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PREFACE
Human Development (HD) has, in recent times, replaced economic growth (EG) as the central

objective of human activity. It has been defined as enlarging people’s choices in a way which
enables them to lead a longer, healthier and fuller life. Economic growth is considered potentially
a very important instrument for advancing it.  While EG fulfils the necessary condition for HD, if
distribution of income is unequal and if social expenditures are low or distributed unevenly, the
quality of life may not improve significantly, despite rapid growth of gross national product (GNP).
There is no automatic mechanism interlinking EG and HD. While some developing countries
have been very successful in managing growth to improve human conditions, others are less so.
Advances in HD can make a critical contribution to EG. Thus, improved health and increased life
expectancy raise the returns for all types of investment.  Higher levels of HD, besides being an end
in themselves, affect the economy by enhancing people’s capabilities and consequently their
creativity and productivity.  Health and education status of a population represent one of the main
determinants of the composition and growth of output and exports.

According to the UNDP’s Global Human Development Report (HDR) 2007-08, in spite of the
absolute value of the human development index (HDI) for India improving from 0.577 in 2000 to
0.619 in 2005, the relative ranking of India has not changed much.  The HDI rank indicates that
the country has done better in terms of per capita income than in other components of human
development.  The other indicators related to Health and Education reinforce this and highlight
the need for greater focus on this area in our planning for development.  It is this concern that is
reflected in the Eleventh Plan which seeks to reduce not only poverty but also the various kinds of
disparities across regions and communities by ensuring better access not only to basic physical
infrastructure but also to health and education services for all. In consonance with the commitment
to faster social sector development under the National Common Minimum Programme (NCMP),
the Government of India has launched new initiatives.

The benefits of such enhanced expenditure largely depend on the proper implementation of
the programmes with a human face.  The performance of these initiatives, be it poverty, health or
education related, reinforce one another.  While sensitising the policy makers at the national and
sub-national level for designing development plans with a human face is extremely important, the
sensitisation of the implementers at the grass root level is also crucial.

In view of India’s commitment to Millennium Development Goals (MDGs), it is imperative to
train development managers and implementers at all levels of government not only to understand
the conceptual underpinnings of human development but also for discussing ways and means of
operationalising it on the ground.

Responding to this need, UNDP (India) and the Planning Commission requested the
Administrative Training Institute, West Bengal, to develop a training module on Human
Development.

This module has two parts.  Part–I is a journey through the important issues highlighted in the
Human Development Reports since 1990. Further, Participatory Learning and Action is an important
tool for formulating a participatory development plan to which participants get an exposure.
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Part–II starts with Training Techniques covering the concept of Andragogy, how trainees learn,
the concepts of feedback and Experiential Learning.  It deals with the technique of preparing and
conducting interactive sessions, how to lead a discussion and how to run group exercises. We
acknowledge the extensive use of training material developed by Department of Personnel &
Training (DOPT), Government of India, under its Trainer Development Programme.

This is followed by various aspects of Human Development. Module–1 discusses the common
characteristics of an underdeveloped economy, unfolds the concept of human development,
discusses issues relating to economic growth and human development.  Module–2 discusses four
pillars of Human Development and depicts the journey from concepts and analysis to action.
Module–3 explains Human Development Index (HDI), Gender related Development Index (GDI),
Gender Empowerment Measure (GEM) and Human Poverty Index (HPI). Module–4 states the
innovations in calculating indices and highlights various statistical challenges pertaining to social
sector. Module–5 elaborates the poverty scenario in India and integrates the concept of HD with
poverty. Module–6 explains how public spending on HD can be designed and monitored. Module–
7 explains how the process of HD is incomplete without gender equality and elaborates on various
forms of gender inequality. Module–8 discusses the role of people’s participation in HD through a
case. Module–9 deals with acquiring skill for decision-making by consensus and collaboration
through group exercise.

The entire material has been prepared by West Bengal government’s only Master Trainer
accredited by the DOPT, Dr. Arabinda Ghosh, Joint Director in the ATI, who has the added distinction
of being an economist whose research is widely appreciated in international fora. For optimising
the effectiveness of the training handbook, he innovated the idea of making the first part available
in the distance learning mode.

A test-run of the handbook was conducted in the ATI with trainers drawn from across the
country and participants from UN agencies and the RBI. Following this validation, the material has
been given final shape and is now being published under the auspices of the Planning Commission
and the UNDP (India).

P. Bhattacharya IAS, Ph. D.
International HRD Fellow (Manchester)

Additional Chief Secretary
Development and Planning Department

&
Director, ATI

P & AR Department
Government of West Bengal
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INTRODUCTION

The human development approach advocates a shift in the development discourse, moving away
from the conventional exclusive focus on economic growth towards a multi-dimensional approach that
integrates education, health and income as a comprehensive development strategy.  The concept stresses
on the notions of sustainability, equity and empowerment and is about creating an environment in which
people can realise their full potential and lead productive and creative lives in accord with their needs.

National policies focusing on the physical aspects of development no longer seem to attain national
objectives such as “justice, social, economic and political”, as laid down in the Preamble to the Indian
Constitution, for instance. India’s Eleventh Five year plan places considerable emphasis on human
development and has accordingly set out national goals for various human development parameters as also
state specific goals for poverty reduction. India’s Eleventh Plan have striking resonance with the Millennium
Development Goals (MDGs) that have been agreed upon by the world community at the Millennium
Session of the General Assembly in September 2000.

Global HDRs, since their inception in 1990 have played a key role in codifying and advocating the
human development concept and emphasizing the urgency of operationalising human development through
focused public action.  National and sub-national HDRs have carried this agenda further to translate
advocacy into action. India has been at the forefront of human development reporting, with support from
the Planning Commission, Government of India and UNDP.

In view of India’s commitment to the Eleventh Plan goals and the Millennium Development Goals
(MDGs), it would be critical to train development managers and implementers at all levels of government
to not only understand the conceptual underpinnings of human development but also discuss ways and
means of operationalising it on the ground. Responding to this need, the Human Development Resource
Centre (HDRC) and the Public Policy and Local Governance (PPLG) Division of UNDP in collaboration
with the Department of Personnel and Training (DoPT), Ministry of Personnel, Public Grievances and
Pensions and Administration Training Institute, West Bengal have developed training modules for human
development.

The course has been designed to enable participants to:

! Explain the basic theory of human development, including indexing and other measurement
issues, gender, human security, economic factors influencing human development.

! Address the specificities of human development in the Indian context including operational
issues such as financing, programme design and evaluation, and policy analysis

! Evaluate and apply appropriate theoretical perspectives to issues in human development;

! Discuss specific mechanisms that aid in successful promotion of human development –
advocacy and propaganda strategies (like HDRs, ICTs).

! Familiarise themselves with global debates and best practices on human development.
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DESIGNED FOR

The training on human development is oriented at development practitioners (planners and
implementers) in the design of social policies and the implementation and management of social programmes.
Participants will typically be from ministries and Panchayati Raj Institutions (PRIs) engaged in (decentralised)
policy planning and implementation.

COURSE STRUCTURE

The course has three distinct features, each helping participants to develop their skills and
understanding of Human Development.

1. Distance Learning: This provides an opportunity to have a journey through the important issues
highlighted in the Human Development Reports since 1990.  This will help the participants develop
the concept of Human Development. Participatory Learning and Action is an important tool for
formulating a participatory development plan.  The participants will get an exposure to Participatory
Learning and Action.

2. Human Development workshop:  Run for a period of one week.  Apart from discussion on the
various aspects of Human Development this workshop includes case studies, exercises and films.
This workshop provides an opportunity to strengthen the concept of Human Development and skill
on measuring it.

3. Human Development Project: On completion of workshop, each participant will undertake a personal
Human Development Project with a suitable client organisation.  This project will provide them
with an opportunity to apply the knowledge and skill acquired during the workshop.  This will be
carried out over a period of 4 weeks and a project report submitted for assessment.

TRAINING OF TRAINERS:

In order to conduct this training course, we need to develop considerable number of trainers in our
country. The course structure as mentioned above will be followed. In addition, there will be modules on
training techniques.

A programme schedule of the Training of Trainers Workshop on Human Development is shown
below.

DAY ONE

Time Topic

1 hour Registration

Introduction – Course Briefing

1 hour Discussion on Pre-Course Material

1 hour 30 minutes * Introduction to Human Development (Module – 1)

1 hour 30 minutes * The Human Development Approach (Module – 2)

1 hour * Training Techniques (Module –TT-1)
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DAY TWO

Time Topic

30 minutes * Recap of previous day

2 hours 30 minutes * Measuring Human Development (Module – 3)

1 hour * Innovations in Measuring HD (Module – 4)

2 hours * Poverty & Human Development (Module – 5)

DAY THREE

Time Topic

30 minutes * Recap of previous day

2 hours * Prepare and conduct an interactive session (Module – TT-2)

1 hour 30 minutes * Financing of Human Development (Module – 6)

2 hours * Gender & Human Development (Module – 7)

DAY FOUR

Time Topic

30 minutes * Review of previous day

3 hours * Micro lab on Practising Interactive session

2 hours 30 minutes * How to lead a discussion (Module – TT-3)

DAY FIVE

Time Topic

30 minutes * Recapitulation of previous 4 days learning

1 hour 30 minutes * People’s Participation for Human Development (Module 8)
Discussion on Distance Learning Material on Understanding
Participation and Participatory Learning and Action

3 hours * Group Exercise: (Module – 9)

- Decision by consensus

# Lost at Sea

- Development of Collaboration

# Principles Game-Inter group Collaboration

1 hour * Project finalisation & Validation

TT- Training Technique
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DDDaaayyy   111   

Total Time Method Media Content/Activity Remarks
Duration

PROCESS SHEET

1hr Reporting, Registration, Introduction – Expectation
Sharing and Course Briefing

1hr Exercise Participants may be divided into three teams.
Each team may be asked to prepare the Exercise based
on Pre-Course Material

Topic: Introduction to Human Development (Module-1)

1hr 30mts 10mts Lecture PPT1-2 The State of Development

15mts Discussion PPT3-5 What have we learned

10mts Lecture PPT6-10 Human Development Defined

10mts Discussion PPT10a-10c Basic Characteristics of a Developing Country

10mts Discussion PPT11-14 Economic Growth, GNP per Capita and Human
Development

15mts Lecture PPT 15 Human Development Strategies

20mts Discussion Question and Answers

Topic: The Human Development Approach (Module-2)

1hr 30mts 10mts Lecture Introduction

10mts Lecture PPT16-18 Economics and Welfare : What is well-being

15mts Discussion PPT19-24 Four Pillars of Human Development

15mts Discussion PPT25-28 Dimensions of Human development

15mts Lecture PPT29-30 Inequality and Human Development

15mts Lecture PPT31-33 GNP per Capita  and Human Development

10mts Discussion Question and Answers
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Total Time Method Media Content/Activity Remarks
Duration

 

DDDaaayyy   222   

30mts Recap of Previous Day

Topic: Measuring Human Development (Module-3)

2hrs 10mts Lecture PPT34 Backdrop to Human Development Index

30mts 10mts Lecture PPT35-37 Human Development Index

10mts Discussion Purchasing Power Parity- Example

10mts Discussion PPT38 Working Example on HDI

30mts Exercise Work in Group-Calculate HDI for Five Indian States- Not exceeding 5
members in any group.
Provide data sheet.

15mts Presentation Group Presentation on:

1.  HDI for at least Five States of India-

2.  Indicate Methodology in Calculation
3.  Indicate Constraints on Calculation

4.  Comparison between HDI & NSDP ranking

5mts Discussion PPT39 Key Issues and Concern in Calculating HDI

5mts Discussion PPT40 HDI Trend for India

10mts Lecture PPT41-44 Engendering the HDI:GDI & GEM

15mts Exercise Calculating GDI

10mts Lecture PPT45-49 Human Poverty Index

10mts Discussion PPT50-51 Criticism and Advantage on Development Index

10mts Question and Answers
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Total Time Method Media Content/Activity Remarks
Duration

Total Time Method Media Content Remarks
Duration

Topic: Innovations in Measuring Human Development (Module-4)

Discussion of Various Statistical Challenges Pertaining to Social Statistics & Preparations of District Human Development Report

1hr 10mts Lecture PPT52-54 HDI and Relative Position

10mts Discussion PPT55 Availability of Data at Grass-root Level- Sharing Experience

30mts Exercise Identify Indicators for developing Human Development Emphasise on reliability
Index at District Level and below. and availability of the

data and capacity to
capture reality. Not
exceeding 5 members
in any group. Provide
data sheet.

10mts Discussion Question and Answers

Topic: Andragogy (Training Technique-I)

1hr 10mts Discussion PPT56-65 Andragogy - Basic Concept

10mts Discussion PPT66-71 Implication for Training

10mts Discussion PPT72-74 Feedback

10mts Discussion PPT75-76 Giving Feedback

10mts Discussion PPT77-78 Receiving Feedback

10mts Discussion Question and Answers
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Total Time Method Media Content/Activity Remarks
Duration

Topic: Poverty and Human Development (Module-5)

  2 hours 10mts Lecture PPT79-85 Poverty-Definition and Measurement

10mts Lecture PPT86-88 Poverty Scenario

10mts Lecture & PPT89-90 Identification of Poor
Discussion Socio-Economic Parameters

10mts Lecture PPT91-94 Poverty Alleviation Programme

10mts Discussion PPT95-98 Monitorable Targets for Poverty Reduction

10mts Discussion Question and Answers

45mts Case Study Participatory Poverty Reduction The participants will be
given the case on day-1
to read before coming
to the class.
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Total Time Method Media Content/Activity Remarks
Duration

DDDaaayyy   333   

30mts Recapitulation of Day-2

Topic: Prepare and Conduct an Inter-active Session (Training Technique-2)

2hrs 10mts Lecture PPT99-106 Introduction
Objective of a Session

15mts Exercise Exercise on Objective Writing Participants will be
asked to select a topic
for Micro Lab session &
write objective

10mts Discussion PPT107-109 Entry Behaviour Use White Board.
Discuss the problem of
heterogeneity.

5mts Discussion PPT110-112 Learning Event
10mts Lecture PPT113-116 Deciding Content
10mts Exercise Exercise on Spray Diagram Participants will be

asked to prepare a spray
diagram on the topic on
which they will conduct
an inter-active session.

5mts Lecture PPT117-120 Planning the Sequence and Maximum Recall
10mts Discussion PPT121-126 Structuring the Session: Tips for an Effective Introduction
5mts Lecture PPT127-129 Structuring the Session: Summary
5mts Discussion PPT130-131 Visual Aid
10mts Lecture PPT132-136 Planning for an Interactive Session
10mts Lecture PPT137-146 Conducting Session
5mts Discussion PPT147-151 Tips to Reduce Presentation Anxiety
10mts Discussion Question and Answers Finalise the Individual

Topic
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Total Time Method Media Content/Activity Remarks
Duration

Topic: Financing of Human Development (Module-6)

1hr 30mts 10mts Lecture PPT 152 Introduction
Purpose and Structure of Discussion

10mts Discussion PPT153-154 Defining Social Sectors
Importance of Social Sectors

10mts Lecture PPT155-158 Proposed Monitorable Socio Economic Target XI Plan

10mts Discussion PPT159-161 Indian Context Challenges
HD Comparisons
Deprivation

20mts Exercise PPT-ABC Expenditure Ratio

10mts Lecture PPT162-167 Myths Regarding Social Sectors
Expenditure on Education and Health as a Percentage
of GDP.
Facts on Social Sectors Spending

10mts Lecture PPT168-173 Short Fall
Financing the Shortfall
Options

10mts Discussion Question and Answers
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Total Time Method Media Content/Activity Remarks
Duration

Topic: Gender and  Human Development (Module-7)

2hrs 10mts Lecture PPT 174-175 Introduction

Sex & Gender

Equality and Equity

15mts Discussion PPT176-181 Present Scenario

15mts Discussion PPT182-184a Why Gender Equality is Important for Development

15mts Lecture PPT185 Dimensions of Gender Inequality

10mts Lecture PPT-186-187 Gender Budgeting- A Definition

5mts Lecture PPT188 Aims of Gender Budgeting

5mts Lecture PPT189 Five Steps of Gender Budgeting

15mts Lecture PPT190-195 Gender Budgeting-Tools

5mts Lecture PPT196 Gender Budget in India-Current Scenario

5mts Lecture PPT197 Path Ahead

5mts Discussion PPT198 Conclusion

15mts Discussion Question and Answers
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Total Content/Activity Remarks
Duration

 

DDDaaayyy   444  

30mts Review of previous day

3hrs Micro Lab on Practising Interactive session Distr ibut ion of  Sess ion Feedback Form.

S No Interactive Session by Main Observer

1

2

3

4

5

6

Total Duration 25mts x 6 = 2Hrs 30 mts Interactive Session – 20 min
Feedback – 5 min

Review and Summary of Interactive Session = 30 mts
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Total Time Method Media Content/Activity Remarks
Duration

Topic: How to Lead Discussion  (Training Technique-3)

2hrs 10mts Lecture PPT 199-200 Introduction
30mts Purpose of Discussion

10mts Discussion PPT 201-203 Factors Influencing Discussion

Discussion Behaviours

20mts Lecture PPT 204-208 Questions

10mts Discussion PPT 209-210 Preparing to Lead a Discussion

10mts Lecture PPT 211 Introduction to Case Study

20mts Lecture PPT 212-215 How to Lead a Case

10mts Discussion PPT 216 Summing Up

45mts Case Study Run the Case The material regarding
the CASE STUDY is to
be distributed in
advance.

15mts Discussion Summing up the Discussion on the Case Study
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Total Time Method Media Content/Activity Remarks
Duration

DDDaaayyy   555   

30mts Recapitulation of Previous 4 Days’ Learning

Topic: People’s Participation for Human Development (Module-8)

1hr 30mts 30mts Discussion Discussion on Distance Learning Material on Participants will be
Understanding Participation & PLA asked to give response

to the questions as
mentioned in the
exercise individually in
successive orders.

45mts Case Study Run the case on Beyond PRA

15mts Discussion Conclusion

Topic Group Exercise (Module - 9 & Training Technique 4 )

3hrs 1hr. PPT 217-219 Advantages, Purpose of Group Exercise
30mts Experiential Learning & Learning from Group Exercise

60mts Exercise Principles Game-Briefing
Run
Principles Game-Debriefing

60mts Exercise Lost at Sea-Briefing
Run
Lost at Sea-Debriefing

1hr Project Finalisation
Validation
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Human Development
• “The basic purpose of development is

to enlarge people’s choices. In
principle, these choices can be infinite
and can change over time. People
often value achievements that do not
show up at all, or not immediately, in
income or growth figures: greater
access to knowledge, better nutrition
and health services, more secure
livelihoods, security against crime and
physical violence, satisfying leisure
hours, political and cultural freedoms
and sense of participation in
community activities. The objective of
development is to create an enabling
environment for people to enjoy long,
healthy and creative lives.”

Mahbub ul Haq

Human Development defined
• Conceived as an alternative to

purely economic development by
emphasizing the diversity of
human needs.

• Human Development is defined
as the ‘ process of enlarging the
range of people’s choices”
– focuses on the ends rather than

the means of ‘development’
and progress.

– denotes both the process of
widening people’s choices and
the level of their achieved well-
being.

– distinguishes between two
sides: One is the formation of
human capabilities, the other
is the use that people make of
their acquired capabilities, for
work or leisure.

What have we learned…

• People often value:

– Greater access to knowledge,

– Better nutrition and health
services,

– More secure livelihoods,

– Security against crime and
physical violence, satisfying
leisure hours,

– Political and cultural
freedoms,

– Sense of participation in
community activities

PRESENTATION SLIDES

• 28% of the population in
developing countries does not
have access to safe drinking
water; Some 56% no proper
access to sanitation;

• In OECD countries more than
130 million people are income
poor, 34 million are
unemployed, and adult
functional illiteracy rates
average 15%.

What have we learned…
• Economic growth is necessary

for sustained human
development

• …but growth does not
automatically translate into
well-being

• Long term remedy is to invest
in people – in their health,
education, training, and skills.

• It is not about lack of resources:
Some developing countries
spend 2-3 times on military
than on social sectors. Need for
better savings and reorienting
budget priorities

What have we learned…
• Markets alone cannot deliver

balanced patterns of growth
• It is about getting priorities right

— “Wealth is not the good we
are seeking, for it is merely
useful for the sake of
something else.” - Aristotle

• The basic purpose of
development is to enlarge
people’s choices to lead lives
that they value. Income is one
aspect of life that people enjoy,
cherish and value. Others are
self-respect, dignity, a sense of
belonging to a community…

INTRODUCTION
TO HUMAN DEVEL

OPMENT

The State of Development

• Developing countries have
achieved in 30 years what it
took industrial countries a
century

• In 30 years, life expectancy
went up by 16 years, adult
literacy by 40%, child
mortality halved

• However, at the beginning of
the Millennium, we still see
many deprivations…..

• 1.2 billion people live on less
than us$1 a day; 2.8 billion on
less than $2 a day.

• Of the 4. 6 billion people in
developing countries, more
than 850 million are illiterate;
Nearly 325 million boys and
girls are out of school.

• 11 million children under age
five die each year from
preventable causes— equivalent
to more than 30, 000 a day;
31% of children under five –
some 167 million – are
malnourished;
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Economic growth and HD

• Comparing GDP per capita and HDI
can reveal much about national policy
choices and priorities. There are
countries with high GDP but low HD
and vice versa.

