field sites. During the
fieldwork, the trainers’ roles shift and issues
like group dynamics, feedback and analy-
sis in the village teams become important.
Much of the learning takes place then, so it
is important for the main trainer to brief the
others about the aims and process of the
fieldwork, and what situations to expect.
Field notes and a trainer's diary kept by the
facilitators can form the basis of discuss-
ions, and allow the main trainer to pick up
on problem areas and help identify solutions.

2.5.3 TRAINING COMMUNITY TRAINERS

Participatory methods are an important
component of training of local people as
analysts, managers and agents of institu-
tional change. PRA methods have been
shown to enhance the capacity of local vol-
unteers in interacting with all sections of
the community and in developing a com-

mon perspective for local resource devel-
opment. These training programmes for
community volunteers should have several
components:

@ Most of the training should take place in a

community, and should be based on practical -

local problems. Local institutions can be en-
couraged to use the training programme as
an opportunity for their own programme de-
velopment;

® The training should place a strong empha-
sis on problem-solving and decision-making.
Problems are discussed and alternative sol-
utions appraised. For example, the problem
of low agricultural productivity can be dis-
cussed by participants, who then analyse the
reasons for low productivity with different
households;

@ Training should be iterative, so that parti-
cipants can analyse issues in detail and re-
port findings back to each other;

@ Significant time should be devoted to shar-
ing experiences amongst the group. This helps
community members to develop confidence
in analysing and finding solutions to regional
problems, by giving a broad base to their ex-
pertise;

@ The skills of analysis, planning and ap-
praisal should be further consolidated through
exercises in the community facilitated by the
participants. They should be encouraged to
make presentations to groups of local people
as well as to each other. This ensures wide con-
sultation and the development of skills before
development programmes are taken up.

The Aga Khan Rural Support Programme
(AKRSP) has long been training village ana-
lysts in participatory appraisal and plan-
ning in Gujarat State, India. Its process of
village level training of volunteers or para-
professionals is described in Box 2.7.
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Box 2.7 The process of village level training in the AKRSP, India

1. The local village institution nominates a group of three or four volunteers for training,
preferably from varied backgrounds. The selected volunteers are asked to canry out ‘test’
exercises using verbal and visual methods in their own village before participating in the
training programme.

2. The training programme starts with presentations by participants of their experiences. This
enables trainees to talk about their village's specific problems and helps them to develop
confidence in presentation and analysis. This is followed by group exercises to develop group
dynamics and teamwork. Peer group feedback from these exercises allows trainees to look
critically at their own behaviour.

3. After the description of each method the participants are asked to practise them with a group
of villagers. This helps them become familiar with the methods and to analyse the problems
related to the resource they are studying. ‘

4. The next phase concentrates on appraisal and planning, in which participants are encouraged
to make presentations to the different groups in the village, aggregate village natural resource
management plans and conduct discussions on the feasibility of these plans. This helps the
host village to develop its plan and also equips the volunteers to carry out similar exercises in
the future.

5. Each volunteer is asked to give verbal or written feedback on what she or he has learnt from
the programme, the problems encountered and in which areas more support would be needed
in future. Volunteers work with each other in ways of providing mutual support in their future
work.

6. This is followed by a feedback and refresher training programme in which presentations are
made by all the participants about the exercises in the village, describing the issues discussed
and the problems faced. Active discussion among the participants is encouraged to facilitate
critical self-awareness and to develop networking between the volunteers.

7. The volunteers, on return to their villages, conduct similar village planning exercises.

8. During the training the volunteers who prove to be good facilitators are identified as potential
trainers by the group. These are known as master extension volunteers. Once selected, the
master extension volunteers are then trained as trainers, during which they are encouraged to
design training programmes and develop training material using simple language to illustrate
local problems.

Source: Parmesh Shah and Meera Kaul Shah, pers. comm.
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2.6 TRAINER'’S CHECKLIST:
PREPARATIONS

B Are you clear about the overall training
objectives?

B What are your specific training objec-
tives?

B Have you reached an agreement with
co-trainers about the division of roles,
training objectives, the programme and
training styles?

B What are the main characteristics of the
likely participants?

B Have you adapted your schedule to the
time of year when the training work-
shop is held?

B Have you planned your sessions taking
into consideration the time of day when
they will take place?

B Have you prepared the sessions to in-
clude an introduction, main section and
summary?

B Have you planned your sessions to in-
clude a variety of learning methods?

B Are you clear about the ‘golden nug-
gets’ that you wish to communicate to
the participants?

M Are you aware about your style of inton-
ation, articulation and expression?

B Are you planning to use several techni-

ques to calm yourself before the session

starts?

M Have you planned for question and
answer sessions?

B Are the room and seating arrangements
suitable for your session?

B Have you planned for changes in seat-
ing arrangements?

M Have you checked all the electrical equip-
ment you will use?

B Have you prepared all the audiovisual
aids that you will require, without over-
doing it?

B Have you planned an evaluation for your
session or workshop?
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Workshop planning form Date:
Time Topic and Method Format Likely Responsibility Logistical
Objective Energy Level Needs
of Participants
1({2(3 4,5
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3.1 INTRODUCTION

One of the key components of participatory
methods is the emphasis on multidisciplin-
ary teams of participants. By working as a
group, the team members can approach a
situation from different perspectives, care-
fully monitor each other's work, and carry
out several tasks simultaneously. The train-
ing required for good participation is based
on a thorough understanding of the way in
which groups perform. Groups can be
powerful and productive when they func-
tion well. The performance and output of
the team is likely to be greater than the sum
of its individual members. As two proverbs
from Africa say: “Cross a river in a crowd
and the crocodile won't eat you”, and “A
single blade of grass won't sweep the yard”.

3.1.1 THE LIFE CYCLE OF GROUPS

When several people come together to work
on a single initiative or project, they are not
necessarily a productive team. Before a
group of people can function well together,
they must pass through a series of stages.
These have been characterised by Charles
Handy (1985) as: 1. Forming,; 2. Storming,
3. Norming; and 4. Performing (see Box 3.1).
The challenge of every good trainer is to
help their trainees move through the vari-
ous phases of group formation until they
reach this final stage.