– High HD and Low GNP – Sri
Lanka

– Low HD and High GNP -
Venezuala
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What does HD say…

• Human well-being is the
purpose, the end, of
development.

• HD about not just “what” to
do, but “how” and for whom”
– not doing different things but
doing them differently-
emphasis from “are we doing
things right” to “are we doing
the right things”

 Four Pillars of HD
• Efficiency : Efficient use of

resources.  HD is pro-growth
and productivity.

• Equity : Distributive justice,
especially for choices and
opportunities

• Freedom and Empowerment,
Possibility of choosing. Sen:
Freedom has a constitutive
value (value by itself) and an
instrumental value ( as a means
to efficiency and to equity)

• Sustainability not just for
present generation but next
ones too

What does HD say…

• The true wealth of a country is
its people.

• There are not developed and
underdeveloped countries, but
developed and underdeveloped
people.

• The basic purpose of
development is to enlarge
people’s choices to lead lives
that they value. Income is one
aspect of life that people enjoy,
cherish and value. Others are
self-respect, dignity, a sense of
belonging to a community, etc.

Economic growth and HD
– Total products or income

don’t only include goods
and services but also
wrongs, such as drugs and
arms production.

– Per capital income does not
take into account
distribution between rich
and poor, unevenly
distributed

– Income expansion does not
automatically lead to an
expansion of all choices

– Growth can be ruthless,
rootless, futureless,
voiceless and jobless

Economic growth and HD

• Income expansion does not
automatically lead to an
expansion of all choices

• Income may be unevenly
distributed

• Depends on national priorities
for spending – guns or butter,
elitist or egalitarian model

Economic growth and HD
• Economic growth is understood

as the increase in a country’s
per capita income

• But:
– There is no automatic link

between high GNP growth
and progress in human
development

– There are choices or
functionings that do not
depend on the level of
income.

– Income’s contribution to
satisfaction of human needs
decreases as income
increases (Principle of
decreasing marginal utility)
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HD Strategies

• Rising per capita income is a
necessary condition for HD,
but is not enough.

• Public policy is needed to
translate growth into HD. How?
• Emphasis on investment in

health, education, skills of
people

• More equitable distribution
of assets and income

• Well structured public
expenditures

• Empowerment of people to
participate

Introduction to the
concept of HD

Economics and Welfare

• Is Human Development about
Economics?

• Positive Economics

• Normative Economics

• Economics of Welfare

Economics and Welfare

• Income and quality of life

• Inter-personal comparison
income as comparison of
welfare

• Capacity to convert income into
well-being

• Well-being?

The four key choices

• Healthy and long lasting
existence

• Access to knowledge in its
different expressions

• Opportunities and material
resources for a decent standard
of living

• Free participation in community
life and collective affairs

The four pillars of Human
Development

• Efficiency

• Equity/Equality

• Freedom & Empowerment

• Sustainability



17

Empowerment

• Equality is generally understood
as  equal opportunity to play
the game

• The rules of the game may be
biased

• Equality to be real, must include
equal power to make the rules:
empowerment

• Participation is a sure way to
empowerment

Sustainability

• Economic sustainability

– Resources generated by the
activity provide for resources
needed to sustain the activity

– A viable business model

– It is possible to have
workable business/quasi-
business model for services.
For livelihoods, a business
model is a big challenge:
e.g., Rythu Bazar

Sustainability

• Environmental sustainability

– Development of the present
generation without
sacrificing that of the future
generation

– Environmental sustainability
leads to inter-generational
economic sustainability

Equality

• Not efficiency at macro-
economic level but target group
level

• Ask yourself
– (a) Will all benefit?
– (b) Will some people be left

out?
• Can aggravate inequality

– (c) Will some people lose
out?

• Not desirable, not HD approach

What is dimension?

• Component aspects of human
development – all coexisting

• Human Development is multi
dimensional

– Non-hierarchical, irreduc-
ible, incommensurable

Efficiency

• Cost minimisation

• Profit maximisation (allocative
efficiency)

• Product mix

• Labour – Capital mix

• Economic efficiency

– Pareto

– Kaldor

• Turning farming lands into SEZ
– is it efficient?

List of dimensions

• Deepa Narayan (World Bank):
Voices of the Poor

– Material Well being

• Food

• Assets

• Work

– Bodily well-being

• Health

• Appearances

• Physical Environment

List of dimensions
– Social well-being

• Being able to care for, marry,
settle, have children

• Self-respect and dignity
• Peace, good family &

community relations
– Security

• Civil peace
• Physically safe and secure

environment
• Personal safety
• Old age security
• Confidence in future
• Security of capabilities

List of dimensions

– Psychological well-being

• Peace of mind

• Happiness

• Harmony (including spiritual
life and religious observance)
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HD Lopsided
Low income,
high HD:
Unsustainable

Virtuous
Growth and high
HD impact each
other beneficialy

Vicious
Low HD and
low income each
pulling other
down

EG Lopsided
Low conversion of
GNP growth into HD
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Measuring Human
Development

Backdrop to the HDI

• ‘Physical Quality of Life Index’
developed by Morris David
Morris 1979

• Developed by Mahbub-ul-Haq
and Amartya Sen; other experts
include Sudhir Anand, Paul
Streeten, Meghnad Desai

Actual value xi - Minimum value xi

Maximum value xi - Minimum value xi

The significance of equality

• Empirical studies point to
significant correlation between
inequality and human
development

• The process of the growth

• Level of wealth-inequality at the
start of industrialization

• Effective redistribution by state

EG? HD: Comparing Performance

HDI

•  Tries to capture capabilities

•  Three indicators:

– longevity (life expectancy at
birth)

– educational attainment (adult
literacy and ratios of primary,
secondary

   and  tertiary enrolment)

– mean ‘living standard’ (GDP
per capita in PPP)

•
– Index = —————————————————

Backdrop to the HDI

• A simple composite index com
prising measures of knowledge
(Education), longevity(Health)
and decent standard of living
(Income)

• Basis for assigning ranks to
countries

• Provides for comparison at the
global, regional, national and
sub- national level
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Goalposts for calculating HDI

Indicator Minimum Maximum
value value

Life 25 years 85 years
expectancy

Adult literacy 0% 100%

Gross 0% 100%
enrolment

GDP per 100 (PPP 40,000 (PPP
capita US$) US$)

Calculating the HDI

HDI

PPP per capita
income with
declining
weight for
higher incomes

Life
expectancy

Education

Primary,
secondary
and tertiary
enrolment

Adult
literacy

1/3

2/3

1/3 1/3

1/3

A Working Example India
• Index for country with life expectancy of 63.7:

= (63.7-25) / (85-25) = 38.7 / 60 = 0.645

• Index for educational attainment:

– Index for adult literacy (61.0%):
= (61.0 - 0)/(100 - 0)=61.0/100=0.610

– Index for enrolment (63.8%):
= (63.8 - 0)/(100 - 0)= 63.8 /100=0.638

– Index for educational attainment:
= 2*(0.61)/3 + 1*(0.638) / 3 = 0.620

• Index for ADJUSTED real GDP per capita
( $ 3452):

= Log(3452) - Log (100)/Log(40000) -
Log(100)

= 1.53807/2.60206 = 0.591

• HDI = (0.645 + 0.620+ 0.591) / 3 = 0.619

Calculating the HDI: Key Issues/
Concerns

• Are the indicators the best ones
to measure the various
components? Is  there a bias in
favour of what is inherently
measurable?

• Even the best data systems
cannot capture important
aspects of human choices that
are hard to measure (cultural
freedoms, peace, conflict,
security, environmental
concerns)

Calculating the HDI: Key Issues/
Concerns

• Requirement of uniform
availability, definitional
consistency and statistical
sensitivity

•  Relevance of global measures
for local context and action:
need  for disaggregated data and
indicators relevant for
implementation

Year of HDI Value HDI Rank
Publication (Number of countries
of Global  in parentheses)

HDR

2007/08 0.619 128 (out of 177
(2005) countries)

2006 0.611 126 (out of 177
(2004) countries)

2005 0.602 127 (out of 177
(2003) countries)

2004 0.595 127 (out of 177
(2002) countries)

2003 0.590 127  (out of 175
(2001) countries)

2002 0.577 124 (out of 173
(2000) countries)

2001 0.571 115 (out of 162
(1999) countries)

2000 0.563 128 (out of 174
(1998) countries)

Engendering the HDI: GDI and
GEM
• Attempt to explore gender

dimension of human
development

• 1995: Beijing Conference and
Global HDR

• Gender Development Index
(GDI): simple measure of
inequality between men and
women on components of the
HDI

• Gender Empowerment Measure
(GEM): a positive measure of
progress by women in the
economic, professional and
political spheres

Gender Development Index (GDI)

• The 3 dimension indices
calculated for males and
females   and combined,
penalizing differences in
achievement

• Equally distributed index (EDI)
={[female popn. share

(femaleindex1-?) ]+
[male popn. Share (male
index1 ?)]}1/1-?

where ?=2 (moderate penalty
for gender inequality)
• GDI = simple average of the 3

EDIs

Gender Empowerment Measure
(GEM)

• Focusing on women’s
opportunities rather than
capabilities, in terms of :

– Political participation (%
share of parliamentary
seats)

– Economic participation
(% share as in managerial
and technical positions)

– Power over economic
resources (estimated
earned income, PPP US$)

(HDI Trend for India)
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GEM

• Equally distributed equivalent
percentage (EDEP) calculated
for each dimension:
={[female popn. share(female

index1-?) ]+
[male popn. share(male
index1-?)]}1/1-? where  ?=2.

• The EDEP for political and
economic participation indexed
by dividing it by 50 assuming
equal empowerment of the
sexes

• GEM=simple average of the
3 indexed EDEPs

Dimensions Indicators
• A long and

healthy life

• Knowledge

• A decent
standard of
living

• Probability at
birth of not
surviving until
age 40

• Adult illiteracy
rate

• Access to safe
water

• Children
underweight
for age

Dimensions Indicators

• A long and
healthy life

• Knowledge

• A decent
standard of
living

• Probability at
birth of not
surviving until
age60

• Functional
illiteracy rate

• Relative
income
poverty

• Long term
     unemployment

Human Poverty Index  (HPI)

• Measures the extent of
deprivation in HDI’s three
dimensions

• HPI–1 is calculated for
developing countries

• HPI-2 is calculated for
industrialized countries

The Human Poverty Index for
developing countries  (HPI-1)

Statistical Challenges to Social Statistics
in measuring Sub District Level HDI

Advantages (HDI, HPI)

• Tool for advocacy
• Ranking of areas
• Tool for research (if composite

measure of development is
needed)

• More reliable tool than per
capita income measures for
capturing improvement in
human well-being

• Registers potential impact of
over-development

• Politically appropriate –
focuses on social sectors,
policies and achievements

Criticism (HDI, HPI)

• Composite indicators may
hide more than reveal

• Fundamental problem of
weighting and aggregation

• Sometimes mixing of output
and input indicators: not useful
as evaluation tool

• No immediate uses for policy
design: tailor made tools
required

HPI-2 Formula

• HPI-2=[1/4 (P
1
a+P

2
a+P

3
a+P

4
a)]1/a;

a=3

P1= Probability of not surviving
to age 60 (times 100)

P2= Functional illiteracy rate

P3=Relative income poverty
(population below 50% me
dian income)

P4= Long-term unemployment

The Human Poverty Index for
OECD

 countries (HPI-2)

HPI-1 Formula
• HPI-1=[1/3 (P

1
 a+P

2 
a+P

3
a )]1/a ; a = 3

?P1 = Probability at birth of not
surviving to age 40

?P2 = Adult illiteracy rate
?P3= Unweighted average of

population without sustainable
access to an  improved water
source and children under
weight for age

• The ‘cubing’ i.e. a=3 ensures
greater weight for the component
with acute  deprivation



21

Why should we compare?

• To ascertain the weakest unit–
weaker pockets in HD
perspective

• To ascertain the Strongest unit
– Sector wise in HD perspective

• To prepare Success Stories &
Distress Stories for awareness
building

Feedback

In every HDR relative positions
of administrative units indicate

the level of Human
development in that unit

• Global HDR the countries
of the World

• National HDR the States

• State HDR the Districts

• District HDR the Blocks/ Gram
Panchayats &
Municipalities

Why should we compare?

• To prepare Plan accordingly i.e.
more focused intervention to
the weakest area for HD

• To formulate replication of
Success stories in the weaker
areas

• To avoid Regional/ Sectoral
Imbalances

For Comparison of Sub- District
level Data

• In Rural areas

• Comparison between the
Blocks

• Comparison between the  Gram
Panchayats

• In Urban areas

• Comparison between
Municipalities

• Comparison between Wards

Sharing our experiences…..

• Non availability of Data

• Data varies between
Departments

• Time frame may vary

• Dilution of Data due to
consequent estimation

• Non availability of data for
some new/ reorganised
administrative units

ANDRAGOGY

Andragogy is the Art and Science
of helping Adults to learn.

Adults do not learn in the
same way as children.

ANDRAGOGY

?Adults are Autonomous and
Self -Directed.

?Adults Have Accumulated a
Foundation of Life Experiences
and Knowledge.

?Adults are Relevancy-oriented

?Adults are Goal-oriented

?Adults are practical

?Implication for Training
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Adults are Autonomous and Self
-Directed

Adults are likely to resist learning
conditions that conflict with their
self-concept.

Adults need to be free to direct
themselves.

Trainer must actively involve
adult participants in the learning
process and serve as facilitators
for them.

Adults have accumulated a
foundation of life experiences and
knowledge.

Learners should be able to relate
what is being studied to their
personal/ professional
experiences.
Adults have a rich foundation of
experience with which they will
consider new experiences and
their implications for work.
Adults have acquired many fixed
habits and patterns of thought
and, therefore, possibly less open-
minded.

Adults are relevancy oriented

?Adult must see a reason for
learning.

?Theories and concepts must be
related to a setting familiar to
participants.

Adults are goal-oriented

Participants must be shown how
the training course in general and
the session in particular will help
them attain their goals.

?Adults are practical

?Adults are more concerned with
their performance.

?Instructions should be task-
oriented, and it should take into
account the wide range of
different backgrounds of learners.

• They are primarily concerned
with the problem they are facing
in their job situation.

• Adult learners are generally
more interested in the solution of
the problem rather than the
content of it.

Implication for Training

• The physical environment
should be one in which adults
feel at ease, with furnishings
that are comfortable and
informal.

• The psychological climate
should be one that causes adults
to feel accepted, respected and
supported.

Implication for Training

• There should be a spirit of
mutual respect and cooperation
between the trainer and the
learners, in which there is
freedom of expression without
fear of being ridiculed.

• A person feels more ‘adult’ in
an atmosphere that is friendly
and informal.
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Implication for Training

• The behaviour of the trainer
probably influences the learning
more than any other single
factor.

• The trainer conveys in many
ways his or her attitude, interest
and respect for learners.

• The trainer, who takes time and
trouble to get to know the
learners individually and calls
them by their first names is,
promoting the right sort of
atmosphere.

Implication for Training

• Because adults are themselves
a rich source for learning,
greater emphasis can be placed
on techniques that use their
experience.

• Training methods such as group
discussions, case studies, in-
tray exercises, and action
learning, promote participation
in a learner-centred
environment.

Implication for Training

• Assist the learners to define
their learning needs.

• Design learning to suit an
individual learner’s existing
knowledge

• Help the learner understand
how to use learning resources,
including the experience of
sharing their learning
experiences with others.

Feedback

WHAT IS FEEDBACK

The process by which
information about the results
of an action is communicated
to the source of the action

Implication for Training

• Assist learners to assume
increasing responsibility for
planning their own learning.

• Reinforce the self-concept of the
learner to encourage
achievement of objectives.

• Encourage the use of formative
assessment techniques,
including free exchange of
feedback.

Effective Feedback

H – Hear

U – Understand

M – Motivate

A – Acceptable

N – Negotiate

GIVING FEEDBACK

• Concentrate on behaviour rather
than personality

• Give observation rather than
inference

• Specific rather than general

WHAT IS THE PURPOSE OF
FEEDBACK

    In Training Feedback Received
by Trainees From Other Trainees
and Trainers can Provide the Basis
for Helping to Develop Their
Behaviour and as a Result to
Improve Their Performance.
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GIVING FEEDBACK

• Suggest/advice change rather
than opinion

• Timely

• Provide constructive,
supportive and non threatening

RECEIVING FEEDBACK

• Be positive to the feedback –
value the help given

• Listen – don’t react.

• Try to see it from the giver’s
point of view

• Clarify and check your
understanding

RECEIVING FEEDBACK

• Compare with feedback from
others

• Ask for detail not given

• Explore options

• Decide action you will take

Definition

• Poverty Line

• Per Capita Consumption

Measurement

• Poverty Ratio

• Percentage of People Living
Below the Poverty Line

Poverty

• Definition of Poverty

• Measurement of Poverty

• Identification of Poor

• Poverty Alleviation Programme :
Design & Implementation

Average Daily Calorie
Requirement

• 2400 kcal per cap in Rural Areas

• 2100 kcal per cap in Urban
Areas

Poverty Line in 1973-74:
Monthly per capita Consumption
Expenditure

• Rs. 49 per month in Rural Areas

• Rs. 56 per month in Urban
Areas

• Total Consumption = Food +
Non-Food

• NSS 28 th Round Consumer
Expenditure

Poverty Line: Task Force

• Age-sex-activity Distribution of
Population

• Average Calorie Norm

• National Poverty Line

• Updating of Poverty Line
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Poverty Line : 1999-2000

• Per Person monthly
Consumption of Rs. 327.6 in
Rural Areas

• Per Person monthly
Consumption of Rs. 454.1 in
Urban Areas

Poverty Estimates

Year Poverty Ratio No of Poor
(%) (million)

1973-74 54.9 321.3

1993-94 36.0 320.4

1999-2000 26.1 260.2

Updation of Poverty Line

• Wholesale Price Index

• NAS Consumption Deflator

Identification of Poor

• BPL Census 1992 : Income
Approach in Eighth Plan

• BPL Census 1997 : Exclusion
Criterion in Ninth Plan

• BPL Census 2002 : Score Based
Ranking of Rural Families using
13 Socio-Economic Parameters:
Tenth Plan

Poverty Alleviation Programmes

• Asset Generation Programmes

• Employment Generation
Programmes

Asset Generation Programmes

• IRDP : Integrated Rural
Development Programme

• SGSY : Swarnjayanti Gram
Swarozgar Yojana

13 Socio-Economic Parameters

• Food Security, Consumer
Durables

• Shelter, Clothing, Sanitation

• Literacy, Indebtedness,
Migration

• Means of Livelihood

• Children’s status

• Labour type, Operational
holding, Preference of
Assistance
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Employment Generation
Programmes

• NREP : 1980

• RLEGP : 1983

• JRY = NREP + RLEGP = 1989

• EAS in some blocks: 1993

• EAS universalised in 1997

• GDP Growth
Rate

• Agricultural
Growth

• Poverty Ratio

• Drop Out
Rate

• Literacy Rate

• Gender Gap
in Literacy
Rate

• Infant Mortality
Rate

• Maternal Mortality
Ratio

• Total Fertility
Rate

• Child Malnutrition

• Anemia among
Women and
Girls

• Sex-Ratio

Employment Generation
Programmes

• 1st April 1999 : EAS Changed
• 1st April 1999 :  JRY restructured

as JGSY
• Early 2001 : FFWP in some

blocks
• Sept. 2001 : SGRY
• April 2002 = SGRY = EAS +

JGSY + FFWP
• 14th Nov. 2004 : NFFWP in 150

districts
• Sept. 2005 : NREGA in 200

districts

Eleventh Plan Targets : Poverty

• Poverty Reduction by 10%
points.

Eleventh Plan Targets : Human
Development

• Reduce Dropout Rates in
Elementary to 20%.

• Raise Literacy Rate to 85%.

• Reduce Gender Gap in Literacy
Rate to 10% points.

• Reduce IMR to 28 per thousand

Monitorable Targets in Broad
Categories

• Income

• Poverty

• Education

• Health

• Women and Children

INTERACTIVE
SESSION

Stages Involved in Preparing an
Interactive Session

• Objective of a session
• Entry Behaviour
• The Learning Event
• Deciding the Content
• Planning the Sequence
• Planning for Maximum Recall
• Structuring the Session
• Use of Visual Aids
• Conducting Session
• Session Planning
• Close

Objective of a session

At the end of your session
learners will be able to ...

Targets Broken Down at State
Level
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Performance Objective

T
A
S
K

Training Objective
Enabling Objective
Enabling  Objective

Enabling  Objective
Enabling  Objective

Entry  Behaviour

Learning
Unit

Time Vs Objectives

Pe
rf

or
m

an
ce

Time

Performance
Objective

Training
Objective

Task of a Trainer

Enabling
Objectives

Improved
Performer

Incoming
Trainee

OBJECTIVE

S – Specific

M – Measurable

A – Action Oriented

R – Realistic

T – Time Specific

OBJECTIVE

know identify

understand describe

appreciate state

working knowledge explain

be aware of repair

OBJECTIVE

States what a learner will
be able to do at the end of

the session

Relationship Between Objectives

ENTRY BEHAVIOUR

Takes account of a learner’s
knowledge, skills, attitude,
experience, learning style etc
relevant to the objective.

BEHAVIOUR
Knowledge - knowing what and

how to do it
- facts, procedures
- standards
- working environment

Skills - having the ability to
do it

- physical
- interpersonal, social
- intellectual

Attitude - being prepared to do
it

- to people, quality,
safety

- willingness to change

Entry Behaviour
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Deciding Content

Objective

Possible

Important

Core

Possible

Important

Core

Possible

Important

Core

• Known to the unknown 
• Simple to the complex 
• Concrete to the abstract 
• Observation to the theory 
• General to the particular

• Known to the unknown 
• Simple to the complex 
• Concrete to the abstract 
• Observation to the theory 
• General to the particular

Planning The SequencePlanning The Sequence
?

LEARNING EVENT

Creates a suitable opportunity for
the learner to achieve the
objective

Entry Behaviour & Learning Event

The Learning Event

Deciding The Content

Spray diagramDeciding the Content

Planning the Sequence

3.
LEARNING 

EVENT

3.
LEARNING 

EVENT

2.
ENTRY 

BEHAVIOUR

2.
ENTRY 

BEHAVIOUR

1.
TRAINING 
OBJECTIVE

1.
TRAINING 
OBJECTIVE
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Period of Effectiveness

Le
ve

l o
f R

ec
al

l

Period of maximum
effectiveness –
20/30 minutes

Time available

Planning for
Maximum Recall

Structuring the Session

Tips for Creating
an Effective Introduction.

Introduction

?Gain attention/rapport

?Explain purpose/reason for
learning about topic

?State objective

?Link to entry behaviour

?State participation

?Outline content and structure

?State finish time

STRUCTURING THE SESSION

? Introduction

? Body

? Summary

?Relate the topic to previously
covered content.

?Use a case study or problem-
solving activity.

?Use a videotape or other media.

?Use a training film

?Show an appropriate cartoon
with the overhead or slide
projector

Body

?Review of the session objective.

?Ask for a show of hands in
response to a general question.

?Ask a series of questions related

to the session topic.

?Use an interesting or famous
quotation.
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Summary

• Restate purpose/reason for
learning about topic

• Restate objective

• Review content and major
points

• Invite final questions

• Carry out performance
assessment where appropriate

• Give feedback

Use of Visual AidsSummary

Planning

?Identify topic

?Prepare a spray diagram.

?Edit spray diagram to identify
‘core’ items

?Express core items as an
objective

?Consider entry behaviour of
trainees

?Consider size of group

? Simple

?Attract and Hold Attention

?Use colour to give contrast to
different major points

?Use Formal visuals for pre-
prepared material

?Do not make it clumsy

?Use appropriate Font size for
visibility

?Use whiteboards and flipcharts
for informal visuals

?Decide timing

?Decide how learning
performance is to be assessed

?Write session notes

?Check timing

?Check equipment

Preparing Notes

• They should be kept as simple
as possible.

• They should be easy to read -
you might be some distance
away from your notes.

• Use colour to ensure we do not
miss major points.

• Use sketches to indicate where
a visual aid is to be used

• Include a time schedule.

?Decide structure to be used

?Consider visual aid hardware
available

?Prepare formal visual
presentation of major points

?Consider informal visual aids

?Decide when to invite
questions
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Presentation Techniques

?Use the session notes prepared
during the planning stage. The
notes include reminders and key
points in the session
introduction, body and
summary.

?Open the session with a good
introduction designed to
capture the interest and
attention of the trainees.

Conducting Session

?Exhibit enthusiasm about the
topic.  Smiling, moving around
the room and gesturing with
hands and arms project a
feeling of energy and
excitement.

• Modulate voice to suit size of
group

• Avoid reading session notes

• Use language appropriate to
trainees

• Keep check of estimated timing

• Give relevant examples to
support major points

• Maintain eye contact

?Communicate on a personal
level. The trainer should attempt
to relate to the trainees during
the session.

?Maintain eye contact with the
trainees.  Eye contact gives the
trainer feedback on how well
trainees understand the content
and helps to communicate a
caring attitude on the part of the
trainer.

?Avoid the use of slang or
repetitive words, phrases or
gestures that may become
distracting with extended use.

?Avoid the use of fillers (e.g
“um”, “er”, “you know”)

  Use a variety of audiovisual
media.

Ask a number of questions and
encourage trainees to ask
questions.

?Provide positive feedback when
trainees ask questions, answer
questions or make comments.

?Use trainee’s name as often
as possible.

?Display a positive use of
humour (e.g humorous
transparencies or slides, topic-
related stories.)

• Present visual aids only when
needed

• Avoid reading visual
presentation word for word

• Assess trainee’s reaction and
adjust if necessary

• Assist learning by use of
informal visual aids

• Check trainee’s understanding
where appropriate

• Where possible invite trainee’s
participation
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Tips to Reduce
Presentation Anxiety

-: 1 :-

?Avoid eating a big meal before
the session.  Not only will a
full stomach make you drowsy,
but it makes it more difficult
to move around the room with
energy.

?Arrive early to make sure that
everything is ready before the
first trainee arrives.

?Make smooth transitions
between parts of the session.
These transitions should be
highlighted in the sessions notes
and might include:

?A brief overview of the next
topic.

?A review of the agenda between
topics

?A change of media
?An interim summary before a

new topic
?An activity (case study or

problem-solving activity)
?Close the session with a brief

but powerful summary

-: 2 :-

?Make sure all of the media
equipment is working.

?Locate and check the lighting
and temperature controls.

?Decide where the session notes
will be placed (e.g on a lectern,
desk, table) when they are not
being held.

-: 3 :-

?Have a glass of water available
during the session.

?Go for a short walk just before
the session.

?Look over your session notes
one last time.

-: 4 :-

?Greet trainees as they enter the
room. Welcome them to the
session and talk to as many of
them as possible.

?Take a few deep breaths to relax
before beginning the session.

Purpose and Structure
• Purpose

– Overview of public
financing of human
development in India

– Understanding key issues
• Structure of discussions

– Importance of Social
Sectors

– The Indian Context
– Indian States - Typology
– Myths Regarding Social

Sector Spending
– Stylised Facts of Social

Sector Financing
– Options for Financing

FINANCING OF HUMAN
DEVELOPMENT

Defining Social Sectors
• Social sectors cover all those

sectors that seek to alleviate
income and human poverty

• Global recognition to social
sectors

• Adoption of Millennium
Development Goals(MDGs)
– for reducing poverty,hunger,

disease, environmental
degradation and
discrimination against
women

– targets to be achieved by
2015
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Proposed Monitorable Socio-
Economic  Targets XI Plan

Income & Poverty

• Accelerate growth rate of GDP
from 8% to 10% and then
maintain at 10% in the 12th

• Plan in order to double per
capita income by 2016-17

• Increase agricultural GDP
growth rate to 4% per year to
ensure a broader spread of
benefits

Proposed Monitorable Socio-
Economic  Targets XI Plan

Income & Poverty

• Create 70 million new work
opportunities.

• Reduce educated
unemployment to below 5%.

• Raise real wage rate of unskilled
workers by 20 percent.

• Reduce the headcount ratio of
consumption poverty by 10
percentage points.

Importance of Social Sectors
• Essential to ensure decent

quality of life
– Merit Goods

• Valuable in themselves as
social sector attainments
enhance the capabilities of
human beings
– Human Development (HD)

Approach
• Critical for enhancing

productivity of the economy
– Human Resource Approach

Education
• Reduce drop out rates of children from

elementary school from 52.2% in
2003-04 to

• 20% by 2011-12.
• Develop minimum standards of

educational attainment in elementary
school, and by

• regular testing monitor effectiveness
of education to ensure quality.

• Increase literacy rate for persons of
age 7 years or more to 85%.

• Lower gender gap in literacy to 10
percentage points.

• Increase the percentage of each cohort
going to higher education from the
present

• 10% to 15% by the end of the 11th
Plan.

Proposed Monitorable Socio-
Economic  Targets XI Plan
Health
• Reduce infant mortality rate (IMR)

to 28 and maternal mortality rate
(MMR) to 1 per

• 1000 live births.
• Reduce Total Fertility Rate to 2.1.
• Provide clean drinking water for

all by 2009 and ensure that there
are no slip-backs by the end of
the 11th Plan.

• Reduce malnutrition among
children of age group 0-3 to half
its present level.

• Reduce anemia among women
and girls by 50% by the end of
the 11th Plan.

Proposed Monitorable Socio-
Economic  Targets XI Plan

Women and Children

• Raise the sex ratio for age group
0-6 to 935 by 2011-12 and to
950 by 2016-17.

• Ensure that at least 33 percent
of the direct and indirect
beneficiaries of all government
schemes are women and girl
children.

• Ensure that all children enjoy a
safe childhood, without any
compulsion to work.

Proposed Monitorable Socio-
Economic  Targets XI Plan

Infrastructure

• Connect every village by
telephone by November 2007
and provide broadband
connectivity to all villages by
2012.

• Provide homestead sites to all
by 2012 and step up the pace
of house construction for rural
poor to cover all the poor by
2016-17.

Proposed Monitorable Socio-
Economic  Targets XI Plan

Environment

• Increase forest and tree cover by
5 percentage points.

• Attain WHO standards of air
quality in all major cities by
2011-12.

• Treat all urban waste water by
2011-12 to clean river waters.

• Increase energy efficiency by 20
percentage points by 2016-17.

Proposed Monitorable Socio-
Economic  Targets XI Plan

Infrastructure

• Ensure electricity connection to
all villages and BPL households
by 2009 and round the- clock
power by the end of the Plan.

• Ensure all weather road
connection to all habitation
with population 1000 and
above (500 in hilly and tribal
areas) by 2009, and ensure
coverage of all significant
habitation by 2015.
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Deprivation–Regional Dimensions

• States of Bihar, Orissa, UP and
MP account for

– more than 50 % of the
people living below the
poverty line

– almost 40 % of the illiterates

• India cannot hope to attain
MDGs without significant
progress in the indicators in the
poorest States – Bihar, Orissa,
MP, UP and Rajasthan

Indian Context - Challenges
• Number of Poor – 260 mn

– Population Brazil (174mn) &
Germany (83 mn)

• Illiterates – 296 mn
– Population of United States (288

mn)
• High levels of illiteracy among workers

– Rural male – 40 % female - 74%
– Urban male – 16 %  female – 44%

• Undernourished – 233 mn
– Population of Indonesia (214 mn)

& Ghana (20 mn)
• Income inequality - share in

consumption exp.
– top quintile – 41.8% bottom

quintile –8.7 %

HD – Comparisons

Asian Countries (Adult literacy rate):

1960 1980 1990 2004

India 28 36 49 61

South Korea 71 93 96 98

Thailand 68 86 92 93

China n/a 69 77 91

Myths Regarding Social Sectors

Social sectors funding has
increased over the years

• In absolute terms the combined
allocations of Centre and States
increased

• education- from Rs. 17,093 in
1990-91 to Rs. 80, 779 in
2003-04

• health – from Rs. 5317 in 1990-
01 to Rs. 36.850 in 2003-04

• But as percentage of GDP and
total expenditure….

Myths Regarding Social Sectors
MYTH NO. 1

Social Sector Spending is adequate
Public spending in developed
countries is low
• Proposed 6 % allocation for

education and health – Kothari
Commission & ICSSR-ICMR
joint panel

• Average  for education -3 % ,
health – 1%

• Developed countries health
spending is more than 6 %

• Germany : 8 %, Sweden: 7.5
%, UK and USA:6.2%

• Among South Asian countries… C
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Stylised facts of social sector
spending

• Social sector policy yields best
results when integrated rather
than sectoral

• Since social sector investments
have a yields results in the
medium to long term – public
investments need to be
sustained over a long period

• Social sector programmes need
to be designed and
implemented in an integrated
manner to reap synergies
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Financing the Shortfall

• Be Fiscally responsible
– Rs.3172.96 crores is the

‘interest’ on outstanding
loans

– Rs.88 to 207 crores lost due
to recent Parliament
disruptions

• Raise resources
– we have the lowest tax/GDP

ratio in the world – 8 %
– Even if Tax/GDP ratio

reaches 1991 levels, it will
release 2 % of GDP

More options can include…..

Options

• Disinvestment
– For 2003-04 target amount

13200 crores
– If 5% allocated to social

sectors –660 crores
– Per district allocation for

NREGA 56 crores
– 11 low literacy districts

could be funded
– But disinvestment proceeds

much lower
– Even available amount not

allocated to social sectors

Shortfall

• GDP at current prices:
Rs.2519785 cr.( 2003-04)

• Proposed 6 % of GDP: Rs.
151187cr.

• Current education spending:
Rs. 80779 cr.

• SHORTFALL: Rs. 70408 cr.
• Constraints

– cannot borrow as fiscal
deficit is already high at
4.5 %

– User fees hampers
utilisation

Options

• Restructuring Social Sector
Expenditures

– Greater allocation for
primary level facilities

– Better utilisation of
expenditures and
infrastructure

– Greater efficiency of services

– Institutional reform

Options
• Corporate Social Responsibility
• IMRB survey 2000 indicates

that of 650 randomly selected
companies, 69% working on
the ground on infrastructure and
health

• Triple bottom line-economic,
social & environmental

• Community Financing
• Assuming importance with EGS

in MP
• Community health insurance
• Himachal experiment with

local co-funding of projects

Options
• Official Development

Assistance
• Importance of ODA stressed by

Zedillo Panel
• total external assistance  in

India 2004-05 at 7360 crores
• less than 2% of development

expenditure
• higher proportion in education

sector
• X Plan period - 4 major

externally aided projects
• Shiksha Karmi, Lok Jumbish,

DPEP and Janshala

Sex and Gender

• Sex is biologically determined

• Gender is socially constructed

• Gender varies across cultures
and from time to time. Sex does
not.

• Construction of gender is a
historical process

Equality vs Equity

• Treating Equally is treating the
‘same’ – giving 50:50

• Simple equality is equality of
opportunity

• Need EQUITY–OR EQUALITY
OF OUTCOME–need to
provide forpeople according to
their situation

• Simple equality ensures equality
at the starting line – equity
attempts equality at the
finishing line

Gender
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Dimensions
of Gender
inequality of
selected
countries is
tabulated
below:

Source: Human
Development
Report 2006

Countries Gender
Development

Index

Argentina 0.859

Brazil 0.789

Chile 0.85

China 0.765

Ghana 0.528

India 0.591

Indonesia 0.704

Malaysia 0.795

Sri Lanka 0.749

Thailand 0.781

Uganda 0.498

Venezuela 0.78

Pakistan 0.513

Literacy
female as
percentage
of Male is
tabulated
below:-

Source:
Human
Development
Report 2006

Countries Female Literacy Rate as
% of Male (2004)

Argentina 100

Brazil 100

Chile 100

China 91

Ghana 75

India 65

Indonesia 92

Malaysia 93

Sri Lanka 97

Thailand 95

Uganda 75

Venezuela 99

Pakistan 57
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Dimensions of gender inequality

• Mortality inequality

• Natality inequality

• Basic facility inequality

• Special opportunity inequality

• Professional inequality

• Ownership inequality

• Household inequality

Gender Budgeting- a definition
• “Gender budget initiatives

analyse how governments
raise and spend public money,
with the aim of securing
gender equality in decision-
making about public resource
allocation; and gender
equality in the distribution of
the impact of government
budgets, both in their benefits
and in their burdens. The
impact of government budgets
on the most disadvantaged
groups of women is a focus of
special attention.”

Aims of Gender budgeting

• Close gaps/improve links
between policy
pronouncements, resource
allocation and outcomes on
gender equality

• Key tool for sensitization of
various stakeholders

• For Governments-tool for
effective policy implementation

• Key tool for assertion of rights,
through participatory process of
reshaping budgets

Five Steps of Gender budgeting

1 Describe the situation of
women and men, girls and
boys, who are served by a
particular sector or ministry,
such as agriculture, health etc.

2 Examine government policies
and programmes in the sector,
to see whether they address the
‘gender gaps’–that is,
inequalities in the service
offered to each group as
described in the first step.

What is Gender Budgeting ?
• An exercise to translate stated gender

commitments of the Government into
budgetary commitments.
– Strategy for ensuring Gender

Sensitive Resource Allocation
and a tool for engendering macro
economic policy

• Entails affirmative action  for
empowering women

• Covers assessment of gender
differential impact of Government
Budgets and policies (Revenue and
Expenditure).
– Enables Tracking and Allocating

resources for women
empowerment

– Opportunity to determine real
value of resources allocated  to
women

3 Examine the budget to see
whether sufficient money has
been allocated to implement
effectively the gender-sensitive
policies and programmes

4 Monitor whether the allocated
money has been spent and who
has benefited from the money –
for example, whether funding for
health services reached women
or men through clinics, hospitals
and extension services

5 Go back to the first step and
re-examine the situation, to see
whether the budget and its
associated programme has
improved on what was initially
described.

Tool 1: Gender Aware Policy
Appraisal-Linking Budgets to

Policies:

• Examine position of women &
men, boys and girls in each area
of economic and social life
addressed by the budget, taking
into account age, ethnic group,
location and class and policies
in this regard

• Examine whether resources are
being allocated in ways that are
likely to implement the policy
and reduce gender inequalities
or increase inequalities.

Tool 2: Beneficiary Assessments

• Actual or potential beneficiaries
of public services are asked to
assess how far public spending
is meeting their needs as they
perceive them and what their
priorities for public expenditure
are

• Techniques include: Opinion
polls, attitude surveys, focus
group discussions, interviews,
role play.
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Tool 6: Gender-Aware Medium-
Term Economic Policy

Framework

• Incorporation of  gender
variables into the models used
for medium-term public
expenditure planning

• For example, inclusion of sex-
disaggregated variables in the
labour market component or
new variables to represent the
unpaid care economy

Tool 3: Public Expenditure
Incidence Analysis.

Gives a sense of how gender-
inclusive expenditures actually
are by comparing the distribution
of public spending among women
and men, girls and boys.
• Estimate unit cost of providing

a service i.e., 1 PHC Doctor for
one year

• Estimate use of doctor’s service
by men and women, boys and
girls

• Calculate amount spent per
year on women and men

Tool 4: Revenue Incidence
Analysis

• Shows proportion of income
paid in taxes and user charges
by different categories of
individuals/women/men or
households

Tool 5: Sex – Disaggregated Analysis of
the Impact of the Budget on Time Use
• Focuses on the outcome for the

amount of unpaid care work
done by women and men.

• Whenever expenditure cuts are
proposed, the question should
be asked: Is this likely to
increase the time that men and
women spend on unpaid care
work?

Gender Budget in India: Current
Scenario

Government / UNIFEM led
process at national level:

Analyzing the entire budget
resulting in:

• Gender aware budget statement
by FM: Economic Survey(2001)

Section on Gender Inequality:
based on gender budget analysis

Tool: 7 Gender-Aware Budget
Statement

Government can issue a gender
aware budget statement utilizing
one or more of the above tools
to analyze its programmes and
budgets.
• Share of expenditure targeted to

gender equality
• Women’s participation in the

public-sector employment
relative to men

• Share of prioritized expenditures
towards women

• Share of expenditure devoted to
official gender units

Tool: 7 Gender-Aware Budget
Statement

• Share of expenditure devoted to
women’s priority income
transfer

• Gender balance in public
sector contracts and business
support

• Gender balance in decision
making bodies, forums
and   committees

• Gender balance in training

Gender Budget in India:
Current Scenario

Supplementary state level work by
feminists/NGOs/NIPCCD
• Analyzing state budgets,

specific sectors and specific
large  programmes

• Impact of specific expenditure
• Impact of labour market

changes on women and how
budgets are/are not dealing
with them

• Building budgets from below
involving the panchayats

Path Ahead
• Pursue Gender Mainstreaming in

the Government through
coordination with Gender Budget
cells

• Widening scope of  National
Statistical System

• Widening scope from public
expenditure to Revenues, Fiscal
and Monetary Policies

• Pursue gender budgeting by
States with help of planning
Commission and MOF

• Capacity Building- Coordinate
with  training institutes and experts
to standardize methodology and
tools

Gender Budget in India:
Current Scenario

• Analysis of annual budgets:
dissemination amongst
parliamentarians during debates
on demand for grants

• Parliamentary Standing
Committee for DWCD calls for
action on Gender Budgeting

• FM in his 2004-05 budget
speech commits to gender
budgeting

• Expert Group on Budget
classification and GB
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To Conclude

• “It is more important to create
a general awareness and
understanding of the problems of
women’s employment in all the
top policy and decision making
and executive personnel.  There
is also the special problem facing
women like the preference for
male children for social and
cultural reasons.  This will require
awareness, understanding and
action. “

(6th Five Year Plan )

PURPOSE OF DISCUSSION

• Share views

• Collect and generate ideas

• Obtain reactions or agreement

• Motivation

• Team building

• Attitude change

TWO FACTORS INFLUENCING
A DISCUSSION

DISCUSSION BEHAVIOURS

• seeking information

• giving information

• supporting

• building

• proposing

• disagreeing

• cutting across

• stating difficulty

• summarising

DECISION MAKING

EVALUATION

SYNTHESIS

ANALYSIS

COMPREHENSION

INFORMATION

Inc
rea

sing

Effe
ctiv

ene
ss

Group
Behaviour

Quality of
Questions

QUESTIONS

HIGH ORDER

Stimulate thinking
Build on existing knowledge
Apply ideas to new  situations

LOW ORDER

Recall of information
Right or wrong answers
Known or existing situations

KEY QUESTIONS

• High order

• Prepared in advance

• Open

• Stimulate contributions

• Non-threatening

• Relevant to learning needs

• Related to entry behaviour
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“The Sunday edition of a big
newspaper printed in one
million copies consumes
a hundred acres of forest”

‘No Limits to Learning’

A Report to the Club of Rome

KEY 
QUESTION

KEY 
QUESTION

INTRODUCTION

KEY 
QUESTION

DISCUSSIONDISCUSSION

DISCUSSION DISCUSSION 

SUMMARYSUMMARY

KEY 
QUESTION

KEY 
QUESTION

KEY 
QUESTION

INTRODUCTION
• STATE THE TOPIC
• STATE THE PURPOSE
• OUTLINE LIMITS OF TOPIC
• TIMING
• SET THE SCENE
• LINK WITH THE EXPERIENCE

OF THE GROUP
• BRING ALL TO A COMMON

STARTING POINT
• AROUSE INTEREST
• PREPARE THE GROUP TO

CONTRIBUTE
• LEAD UPTO FIRST KEY

QUESTION

CASE STUDY

• WHAT IS A CASE?