Initially various individuals come to-
gether, sometimes as strangers, sometimes
as colleagues, to create a new group for
some stated purpose. In this early forming
stage they are still a collection of individ-
uals, each with his/her own agenda and ex-
pertise and little or no shared experience.
As these individuals become more familiar
with one another, they will almost certainly
enter a storming phase where personal
values and principles are challenged, roles
and responsibilities are taken on and/or re-
jected, and the group’s objectives and way
of working together are defined. If there is
too much conflict and discord within the
group, it will collapse (see section 3.1.2). If,
however, some common ground can be
found, then the group will gain greater co-
hesion and a sense of purpose.

As the group members begin to under-
stand their roles in relation to one another
and establish a shared vision or goal, they
will develop a clear identity and group-
specific norms of behaviour. At the norming
stage, the group has settled down. People
know each other better, they have accep-
ted the rules and probably developed little
sub-groups. Once these norms have been
established, the group will be ready to focus
on output and will enter the performing
phase. It is in this phase that they will work
most effectively as a team. The confidence

3.1 Introduction

_3.1.1 The Life Cycle of Groups

| 8.1.2 Dealing with Group
ot
/3.1,3 Group Composition.

'3.1.4 Range of Roles in Groups

/321 Using the Exercises
- 3:2.2 Debriefing Afterthe

Exerdise
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level of the team members will have reached
the point where they are willing to take
significant risks and try out new ideas on
their own.
Groups generally produce fewer ideas
"than individuals working separately. How-
ever, they do produce better ideas as they

Box 3.1 The four stages of group development

Forming
1.
2.
3.

Storming
1.
2.
3.

4. Friction increases, rules are broken, arguments can happen

Norming
1.

2
3.
4.

Performing
1.
2.
3.

4. Roles become flexible and functional

. Individuals ‘begin to focus on task at hand and discuss its purpose
. The group is essentially evolving ground rules on which future decisions and actions

. But, if successfully handled, this stage leads to new and more realistic setting of

. Group energy channelled into identified tasks
. New insights and solutions begin to emerge

Group is not yet a group, but a set of individuals

Individuals want to establish personal identity within the group and make an impression
Participation is limited as individuals get familiar with the setting, the trainer and
each other

will be based

Characterised by intra-group conflict and lack of unity

Preliminary ground rules on purpose, leadership and behaviour are damaged
Individuals can become hostile toward each other, and express their individuality by
pursuing or revealing personal agendas

objectives, procedures and norms

Characterised by overcoming tensions and by developing group cohesion in which
norms and practices are established

Group members accept the group and accept each other's idiosyncrasies

Group allegiance develops and group strives to maintain it

Development of group spirit, harmony becomes important

Characterised by full maturity and maximum productivity

Can only be reached by successfully completing previous three stages
Members take on roles to fulfil the group activities since they have now learnt to
relate to one another

Source: Charles Handy (19858)
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are discussed more carefully and thought
through more deeply. Therefore, groups are
also more likely to identify errors of judge-
ment before action is taken. Rather surpris-
ingly, groups take riskier decisions than
the individual members would have done
if acting independently. A group therefore
also tends to act more adventurously as
members take courage from each other.
But, groups that are too cohesive also
have drawbacks. Religious sects, military
groups, sports teams and political groups
all show a tendency towards a dominant
group identity. They tend to believe in their
own propaganda. This is commonly called
‘group think'. In extreme cases, the indiv-
idual’s principles are sacrificed for group
loyalty, harmony and morale. Seeking a
consensus at all costs can make the group
highly selective in the facts it sees, sorts
and accepts. Maintaining an open agenda,
creating a sense of self-critical awareness
and preventing secrecy is essential if group
‘delusions’ are to be prevented. As a trainer,
you will need to balance any tensions be-
tween group and individual identity to en-
courage continued shared learning.

3.1.2 DEALING WITH GROUP CONFLICT
Conflict is an inevitable part of working
with groups of people who have different
interests, backgrounds and experiences.
Conflict need not be destructive if it is
identified and used constructively. Even
small conflicts should not be ignored by
trainers as they may grow out of proportion
and affect the entire group. There is no pre-
scription for dealing with conflict in groups.
It will depend on the individuals involved,
culturally-bound ways of expressing dis-
sent and disagreement, and your own style
as a trainer. Conflict can happen between
different kinds of people and be revealed in
many different ways (Box 3.2).
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Box 3.2 Common types of conflict

1. Clique versus Clique People may form strong associations in clearly defined sub-
groups, which try to exclude others.

2. Trainee versus Trainee One individual may object to the ideas and opinions of another,
and confront that person directly or indirectly.

3. Cligue versus Trainee One individual gets singled out by a sub-group which may try to
make that person’s life difficult, undermining his or her position.

4. Clique versus Trainer A sub-group may take an intense disliking to you and may go to
great lengths to prove you wrong, draw you into an argument or
make you lose face in some way.

5. Trainee versus Trainer An individual may take an intense disliking to you and may go to
great lengths to prove you wrong, draw you into an argument or
make you lose face in some way.

It is important to get a sense of the
nature of the conflict. It may simply be a
function of the group life cycle: forming,
storming, norming, and performing. A
storming phase (which commonly begius
on the second or third day of a training pro-
gramme) may have little to do with course
content or you as the trainer, and much
more to do with group dynamics. It may be
that individuals have hidden agendas that
have little to do with the workshop theme
and may conflict with declared group ob-
jectives. They may, for example, have been
forced to attend the training by a superior,
may feel they know the subject matter bet-
ter than you, may fear that you will chal-
lenge their authority or expose their weak-
nesses in front of junior staff, or may think
you are using your position to show off. In
group work, there are always trade-offs be-
tween individual and group objectives.
Accepting such trade-offs can only hap-
pen if participants trust one another suffi-
ciently to agree on common objectives.