– Depicts real life
administration situation –
factual

– Chronological. Narrative of
problem & decision-making

– Trainee may face such
situations

– Learns the logic – evaluating
the process not the solution

– Develop capacity to analyse
– Objective – no value-

judgement

PREPARING TO LEAD A
DISCUSSION

• SET AN OBJECTIVE

• ANALYSE THE TOPIC

• CONSIDER THE GROUP

• IDENTIFY & PREPARE KEY
QUESTION

• PREPARE AN
INTRODUCTION

• ARRANGE OTHER AIDS

• ORGANISE PHYSICAL
ARRANGEMENT

HOW TO LEAD

• Controls law & order
• Keeps out of the way and leaves

the talking to the trainees
• He himself should be a student

– Listen intently
– Respect student views
– Ask relevant questions &

show interest
• Supply info to clear bottleneck

& gap
• Help in expressing

HOW TO LEAD

• Never use ped tools & leave him
to wade through his ignorance
& confusion

• Never indulge in the 7 ped. sins:
condescension, sarcasm, cross-
examination, discourtesy, self-
approval, self-consciousness &
talkativeness.

• Trainee’s understanding should
be his own, not the teacher’s

HOW TO LEAD

• Student – fresh or experienced
• Ignorant, perplexed, insecure,

confused, apprehensive about
colleagues, afraid of a critical
teacher and thinks loosely

• Teacher helps him to help
himself

• Leader merely leads him through
the case

• Keeps discussion on the right
track

• Keeps proceedings orderly
• Controls speed
• Identifies and clears blocks
• Does time management
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PURPOSE OF GROUP
EXERCISES

• leadership

• communication

• negotiation

• decision making

• problem solving

• team building

LEARNING FROM GROUP
EXERCISES

SUMMING UP

• Sum up at two stages

– Summary from time to time

– End of session to give gist –
never his own views

– Remember: trainee’s brain is
not an empty vessel to be
fil led with YOUR
knowledge. Elicit the
knowledge lying within.

HOW TO LEAD

• Leader must use three tools

– Ask questions but only when
necessary, in response or to
advance

– Restate or rethread to explain

– Interjection or opinion to
regenerate, clarify or supply
info

Advantages

• trainee centred learning

• exercises to meet aim

• enables skills to be practiced

• enjoyable experience

• basis for further learning

Disadvantages

• availability of exercises

• require careful planning

• outcome difficult to predict

• depends on trainee attitudes

• needs good facilitator skills

GROUP EXERCISE

?        ?        ?      ??        ?        ?      ?

Trainer

Trainees

Trainees

DISCUSSINGDISCUSSINGAPPLYINGAPPLYING

GENERALISINGGENERALISING

EXPERIENCINGEXPERIENCING



Training
Technique
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CONCEPT OF ANDRAGOGY
Learning Outcomes:—

Knowledge acquired through this module will allow the participants to:-

? Identify basic characteristics of adult learners.

? Explain implications of Principles of Adult Learning in Training

We are aware of learning in general. But in a training situation, we deal with the learning of adults.

It is different from the learning process of the children and teens. Most of the training institutions begin with
the initial dominance of the teachers. They are guided by Pedagogy, the concept of child learning. In
Pedagogic model, the teacher assumes responsibility for making decisions about what will be learned, and

when it will be learned. The teacher directs learning based on the concept of education; that is the learner
is looked upon as an empty vessel to be filled by the teacher with knowledge. This is not effective for
adults. Malcom Knowles, in his book The Adult Learner: A neglected species presented a comprehensive

adult learning theory. There is now an emerging theory of learning concerned with the technology of adult
learning. This technology of adult learning has been given the name ‘Andragogy’. The word is derived from
the Greek word ‘ANDRA’ (meaning ‘man’). Andragogy is therefore the art and science of helping adults to

learn.

Malcom Knowles identified the following characteristics of adult learners:

Adults do not learn in the same way as children. This is because:

Adults are autonomous and self -directed.

Children enter this world in a condition of complete dependency. Their every need must be taken

care of by someone else. The first image, children get of them is that of a dependent personality whose life
the adult world manages for them.

This self-concept of dependency is encouraged and reinforced by the adult world. In fact, society defines
the normal role of children as that of learners; this is their full-time occupation, the source of rewards and
self-fulfilment. On the whole, this occupation, whether it is termed that of a pupil, student, or learner,

requires a more or less passive role of receiving and storing information chosen by adults.

As children’s self-identity begins to take shape, they begin to see themselves as having the capacity to start
deciding by them. This increases as they become more mature and experienced, leading towards greater
self-direction. However, something significant happens to the self-concept when they consider themselves

as adult. The adult acquires a new status, in his own eyes and in the eyes of others. She or he becomes
essentially self-directing, and able to decide and face the consequences. In fact, the point at which a person
becomes an adult, psychologically, is that point at which he perceives himself to be wholly self-directing.

Training Technique – 1A
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?  Adults have accumulated a foundation of life experiences and knowledge that may include

work-related activities, family responsibilities, and previous education. They need to connect

learning to this knowledge/ experience base

? Adults are relevancy-oriented. They are now performers. They see their normal role in society

no longer as a full-time learner. They see themselves increasingly as a producer or doer. Their

chief sources of self-fulfilment are now performance as a worker, a parent etc. They always see

a reason for doing anything.

? Adults are goal-oriented. Unlike children, adults set their goal in their activities. They are

not interested in spending their time in any activity which will not help them to achieve

something specific. They usually know what goal they want to attain. They, therefore,

appreciate an activity where there are clearly defined elements.

? Adults are practical. They are more concerned about improving their performance in their

job. They may not be interested in knowledge for its own sake. Trainers must tell participants

explicitly how the lesson will be useful to them on the job.

? As do all learners, adults need to be shown respect. Trainers must acknowledge the wealth of

experiences that adult participants bring to the classroom. These adults should be treated as

equals in experience and knowledge and allowed to voice their opinions freely in class.

IMPLICATIONS OF PRINCIPLES OF ADULT LEARNING IN TRAINING

Adults are autonomous and self -directed

Therefore, adults have a need to be treated with respect, to make their own decisions, and to be seen

and treated as unique individuals. They tend to avoid, resist and resent, situations in which they are treated

like children - being told what to do, and being put in embarrassing situations. Adults are likely to resist

learning conditions that conflict with their self-concept.

Adults need to be free to direct themselves. Their trainer must actively involve adult participants in

the learning process and serve as facilitators for them. They have to be sure to act as facilitators, guiding

participants to their own knowledge rather than supplying them with facts. Adult participants should be

involved in the planning and design of the training course developed for them.

Often there is another factor in the self-concept of adults that affect their role as learners. They may

carry from earlier school life the perception that they are, or are not, clever. This recollection of previous

learning experiences may be so strong that it serves as a serious barrier to becoming fully involved in

learning activities. Once a trainer puts adult learners into dependent roles, repeating in sense earlier school-

based experiences, she or he is likely to face a rising resistance and resentment to the learning event

created.



47
Final Proof

Adults have accumulated a foundation of life experiences and knowledge

? Learners should be able to relate what is being studied to their personal/professional experiences.
If you ask children who they are, they are likely to identify themselves in terms of who their parents are,
where they live and what school they attend. Their self-identity is largely derived from external sources.

A somewhat modified response would be obtained from a person in their early twenties; the
identification would be concerned with academic attainment, career prospects, outside interests and possibly
an employer.

But to adults, particularly ones in middle age, their experience is themselves. They define who they are
and establish their self-identity based on their accumulation of a unique set of experiences. So, if you ask
adults who they are, they are likely to identify themselves with their occupation, where they have worked,
travelled, and what their training and experience has equipped them to do, and what their achievements
have been.

Because adults define themselves largely by their experience, they have a deep investment in its value. So
when they find themselves in a situation where their experience is not being used, or its worth minimised,
it is not just the experience that is being rejected , they feel rejected as a person.

These differences in experience between adolescents and younger and older adults have three
consequences for learning:

a) Some adults have more to contribute to the learning than others; for most kinds of learning they are
themselves a rich source.

b) Adults and, again, some more than others have a rich foundation of experience with which they will
consider new experiences and their implications for work.

c) Adults have acquired many fixed habits and patterns of thought and, therefore, possibly less open-
minded.

Adults are relevancy-oriented.

Adult must see a reason for learning.  Learners should know why they are studying something. If they
find that the present learning is not at all relevant to their work, they will withdraw themselves from the
learning process. So, learning has to be applicable to their work or other responsibilities to be of value to
them.  This means, also, that theories and concepts must be related to a setting familiar to participants.  This
need can be fulfilled by letting participants choose projects that reflect their own interest. All the activities
in training should be developed on the basis of their work or job assigned to them in their organisation.

Adults are goal-oriented.

So they will be interested to know their achievement if they participate in a training course. A
training course having clearly defined aims and objectives of the training will attract an adult learner
if they find that it is relevant to his performance. This will motivate learners and make them ready to
learn. Participants must be shown how this training course in general and the session in particular will
help them attain their goals. This classification of goals and course objectives must be done early in the
course.
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Adults are practical.

Adults are more concerned with their performance.Instruction should be task-oriented, and it should
take into account the wide range of different backgrounds of learners. They are primarily concerned with
the problem they are facing in their job situation. Adult learners are generally more interested in the solution
of the problem rather than the content of it. So, instruction in training should be problem-centred rather
than content-oriented.

In addition, adult learners need specific knowledge of their learning results (feedback). Feedback
must be specific, not general. Participants must also see a reward for learning. The reward does not necessarily
have to be monetary; it can be simply a demonstration of benefits to be realized from learning the material.
Finally, the participant must be interested in the subject. Interest is directly related to reward. Adults must
see the benefit of learning in order to motivate them to learn the subject.

In training the following issues are needed to be considered to have effective result:

* The physical environment should be one in which adults feel at ease, with furnishings that are comfortable
and informal.

* The psychological climate should be one that causes adults to feel accepted, respected and supported.

* There should be a spirit of mutual respect and cooperation between the trainer and the learners, in
which there is freedom of expression without fear of ridicule. A person feels more ‘adult’ in an
atmosphere that is friendly and informal.

* The behaviour of the trainer probably influences the learning more than any other single factor. The
trainer conveys in many ways his or her attitude of interest and respect for learners. The trainer, who
takes time and trouble to get to know the learners individually and calls them by their first names, is
promoting the right sort of atmosphere.

* Very important is the willingness to listen, respect, and respond to views expressed by learners.

* Because adults are themselves a rich source for learning, greater emphasis can be placed on techniques
that use their experience. Training methods such as group discussions, case studies, in-tray exercises,
and action learning, promote participation in a learner-centred environment.

* Assist the learners to define their learning needs.

* Design learning to suit an individual learner’s entry behaviour

* Help the learner to understand how to use learning resources, including the experience of sharing
their learning experiences with others.

* In selection of learning method, emphasise on experimental and participative training methods. This
has been discussed in detail subsequently.

* Assist learners to assume increasing responsibility for planning their own learning.

* Reinforce the self-concept of the learner to encourage achievement of objectives.

* Encourage the use of formative assessment techniques, including free exchange of feedback.
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How Trainees Learn : Its Implications for Conducting Training in India

Pradip Bhattacharya, I.A.S.

International HRD Fellow (Manchester)

Introduction

The way in which we train people seems to be determined significantly by our own beliefs about
teaching. These beliefs, in turn, shape the natural training style of an individual trainer, and are themselves
the result of the ways in which the trainer himself has learned.1 In this essay I propose to begin by
taking a look at how I and some other trainers have learned, since it is our experience that our assumption
and experiences regarding learning are apt to be extrapolated on to our trainees. Next I shall examine

if there is any dissonance between these assumptions about how our trainees learn and how they actually
seem to learn as seen from the feedback we receive. From here, I shall attempt to find out the learning
assumptions underlying the training system as it is being administered and conducted in the National
Academy of Administration, India. If these assumptions are found to differ materially from my findings
regarding how our trainees actually learn, we will need to ask ourselves what the implications of this

are.

How some Trainers learn
It is useful to look at the significant learnings one has had by utilising a systemic table which breaks up

the learning into components. In the course of a workshop trainers from India, Nepal, Thailand and
Bangladesh numbering five in all, examined their significant learning experiences under four heads: the
Event, the Effect (i. e. what was learnt) the Process (i. e what the learner was doing at that time) and the

Feelings of the learner during that event. I reproduce below the data generated by the five trainers,
including myself. They are indicated by different alphabets .

TABLE - 1

Training Technique -1B

TRAINER EVENT EFFECT PROCESS FEELINGS

SELF 1. Joining college Value of own choice Filling in Exhilaration
of subjects application form

2. Staging a play Confidence in Speaking & moving Joy &
comanding audience on stage satisfaction
attention

3. Birth of 1st Heavy responsibility Waiting Anxiety
child of parenthood
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What can we infer from this list of the significant learning experiences of five   trainers from
different countries ? As far sources of learning are concerned we can conclude that these are widely
varied. More important, they need not necessarily relate to the work situation. We cannot ignore the
significance of this when we consider that the trainers giving these responses have been in government
service from four to fifteen years. Unplanned life experiences, therefore, are seen to provide significant
learning for trainers. These sources of learning feature as serials 4, 5 and 9 in the nine categories of learning
sources found by Burgoyne and Stuart, a result of their research into the important sources of managerial
learning.2 These nine categories are :—

1. Doing the Job : picking up skills as they go along.

2. Non-company education : spending time in public, educational institutions.

3. In-company education: deliberate, training interventions.

4. Living : learning from the experiences of out-of-work activities.

5. Self: through reflection, introspection and self assesment.

4. Reflecting on Mistakes made Walking to a temple Sorrow
interview and thinking

“P” 5. Criticising Criticising is not good Self-evaluating Sad
others

6. Success in Hardwork brings Reading & writing Happy
examn. good results

7. Cooking soup Independence in doing Reading & Happy
things myself experimenting

“J” 8. Writing articles Communicating Asking questions, Satisfied
systematically with thinking, gathering
others information

9. Singing in How to make others Imitating others Excited
public happy

10. Getting first Duty to support Thinking Anxiety
“S” job family

11. Passing examn. How to achieve goals Studying & writing Happy

12. Taking first Knowledge & expertise Studying & writing Excited
examn. are needed for good

“R” results

13. Parents’ death Reality of death as Consulting Sad
inevitable doctors

TRAINER EVENT EFFECT PROCESS FEELINGS
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6. Doing  non-managerial jobs prior to  taking up a managerial role.

7. Media : newspapers, books, professional journals, radio, TV etc.

8. Parents : home background, upbringing and guidance.

9. Innate learning : gained from the potential existing in an individual. usually genetically predetermined.

If this is ”from what” trainers and trainees learn—in our case 11 trainees  being   managers in the
public sector—the next area to look at is “how” they learn, i.e. the processes. From table 1 it will be
apparent from the third column that the ways of learning are nearly as varied as the sources themselves:
doing things, storing information, introspecting, etc. It is significant that both active and passive roles are
involved in the learning process. It is, therefore, important not to discard the passive iearning model
hastily when planning training courses. These learning processes are seen to fit into the seven categories
identified by Burgoyne3 of how learning associated with managerial competence comes about:—

1. Modelling: copying or imitating a “respected other”.

2. Vicarious discovery: observing the actions and behaviour of others, the consequences of that
behaviour and acting accordingly in similar situations.

3. Unplanned Discovery:   experiences at work, trial and error learning.

4. Planned Discovery:  going into situations with the deliberate aim of learning from experience.

5. Being ”Taught”: told  or shown an approach or idea etc.

6. Discussions: the sharing of information, ideas, feelings   and experiences.

7. Storing of information: remembering data, facts during course of events.

There are,however, two more types of learning processes, which Temporal4 has rightly highlighted:
Coaching and Organisational Climate.

What are the implications of the learning processes outlined in Table 1? In the first place, we find that
a considerable amount of learning takes place in an unplanned or “non-contrived” manner. In the second
place, the feelings associated with these processes, as listed in column 4 of Table 1, suggest that learning
can take place through pleasant as well as unpleasant, exhilarating as also painful, processes. As trainers,
I find that we tend to assume that a trainee learns best only if the feelings associated with the process are
pleasant, and if the process involves an active role for him. On the other hand, the data available in Table 1
brings out that this is not the whole truth. Hence it becomes necessary for us to keep in mind consciously
while planning training courses, that like ourselves the trainees are likely to learn from passive and unpleasant
experiences too. Thus, the range of training interventions available to us becomes wider and greater
flexibility is obtainable.

Let us now attempt to summarise what we have found so far about how our trainees might learn,
based upon our findings of how some trainers learn. The four-stage experiential learning model of Kolb
has been modified by Boydell

5
 and further altered by Temporal6 while keeping to the basic four-stage

structure. This is Temporal’s model which I find most suitable to what has been presented so far:
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This Learning Cycle can be entered at any of the four stages and can be deviated from at any point
into a non-developmental path. Learning can take place at any of the four stages. It is possibly
internalised the most if the cycle is completed. As Confucius said :—

“I hear and I forget..

I see and I remember.

I do and I understand.”

In modern terminology, this has been called “learner retrospective learning” by Thomas and Harri-
Augstein, as opposed to “teacher original teaching”.

7

How the Trainees Learn

In discussing how our trainees learn, the scope will not be restricted to the learning merely within
the training courses, for such courses ocupy a very small proportion indeed of the trainee’s working
career. I shall take the learning to include his professional experience. This does not mean that I am
discounting the importance of the purely personal life-experiences such as those which have been mentioned
earlier in table 1.

Who are these trainees? In the National Academy of Administration, India, they fall into two broad
categories : the fresh inductees into the  higher  civil services and the in-service officers ranging from those
with six years to those with twenty years of service in government, This means an average of about 700
trainees in different courses every year. To keep the discussion within manageable limits, we will restrict
our investigations to one of these two categories: the fresh inductees into the Indian Administrative
Service (I. A. S.), numbering about 125 annually.

One way of finding out how the I.A.S. trainees learn is to look at the formal feedback we collect
from them by administering an end-of-the-course evaluation questionnaire. As part of this, they are asked
to mention what they feel have been the strong points of the six to eight weeks course. In the August
1982 evaluation, the following were mentioned as the strong points :—

1. District Experiences Presentations by trainees.

2. Seminar on “How to be an effective Sub-divisional Officer”.

3. Exercises in Criminal and Civil Law.

4. More discussion  oriented small group sessions.

5. Management games (Prisoners’ Dilemma, NASA, Box-making etc.)

EXPERIENCE/EVENT

EXPECTATIONS OF FUTURE
EVENTS (ACTION PLAN)

OBSERVATIONS,
REFLECTIONS THOUGHTS

NEW IDEAS/CONCEPTS THEORIES
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6. Administrative Responses Exercises, In-basket exercise.

7. Tutorials & discussions On Civil Liberties.

8. Case Study method.

9. Lectures of Joint   Director on office administration.

10. Inputs on rural development administration.

11.Films like  “Bara,”  “Thanneer” etc.

12. Camaraderie and cordiality.

These sessions seem to fall into three categories :—

(a) those relating immediately to the job the trainee would take up  at the end of the course viz. sls.
2, 3, 9 & 10 ;

(b) those involving   active participation on the trainees’ part, viz. sls. 1, 4, 5, 6 & 8 ;

(c) those which  neither relate immediately  to  the job, nor call for active participation necessarily,
but touch highly emotive socio-economic and cultural issues, viz. sls. 7, 12 and 11 (films on exploitation,
of tribals etc.)

What are the implications of this data in terms of the second part of the question we are answering ?
I propose that these seem to imply the following :

(a) the trainees seem to value learning what they perceive to be of immediate relevance by way of
professional knowledge and skills for the job they will be taking up. This appears to be a strong motivating
factor for learning even where a trainer-centred method like lecturing is adopted, as in the case of sls.
8, 9, 10 of the list above, and the trainee’s is a relatively passive role.

(b) Even where the relevance may not be so immediately relevant, learning by doing seems to be
valued, as with sls. 3, 5, 6.

(c) Sessions which call for active participation by the trainees are valued, e.g. sls. 1, 2, 4, 8.

(d) Where  the  topic arouses strong feelings, or the media used provides a “total” experience (as
in films), the trainees get strongly involved even if the feelings are unpleasant  as in sessions on police
brutality, bureaucratic callousness etc.) and a vicarious learning appears to take place, which is valued
by them on account of the strength of the feelings aroused.

If we look at these implications in terms   of  the learning cycle model, we can place (a) above at stage
3, i.e. Ideas, concepts, theories. From this cognitive input the trainee sees what he can expect when he
takes up the job and he may formulate an action plan, thereby going on to stage 4 of  the   cycle, and
subsequently perhaps complete  the full cycle. The second implication, (b) above, is at stage 1 of the
cycle, viz. experience/event. As trainers we attempt   to  follow   this  up   with sessions in which the
trainees are encouraged to proceed to stages 2 and 3. Some of them even come up with stage 4  (action
plans)   and thus complete the learning cycle.  The third implication, (c) above, is also an experience,
though of a less intense variety  than (b), perhaps emphasising  more stages 2 and 3, i.e. exchanging
observations, thoughts coming up with new solutions of problems. The last one, (d) above, can be
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either at stage 1 as when   watching a strongly emotive film (which becomes a vicarious experience) or
at stage 2 when   a discussion follows such a film to tease out its implications.

It is also evident that these findings regarding how the trainees learn fit into the categories of
learning processes enumerated earlier. “Modelling” takes place when the trainee adopts the problem-
solving style of a trainer for his own situations. “Vicarious discovery” is often seen to form part of the
exchange of experiences which takes place in the district experiences presentations and the seminar on
how to be an effective SDO. “Unplanned discovery” takes place in the course of the management games
they are taken through. “Planned discovery” is part of the case study method, as the trainees know in
advance the text and what is expected from them  during  the   session. Direct pedagogic teaching is there
in lectures and tutorials. “Discussions”, as on civil   liberties and as a follow-up of all the management
games   and   exercises, are yet another learning process. “Storing of  information” naturally takes place
during all these sessions and is tested in the final examination. “Coaching” forms an important learning
process as well, as every trainee has a particular   trainer assigned to him as  Counsellor to assist him
in personal and professional problem-solving. Finally, there is the “organisational climate” of the institute
which seeks to practise the principle of reflexivity, i, e. to practise what it preaches in administrative
ethics and efficiency.

But are these the only inferences we can draw about how our trainees learn ? As part of the 1982
evaluation already referred to for our examination so far, the trainees had been asked to list what they
thought they had gained from the course. Here are the common points mentioned by them:

1. Growth through interaction with trainees, faculty and panelists on seminars The  variety of responses
to situations in District Experiences Presentations and the SDO Seminar led to a broadening
of vision and availability of numerous options for decision.

2. Problems were indicated, different styles of handling them were shown and solutions   were
rightly left to trainees to decide.

3. Old friendships were strengthened and new ones made. Fond memories of the  Academy and of
the people there.

4. Clarity  regarding  our role as bureaucrats.

5. Individual experiences were moderated in the light of those  of others. An all-India   awareness was
achieved.

6. Broke the cynicism accumulated in district training, boosted morale by clearing   doubts and
showing possible solutions to problems.

7. Culmination of a process of developing values which began in the Foundational Course.

8. Theoretical perceptions of earlier training became clearer.

9. The campus life.

10.Confidence to hold charge of a sub-division.

11.Valuable practical tips on tackling corruption, tackling pressures, management of records and of
subordinates.

12. An opportunity to   reflect on the values of service.
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Interestingly enough, nearly all the ‘’gains” mentioned relate to the affective domain, the feelings
area. The emphasis is consistently on the “process”   aspect, rather than the cognitive. This is a finding
which recurs in the evaluations of the 1979, 1980 and 1981 courses as well, while the rating of the
cognitive inputs   fluctuate widely from course to course.

What is the implication of this in terms of the second part of the question we are answering? This list of
“gains” from the course appears to validate what Candy writes about teaching in terms of Kelly’s    Theory
ot Personal Constructs:

“Teaching is not so much the passing on of established Truth as offering ideas and experiences to be
accepted or rejected by the individual learner according to his/her hypotheses and expectations. “8 Indeed,
serials 1, 2 and 6 above virtually say  the same thing as Candy has written. An important inference from
this is that this process by which the trainees learn, and what  they value in the learning, must be
understood for formulating an effective training programme: “Training, therefore” continues Candy, “has
as its primary focus, an attempt to understand the construction systems of learners”.

9
 If the trainer neglects

to do this, he may very well find that the trainees’ personal constructs have become barriers to learning,
for the trainer would have proceeded purely on the basis of the paradigm of his own belief-and-behaviour
model without taking into account that of the trainees.

Another critical factor in administering and conducting a training programme is the barriers to learning,
one of which could be the learner’s personal construct as mentioned above. These blocks to learning have
been split into six categories by Temporal10 namely :

1. Perceptual, where the trainee is unable to perceive the problem. For instance the IAS trainee
might not perceive caste distinctions as a problem. In terms of Transactional Analysis (T.A.) this is known
as a first degree Discount

11
: If the trainee cannot see the problem, he cannot solve it.

2. Cultural, where the trainee will  not use a range of behaviours because of his cultural norms.  For
example, the IAS trainee may not oppose an illegal order passed by his superior because of the bureaucratic
culture of hierarchy and the annual confidential report.

3. Emotional, where the trainee feels insecure and therefore is  reluctant  to  act  on  his ideas. For
instance, the !AS  trainee may believe that all men are equal, but would not like  to  stay in an
untouchable’s hut or share his  meal because of an   emotional repugnance at the lack of cleanliness.I
have   known  cases where the trainee has been reluctant even to visit  an untouchable colony for
apprehension that he may be offered some refreshment   there, and he is unsure how be would respond
in such a situation. This is a 2nd degree discount in T. A. terms: He knows what to do but is afraid of
doing it.

4. Intellectual, where the trainee lacks the mental competence to resolve the situation, Paulo Freire
calls this the “Semi-intransitivity of consciousness” in his Pedagogy of the Oppresssed. We notice this
among some trainees. who have been educated only m their regional languages and  are totally at sea
in classes on Management, as there are no vernacular equivalents for the   management terminology as
yet. To them management becomes a mysterious thing, not to be used as a problem-solving tool, except
by calling in the management expert who, to them, is like a magician using inexplicable abracadabra
to produce results.
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5. Expressive, where the trainee possesses poor skills of communication. For instance, the trainee

does not ask for explanations of what he has not followed because he feels he is  unable to express his
needs adequately.

6. Environmental, where the organisational climate inhibits exploring new learning opportunities. For
example, the entire bureaucratic environment itself is geared not towards management of change and of

conflict, but towards preservation of status quo ante. Trainees naturally are chary of trying out any novel

ideas in such an environment.

The implications of these barriers to learning appear to be that the trainee must be helped to overcome

these, as much as the trainers themselves need to conquer these so that they can go on learning too. The

first step in this is to get then to identify and “own” their learning blocks, and design activities to overcome
them. This can be helped to a considerable extent by bringing them to learn how to learn. An example

of this can be seen in the data gathered on how five trainers have learned significantly. The important thing

to keep in mind from that data is that learning is an activity originating from a wide variety of sources

and takes place through multifarious processes involving a broad specturm of feelings.

The question which arises now is : does the training we impart in the National Academy of Administration

recognise these barriers to learning ? What are the assumptions it makes about the way in which the IAS
trainees learn? These are questions directly related to the second part of the essay-question. In the first

place, I do not find any attempt to carry out a formal training needs identification for the trainees. What

happens is that a syllabus is available and it is taught. The teaching method at its worst can be wholly

trainer-orientated, as in lectures, and at best it moves occasionally towards learning-by-doing, with some
participative methods thrown-in in-between. What is the feed-back we receive by way of complaints

from our trainees? These are about poorly prepared, boringly delivered lectures, the impersonality of large

classes, adherence to the letter of the law, irrelevant and outmoded syllabi, emphasis on traditional
examinations which test only formal rote learning, and stress on teaching instead of learning. Interestingly

enough, these are, almost verbatim, the complaints about teaching in universities today listed by Norman

Mackenzie.12 It seems, therefore, that our training of civil servants is proceeding along lines of pedagogic

teaching in universities and not andragogical learning of adult managers. As a matter of fact, Mackenzie’s
statements about the assumptions underlying the recruitment of academic staff can be paraphrased to

apply to the inductees to the Indian Administrative Service (I have placed my modifications of the original

in brackets ) : —

“‘It is generally assumed that outstanding academic performance, as an undergraduate, coupled with a

period of supervised (attachments), is necessarily correlated with the skills, or even the personality

factors, required of (administrators). The result is the recruitment of (trainees) who are somehow expected
to acquire by experience a wide range of competancies... The remarkable feature of this system ...is not

that it is done well, but that it is done at all.”13
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What we find from this is that the assumption underlying the existing training system in the institute
is pedagogic, whereas our findings earlier on in this essay about how the trainees learn indicates that
an andragogic approach is also called for. Lynton and Pareek in 1967 had described these differing approaches
as “the prevailing concept of training” and ‘’the new concept”14. It is worthwhile to give details of these
concepts :—

The prevailing concept

1. The acquisition of subject matter knowledge by a trainee leads to action.

2. The trainee learns what the trainer teaches. Learning is a simple  function of the capacity of the
trainee to learn and the ability of the trainer to teach.

3. Individual action leads to improvement on the job.

4. Training is the responsibility of the training institution. It begins and ends with the course.

The New concept

1. Motivation and skills lead to action. Skills are acquired through practice.

2. Learning is a complex function of the motivation and capacity of the individual trainee, the
norms of the individual trainee, the norms of the training group, the training methods, the behaviour
of the trainers and the general climate of the institution. The trainees’ motivation is influenced by the
climate of the work organization.

3. Improvement on the job is a complex function of individual learning, the norms of the working
group and the general climate of the organisation. Individual learning, unused, leads to frustration.

4. Training is the responsibility of the trainee’s  organisation, the trainee and the training institution.
The pre-training and post-training phases are of key importance to the success of training.

In our discussion we have found that it is the new concept which appears to apply more to our
trainees, as seen from their feedback. This fits into the Theory of Andragogy propounded by Malcolm
Knowles. He specifically pinpoints how the assumptions behind pedagogy and andragogy differ, as also
how the designing of the programmes will differ15 : —

ASSUMPTIONS

Pedagogy Andragogy

Self-concept Dependancy Increasing self-direction.
Experience  of little worth Learners are a rich source or learning

Readiness Biological development social Development tasks of social roles

Time perspective pressure

Orientation to Postponed application Immediacy of application

Learning Subject centred Problem centred
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This model seems to oppose the two concepts much in the same manner as Paulo Freire does with his
criticism of the ‘banking system’ of education which creates a “massified society” the centres of whose
economic and political decisions are outside it, as opposed to the problem-posing system of education
which   he calls “conscientization” which results in praxis, whereby the learner becomes the subject
of his environment instead of remaining a passive object l6.

However, what we have noticed in our discussion of how our trainees learn is that they value
both the passive as well as the active learning roles. What I propose, therefore, is that it is not much of
a dichotomy from pedagogy to andragogy, a development from “massification” to “criticalconsciousness”,
from “activism” to “praxis”. The implication of this for our training programme is that depending on the
nature of the topic, it may very well be a viable and relevant method to take recourse to the standard
pedagogic system. Often this makes for the most economical use of very scarce time available, so that
the rest of the time can be devoted to using experiential learning and andragogical training methods. In
other words, as we had concluded, this provides us with a wider range of training interventions and
greater flexibility for adjusting to the environmental demands, than if we rejected one concept and chose
merely the other.

To sum up, we have found, therefore, that a dissonance does seem to exist between the way the trainees
actually learn and the pedagogic assumptions on which much of the training is based. The fact that the
trainees’ feedback indicates they valued certain cognitive inputs delivered pedagogically, may indicate
that in some cases the trainer-orientated approach may be effective. From their feedback we have also
found that they highly value the affective part and the experiential learning portions of the training, and
have described these as their “gains” from the course.

From this it might be rather simplistic to jump to a solution like what Rousseau proposes in his Emile:
“Teach by doing whenever you can and only fall back on words when doing is out of the question.” I
would suggest that the answer might lie in keeping as many options open as possible, in looking at the
range of training interventions available as a continuum moving from the trainer-orientated to the learner-
orientated as is happening in the National Academy of  Administration in India today. The dilemma we
seem to face as trainers of civil servants is perhaps best exemplified in the words of R. D. Laing 17 :

DESIGN  ELEMENTS

Climate Authority  oriented, formal Mutuality, respectful, collaborative,
competitive informal

Planning By teacher Mechanism for mutual planning
Diagnosis of needs By teacher Mutual self-diagnosis
Formulation of By teacher Mutual negotiation
objectives
Design Logic of subject-matter; Sequenced   in terms of readiness ;

content units problem units

Activities Transmittal techniques Experiential techniques
Evaluation By teacher Mutual rediagnosis of needs,

mutual measurement of
programme.
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“He does not think there is anything the matter with him because

One of the things that is
the matter with him

is that he does not think

that there is anything

the matter with him

 therefore

we have to help him realize that,

the fact  that   he  does not

think there is anything
the matter with him

is one of the things that is

the matter with him”

?
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CONCEPT OF FEEDBACK
Learning Outcomes:—

Knowledge acquired through this module will allow the participants to:-

? Explain the concept of Feedback

? State the value of Feedback

? Discuss the guidelines for Giving Feedback

? Discuss the guidelines for Receiving Feedback

Feedback is a very important concept.  It is useful in your personal life, in our job and in the
training environment.  Feedback provides you valuable information about your performance.

WHAT IS FEEDBACK?

The “Glossary of Training Terms” defines Feedback as:

“The process by which information about the results of an action is communicated to the source of
the action. It is argued for example, that learning takes place either through the informational characteristic
or the reinforcing characteristic of the knowledge of results, or through a combination of both”.

You need feedback for improvement in your performance.

The source of feedback can be from your family members or other people as comments from
other trainees, or from trainers as the case may be. However the performance of a task itself provides
another source of feedback. You do not need a trainer to tell you that you have fallen off a bicycle, and you
know from the taste whether you have put too much sugar in a cup of tea. The extent to which we received
feedback is a significant factor in the standard of our performance.

Feedback helps us to learn about ourselves and the effect of our behaviour on others.  However,
feedback is only helpful when it is accepted and used by the recipient.  It can take the form of either positive
or negative feedback.  Positive feedback confirms and praises acceptable performance.  This builds confidence
and motivates the receiver to repeat the performance.  Negative feedback identifies areas where performance
is inadequate.  It can be of great value to the recipient if it creates an awareness of the need to change.  The
danger with negative feedback is that the recipient may reject it, as in many cases he may not be able to take
in right spirit.  So there are some golden rules of giving and receiving feedback.

VALUE OF FEEDBACK

Providing feedback therefore needs to be a constructive activity that should be helping to learn.  It
should not be destructive and critical.  Equally important, the recipient should not interpret it as destructive
and critical.

To be effective, feedback needs to be skilfully given and the receiver must hear, understand, accept
and act upon it.  How accurate the feedback, if the trainees reject it, the result will be no improvement in
performance. Therefore, always consider the human element during feedback.

Training Technique -1C
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H - Hear

U - Understand

M - Motivate

A - Acceptable

N - Negotiate

The giving and receiving of feedback are skills which require very careful handling. They require
courage, tact, honesty, understanding and respect – both for yourself and for others. Like all other skills,
they are developed only through practice. In providing feedback to others you will need to be sensitive to
the feedback you will receive in response. The giving of feedback cannot be separated from receiving it in
return.

GUIDELINES FOR GIVING FEEDBACK

You are giving a feedback to some one in his/her performance. Your intention must be to improve
performance through your feedback.

You are teaching mathematics to your children. If he/she makes any mistakes our normal feedback
is as “you are an ass, you are useless”. But think for a minute. What has he/she done?  He/She has
made some mistake in one or two steps in a particular sum, on the other hand, your intention is to
improve his/her performance in doing sum. But unfortunately, you are focusing on Personality instead
of behaviour which is comprised of knowledge, skill and attitude.

Focus Feedback on behaviour rather than on personality

Referring to what the person did is important so that feedback is descriptive rather than evaluative.

Changing behaviour is quite possible for an individual, but attempting to change personality is much
more difficult, if not impossible. We create frustration if we give feedback on some shortcoming over
which the trainee has no control – i.e. part of their personality.

Feedback should focus on observations rather than inferences.

Observations are what you can see and hear in a person’s behaviour; inferences are the interpretation
and conclusions you draw from the observations. Consequently they are open to dispute. The giver of
feedback can accurately report what he or she observed as happened, but can only guess at the reason.  To
say, for example, ‘You have interrupted three people during the last half-hour’, is more acceptable than
saying ‘ You are too fond of your own voice’.  You can observe or measure the amount of talking someone
does and give accurate feedback on it. Nevertheless, it is dangerous and may be untrue to imply that
someone who talks a lot is too fond of one’s own voice. There could be other reasons why they say a lot.

Concentrate on change rather than make value judgements

Having identified an area for change you may hope the trainee explore how to do things differently
in the future. Make positive suggestions about how things could be done differently. However, avoid being
manipulative.  Remember to leave the choice to the trainee about whether to accept or reject the feedback.
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Feedback is most acceptable when it is describing specific rather than general patterns of behaviour.

In providing feedback you are seeking to help the trainee to change and improve performance. You
need the trainee’s commitment to change, not agreement with your views. So you identify the specific
problem. Suggest the solutions. Do not confuse him by describing general patterns of behaviour.

Focus the feedback on the value it may have for the trainee

You should try to be impersonal, and show empathy by asking yourself: ‘Who is it I am trying to
help?’. It is tempting to give feedback about things of interest to you that are not strictly about the trainee’s
performance. Concentrate on those things that will help achieve the desired performance.

Focus feedback on the amount of information the trainee can use, rather than the amount you feel
capable of giving.

Effective feedback requires you to select the relevant points that the trainee can cope with at once.
This means you must select priorities in the feedback you can give. Concentrate on the major determinants
of the performance you are assessing. Make the feedback learner centred.

Feedback should be well-timed

Generally, feedback is best given as soon as possible after the learning event. If we delay feedback,
it is much more difficult for a person to learn which actions led to a successful (or unsuccessful) outcome.
Delay in feedback may make the feedback ineffective.  You should give it timely.

Check the accuracy of the feedback

Careful observation of the person’s behaviour during his or her performance is essential. Some form
of checklist would help. However, always remember that ticks in boxes are secondary to helping the
trainee to learn. The checklist is a means to an end, not an end in itself.

In giving feedback you should be helping trainees explore the options open to them in deciding if and
how to change. The trainees need to work out for themselves what they want to do rather than be given off-
the-shelf solutions.

For successful learning to take place, by using feedback, there must be commitment to change,  not
compliance with the views expressed by the feedback giver. The feedback giver should be working to get
that commitment. Compliance is unlikely to lead to action to improve  performance.

Effective feedback resulting in commitment to change and the implementation of feedback requires
skills in receiving feedback and also giving it. No matter how skilfully given, feedback that the trainee
cannot be effective.

GUIDELINES FOR RECEIVING FEEDBACK

Be positive towards the feedback giver

Giving feedback on performance is a threatening activity, particularly for the less experienced.
Recognising the benefit to you of the feedback you will receive, and signalling your appreciation, will
encourage the person giving it. Eye contact, nods and other nonverbal signals will encourage the feedback.
Negative response, or no response at all will reduce the feedback you get.



63
Final Proof

Listen to the feedback

This is easy to say but difficult to do because of the temptation to deny, argue for and justify what you
have said and done.

Clarify and check understanding

Feedback givers may express themselves badly or you may not quite understand their points. Check
out what feedback you are getting by paraphrasing back to them your understanding of the main points.

Check the feedback with others

Don’t accept one individuals feedback as absolute. Check with others to see whether they agree on
areas identified for change and the possible ways of implementing change.

Ask for feedback not volunteered

If areas of your performance concern you and you receive no feedback on them, ask. In some situations
you can ask the feedback giver to pay special attention to particular points before observing your performance.
There may be one aspect of your performance that you are concerned about and seeking information on it
is quite legitimate.

Describe how to use feedback.

It is up to you to decide whether you accept or reject the feedback. Whether the feedback is positive
or negative, you must decide if you need to change your performance and how you might implement any
change.

Explore Options

Having identified an area for change you should explore ways of bringing the change about. This
may be done in consultation with the feedback giver, on your own or with someone else who can advise
you. You must be committed to the decision you make for introducing change.

Thank the feedback giver

Even when you judge the feedback you have been given was unhelpful you should thank the person.
For feedback to continue to be given the trainee needs to signal its value. The next time feedback is given it
may be very helpful. Punishing the feedback giver or signalling your discontent will just reduce or eliminate
feedback being given.

SUMMARY

Giving and receiving feedback is a demanding process that requires confidence and respect between
the parties involved. The advice offered is necessarily broad and will vary between different individuals
and activities. We cannot doubt the value of the feedback in learning.  The provision of feedback is especially
important for those process skills that occur during learning activities, particularly involving interpersonal
skills.
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GIVING FEEDBACK CHECKLIST

1. Must be acceptable to the receiver.

2. Focus on behaviour rather than on the person

3. Base feedback on facts and not on opinions

4. Should include observations not inferences

5. Concentrate on change rather than make value judgements

6. Most acceptable when describing specific rather than general patterns of behaviour

7. Focus feedback on the value to the receiver

8. Limit feedback to what the receiver can cope with

9. Timing of feedback is important

10. Check the accuracy of the feedback

RECEIVING FEEDBACK CHECKLIST

1. Be positive towards the feedback giver

2. Listen to the feedback

3. Clarify and check understanding

4. Check the feedback with others

5. Ask for detail not volunteered

6. Decide how to use feedback received

7. Explore options

8. Thank the feedback giver
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How to prepare for & conduct an Interactive Session
Learning Outcomes:—

Knowledge acquired through this module will allow the participants to:—

? Explain stages involved in preparing an Interactive session

? Set objective of a session

? Prepare an interactive session to fulfil the objective.