Conflicts between groups or individ-
uals in the training may be due to institu-
tional affiliations, ideological or political

I've got o brilliant idea.!
Let's install wind -driven pumes !
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alliances, religious or ethnic identification,
professional relations or personality differ-
ences, about which you may know little.
Raised voices, tense faces and nervous body
language are all clear expressions of anger
and conflict. Silence can also convey con-
flict, whether it is shown by the entire group,
a sub-group or an individual (Box 3.3). While
these symptoms may be relatively easy to
observe, the root cause of the conflict may
be harder to discover. Indeed, many of these
disputes may be beyond your ability to re-
solve. They may require intense arbitration
and negotiation outside the workshop set-
ting. Other conflicts may simply be due to
differences in opinion about a subject raised
during a discussion. These, of course, will
be far easier to deal with in the workshop.

Box 3.3 Silence as a form of conflict

Silence is a complicated form of behaviour
to interpret. People who do not speak can
be silent as a way of showing disapproval
of what tha rest of the group is saying.
They can be silent out of shyness or
diffidence or laziness, silent because they
would like to speak but conditions never
seem right for them to start, or simply
because they prefer to listen to other
people rather than to talk themselves.
Remember that silence is not necessarily
disruptive to the rest of the group.

Conflicts that arise between a particu-
lar trainee or group of trainees and you may
also be the result of some of the more com-
plex issues mentioned above. In the worst
situation, that person or group of persons
may have to be asked to leave the training
if they continue to disrupt the proceedings.
Fortunately, in most cases, the conflict can
atleast be reduced, if not reconciled during
the training (Box 3.4).

In the workshop, the discussion should
not aim to reach a consensus about an
issue, but to develop understanding, and to
learn how to make decisions, how to assess
evidence, and how to formulate conclus-
ions. The conclusion of a discussion may
well be irrelevant. When you see argument
and conflict developing you can step in
and use your position as facilitator to calm
the atmosphere with a joke or an invitation
to examine other issues.

One way to help diffuse conflicts is to
reply to negative statements using the for-
mat in the Agreement Frame (Box 3.5).
Words such as but or however are negative
and can convey feelings of condescension,
superiority or defensiveness. By saying, “I
agree with you, but...,” you are actually im-
plying that you really do not agree with the
person you are addressing and will soon
show them why they are wrong. Remember
that as a trainer you are in a very powerful
position. By making a statement that ap-
pears to undervalue or belittle a comment
made by a participant, particularly at an
early stage of a training activity, you can
create anxiety and resentment, and alien-
ate people in the process.

By using the agreement frame you are
telling the trainee that you acknowledge
and understand their perspective. This al-
lows you to move the discussion in a more
constructive direction and build a sense of
mutual respect and common interest. You
are showing that there is room for multiple
opinions, and that each person'’s contribu-
tion is valued and encouraged.

Sometimes it is not possible to ask
people in front of the entire group to explain
why they are thinking or behaving in a cer-
tain way. Some of the more reserved mem-
bers of the group may have difficulty ex-
pressing their frustrations openly. Many
interactive games and exercises can be
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Box 3.4 Dealing with difficult individuals

B As soon as you begin to see problems arise, take the opportunity to talk to the person individually.

Try to understand what is bothering them. Sometimes disruptive people just want more individual
attention. Try to diffuse the situation before the person becomes a ringleader for wider opposition.

B If this has not helped and there is somebody in the group who has a personal relationship with
the individual and can act as an intermediary, ask that person to discuss the disruptive behaviour
sympathetically with the person in question.

B Give the person a particular responsibility in the training that will focus their energies, such as
leading a training activity or being in charge of the end-of-training party.

B Do an exercise that allows complaints to be voiced and discussed anonymously (for example
Exercises 66 or 72, Part I). Participate in the exercise yourself and include your own comments
about difficult behaviour so that the issues can be aired.

B You can also encourage participants to develop self-critical awareness about the quality and
length of contributions to discussions. You can open it up by inviting the group to evaluate each

other's contributions:

“Would anyone like to comment on that?”
“What do other people think?”

on this?”

“Some of you have a special knowledge on this subject. Would any of you like to say something

M Only deal with difficult individuals publicly in exceptional cases. You can ask the person in
question to make a comment in plenary and ask the group to resolve it together. But remember that
this approach can be very threatening for the person and might be counter-productive.

used by trainers to deal with group tensions.
Some of these are described in detail in
Part I1. If there appears to be a conflict and
there is some reluctance to talk about it, a
suggestion box, memo board or Mood Meter
(Exercise 65) can be used to gauge opinion.
This will allow people to make anonymous
comments on the training, your perfor-
mance and the behaviour and attitudes of
other participants without the risk of be-
ing identified.

3.1.3 GROUP COMPOSITION
Once the group is working together, it can
achieve its common purpose. To do this it

must have members with the necessary
range of skills and abilities. The larger the
size, the greater the diversity of talent, skills
and knowledge likely to be present. Small

Box 3.5 The Agreement Frame

B ‘Tappreciate ... and ..."
or

B “Irespect... and..”
or

M "Tagree..and..”

Source: Alan Margolis, pers. comm.
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groups may be less effective due to a limited
collective range of knowledge. Yet if you
make a group too large, then new learning
constraints arise (Box 3.6). Individuals are
more likely to be inhibited in discussions
and the more active members may strongly
influence the group. It takes far more cour-
age to speak in a large group than in a small
one. A group of 5~7 team members usually
works best for achieving optimum produc-
tivity and participation. There is, of course,
no single ideal group size because other
factors, such as leadership, cohesiveness,
and desire for consensus play an important
role. Chapter Six deals with the formation
of field teams.

During training, you will find a need to
form groups of different sizes and compos-
ition — for workshop sessions, for fieldwork,
for discussion, for evaluation. You need to
be aware of group dynamics when helping
to form groups. In Part II, exercises are de-
scribed that help in the formation of groups
(Exercises 13-25). These include energising
games that allow groups of different sizes

Box 3.6 Group size and participation

3-6 people: Everyone speaks

7-10 people:  Almost everyone speaks.
Quieter people say less.
One or two may not speak

at all.

11-18 people: 5 o1 6 people speak a lot,
3 or 4 others join in
occasionally.

19-30 people: 3 or 4 people dominate
30+ people:

Little participation possible

Source: Jenny Rogers (1989)

to form, as well as exercises that encour-
age the self-selection of groups according
to a range of non-evaluative criteria.

The mix of participants will have an
important bearing on how well the groups
work together. It is important to have a sense
of existing hierarchies: putting junior staff
with their seniors may mean they will never
get the chance to speak. Gender and age
may also influence the degree to which
participants feel free to join in group work.
There may be existing personality clashes.
If possible check with the organisers or
other trusted participants whether they
know of any particular problems. Some par-
ticipants may come from an organisation
which sees itself in conflict with another
organisation which is also represented by
your participants. It is also important to
know if all your participants are from dif-
ferent organisations who know they will
not work together after the workshop. Any
group work intended to address the real
world may not be treated seriously.

3.1.4 RANGE OF ROLES IN GROUPS

The capacities of individual team members
do not necessarily determine whether a
group performs well. Management training
has shown that teams composed of the
brightest individuals do not necessarily turn
out to be the most productive. Specific func-
tions are needed if a group is to realise its
objectives. Trainers should be familiar with
the range of roles required to make a group
perform well enough to achieve goals, in this
case learning about participatory methods.
These involve both task roles, those that
help to achieve the goals of the group, and
maintenance roles, those that help in the
process of achieving these tasks. It is im-
portant to consider the compatibility and
conflict between the need to fulfil roles
within the group. A certain amount of ten-
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sion helps to keep the group active but com-
patibility may be more important when the
task is particularly complex and requires
close interaction between team members.

Although formal job titles will have in-
fluenced the selection of participants for a
team, the roles that individuals play within
the team are more crucial to its success.
For example, there may be individuals good
at listening, others who are skilled at seek-
ing information, or clarifying, organising,
relieving tension, setting standards, group
diplomacy or dissecting ideas. Individuals
may play a number of roles at different times.
These roles can be identified as nine dis-
tinct types (Box 3.7).

Nobody is perfect, and therefore each
role or function is accompanied by an al-
lowable weakness. Acknowledging these
allowable weaknesses creates openness in
the team. Individual team members feel
more comfortable about not having to be
perfect and feel free to concentrate on their
strengths. The best teams are those which
have a wide mix of roles and functions rep-
resented. Teams consisting entirely of one
type of person, however brilliant the in-
dividuals may be, can be disastrously inef-
fective. For example, a team with several
Shapers will stay locked in conflict, where-
as too many Resources Investigators will
produce a team good at gathering infor-
mation and making contacts but poor at
reflecting and implementing.

3.2 USING EXERCISES AND GAMES TO
ENHANCE GROUP DYNAMICS

There are many games and exercises that
can be used to enhance learning in the
workshop. The principal emphasis is on
creating an environment in which individ-
uals and groups feel free to experience, re-
flect and change. In particular, games and
exercises are invaluable for:

@ relaxing the participants;

@ stimulating the flow of communication be-
tween strangers,;

@ bringing private expectations and group
reality closer;

@ encouraging everyone to participate and
learn;

@ rounding off or introducing a session;
@ developing new skills;

@ exposing participants to new ways of judg-
ing their own actions, particularly in relation
to the impact on group work.

The enjoyment that can be created by
games and exercises acts as a basis for
group cohesion and openness. Each game
oI exercise emphasises a particular mes-
sage, sometimes only to be revealed to par-
ticipants as the exercise ends. The games
and exercises described below (see Part I
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The Coordinator

The Energy Plant

The Implementer

The Resources Investigator

The Shaper

The Monitor/Evaluator

The Teamworker

The Completer/Finisher

The Specialist

Box 3.7 The nine types of team member

The team's natural chairperson; confident, talks easily, listens
well; promotes decision-making; able to encourage contributions
from all team members; need not be brilliant intellectually.
Allowable Weakness: a bit manipulative.

The team's vital spark and chief source of ideas; creative,
unorthodox, imaginative.

Allowable Weakness: lacks practicality; a bit of a handful;
up in the clouds.

The team's workhorse; turns ideas into practical actions and gets on
with them logically and loyally; disciplined, reliable, conservative.
Allowable Weakness: can only adapt if told why; lacks imagination.

The fixer; extrovert, amiable, good at making and using contacts;
an explorer of opportunities.
Allowable Weakness: undisciplined; short attention span.

Usually the self-elected leader; dynamic, positive, outgoing,
argumentative, a pressuriser; seeks ways round obstacles.
Allowable Weakness: not always likeable; tendency to bully;
provokes opposition.

The team's rock; strategic, sober, analytical, introvert; capable of
deep analysis of huge quantities of data; rarely wrong.
Allowable Weakness: an unexciting plod; lacks imagination.

A counsellor and conciliator; social, perceptive, accommodating,
aware of undercurrents and others' problems; promotes harmony;
most valuable in times of crisis.

Allowable Weakness: indecisive.

The team'’s worrier and stickler for detail; deadlines and schedules;
has relentless follow-through; chief catcher of errors and
omissions.

Allowable Weakness: reluctant to let go; worries about small
things.

The team's chief source of rare knowledge and skill; a single-
minded loner; self-starting, dedicated and makes the occasional
dazzling breakthrough.

Allowable Weakness: contributes on a narrow front.

Source: Meredith Belbin (1992)
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for detail) are simple, easy to learn and rela-
tively quick to use. All are known to be use-
ful in a range of workshop situations and
institutional and cultural contexts.

3.2.1 USING THE EXERCISES

Some words of caution are necessary. First,
the games and exercises must be explained
carefully. Trainees see workshop exercises
in quite a different way to the trainer. They
do not know what to expect or what is the
purpose of a particular exercise. In general,
surprise is not useful, although it may be
important when the exercises involve role-
playing and performance. In such cases, it
may make sense not to give too much in-
formation to your trainees in advance as
they will worry about their performance
and not concentrate on the task at hand.

To offset nervousness, panic or plain
suspicion, remain informal and relaxed,
explain the objectives clearly, and, where
required, draw attention to the relevance
to their work or the goals of the workshop.
If necessary, start the exercise yourself by
giving the first example or presentation.
Some participants may think that exercises
are ‘silly’, ‘foolish’ or ‘only for kids', until
they realise the deeper learning points.
Sometimes those who are reluctant to take
part gain enthusiasm and confidence by
watching others participating and enjoy-
ing themselves.