? Run an interactive session

Confucius said:—

“ I hear and I forget,

I see and I remember

I do and I understand.”

Lectures have been used since ancient times as a convenient method of communicating information
to a large number of people. Convenience, however, is different from efficiency. Lectures are somewhat
like primitive steam engines in that they provide a means of delivery, but one that is not particularly
efficient as it proceed on the assumption that the audience are empty vessels to be filled up with knowledge.
This is especially true when a lecture is being used to communicate information that people need for performing-
on-the-job. With modern technology, we can improve the efficiency of a steam engine considerably to make it
a viable option for motive power. The same applies to lectures, because they too can be transformed by
making use of a better understanding of how adults learn and by using visual aids.

First we shall concentrate on how to prepare an interactive session. Then we shall discuss how to
conduct an interactive session using lecture to initiate the session.

STAGES INVOLVED IN PREPARING AN INTERACTIVE SESSION

We list the process below which we shall follow. We recommend that you prepare the session by
developing each of these stages in turn, although you may find that you have to go back to modify earlier stages
as you work through the process.

Objective of a session

Entry Behaviour

The Learning Event

Deciding the Content

Planning the Sequence

Planning for Maximum Recall

Structuring the Session use of Visual Aids

Performance Assessment

Review

Feedback

Training Technique -2
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THE OBJECTIVE OF AN INTERACTIVE SEESION

When you are organising an interactive session, your purpose is to enable trainees to utilise the
knowledge you will share with them, which they require to perform on-the-job. The objective is a logical
starting point for it. Use the session as a means of communicating information and to sharing knowledge
only. This means that you need to specify two things in the objective – what the trainees can do after the
session and how they are going to check that they can. In setting objective, you should phrase them in
achievable and measurable terms, such as ‘state’, ‘describe’, ‘list’, ‘explain’ and so on.

ENTRY BEHAVIOUR

Much of the success or failure of your session will depend on the trainees. Consideration of their
entry behaviour will enable you to plan a session that is effective for them, enabling the trainees to achieve
the objective and preparing them for further learning events. The following points about entry behaviour need
to be considered:

— The trainees’ existing knowledge and previous learning experience. Remember that no adult is an
empty vessel to be passively filled up. Awareness of existing knowledge will help you decide
where your session will start, and the assumptions you can make about previous learning.
Awareness of previous learning experiences will also alert you to the trainees’ likely attitude
and willingness to learn.

— Individual differences between trainees. If your session is to be given only to one trainee, you
can match your session to the trainee. You would sense the trainee’s response to your explanation
and adjust accordingly. As the learning group grows in number and individual differences in
entry behaviour arise, it becomes more difficult to adjust your session to suit everyone’s entry
behaviour. Prior knowledge of the trainees should enable you to prepare a suitable and, therefore,
a more effective session.

Acceptability of the Information

Acceptance or rejection of the information you are providing in your session is likely to be between
two extremes. The information may be accepted if you have explained to the trainees the reason why they
need the information and it is new, interesting and does not conflict with their existing knowledge or
opinion. Occasionally you may find yourself, possibly unwittingly, focussing more on trainees rejecting or
questioning or not responding to your information. This is likely to occur when you are dealing with
contentious information, going ‘over’ or ‘under’ their heads, or making the session difficult to understand
by using a poor structure, inappropriate lecturing technique, or poor visual aids. The essential point to
consider is that you are going to deal with a group of trainees, possibly unknown to you, whose approach
to learning may not be in accord with your assumptions. The likelihood of acceptance or rejection may
depend on your sensitivity to their entry behaviour.

The maturity of the trainees will affect the way you discuss the subject and may also influence how
you assess achievement. An assessment measure for younger trainees might be by means of a written test;
the same test given to older trainees might be threatening and harmful to their willingness to learn.
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Your credibility to the trainees, or your perceived status as the provider of information. Are you likely
to be accepted as an ‘expert’? They might expose your credibility generally during a session and prior

information about entry behaviour should enable you to avoid the worst of the pitfalls awaiting the unwary,
insensitive session.

Flexibility

Try to build into your session some degree of flexibility. This is difficult with a large group of trainees,

but often encouraging when some interaction is possible. Trainees appreciate relevant anecdotes and
similar means of adding variety and interest. Mature trainees may want to participate by sharing experiences,

discussing interesting points in relation to their work, and generally wishing to be treated as equals. The
more formalised and structured the session becomes, the more difficult you will find it to adapt and cater for

these situations, most of which you should encourage. Where possible allow time to check entry behaviour
by encouraging trainees to participate and express themselves.

THE LEARNING EVENT

The learning event is the ‘live’ occasion when you are conducting your session and communicating

to your trainees. You will help their learning if they know:

– Where they are going

– How they are going to get there.

The first point has been covered because the objective of the session tells them where the session is
going and what they are expected to achieve when they get there. The second point, how they are going to

get there, is dealt with by considering the following aspects of the learning event you are preparing:

– Deciding the content

– Planning the sequence

– Planning for maximum recall

– Structuring the Session

– Use of Visual Aids

– Preparing Session’ Notes

DECIDING THE CONTENT

The objective for your session, should give a clear idea of information you need to communicate.
However, in such a short statement it will have left unstated the many small items of information that might

or might not be included. A useful technique to identify these items is the use of the ‘spray diagram’. The
diagram is started by stating the central theme of the objective, say ‘Systematic Approach to Training’.
Around this central theme subsidiary elements are added until the diagram looks something like Figure 1.
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Figure 1: Spray Diagram

The diagram is far from complete and more subsidiary elements or ‘balloons’ can be added, each
adding a small contribution to the content that might or might not be included in a session on ‘Systematic
Approach to Training’. There is no real end to this process and the spray diagram can continue to be
expanded until we have included all conceivable items of information. We can then edit the content
shown on the spray diagram, by:

– Saying all the items on the diagram ‘possible’ be included in your session.

– Reducing these ‘could’ be items to ones that ‘important’ be included.

– Reducing these ‘should’ items still further to ones that ‘core’ be included.

The ‘must’ items form the content of your session and study of them may lead you to revise the draft
objective. We illustrate the process in Figure 2



69
Final Proof

Figure 2: Deciding Content

OBJECTIVE

PLANNING THE SEQUENCE

Having a logical sequence is important, so we must be careful. What seems logical to the trainer may not
seem so to the trainee.

Therefore, we need to consider what is logical from a trainee’s point of view - not from the point of
view of an expert, a theorist, a practitioner or a researcher. Some guidelines to bear in mind when planning
is that people learn by progressing from the:

– Known to the unknown

– Simple to the complex

– Concrete to the abstract

– Observation to the theory

– General to the particular

So why not change the sequence? Start by looking at the situation from the trainees’ point of view -
find something to ‘switch them on’, to justify learning the theory. The sequence shown in Figure 3 takes
account of the trainees’ entry behaviour and uses a logical build up, free from unnecessary detail.

POSSIBLE

IMPORTANT

CORE
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Figure 3: Sequence

OUR ENERGY

WHAT IS OUR SOURCE?

HOW THEY HAVE BEEN PRODUCED

HOW DOES PHOTOSYNTHESIS TAKE PLACE

PLANNING FOR MAXIMUM RECALL

The purpose of a session is to provide an opportunity for the trainees to acquire information. The

objective defines what information they should acquire and later recall - the ‘core’ items in the content. The

problem is to relate the information to the capacity of the trainees to remember it, and to devise ways of helping

them to recall it.

Figure 4: Planning for Recall

 

 

INFORMATION
INPUT

SHORT TERM MEMORY
 Information

Forgotten

LONG TERM MEMORY
 Information

Remembered



71
Final Proof

The communication process in the session uses the trainee’s senses of sight and hearing. This input
of information is then stored in the trainee’s short-term memory, which has a limited capacity and can
retain information for perhaps 5-30 seconds. Some information will be passed to the long-term memory,
although most of it will be forgotten as illustrated in Fig. 4.

To increase the amount remembered, make full use of the trainee’s sensory inputs by:

– Emphasising major points, repeating where possible.

– Using visual aids to provide the second medium of communication for the same points

Decide whether the recall of information can be achieved using:

– The trainee’s long-term memory. This means that the trainee can recall from memory the
information you provided.

– Notes, handouts, and similar sources of information. The trainee can recall information by
referring to handouts etc.

Notice how this might change the objective: in one instance we require that the trainee recall from
memory, whereas in the other, they can refer to handouts.

The trainee’s capacity to recall major points of your session may depend upon when you present
them. Figure 5 below illustrates in a general way when the maximum level of recall occurs.

Figure 5: Period of Effectiveness
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From Figure 5 we can see that the maximum level of recall occurs after some 20 minutes and can be

maintained for about 30 minutes. This suggests that:

– The earlier period is less effective because the trainee’s mind has to adjust to possibly an

unfamiliar environment. The more suitable this is, the easier it becomes to reach (A).

– The period will be shortened if the trainees are in familiar surroundings.

– The period length depends on how we introduce the session: The better this is, the shorter will

be the time to reach full learning recall.

The middle period between (A) and (B) is when learning conditions are most favourable. This is

when the major points should be presented. Also, we will lengthen the period if:

– active participation is encouraged.

– Visual aids and demonstrations are used.

– The trainees know that we will give them major points in some form of a handout.

– The learning environment is suitable - at a reasonable temperature, with circulation of fresh air

and out of direct sunlight.

Mental and physical fatigue affects the later stages of the session after (B). This results in a decline of

information retained. (B) provides the time in the session when we should summarise the major points.

Other points to note are:

– The session should be kept as short as possible after (B).

– We can introduce another learning method (for example, a discussion or an exercise or a

management game) after (B) to maintain active participation and internalise the learning.

If there are facts and explanations that they must remember, some form of a handout would help the

trainees. We can regard this as ‘post-session’ learning. The session starts the process, and subsequent study

aids long term memory storage and recall.

STRUCTURING THE SESSION

The key to an effective session style is to break down the session into its component parts and use a

variety of approaches within each component. This is especially critical when a group of trainees will be

attending a series of sessions by the same trainer. The three main parts are the introduction, body and

summary.

The purpose of the introduction is to capture the interest and attention of the trainees. It can also

serve to make trainees aware of the trainer’s expectations and encourage a positive learning climate. A

good introduction is critical to the success of a session.
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Tips for Creating an Effective Introduction.

? Review of the session objective.

? Ask  rhetorical questions

? Ask for a show of hands in response to a general question.

? Ask a series of questions related to the session topic.

? Use an interesting or famous quotation.

? Relate the topic to previously covered content.

? Use a case study or problem-solving activity.

? Use a videotape or other media.

? Use a training film.

? Show an appropriate cartoon with the overhead or slide projector.

? Make a provocative statement to encourage discussion.

? Give a demonstration.

? Use a game or role play.

? Relate the topic to future work experiences.

? Share a personal experience.

? Relate the topic to a real-life experience.

The trainer can then make a smooth transition into the body of the discussion once the attention of

the trainees has been captured with an interesting introduction. It contains the core of the information to be

transferred to the trainees.

The purpose of the summary is to draw together the critical information presented and ensure that

trainees leave the session with a clear understanding of this information. The summary should be brief and

address only main points. There are several techniques which can be used to summarise it:

? Ask the trainees for questions. This gives trainees an opportunity to clarify their understanding

of the content.

? Ask the questions for the trainees. Several questions which focus on the main points of the

content may be used to summarize the content of the session.

? Use a transparency, slide or flipchart to review the summary points.
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Delivering Interactive Session

An effective session can be one of the most exciting and rewarding aspects of a trainer’s responsibilities.

The trainer who is able to sustain participant’s interest with an exciting, dynamic delivery using a variety of
instructional methods is more likely to be successful in helping trainees reach the learning objectives. The

time and effort invested in planning pay off as the trainer and trainees interact, discuss, question and work

together.

Questioning Techniques

One of the most effective techniques a trainer can use during a session to help ensure interaction is
to ask and encourage questions. Questions can be used to introduce sessions, stimulate interaction throughout

the session and summarize content.  Involving trainees through questioning helps to maintain their attention,

which is critical when topics are complex and sessions are long.  Suggestions for using questions include:

? Ask questions for the entire group. Those who wish to volunteer may do so, although the
trainer must guard against some trainees dominating the discussion.

? Target a question to a specific trainee. When the audience is relatively small, this technique

can be used to involve more of the trainees.

? Use trainee’s names when asking and answering questions – this recognition is a powerful

motivator.

? Provide positive reinforcement when trainees respond. This praise will help to create a very

positive climate and will encourage more trainees to enter into the discussion.

? Repeat trainee’s questions and answers to ensure that all trainees hear the discussion.

? When a trainee asks a question, the trainer can answer the question directly, respond by
asking the trainees different, related questions or offer the question to the other trainees.

The key in asking and answering questions is to avoid a pattern. If the trainer always asks and
answers questions using the same pattern, this critically important training skill will have limited impact.

Presentation Techniques

The skilled trainer uses a variety of approaches to involve trainees, maintain interest and avoid a

repetitive lecturing style. A number of techniques can be used to make a session more interactive and

effective:

? Use the session notes prepared during the planning stage. The notes include reminders and
key points in the session introduction, body and summary.

? Open the session with a good introduction designed to capture the interest and attention of the

trainees.
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? Communicate on a personal level. The trainer should attempt to relate to the trainees during
the session.

? Maintain eye contact with the trainees. Eye contact gives the trainer feedback on how well

trainees understand the content and helps to communicate a caring attitude on the part of the
trainer.

? Exhibit enthusiasm about the topic. Smiling, moving around the room and gesturing with hands

and arms project a feeling of energy and excitement.

? Project the voice so that those in the back of the room can hear clearly. For large training halls,
use a microphone if necessary, with a long cord that will permit movement around the room.

? Avoid the use of slang or repetitive words, phrases or gestures that may become distracting

with extended use.  Avoid the use of fillers (e.g “um”, “er”, “you know”)

? Use a variety of audiovisual media.

? Ask a number of questions and encourage trainees to ask questions.

? Provide positive feedback when trainees ask questions, answer questions or make comments.

? Use trainee’s names as often as possible.

? Display a positive use of humour (e.g humorous transparencies or slides, topic-related stories.)

? Make smooth transitions between parts of the session.  These transitions should be highlighted
in the sessions notes and might include:

o A brief overview of the next topic.

o A review of the agenda between topics

o A change of media

o An interim summary before a new topic

o An activity (case study or problem-solving activity)

? Close the session with a brief but powerful summary.

Tips to Reduce Presentation Anxiety

? Avoid eating a big meal before the session. Not only will a full stomach make you drowsy, but

it makes it more difficult to move around the room with energy.

? Arrive early to make sure that everything is ready before the first trainee arrives.

? Make sure all of the media equipment is working.

? Locate and check the lighting and temperature controls.
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? Decide where the session notes will be placed (e.g on a lectern, desk, table) when they are not

being held.

? Have a glass of water available during the session.

? Go for a short walk just before the session.

? Look over your session notes one last time.

? Greet trainees as they enter the room. Welcome them to the session and talk to as many of

them as possible.

? Take a few deep breaths to relax before beginning the session.

USE OF VISUAL AIDS

Visual Aids are an essential feature of effective communication. Most sessions are improved by using

visual aids that we develop as part of preparation for a session. Generally, they are worth using to help

trainees learn the major points of the session; they should:

Attract and Hold Attention

When trainees are listening passively, their attention is easily distracted. An interesting visual aid can

attract and hold attention.

Explain Words

If they do not understand a critical word in a sentence, or if it is misunderstood, not only does the

sentence become useless, we weaken the trainee’s belief in the prospect of success.

Illustrate Relationships/Concepts

The saying ‘A picture tells a thousand words’ holds true.

Consolidate Learning

The key points of a session can be presented on an overhead projector or recorded on a flipchart or

chalkboard.

Research has shown that we take in more information from the sense of sight than we do from

listening, in the ratio of something like:

75% Sight

25% Hearing and other senses

Bearing this in mind, it is not surprising that other studies have shown that sessions using visual aids

are far more effective for understanding and recall than sessions that do not use visual aids.
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Some further observations about visual aids :

– They should be simple

– Where possible use pictures and diagrams rather than many words.

– Use colour to give contrast to different major points.

– Where possible prepare visual aids before the session (e.g. overhead projector transparencies
and flipcharts) Do not waste valuable learning time during the session.

– Use ‘formal’ visuals (e.g. an overhead projector) for pre-prepared material, and use chalkboards
and flipcharts for ‘informal’ visuals developed during the session.

– Ensure all major points of the session are presented visually and orally.

PREPARING  NOTES

There is no standard format for the notes needed to have a session. Some trainers rely on detailed
notes and many rarely look at them. Some use papers or cards with lists of topic headings as prompts;
others rely on their visual aids and use them as prompts; others do not use notes, and however well they
conduct the session one might ask whether their session would have been better if they had used them. Some
general observations about session notes:

– They are there to help you and are therefore personal to you.

– They should be kept as simple as possible.

– They should be easy to read - you might be some distance away from your notes.

– Use colour to ensure we do not miss major points.

– Use sketches to indicate where a visual aid is to be used

– Include a time schedule.

Although your session notes are personal to you, there may be occasions when colleagues have to
conduct similar sessions and would probably appreciate reference to your notes.

SUMMARY

This is suggested that you use the following procedure to prepare the interactive session:

– Describe in general terms what you believe the trainees need to know.

– Develop a ‘spray diagram’ to show the possible extent of the content of the session.

– Carefully edit the spray diagram to eliminate all points that are not essential to the content of
the session.

– List the major points of the session - the points the trainees must be able to recall.

– Alongside this list, note how you intend to assess whether they have learned the point.

– Review the content, taking a critical look at your list of major points, particularly ones that we
cannot assess. Ask yourself whether we must include them.
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– Write the objective for the session.

– Briefly describe the entry behaviour of your trainees. This might be based on precise knowledge,
or on certain assumptions that you must make.

– Does the entry behaviour affect the objective? Review the objective, if necessary.

– Decide the most appropriate structure for the session. Do this by relating the objective, the
content, the entry behaviour, and how you propose to assess attainment.

– Structure the content of the session, taking into account the:

– Objective

– Analysis of the spray diagram

– Likely entry behaviour

– Session structure you consider the most suitable

– Time available

– Plan your visual aids in relation to the structure of the session. Decide the ‘formal’ aids you
will prepare beforehand, and the ‘informal’ ones that will be evolved during the session.

– Review the structure of the content to ensure that all main points are suitably presented in
visual form.

– Prepare your session notes and visual aids.

– Run through the session mentally to check sequence and logic. Adjust where necessary.

– Check class room and the equipment you intend to use.

FEEDBACK

Trainers plan and implement sessions for the benefit of their trainees. However, the trainers themselves
are also presented with a learning opportunity. At the end of a session you can ask yourself many questions,
ponder over earlier decisions you made, and generally reflect on the changes you would make if asked to
do the same session again.

The following questions suggest areas for you to consider:

– Was the objective appropriate?

– Was the objective achieved?

– Did you assess the entry behaviour of the trainees correctly?

– How did the content relate to the objective and trainees’ learning capabilities?

– Was the sequence appropriate?

– Did you choose the right structure?

– Did you ask questions?

– Were the questions of high or low order?
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– Did you allow sufficient time to answer questions?

– Did you fit the major points of the session into the best learning period?

– Did you communicate the major points of the session visually and orally?

– Were your visual aids appropriate to emphasising the major points of the session?

– Did the trainees appear to learn from your visual aids?

– Was your introduction appropriate?

– Did you summarise the main points of the session?

– How was your timing in relation to your planning?

– Did you feel comfortable with the timing and content of the session?

– Did the method of assessing performance suit the trainees?

– Was the assessment of performance valid in relation to the purpose of the session?

A checklist is provided for as ready reference.

Planning

– Identify topic

– Prepare a spray diagram.