However, training should not be seen
as non-stop entertainment. Exercises should
be balanced with sufficient time for dis-
cussion and reflection. Too little reflection
and too much action will leave partici-
pants confused and frustrated. Remember,
it is not the quantity of activities but their
quality that should be foremost in your
mind. If you are working with limited time,
then it is often better to carry out one exer-
cise completely than do three quickly.

You must be well organised when you
are using exercises. In particular, you need
to consider how they will link with other
parts of your training programme. You can
use a game or exercise for a smooth trans-
ition to shift the group to the next phase of
training. When energy levels are low, par-
ticipants are getting frustrated or bored, or
there is tension in the air, an energising
game can work wonders.

Getting the balance right is important.
The games and exercises outlined in Part II
are meant to provide a range of options from
which the trainer can choose during differ-
ent stages of a workshop. They may be used
as described or modified to fit your parti-
cular training situation. But do not restrict
your use of games and exercises to these
alone. There are many innovative games and
exercises available from a wide range of
sources, some of which are listed in Appen-
dix A. Use your imagination, experiment

Now we're going to play o fun game ! )

They'lt all laugh
ar me!

Games are
for children !

Oh ne! t's
an examination !

I alwoys
lose games !
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with variations, and search actively for new
ideas. Used selectively, these games and
exercises can reinforce important concepts
and behaviour, and have a powerful effect
on the training experience.

3.2.2 DEBRIEFING AFTER THE EXERCISE

Effective training follows a pattern of re-
flection, action, reflection. Therefore, at
the conclusion of an exercise, be sure that
you leave sufficient time to debrief with
the participants. During this reflective
stage, the most important lessons are
learned. It is tempting to take over at this
stage, but remember that the switch in
style from a game to authoritative teach-
ing will limit learning. Give participants
the chance to draw their own conclusions,
rather than imposing your own. Ask:

“How did you think it went?”

“What did you think of the way you
handled ...?”

“How did this compare with the way
you deal with this issue in real life?”

Each exercise in Part Il is accompanied
by suggestions for debriefing questions.
You can use the buzz sessions or brain-
storming techniques described in Chapter
One to draw out the trainees’ thoughts and
feelings about the experience. For exam-
ple, by exploring trust and even the effects
of betrayal of trust in an exercise, individ-
uals can learn about the process of devel-
oping cooperation in groups. You can en-
courage participants to ask questions of
themselves to consider whether their be-
haviour could be modified to suit the goals
of the group.

Many of the exercises will require de-
briefing in groups. It is important to allow
sufficient time for the groups to prepare and

present their findings to plenary. These
could be visual outputs or just a verbal sum-
mary. Rather than slip back to the conven-
tional lecture-style of everyone presenting
from the front to a static audience, try Rotat-
ing Plenaries or Information Markets. In
the rotating plenary, the whole group moves
to the position of one of the groups and
hears their presentation. They may stand
or move chairs to sit down. After the pre-
sentation and discussion, everyone moves
to the next group location to repeat the pro-
cess. The regular movement keeps every-
one active, and it also allows groups to pre-
sent from their ‘home’ territory.

A variation of this is the information
market. If there is not time to hear the full
presentations from each group, and the
findings are sufficiently visual to observe,
then give the plenary group a fixed period
to move around in their own time. Ask them
to take notes on the information they find.
You can ask everyone to write down two
things they agreed with and two they dis-
agreed with from each group. Then initiate
a single plenary discussion at the end.

As participants wind down after an

" exercise, it is important to make the trans-

ition into general discussion about under-
lying themes. This is particularly important
when the exercise has involved elements
of role play. Questions can be prepared in
advance:

“Has the exercise revealed general dif-
ficulties which are similar to problems
in the real world?”

“Has it revealed new insights?”
“What has this exercise shown about

obstacles to ideal solutions?”

Never feel disappointed if an exercise
does not work according to plan, or when
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participants appear to make mistakes. As
a trainer, you can never know enough to
predict completely the outcome of an exer-
cise. As most exercises have multiple func-
tions, all exercises will provide some useful
lessons for someone, and these should be
highlighted by the trainer. It may be that
the particular group of participants and
the exercise are not well suited. It may be
that the group finds a better way of doing
things. Always treat outcomes as alterna-
tives rather than as failures. Most impor-
tantly, do not let the fear of failure stop you
trying something new the next time.
Finally, always thank those involved in
role plays for their efforts. This is important
because, as Jenny Rogers (1989) puts it:

“many people will have taken part vig-
orously, but may privately wonder later
if they have lost face by doing so. Fore-
stall this reaction by making it clear
that it is entirely thanks to their skill and
commitment that such a valuable dis-
cussion was possible.”

3.3 TYPES OF GROUP PROCESS
EXERCISES AND GAMES

There are six main categories of group pro-
cess exercises and games which are effec-
tive in participatory training:

. introductions
. energisers and group formation exercises
. group dynamics exercises

. listening exercises

. analytical exercises

OO W

. evaluation exercises.

. Each of these types is described briefly
below, and references are given to Part II
where each exercise is described in terms
of objectives, materials, the time needed,
procedure, debriefing and variations. The
exercises mentioned here are known to be

Evaivation
Exercises

L%s\-en‘mg
Exercises

\.ecrning
Games

Energisers

Grovup
Dynamics

effective at reinforcing important ideas for
successful participatory research and de-
velopment training. They illustrate some
basic training principles and approaches
and should be adapted as necessary. If they
are not appropriate to your particular train-
ing conditions, then modify a game or ex-
ercise to suit your needs. The aim is not to
be prescriptive, but to suggest the range
of options available.

Where there is a single source for a par-
ticular exercise or game, the reference is
given. Many of those described in Part I1
have been adapted from the original source
or are combinations of a number of sources.
Full references to the sources of games and
exercises described in this and other chap-
ters in this book can be found in Appendix A.

3.3.1 GETTING STARTED: EXERCISES FOR
INTRODUCTIONS AND ICEBREAKERS

(NOS 1-12, PART II)

When people come together to take part in
a training course it is important to make
everyone feel welcome and part of a group.
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Introductions are important and should not
be regarded lightly. It is critical to get every-
one, especially the shy people, involved
and talking to one another by breaking the
tensions and nervousness at the beginning
of a workshop.

Conventional introductions involve stat-
ing name, past history and current status.
This means barriers and hierarchies are
established right away. The objective of
most of the exercises suggested here is to
avoid such problems. Participants are intro-
duced in ways which encourage a greater
sense of equality between them. These ex-
ercises should help to create an open and
trusting learning atmosphere. Lighthearted
and non-threatening games to relax people
and gain participants’ commitment early
on in the workshop contribute greatly to
its success.

When people meet for the first time
there is often a degree of nervousness. They
may be uncertain about what to do after
they have said hello. Individual group mem-
bers will be asking themselves: “Shall I start
talking? Who shall I talk to? Shall I take the

Initiative? Will they like me? Won't Imake a
fool of myself?” The initial conversation is
likely to be guarded and superficial. Any
attempt to relax the group and break the ice
must offer the group members the following:

@ a safe, clear and acceptable structure;

@ conversation subjects which are both in-
teresting and non-threatening;

@ cnough scope for making and receiving
distinct impressions of each other (but pre-
venting competition);

@ some action, when possible, to relieve the
tension;

@ the possibility for laughter, for the same
reason.

The exercises in this section have been
chosen with these characteristics in mind.
As the trainer you can speak first, thereby
setting an example and showing an inter-
est in getting to know the group members.
In a training situation this is obviously best
done by expressing your interest in the
learning goals of the participants, and show-
ing a willingness to incorporate them into
the programme.

Some of the most effective exercises
for breaking the ice and getting the train-
ing started include:

. Paired Interviewing

. Expectations and Ground Rules in Writing
. First Name Introductions

. Hopes and Fears

. Self Portraits .

. Something from Home

. Stepping Stones

. Symbuolic Introductions

© 0 N O g hd W N

. Drawing Concepts
. The Seed Mixer

. Name Game

. Who Are We?

[ Y
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3.3.2 PICKING UP THE TEMPO: EXERCISES FOR
ENERGISING AND FORMING GROUPS

(NOS 13-25 & 35, PART II)

Energisers are games that energise the
group. These can be vital in maintaining
the momentum of training. During the first
morning session or in the 'graveyard’ ses-
sion after lunch, participants can be dis-
tracted and tired. Similarly, after a long
session during which trainees have been
seated or concentrating hard, it may be
necessary to take a break and reactivate
their minds. A quick, amusing game that
gets everyone moving can work wonders.
Effective energisers include:

13. Fruit Salad

14. ‘A'sand ‘B's

15. The Numbers Game
16. Move to the Spot

17. Move If

18. Streets and Avenues
19. Robots '
20. Family Members

21. Breakthrough

22. Statue Stop

23. Countdown

24. Group Self-Select
25. Group Sculpture

Group formation is necessary in training
workshops on participatory methods as
they should involve a lot of intensive group
work. There is a constant need to form
groups of different sizes and compositions.
Games can be an extremely useful way of
forming groups in an entertaining and non-
threatening manner. They can be used for
random mixing or for purposive formation
of groups (preselected mixes). Many of the
group formation exercises in Part II can
also be used for energising. However, these
exercises are not always necessary. There
are times when it is good to allow and en-
courage people to form subject groups with

people with the same interests, or who
come from the same institution. Group for-
mation exercises include:

13. Fruit Salad

15. Numbers Game

17. Move If

23. Countdown

24. Group Self-Select Exercise
35. Postcard or Jigsaw Puzzle

3.3.3 KEEPING IT TOGETHER: EXERCISES FOR
ENHANCING GROUP DYNAMICS (NOS 26-40,
PART II)
Games and exercises can be valuable in
helping people through the various stages
of group development described in Chapters
Two and Three. The general aims are to
demonstrate the power of working in groups,
to encourage individuals to respond openly
to others and to abandon preconceived
ideas. Such exercises can bring difficult is-
sues of conflict and dominance out into the
open in anon-threatening way. It is impor-
tant that these exercises are followed by a
thorough debriefing to help trainees reflect
on their own behaviour in the group.
Effective exercises to enhance group
dynamics include:

26. Nominal Group Technique

27. Group Profiles

28. Saboteur

28. Knotty Problem

30. Trust Walk

31. Group Problem Solving & Team Contract
32. Chairs

33. Group Strategies: Prisoner’s Dilemma
34. Cooperative Squares

3b. Postcard or Jigsaw Puzzle

36. Look Who's Talking

37. Rope Square

38. My Corner

39. Group Roles

40. Excluding Numbers
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3.3.4 LEARNING TO LISTEN: EXERCISES TO
IMPROVE LISTENING AND OBSERVATION
(NOS 41-50, PART II)

Adopting a listening and learning attitude
is central to training for participatory leam-
ing and action, particularly when it comes
to fieldwork and direct contact with local
people (see Chapter 5 on Semi-structured
Interviewing). These games and exercises
can help to shift people’s views, allowing
participants the chance to reflect on how
they behaved in the exercise. Debriefing
discussions following listening and observ-
ing games are crucial.

41. Matches

42. Pillow Game

43. WatchIt!

44, Nor-Verbal Circles

45 Voting Debate

46. Folding Paper Game

47. Drawing Bricks

48. Empathetic Listening

49. Nodders and Shakers

50. Wayward Whispers and Story Sequences

3.3.5 LEARNING TO REFLECT: EXERCISES FOR
IMPROVING ANALYSIS (NOS 51-62, PART II)

Good participatory training should permit
and encourage reflection on how we learn
and observe, including realisation of how

52

our personal experiences and our person-
ality influence what we see. These games
and exercises focus on how we observe and
remember, what we ignore, how we assimi-
late new information, and how difficult it is
to be objective. Games and exercises that
highlight the biases and complications of
the learning and analysis process can gen-
erate important insights during a workshop.