– Edit spray diagram to identify ‘core’ items

– Express must items as an objective

– Consider entry behaviour of trainees

– Consider size of group

– Decide structure to be used

– Consider visual aid hardware available

– Prepare formal visual presentation of major points

– Consider informal visual aids

– Decide when to invite questions

– Decide timing

– Decide how learning performance is to be assessed

– Write session notes

– Check timing

– Check accommodation

– Check equipment
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Introduction

– Gain attention/rapport

– Explain purpose/reason for learning about topic

– State objective

– Link to entry behaviour

– State participation

– Outline content and structure

– State finish time

Development

– Modulate voice to suit size of group

– Avoid reading session notes

– Use language appropriate to trainees

– Keep check of estimated timing

– Give relevant examples to support major points

– Maintain eye contact

– Present visual aids only when needed

– Avoid reading visual presentation word for word

– Assess trainee’s reaction and adjust if necessary

– Assist learning by use of informal visual aids

– Check trainee’s understanding where appropriate

– Where possible invite trainee’s participation

Summary

– Restate purpose/reason for learning about topic

– Restate objective

– Review content and major points

– Invite final questions

– Can out performance assessment where appropriate

– Give feedback

– Close with thanks
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HOW TO LEAD A DISCUSSION : CASE STUDY AS A TOOL.
Learning Outcomes:—

Knowledge acquired through this module will allow the participants to:—

? Explain the purpose of discussion

? State how to lead a discussion

? State how to prepare for leading a discussion

INTRODUCTION

As the trainer, responsible for helping others to learn, you may not always be the subject matter
expert. Sometimes your learners may know as much as you, or have as much or more experience than you
on certain topics. Often you will be helping highly experienced, mature, people who are more likely to
respond to an organised exchange of ideas and opinions, rather than to ‘being told’ or taught. In such a
situation you may choose a method that facilitates learning by experience sharing and cross fertilisation of
ideas. The Glossary of Training Terms defines the discussion method as:

‘A training technique in which the learning derives principally from the participants themselves
rather than from an instructor’

Discussion as a method should not be used to ‘teach’ knowledge new to the learners. It should be
used more for sharing experience, encouraging and developing thinking, modifying attitudes and getting
commitment. A discussion for training purposes allows individuals to express their concerns and ideas,
and to build upon and develop the ideas of group members. We use the method to continue a learning
process started by other training methods, such as case studies and group. The purpose of the discussion
may be to:

Share views

* Collect and generate ideas

* Obtain reactions and agreement.

* Develop team work

* Solve problems

* Develop decision-making skills

* Change attitudes

* Consider practical application of theory

* Develop evaluative and synthesising skills

* Stimulate motivation and commitment

Training Technique -3
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To be effective, discussions must allow every member of the group to contribute. This means that there is
a limit to the number of people who can participate in a discussion. Between eight and twelve participants
is about the optimum number for effective learning. If there are more members, a discussion may be
unwieldy, and if there is less it may not stimulate sufficient ideas for a useful discussion.

Figure 1: The Structure of A Discussion

To ensure a dynamic, stimulating and effective discussion you need to consider how we can structure

a discussion. Figure 1 illustrates a model that has proved helpful in planning and running discussions.

The discussion begins with a brief introduction from the leader. This should settle the group, establish

the topic for discussion, and stimulate interest and willingness to participate in the discussion. We should

plan the introduction before the discussion.

After the introduction, the group need a thought-provoking and demanding question that will make

them think and want to contribute. We call such a question a Key Question. The first Key Question is
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critical to the success of the discussion. It needs to be considered beforehand and carefully prepared to:

* Introduce the subject.

* Explain the purpose and reason for the discussion

* Link the discussion to prior learning experiences

* State the objective, if appropriate.

After the leader has posed the Key Question, discussion takes place within the group. You will be
involved in that discussion actively listening and occasionally making contributions, depending upon the
needs of the group. When we have extracted the learning benefits from the first key question, the group
moves on with another key question.

Additional Key Questions can be prepared in advance, at least in outline. The diagram shows that
the sequence may vary depending upon the reaction of the group, and the direction in which they are
going. The problem you may face is that this direction could be different from what you had planned.
Prepare an outline sequence, but be flexible so that you meet the group’s progress in the discussion.
Remember that you are not in control of the content to the same extent as in a lecture or presentation.
Because of this, the planned sequence may not make sense in the actual discussion. So, you may need to
adapt to a different sequence as the discussion develops.

At the end of the discussion the discussion leader should summarise what has come out of the
contributions and the conclusions reached, if any. Summarising it between Key Questions to consolidate
may also be helpful and clarify what has been said before you lead into the next Key Question. This is a
matter of judgement and will depend on the circumstances. Sometimes, for example, a group member will
make a statement that summarises several earlier contributions: a summary from the leader is then
unnecessary.

PREPARING TO LEAD A DISCUSSION

As with all learning events, preparation is important. The better the preparation the more confident
you can feel as the discussion leader. Also, the more learning is likely to take place for your learners.

You should undertake the following in preparing for a discussion:

* Set an objective

* Analyse the topic

* Consider the group

* Identify and prepare Key Questions

* Prepare an introduction

* Decide if any other resources would be helpful, eg. a flipchart

* Organise physical arrangements

We should not take these activities in strict order because decisions about one of them may influence

others.
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Set an Objective

The objective should identify what they can do at the end of the discussion. This is often difficult to

define with discussion leading where ideas, attitudes and motivation are usually involved.

Sometimes you can write the objective before you do anything else. Occasionally you may start with

a topic you want discussed and only after analyzing the topic can you clarify the objective.

The discussion method is generally more appropriate for objectives that deal with feelings, opinions

and attitudes. Of necessity these are less precise than objectives dealing with facts or skills. The outcome is

less predictable and controllable than say, the outcome of a lecture. The details of the content come from

the group and it is less easy to control than when using other methods. Success in achieving the objective

is also less easy to measure.

Examples of objectives for discussion leading are:

1. “………… group members can describe the role of a leader in a management role”

2. “………… participants can analyse the difficulties in conducting audits”

3. “………… group members will identify the impact of word processors on their jobs”

Analyse the Topic

In preparing to lead a discussion you may start with an objective or just a topic heading. You yourself

must know quite a lot about that topic – which may also apply to other participants in the discussion. Your

job is to help the group to explore the topic and achieve the objective.

To help you lead the discussion, and to get the group’s attention on useful areas of the topic, you

need to analyse the topic. This process will enable you to identify the key areas for discussion.

One starting point is to think through the topic and its various aspects and implications.  During this

process there is a danger of forgetting useful thoughts and ideas that would stimulate discussion. It is worth

recording your thoughts to help you review and organize them.

Starting with a blank sheet of paper, head it up with the topic title. Then jot down key points, words

or questions you think should be discussed about the topic.  When you have completed your lists of points,

you may go back over what you have done, looking for patterns or groupings. This can help you identify

areas that the discussion needs to cover. Key points may be questions to which there is no easy answer, or

perhaps there is no answer. However, getting to an answer is not the point. The point is to generate

learning through a discussion of the issues involved.
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The benefit of analysing the topic is that it can help you to decide:

a) What knowledge input may be necessary in the introduction?

b) What information the group may need

c) What areas of the topic are irrelevant to the objective?

d) Exactly what the objective is

e) Key questions to be put to the group

f) In what order you should discuss the various aspects of the topic

You are responsible for helping the group members to achieve the objective. This will require you to
decide which contributions are relevant and are helping the group, which is side-tracking the group. The

clearer you are before the discussion on where you want the discussion to go, the easier those decisions
will be during the discussion.

Analysis of the topic may help you identify what may be a natural sequence of development for the

discussion. This can give you a framework for planning and introducing the discussion. The discussion
may develop in a very different way from your planned sequence. Because the group will talk about the
topic as they see it, a new sequence may emerge. You must decide how important it is to follow one path
rather than another. If you direct the discussion back to your planned sequence, you may take out some
spontaneity and interest from the group members. This may make the discussion a harder work for you and

less effective for the group members.

Consider the Group

A group discussion depends for success upon the participation and contributions of members. Each
member of the group needs to recognise that he or she has something useful to contribute. They must also

realise that they can learn from each other. It is the job of the discussion leader to identify the contributions
that individuals can make and encourage them to make them.

In planning the discussion you need to consider:

* Size of the group. Less than 5 is too small to generate sufficient ideas and points of view.
More than 12 is too large to keep them discussing as a single group in which everyone

participates. You need to split into subgroups

* What knowledge is shared by everyone in the group?

* Breadth of experience in relation to the topic

* Likely reactions to the topic
* Your relationship with the group

* Their position compared with yours
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Finding out about the learners and planning the discussion around them should help you avoid
unpleasant surprises during the discussion. It will also make it easier for the group members to achieve the

objective.

Identify and Prepare Key Points/ Questions

Having analysed the topic and considered the sequence you can probably identify most key points to
be discussed.  In a perfect discussion the leader would introduce each Key Point with a Key Question. The

Key Question would then stimulate sufficient relevant discussion within the group to cover completely the
Key Point. The discussion leader would not need to intervene to bring the discussion back because the

question would succeed in focusing attention entirely upon the Key Point. Once the Key Point is covered,
you can summarise and move on to another Key Point. This should be introduced with another Key Question.

This model of a perfect discussion infers that the Key Question has been effective in stimulating

interest, focusing attention and encouraging everyone to contribute.  Key Question need to be carefully
thought out and planned. They must make the group think and use their experience. The wording of a

question should not be threatening to individuals in the discussion group. There should not be any easy
answer to a Key Question and answering it should raise other issues that will stimulate further discussion.

When you are planning Key Questions you need to consider:

* Objective of the discussion

* Group Members

* Time

* Topic analysis

The Key Question to follow your introduction can be planned word for word. Later questions should

be prepared in an outline so that they can be phrased to fit into the context of the preceding discussion.

The number of Key Question required for a discussion will depend upon the complexity of the
subject, the depth of discussion required, the experience of the group and the time available. Just one

‘good’ key question might keep a group going for twenty minutes. After the first Key Question the group
themselves may develop other questions that cover the points identified by the leader. This is good in that
it reduces the need for intervention by the leader and increases the confidence and ownership of the group

in what is happening.

The sequence of Key Questions in a discussion should reflect the topic and the way the group have
developed the discussion. This makes planning a sequence difficult in advance because imposing the

leader’s sequence may reduce the flow and sense of the discussion. When we have exhausted a key
question, the next key question should be selected to link on to the previous discussion and phrased to

reflect the way the group have been discussing the topic.
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Time

This is a major constraint. Generally, highly effective discussions require a considerable amount of
time. Failure to provide sufficient time or arbitrary closure of a discussion creates a major barrier to effective
discussion. Unfortunately, discussion timing is extremely difficult to predict and depends upon:

* The interest and experience of group members.

* The quality of key questions posed by the leader.

* The way in which group behaviour helps or hinders development of discussions.

* The complexity of the objective to be achieved.

* The diversity of opinion within the group.

Prepare an Introduction

An important role for a discussion leader is to get the discussion going by means of an introduction.
We require a delicate balance between a comprehensive introduction that switches the group off and a
short one that leaves them puzzled.

When preparing an introduction you should aim for brevity and consider covering the following:

* State the topic to be discussed

* State the purpose of discussion

* Outline limits to topic and timing

* Set the scene

* Establish links with the experience of the group

* Bring everyone to a common starting point

* Arouse interest

* Prepare the group to contribute

* Lead up to first Key Question.

While the list is long, many items can be included very briefly and often grouped together. The
introduction should reassure group members that they have something to say, encourage them to say it and
listen to what others have to say.

Decide Upon Visual Aids

You must decide whether visual aids are suitable and helpful for your learners in the discussions you
lead.

Visual aids can promote learning and stimulate interest. Prepared visuals are not possible except for
topic headings and the first key question. If you feel able to prepare visual aid material it suggests you are
intending to give some form of presentation.
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Where ideas are being sought, having a flipchart is very helpful. The flipchart seems the most
appropriate visual aid for discussions.  It can be used to present Key points for discussion and to record
what is coming from the group. The flipchart can be used by group members other than the discussion
leader.  Use of the overhead projector (OHP) is less appropriate because it takes attention away from group
members to the screen. While a flipchart can be left displaying a key point for discussion and not be
intrusive, the OHP left on can be distracting to the discussion between group members.

Organised Physical Arrangements

Ideal accommodation is seldom available, but the discussion leader should make the best of what is
available.

The room should be well lit and ventilated.  Chairs should be comfortable to sit on for an hour or so,
but not so comfortable that people fall asleep. If possible, we should provide tables – without them the
atmosphere is apt to become too relaxed and to reduce active thought and participation.

The layout is extremely important because it can affect the discussion. The seating arrangements
need to allow participants to see each other clearly and comfortably. Discussion is very difficult to maintain
without eye contact between participants. The discussion leader needs to be seated as part of the group so
as not to dominate the discussion and prevent interactions between other group members. The most
participative arrangement is the circular table or square table, as shown in Figure 2.

Figure 2: Physical Layout for Discussion

The “U” formation shown in Fig 3 places the leader in a more obvious position of power but retains

easy contact among all members of the group. It is also a convenient layout for other training methods, so

can be used without major furniture shifting.

 Leader
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Figure 3: Physical Layout for Discussion

In both layouts any visual aid can be put alongside the discussion leader. The circular arrangement
can make it difficult for group members next to the leader to see the visual aid comfortably as they have to
twist round to face it.

LEADING A GROUP DISCUSSION

Once the group has assembled and settled down you can present your prepared introduction. This
should be brief but adequate to arouse interest and give guidelines to the discussion. Then the first, prepared,
Key Question should be posed to the whole group rather than to a nominated person.

You should be prepared to sit quietly to give the group time for thought. By looking around the group
you can identify those with something to say, those who are confused or uncertain and those who do not wish
to contribute. You must use your judgement on whether your question has been successful in stimulating
thought and desire to contribute, or if it needs some qualification or rephrasing. Often your silence will
encourage someone to start the discussion by attempting to answer the question. If no-one is prepared to
speak spontaneously, you may nominate someone who appears to have something to say or you know has
something to contribute on the question.

During its early stages a discussion may go ‘through the chair’ where ever: contribution is addressed
to the leader. The leader responds and then someone else is brought into the discussion. This tends to
reflect dominance by the discussion leader. It only takes a few questions nominating individuals to reply
for the whole group to sit back and wait for ‘their turn’. On occasions such discussions can suddenly take
off, without warning group members that are talking directly to one another and exploring their views.
Debate and disagreement between members is to be welcomed because, if well directed and controlled, it
helps learning.

 

 Leader
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To avoid discussions ‘through the chair’ you should address Key Questions to the whole group.
Contributions addressed to you should be passed on immediately to another group member for elaboration
or comment. Your physical presence should not dominate the group either through position or posture.

INCREASE EFFECTIVENESS OF A DISCUSSION

An important distinction between giving a lecture and leading a discussion is that careful preparation
beforehand can work the content and framework of the lecture out in detail. The discussion, of course, also
requires careful preparation beforehand. However, the framework cannot be imposed and the detailed
content depends on interaction between group members, and with you, during the discussion. In an extreme
case, it is possible to visualize a situation where a trainer prepares a lecture, which an actor then delivers;
this simply could not happen with a discussion.

The skill of the discussion leader lies in stimulating a good exchange of opinions while keeping to
themes.

During the discussion you should manage a fragile relationship between members of the group, and
between them and you. The intention should be to generate effective learning, not conflict, dissent or
alienation; Aim is to generate light rather than heat. We can identify two factors that, well managed, will
significantly increase the effectiveness of a discussion; we will illustrate them in Figure 4.

Figure 4: Effectiveness of Discussion.

QUALITY OF QUESTIONS

A key factor in successful discussion leading is the use of questions. They provide two essential
services:

1. They promote learning. Questions that are perceptive, challenging and appropriate create an
environment where members of the discussion group can gain a deeper insight and understanding of
the topic under discussion. We will call these questions learning questions.

 
Increasing
Effectiveness

Group
Behaviour

Quality of
Questions
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2. They help in the general management and control of the discussion. By appropriate use of questions
the discussion leader can control the discussion and provide opportunities for all members of the
group to participate. We will call these questions Tactical questions.

To enable a group to obtain maximum value from a discussion, you must consider how to manage
the event. You must promote learning by the sensitive use of learning questions and, also, control the
discussion by using a variety of tactical questions.

An analogy can be drawn with building a wall - a wall of understanding. The bricks in the wall are
the learning questions used to promote a better understanding of the topic. The mortar between the bricks
is the tactical questioning, maintaining control of the discussion and generally directing its development
towards achieving the objective.

LEARNING QUESTIONS

The technique of using questions to promote learning dates back to the days of Socrates in the fifth
century B.C. The leader of a discussion uses the “Socratic Approach”, as it is now called, to challenge
assumptions, compare opinions, and generally encourage the development or a deeper understanding of
the topic under discussion. Learning questions can be considered to fall into two broad categories, low
order questions and high order questions.

Low Order Questions

Essentially, these test existing knowledge. They make only a limited contribution to a discussion
because they usually require a factual answer. Low order questions are of value in discussion to check
understanding and to establish a common base of information. There are three main types of low order
questions:

Recall Questions that ask group members to contribute facts.

e.g. “How many…….. ?”

Comprehension Questions that ask group members to describe or check understanding of
something, to establish a common starting point for the discussion.

e.g. “What do we understand by the term…..?”

Application Questions that ask group members to relate an issue or a simple problem to their own
situation and consider how they might apply a proposed solution.

e.g. “How would that work in your department….?”

High Order Questions

These provoke discussion because there is no clear-cut answer.  Group members may interpret the
question differently and apply their own experience, opinion and attitudes in their response.  This leads to
a wide diversity of views that can be used as the basis for discussion. Almost certainly, there will be no
‘right’ or ‘wrong answer’. It is exchange of a variety of comments that can lead to a much wider understanding
of the topic or problem being discussed.  The following are types of high order question:
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Analysis Question asks group members to make deductions. They are encouraged to organize their
thoughts and to look for evidence to interpret and to make generalizations. The value of these questions is
that the leader can draw on the experience of members. The question can be illustrated by reference to
similar situations that encourage members to express opinions.

e.g. “So what does that mean for other section?”

Synthesis Questions stimulate the group’s creative potential. They require people to reflect and work
together as a team, encouraging participants to develop ideas and suggestions.

e.g. “Can we build on that idea somehow?”

Evaluation Questions can be considered the highest level of thinking to be obtained from a discussion
group.  No matter how brilliantly a conclusion from other categories of questions, they must evaluate it and
consider its worth. It encourages members to give reasons for their judgements and to assess different ideas
and solutions.

e.g. “Which of these possible approaches do you prefer, and why?”

Application of Learning Questions

In planning the types of question to ask, you should consider:

1. The level of the questions.  If too low, the group may see the discussion as a pointless recall of
knowledge. If too high a level, the group may feel threatened and respond in a defensive
manner. High order questions can make the group feel that they are being asked to contribute
outside their level of expertise and experience.

2. What alternative questions to ask, either further up or lower down the order. This should
provide a degree of flexibility and permit you to adapt to the learning needs of the group.

3. The time available. Low order questions require a relatively simple answer: they are less likely
to provoke controversy and can be concluded quickly. High order questions are likely to do
the opposite.

TACTICAL QUESTIONS

We need tactical questions when group behaviour is limiting the learning from the discussion. They
may be necessary to bring some participants into the discussion, to acknowledge the contribution of others
and to get the discussion to move on. Tactical questions are devices for directing the discussion and
generally controlling the event. In themselves tactical questions do not promote much learning; their main
purpose is to focus discussion on the high-order learning questions.

They help the discussion leader to:

* Ensure that learning questions are fully understood, before the detailed discussion.

* Manage the participation of group members.

* Control the allocation of time to each aspect of the topic.

* Summarise and check for understanding and agreement.
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Tactical questions can be considered within three broad categories:

1. Open Questions

2. Probing Questions

3. Closed Questions

1. Open Questions

To establish rapport

Introductory questions used to establish an initial relationship with the group. Examples:

– ‘Didn’t you use to work in the audit department?’

– ‘Have you met ?’

To explore the background

Used to establish a common basis upon which to build the discussion. Examples:

– ‘Please tell us about?’

– ‘How does the (topic) affect your department?’

To explore opinions or attitudes

Again, used to establish a common basis, but the emphasis is now on the individual member’s

opinion or attitude towards the topic. Examples:

– ‘To what extent do you feel...?’

– ‘Just how far do you think?’

2. Probing Questions

To show interest or encouragement

Where the leader encourages a member of the group by making supportive statements, or repeating

key words to encourage responses from others.  Examples:

– ‘That’s interesting…….?’

- ‘I see ……?’ (Tell us more)

To seek further information

Used to develop a member’s statement by promoting further comment. Examples:

– Why?

– What would you do if…..?’
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To explore in details

Where comments of potentially great significance are highlighted by seeking further opinions. Examples

– ‘Just how far do you think…..?’

– ‘You feel that ……..?’

To establish understanding

Where the leader controls the discussion by summarizing a particular aspect of the topic.

Example:

– ‘As I understand it…….?’

– ‘The consensus is …..?’

3. Closed Questions

These are especially useful for establishing facts, or to control a discussion in danger of falling apart
through lack of understanding.  Examples:

– ‘Are you ….?’

– ‘How often do you ….?’

GROUP BEHAVIOUR

During a discussion you have the responsibility to control the group’s participation. You have to:

* Understand the contribution of each member.

* Help group members to understand each contribution.

* Ensure that the contributions relate to the Key Question.

* Summarise the contributions and record main points.

* Summarise each aspect of the topic at an appropriate time

* Encourage contributions from everyone in the group.

* Limit contributions.

* Keep to time constraints.

By improving the quality of group participation and planning high quality questions you can increase

the effectiveness of the discussion. During the discussion you may be faced with group members who are
either not helping or actively hindering the group. You may be faced with group members who talk too

much. If you ‘shut them up’ you may lose them for the rest of the session; if you let them go on for too long,

you may lose the group who by that time get bored and have ‘switched off’.
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Supplementary questions and summaries can be useful to clarify and break into an individual’s contribution.
Asking another individual to comment upon what has been said can also help to widen the discussion.

(b) Do not put too much pressure on ‘silent members’. It may do more harm than good.
Silence does not mean that they are not learning.

However, encouraging looks, or asking silent members to help with recording contributions can be
useful to bring them into the body of the group.