51. Learning by Association
52. Seeing the Ks or Hs

53. Fact, Opinion, Rumour
54. Swap Over

55, Playing Detective

b6. The Coat or Rucksack
57. Which Watch? Whose Shoe?
58. The Margolis Wheel

59. Johari's Window

60. Beansina Jar

61. Map Reversals

62. Handclasp

3.3.6 SUMMING IT UP: EXERCISES FOR
EVALUATION (NOS 58, 63-73, PART II)

As a trainer, it is important continually to
evaluate how the workshop is developing
and how to adjust your programme to meet
changing conditions. Formal evaluations
are usually less appropriate in such cases,
and so quicker, more participatory alterna-
tives are necessary. The games and exer-
cises suggested here should be helpful to
trainers, both for quick updates on the
group’s mood and for more thorough evalu-
ations at the end of the workshop.

58. Margolis Wheel

83. Scoring Individuals and Groups
64. Resents and Appreciates

65. Mood Meter

66. Graffiti Feedback Boards

67. Monitoring Representatives
68. Evaluation of Session
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69. Evaluation Wheel

70. Hopes and Fears Scoring

71. Role Play for Creative Evaluation
72. Problem Hat

73. Mental Gifts

3.4 TRAINER'S CHECKLIST:
GROUP DYNAMICS

B Are you clear about whether your own
leadership style is laissez-faire, authori-
tarian or democratic?

® Does it need to be changed in any way?

B Have you planned how the participants
will introduce themselves?

B Have you discussed your proposed train-
ing methods with the participants?

B What plans do you have to avoid the trap
of talking too much yourself and impos-
ing your ideas on the participants?

B Are you alert to the probabie life cycle of
your group: forming — storming — norm-
ing — performing?

B Which potential conflicts have you anti-
cipated and how will you deal with them?

M Are the groups the optimum size for
their various tasks?

B s everyone participating actively in each
session?

M Have you carefully selected exercises to -

complement your other training meth-
ods?

B How will you explain the purpose of the
game or exercise to the participants?

W How will you debrief after each exer-
cise?

B Is the room the right size and shape for .

the exercises you selected?

B Can the chairs and tables be rearranged

to suit your purposes?

B Have you thought carefully about where
you will stand or sit yourself during the
exercises?
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4.1 INTRODUCTION
Training for participatory learning involves
more than just dealing with methods.
These, as is illustrated in Chapter b, are
relatively straightforward to learn. What is
more difficult is ensuring that these meth-
ods are taught whilst also understanding
some theoretical and organisational issues.
A major concern of yours should therefore
be how to ensure that trainees are aware
that participation does not simply imply
the mechanical application of a ‘technique’
or method, but is instead part of a process
of dialogue, action, analysis and change.
The roots of the participatory methods
and approaches in this guide can be traced
to many sources. This diversity is part of
their strength. This chapter describes how
these approaches have developed, sets out
the key principles of participatory learn-
ing and action, and discusses the impli-
cations of these principles. It highlights the
emerging dangers and limitations, draw-
ing out key challenges that you, as a trainer,
will need to bring to the attention of the
trainees.

4.2 SUGGESTIONS FOR
A TRAINING APPROACH
This chapter is arranged into sections that
can each form the basis of a one to two-
hour workshop session. These can be ad-
apted as modules and can be used in any
order, depending on your particular needs.
You may feel tempted to present these
issues of institutional context, history, key
principles, theory and limitations in the
form of lectures. Although lectures are an
important element of any training course,
they do have limitations. It is all too easy
for lectures to become boring for partici-
pants, particularly if they go on too long;
and it is all to easy for trainers to assume
that everything they have said has been

absorbed. There are, however, a number
of ways that can help ensure that sessions
involving some lecturing stay interesting
and exciting. The basic principle is to use
the experience and knowledge of your
participants as the starting point. Your par-
ticipants know a great deal already, and
your challenge is to draw this out and add
new ideas, principles and concepts. Some
suggestions for doing this are as follows:

@ Buzz sessions in the middle of a lecture.
Ask participants to turn to their partners and
discuss their own experience of an issue or
their understanding of a particular term.
These might include “What do you under-
stand by the term participation?”; “What
would prevent you using participatory meth-
ods in your organisation?”; “What are your
experiences of where some development im-
provement has gone wrong?”. These buzzes
are usually short, and reporting back is in
a brief plenary discussion chaired by the
trainer.
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@ Brainstorming sessions of longer duration,
in which larger groups of trainees consider a
topic or issue and try to produce a comprehen-
sive list of related concerns or experiences.

® Drawing a concept, in which you ask par-
ticipants to interpret something abstract by
drawing it. For example, you can ask them to
draw ‘participation’, ‘development’, or ‘liveli-
hoods’. This again allows participants to re-
flect on their experiences. The hidden mess-
age you are giving is that you value what they
already know.

® Use of video material, in which you show a
complete video or just selected parts, and ask
participants to engage in ‘active viewing’.
Ask them to watch and take notes on a parti-
cular issue. Again this might be the types of
participation shown, the methods used, what
worked, what was patronising, and so on. Ask
participants to share their thoughts in small
groups and then report back to plenary. Al-
ternatively, ask them to list the issues on large
sheets of paper, and have a roving exhibition.

4.3 THE DEVELOPMENT OF
PARTICIPATORY APPROACHES

4.3.1 A BRIEF HISTORY

In recent years there has been a rapid ex-
pansion of new participatory methods and
approaches in the context of sustainable
development. These have drawn on many
well-established traditions that have put
participation, action research and adult
education at the forefront of attempts to
emancipate disempowered people (Box
4.1). To the wider body of development pro-
grammes, projects and initiatives, these
approaches represent a significant depar-
ture from standard practice. Some of the
changes under way are remarkable. In a
growing number of government and non-
government institutions, extractive research

Box 4.1 Participatory approaches: some origins

The participatory approaches in use today have evolved from several sources and
traditions. Five of these have been particularly important:

B activist participatory research: inspired by Paulo Freire (1968), this approach uses
dialogue and joint research to enhance people's awareness and confidence and to
empower them to take action. Although its special focus on the underprivileged and
on political action has limited its spread, its key contributions to the current
approaches lie in its recognition that poor people are creative and capable and
should be empowered, while outsiders have a role as catalysts and facilitators.

B agroecosystem analysis: developed by Gordon Conway and colleagues (for example
see Conway 1987), this approach draws on systems and ecological thinking, com-
bining the analysis of systems (productivity, stability, sustainability, equity) with
pattern analysis of space, time, flows and relationships, relative values and decisions.
Among its major contributions to current approaches are its use of transects, informal
mapping and diagramming and the use of scoring and ranking to assess innovations.

B applied anthropology: although conventional social anthropology has been mainly
concerned with understanding rather than changing, applied anthropology became
more recognised in the 1980s as a legitimate and useful activity, especially in its
ability to help development professionals to appreciate better the richness and
validity of rural people’s knowledge. It also emphasises the benefits of unhurried
participant observation and conversations and the importance of attitudes,
behaviour and rapport.

W field research on farming systems: two branches of this discipline simultaneously
revealed on the one hand the rationality of small and poor farmers and on the other
their activities as experimenters. Farmers' participation in agricultural research
therefore became a focus, especially-in the context of complex, diverse and risk-
prone farming systems.

W rapid rural appraisal: emerging in the late 1970s, this was a reaction to general
dissatisfaction with the biases inherent in the “rural development tourist” approach,
which tended to hide the worst poverty and deprivation. It was also a reaction to
the tediousness, expense and frequent inaccuracy of the conventional process of
questionnaire surveys. In answering the question “Whose knowledge counts?” it
sought to enable outsiders to gain insight and information from rural people about
rural conditions in a cost-effective and timely manner.

Sources: Andrea Cornwall, Irene Guijt and Alice Welbourn (1993); Robert Chambers (1992)

is being complemented, and even replaced,
by investigation and analysis by local peo-
ple themselves. Methods are being used
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not just for local people to inform outsiders,
but also for people’'s own analysis of their
conditions.

4.3.2 COMMON PRINCIPLES
The interactive involvement of many people
in differing institutional contexts has pro-
moted innovation, and there are many vari-
ations in the way that systems of interaction
have been put together. There are many dif-
ferent terms, some more widely used than
others (Box 4.2). Participatory Rural Ap-
praisal (PRA), for example, is now practised
in at least 130 countries, but Samuhik Brah-
man is associated just with research insti-
tutions in Nepal. However this diversity
and complexity is a strength.

Despite the different ways in which
these approaches are used, most share
common principles:

@ A defined methodology and systemic leamn-
ing process. The focus is on cumulative leamn-
ing by all the participants, which include both
professional trainees and local people. Given

the focus of these approaches as system: of
joint analysis and interaction, their use has
to be participative.

@ Multiple perspectives. A central objective
is to seek diversity, rather than simplify com-
plexity. This recognises that different indiv-
iduals and groups make different evaluations
of situations, which lead to different actions.
Everyone's views are heavy with interpret-
ation, bias and prejudice and this implies
that there are multiple possible descriptions
of any real-world activity. Everyone is differ-
ent and important.

® Group learning process. All involve the
recognition that the complexity of the world
will only be revealed through group analysis
and interaction. There are three possible mixes
of investigators: those from different disci-
plines, from different sectors, and from the
outside (professionals) and the inside (local
people). Within each of these there are other
types of mix, for example not all local people
in a ‘community’ are the same.

Box 4.2 The variety of terms for participatory approaches to learning and action

B Agroecosystems Analysis (AEA) B Beneficiary Assessment Development Education Leader-
ship Teams (DELTA) ® Diagnosis and Design (D & D) ® Diagnéstico Rural Participativo (DRP)
8 Farmer Participatory Research ® Groupe de Recherche et d’ Appui pour I’ Auto-promotion Pay-
sanne (GRAAP) B Méthode Active de Recherche et de Planification Participative (MARP)
B Participatory Analysis and Learning Methods (PALM) B Participatory Action Research (PAR)
B Participatory Research Methodology (PRM) ® Participatory Rural Appraisal (PRA)
B Participatory Rural Appraisal and Planning (PRAP) B Participatory Technology Development
(PTD) m Participatory Urban Appraisal (PUA) ® Planning for Real @ Process Documentation
® Rapid Appraisal (RA) @ Rapid Assessment of Agricultural Knowledge Systems (RAAKS)
B Rapid Assessment Procedures (RAP) M Rapid Assessment Techniques (RAT) W Rapid
Catchment Analysis (RCA) B Rapid Ethnographic Assessment (REA) B Rapid Food Security
Assessment (RFSA) B Rapid Multi-perspective Appraisal (RMA) # Rapid Organisational
Assessment (ROA) ® Rapid Rural Appraisal (RRA) ® Samuhik Brahman (Joint trek) ®m Soft
Systems Methodology (SSM) ® Theatre for Development 8 Training for Transformation ®
Visualisation in Participatory Programmes (VIPP).
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_. Context specific. The approaches are flex-
ible enough to be adapted to suit each new
set of conditions and actors, and so there are
multiple variants. Encoﬁrage your partici-
pants to invent new methods, terms and
names, as this will encourage a greater sense

of ownership.

@ Facilitating experts and stakeholders. The
methodology is concerned with the transfor-
mation of existing activities to try to improve

people’s situation. The role of the external -

‘expert’ is best thought of as helping people
carry out their own study and so achieve
something. Encourage your participants to
think of themselves as facilitators of other
people's learning, particularly when they get
to the village or urban neighbourhood.

® Leading to change. The participatory pro-
cess leads to debate about change, and de-
bate changes the perceptions of the actors
and their readiness to contemplate action.
The process of joint analysis and dialogue
helps to define changes which would bring
about improvement and seeks to motivate
people to take action to implement the de-
fined changes. This action includes local insti-
tution building or strengthening, so increasing
the capacity of people to initiate action on
their own in the future.

TRAINING SUGGESTION:

1. Brainstorm on participation
® What does participation mean to you?
W What are the advantages and
disadvantages of participation?

2. Viewing of video showing
participatory methods in use
® Discussion of positive issues and
ways to improve approach shown.

4.3.3 CRITERIA FOR TRUSTWORTHINESS