You can use three major techniques to control the discussion:

Questions

The quality of the discussion is very dependant on the quality of questions.  This applies to both key
questions and supplementary questions.  Good questions can help people to think, clarify understanding,
and stimulate an active approach to the topic.

It is essential that you ask questions with a genuine desire to understand or clarify.  We should frame
questions in a way that avoids any member feeling attacked.  Any attempt to make a member of the group
look foolish, or to score off a member, will often lead to a breakdown of effective discussion.

Asking how one contribution relates to an earlier one will help to keep the discussion together and
develop understanding of the topic.

Silence

Silence can be a most valuable contribution to a discussion.  During silences, people can think.  To
use silence you should make sure that the group have a good, challenging question to help them to think.
Then remain seated and be silent yourself.

Associated with silence is the art of listening.  It can be helpful if you note down useful comments
from members of the group and encourage them to do also.  The skill of listening is one of the most
demanding in discussion leading.  As a discussion leader you should listen carefully to the contributions
being made; decide whether you have understood; decide whether the rest of the group understood, and
perhaps phrase a clarifying question and at some stage summarise the content.  Doing all these things
together is very difficult and very tiring.  Your attention will almost slip from time to time, so note taking can
be helpful in keeping concentration and providing a reminder to which you can refer for summarising.

Summaries:

At certain points in the discussion you should gather related contributions together and summarise
them.  If this is a summary of Key Question, recording this in writing or the flipchart is useful.  This gives
you the opportunity to control the movement of the discussion and prevents the group from wandering
from the topic; it consolidates what they have learned; and gives the group a sense of achievement.

The summary is useful to control the timing of the discussion.  Providing a summary can round off a
Key Question. It will normally close discussion on that aspect, and allow discussion to move on to the
next.
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By controlling the discussion in this way, you can apportion the time available.

Sometimes spending time on a deeper discussion of one aspect may be more useful for the group
than move on to another. This is a matter of judgement, and will depend on the objectives, the learning
value of the discussion, and other constraints. However, members of a discussion group will become
extremely frustrated if the leader prematurely concludes their discussion.

The final summary of a discussion can be quiet brief and should round off the discussion into a
coherent whole.  Because the final summary must reflect the content of the discussion, we cannot plan it in
advance. The use of the flipchart to record points arising and reference to notes made by the discussion
leader can both be very helpful in doing the final summary.

During the final summary you should consider the following points:

* Review the points covered

* Acknowledge specific contributions

* Develop conclusions reached

* Action to be followed - when and by whom

* Reinforce understanding of the topic

THE ROLE OF THE LEADER

The primary purpose of the discussion is to enable participants to learn from each other. The discussion
leader should be:

* Impartial in responding to group members.

* Supportive to the group and encouraging contributions.

* Managing the discussion within time constraints.

* Not seen as the centre of attention.

* A member of the group.

* Prepared to learn as much as any other member of the group.

* Stimulating the group to explore the topic in depth.

The essential feature of your role is to serve the learning needs of group members. You can do this by
asking questions to clarify members’ understanding and to challenge assumptions, and by summarising the
contributions and conclusions reached in the group to help them achieve the learning objective.

This may appear to make the discussion leader’s role more passive than the role of presenting new
information in a lecture. The role is in fact, very demanding and active; attentive listening and a quick grasp
of what is being said are essential. In a discussion, differences in entry behaviour become far more apparent
as the people in the group become equal partners; you have to create a learning event that will lead to a full
discussion of the subject and the realisation of the objective for the discussion.
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LEADING A CASE IN A CLASS ROOM

MAJ. GEN S.K. SEN (RETD)

Teaching through a case study is called case leading and the instructor is called a case leader. The
implication is obvious. Case studies and normal teaching or pedagogy are two entirely different genre of
teaching. In a case study the instructor merely leads, i.e., intervenes only when necessary, to lead the
discussion and keep it on the right path.

A case leader keeps the proceedings orderly.

He  guides the discussion on the right path by asking  suggestive questions.

He controls speed, identifies and clears blocks in discussion and does time management.

He handles unpredictable developments and volatile reactions.

HE MUST KNOW HOW TO KEEP OUT OF THE WAY AND LEAVE THE TALKING TO THE
TRAINEES.

He should also be a student and appear to be so to the trainees by

– listening intently

– respecting students views

– asking relevant questions to show his interest.

He should help in expressing a concept if he finds that the trainee is having difficulty in doing so.

He should supply additional information if there is a gap or a bottleneck.

He should keep himself and his pedagogical tools in the background and make the student feel free
and encourage him to wade through his ignorance, perplexity, insecurity and loose thinking without the
fear of the critical teacher.

He must refrain from using seven pedagogical sins of condescension, sarcasm, personal cross-
examination, discourtesy, self-approval, self-consciousness and talkativeness.

He should ensure that the understanding that student reaches is his own and not that of the instructor.

He must understand that when, the case is being discussed by different groups at different times,
conclusions are likely to be different.

He may use three tools of infinite flexibility which promote productive discussion without diluting
the students’ learning responsibility -

-ask questions: but only when necessary, preferably as response to what has just been said. These
should be used as inconspicuous aids to advance thex discussion.   But  these  should  be  very infrequent

and   to  be  used  when absolutely necessary.
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-restate and rethread what is said: This is a coordination function, restating what has been said by

the student to bring it in line with the topic, confirm from the student whether what the instructor has said

is what the student meant. This gives the student a chance to clarify his thoughts further.

-voice his opinion and interjection: The instructor can speak to firstly, regenerate the self-propulsive

power of the class, secondly, clarify a difficulty surmountable only with technical knowledge and thirdly,

to supply missing information. He speaks only when the class has need of it, is ready for it and can make

use of the information in their discussion.

SUMMING UP: This is a very important function. The instructor needs to sum up at two stages. First, he

should provide the class with a summary from time to time of what has gone on so far summarising the

views of the student. Secondly, at the end of the discussion, he should give a gist of the entire finding of the

class. He may of course get this done by one of the students also. For this periodic and end of the class

summing up he may either make use of the charts prepared by the subgroups or the chalkboard.

DIFFERENCE BETWEEN CASE METHOD (CM) AND TRADITIONAL TEACHING (TT)

1. Teacher is the sole performer, always in control. Students are passive, compliant and obligated

to be attentive. In CM, students are in control whereas the teacher is just an observer and

guide.

2. Teaching a case is an exercise in leadership. The teacher engages student participation in the

collective exploration of a problem and the effort to reach a joint resolution. In TT, the teacher

analyses the course material and conveys his interpretation to the class.

3. In TT, the teacher stands between the material and students. In CM, the students meet the

material more directly, interacting with each other as well.

4. Teaching a case consists of managing those encounters toward purposeful ends and (as the

two lines, < — >, suggest) of learning from them as well, about both the students and the

case itself. While intellectual and procedural authority belongs to the teacher in TT, teacher

and students share it in CM. both determine what is learnt.

5. In TT, knowledge flows unidirectionally, from teacher to students. In CM, both teacher and

student assume responsibility of students’ learning. Knowledge flows from student to student,

student to teacher and teacher to student.

6. Learning being authoritarian in TT, the teacher often probes into or patronises the students’

ignorance, exposes their fallacies and deficiencies and always appears to students as a critic.

He sits in judgment over the acquisition of communicable wisdom. In CM, learning is

participative. Here, since the acquisition of wisdom is mutually dependant, teacher is not

viewed as a critic but a co-traveller.
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7. In TT, teacher’s goal is student mastery of teacher’s truth, demonstrated through examinations

and knowing the right answers to questions. In CM, teacher’s goal is student mastery of student’s

truth demonstrated through intra-group discussion under the guidance of the teacher.

8. In TT, teacher is not worried about student contribution. In CM, teacher is genuinely interested

in student contribution of ideas, analyses and conclusion. So he tries to awaken student interest

and stimulate active engagement among students.

9. In CM, there is “more work but more fun”. But in TT, it is “less work but less fun”. In CM, there

is a premium on skill in discussion, ability to analyse, dealing with the unexpected and

experiments with ideas and solutions. The classroom experience is not “cut and dried”. It is

fluid and exciting.

10. In CM, no two case discussions are alike because participants are not the same. In TT, the

passage of knowledge is uniform and repetitive. In CM, learning is the responsibility of the

students. In TT, learning is the responsibility of the teacher.

The author :

Major General S.K Sen retired as Additional Director General, Army postal serivce. He served also

as Deputy Director (Sr) in Govt. of India’s L.B.S. National Academy of Aministration and is a trainer of

repute.
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Training Technique -4

EXPERIENTIAL LEARNING & HOW TO RUN GROUP EXERCISES

As individual human beings we experience our lives at three levels of existence.  In simple terms they

can be described by the phrase ‘we think, we feel, we do.’

The relationship between the levels

All the three levels are inter-related and interactive. This means that what we think is influenced by

and in term influences what we feel and do, the same is true of each level in relation to the other two. For
example what we do is influenced by and in turn influences what we think and what we feel. In the

language of psychology these three levels are termed the cognitive domain, the affective domain and the
action domain.

It is also true that we experience our existence at all three levels simultaneously and therefore cannot
really disassociate one level from another. For instance, as you read these words you are doing, i.e. you are

experiencing the action domain. This is because perception is an active process, physiologically and
psychologically, which needs to be engaged in order to read.  Reading is also a thinking process and

therefore you are engaged in the cognitive domain. Finally, what you are reading and your thoughts
concerning it have relationships with your existing beliefs about and attitudes towards the subject.  Therefore

your feelings are involved and you are also in the affective domain.

You are unlikely to be conscious of your experience of the affective domain in reading these words
unless they explicitly contradict or actively re-affirm your current beliefs and related attitudes. Similarly,
you will not be conscious of the action domain in consciously attempting to focus your eyes.  At a conscious

level you are only aware of the cognitive domain i.e. your thinking process. This does not mean that your
experience of reading these words is confined to that level.  Human existence is experienced at all three

levels.

The three levels and learning

If that last statement is accepted, it follows that learning is experienced at all three levels. Since

cognition, affection and action occur simultaneously learning both influences and is influenced by all three
domains.  What you learn from this manual will be the result of the interaction between the three domains

as you read it. Any theory of learning therefore has to be able to explain the process in terms of the three
levels of existence, and it has to be applicable in promoting learning through utilizing the cognitive, affective

and action domains. These two points underpin important theories of learning.

It will be clear from the figure 1 that System Beta engages an individual learner in all three levels of
existence.  The process described involves the cognitive, affective and action domains.
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Two critical features

A critical feature of the process is the starting point of the hypothesis. The idea or concept in this
stage is formulated by and belongs to the individuals. This means two possibilities in practice. The first is
that it may be an original and unique idea that is formulated by the individual. The second is that the idea
or concept is presented to the individual by someone else through, for example, a lecture, a book or a
conversation. According to the model, however, the individual in both cases will need to complete all
stages of the cycle in order for the learning to occur. In the latter case doing so will also probably have the
effect of producing an individual interpretation of the concept, therefore each individuals learning remains
unique.  It also follows that in the case of a presented concept through, for example, a lecture, learning
does not happen unless and until all stages of the process are completed.  This point is obviously significant
in the design of learning opportunities within training and development.

A second significant feature of the model is that because the process is cyclical the starting point
does not have to be formulation of the hypothesis. Individuals can and do enter the cycle at different points
in relation to separate pieces of learning. The stages in figure 1 are labelled with numbers in sequence for
convenience rather than to represent reality. For instance, it is common for new ideas or concepts to
suggest themselves in stages three, four and five.

The theory known as ‘experiential learning’ was developed by the American psychologist David
Kolb and his co-workers in the mid-1970s (Kolb et al, 1984).  Since then it has become one of the most well
known and widely applied theories in training and development, especially in term of managing organization
change and in related adult learning. The theory is very similar to System Beta.

 
(1)

Formulate Hypothesis
(An idea or concept)

(2)
Design Experiment

(Consider ways of testing of
validity of ideas or concept)

(6)
Compare Analysis

(Relate analysis to original
hypothesis)

(5)
Analyse Results

(Make sense of data collected on
outcomes in relation to current

knowledge etc.)

(3)
Apply in practice

(Put into effect, test of
validity or truth)

(4)
Observe Results

(Collect and process data on
outcome of test)

Fig. 1



102
Final Proof

Rationale of experiential learning

The rationale of experiential learning is quite simple.  It is that learning approximates the process of

problem solving, and that therefore teaching or training which is designed to encourage, support and

enable learning should be based on a problem solving approach.  This basic idea is worth exploring in a

little more detail.

Traditional teaching methods are based on ideas which have particular associations.  These associations

include:

? The presence of and key role for a teacher or trainer

? A particular and specific place for learning to occur such as a classroom or training centre

? A focus on knowledge, ideas and concepts

? The use of learning materials such as textbooks and handouts.

Such associations produce particular meanings that are attached to the learning process. These include the

meaning that:

? An individuals learning is the responsibility of some other person, e.g. the teacher

? That learning is a separate and discrete activity that occurs at particular time in a specific place

? That learning is essentially a passive process

? That learning is concerned with acquiring or understanding abstract information, ideas and

concepts.

It can be argued with great justification that most individual’s experience of formal learning leads to

these associations and produces these meanings.

An alternative is to view learning as similar to problem solving. In this case the associations are that:

? Problems are very specific

? They belong to the individual and are their responsibility to solve

? That they require experimentation as part of the process of reaching a solution.

These associations produce a different set of meanings:

? Problems solving is a active process

? It is concerned with practical application and results

? The focus is real and concrete

? Problem solving is a continuous and natural part of living.
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What this means in practice is that most individuals actually learn passivity and dependence in relation to
learning through their experience of traditional methods. It also means that traditional methods do not
actually reflect the reality of learning since they do not adopt a problem solving approach. Using problem
solving as a basis for explaining the learning process leads to the theory of experiential learning.

It has been found, however, that learning that results in increased self-awareness, changed behaviour,
and the acquisition of new skills must actively engage the individual in the learning process. In particular,
adults have been found to learn more effectively by doing or experiencing.

Adult learning specialist David Kolb has described this learning process as a four phase cycle in
which the learner; (1) does something concrete or has a specific experience which provides a basis for (2)
the learners’ observation and reflection on the experience and their own response to it. These observations
are then (3) assimilated into a conceptual framework or related to other concepts in the learners past
experience and knowledge from which implications for action can be derived; and (4) tested and applied in
different situations.

The adult learner assimilated useful information into their personal ‘experience bank” against which
future learning events will be compared and to which new concepts will be related. Unless what is learned
can be applied to actual work or life situations the learning will not be effective or long lasting.

People responsible for designing, learning events should keep these phases in mind as they develop
ways to help the learner understand and be able to use the new knowledge and/ or skill.

 
Learning

Experience

Observed And
Reflect

Experiment And
Integrate

Generalize
And

Conceptualize
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Conclusion

In India even today, particularly in the Government Organisation, training is not considered to be so
important for improving performance.  Primary reason for such a situation is that in many cases, training is

not directly linked with the perceived need of the organisation owing to absence of TNA. Systematic
Approach is not followed in organising the training. Most of the cases, training is supply driven.  Another
major weakness is the indiscriminate use of lecture method. On the other hand, on-job training is now

being neglected. However, due to strong intervention of the Department of Personnel and Training,
Government of India during the recent past the situation is improving.  Direction has been changed.
Training is becoming more and more trainee centred than the trainer-centred. Organisations are now

sensitised and showing considerable interest on Systematic Approach to Training. Training institutes are
trying hard to make training demand driven. If this process continues, there will be a virtual cycle and
training will be used more systematically in improving performance. As a result, training will be considered

as an important activity for the continuous improvement in the functioning of the organisation.
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Group Exercise
INTRODUCTION

Training activities are influenced to a quite marked extent by the entry behaviour of participants (The
things they already know and can do and the attitudes they adopt). This is especially true when the learning
group consists of mature, experienced, adults.

Each participant will bring his or her own mixture of status, knowledge, skills, attitudes, opinions,
prejudices, motivation, good and bad experiences, and so on, to the learning event. What is missing is an
experience common to all members of the group, around which they can learn.

A group exercise can establish the common ground around which trainees can learn. Instead of
basing their thinking on an abstract theory’, trainees can start from their experience in an exercise and build
up to a principle or a theory.

WHAT IS A GROUP EXERCISE?

A group of officials on a course is given the task of counting the number of pebbles in a square metre of
beach; or to build a tall tower using only A4 sheets of paper and a stapler; or to invent a new game using
a pack of playing cards. These are all examples of possible group exercises used in training mature and
experienced officials. The purpose in the mind of the trainer might be to develop good group working
relationships.

Clearly the approach is a very different one from starting with a lecture about the views of a distinguished
theorist. The major differences are that:

a) The trainees are given something active to do, and

b) That their learning is developed from their experience in performing that activity.

GROUP EXERCISES AND LEARNING

Group exercises provide an opportunity for each member of the group to be involved in doing
something and to learn from what he or she does. Trainees have an opportunity to try different ways of
doing things without the risk involved if they tried the same things in a real working environment. The
impact of this experience and the realism of the simulated situation can change behaviour and should help
the process of transferring and applying what they have learnt to their work situations. We can represent
the process in this way:

 EXPERIENCING

 GENERALISING

APPLYING DISCUSSING
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Experiencing

This process starts with experiencing something in the group exercise The trainee becomes involved

in the group activity - for example doing, saying or observing something. This involvement becomes the

basis of the whole process.

Discussing

The trainee discusses with other members of the group his or her reactions to and observations on

the activity that they have also experienced or observed. We discuss what occurred in the exercise and

group members assess its significance.

Generalising

The group members need to do more than just discuss their specific experience in the exercise. They

need to go on to develop general principles derived from the experience to their own work situation.

Applying

Finally the group members should plan how they can apply the general principles to the situations

they face at work.

SOME SUBJECT AREAS FOR GROUP EXERCISES

Group exercises are generally used for studying and developing interpersonal skills. The skills involved

include the following:

Leadership

Communications

Motivation

Negotiation

Problem-solving

Decision-making

Working in groups

Team building

Contibuting to

Meetings

SELECTING AND USING A GROUP EXERCISE

Some do’s and don’ts are suggested below to help in making group exercises as effective as possible.
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As the trainer, you should:

* Make sure that you are thoroughly familiar with the subject matter. Flexibility is needed to

adapt the discussion of the material to what actually happens in the exercise, while making

sure that the main points it was intended to bring out are covered.

* Make sure that the exercise is appropriate to the objectives of the learning unit and to the

abilities and attitudes of the trainees.

* Consider whether there is a need to adapt, restructure, rewrite or modify a generally suitable

exercise, so that it fits the objectives or the needs of the particular group.

* Make sure that you are thoroughly familiar with the procedure for conducting the exercise.

* Consider the various possible outcomes and relate these to the subsequent discussion of what

has been learnt.

* Plan the discussion. We must allow time for a thorough analysis of what happened in the

exercise and its implications. Remember that this is more important than the exercise itself.

The exercise is only the means of producing the material to be analysed and discussed. It will

have limited value unless the issues arising from it are fully explored with the group.

As the trainer you should not:

* Use group exercises merely

– to fill in time

– to provide variety

– to ‘see what happens’

– because you like using them

* Use an exercise in the same way for all groups and irrespective of the objectives of the training.

* Structure the discussion in a pre-determined way, irrespective of what happened during the

exercise.

CONDUCTING THE GROUP EXERCISE

You should consider the following points:

Relate to Objectives

You should remember throughout the exercise what the objectives are in using it, and stick to them.
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Plan and Prepare Thoroughly

Make sure that all the administrative details of the exercise are arranged beforehand.

Consider also a variety of possible outcomes of the exercise. How can you relate these to the purpose

of the exercise and of the learning unit as a whole? All the points you wish to discuss may not emerge from

a particular run-through of the exercise: you may need to discuss other possible outcomes. What lines will

the discussion follow afterwards, to cover the learning points?

Plan for Contingencies

The exercise may take more or less time than anticipated or have a different outcome.

Having alternative material or activities available and ready to be presented is prudent, e.g. for groups

that are more/less advanced than the average.

Check where we can make changes to the timetable if that should be necessary.

Check Knowledge

As the use of group exercises becomes more common, it is possible that some trainees may already

know or have done the exercise. Usually this does not matter, but with some exercises the impact can be

ruined if someone in the group already knows how to solve the problem or analyse the situation.

Brief Participants

Explain the procedure and make sure that all participants understand their roles in the exercise

before starting. This may involve:

– Stating the objectives clearly and concisely

– In some cases giving an overview of the subject matter first

– Describing the procedure for the exercise

– Explaining the trainer’s role during the exercise

– Explaining why this method of training is being used.

In briefing the group, keep the desired outcomes in mind. However, we should not overload the

participants with instructions. Where possible, giving instruction in small amounts at appropriate stages of

the exercise is better. Check that the briefing is understood.

Watch Observers

If the exercise involves some participants acting as observers rather than being directly involved in

the task, make sure that they do not interfere with the process.
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Keep Within Broad Guidelines

Exercises involve participants in performing a task in their own way; this is a major reason for using
them. However, keeping the exercise within broad guidelines is necessary so that it achieves its objective;

otherwise it may deteriorate into a “fun” activity from which the participants learn nothing.

Collect Information

You should observe the process and make notes, even if we have appointed observers, so that
comments afterwards can be related to what happened in the exercise. You can then add to the observers’

comments if they have failed to observe some important points.

We should ask that the observers and participants comment on and discuss what happened before
you make any comments. They will have comments to make and need to be given the opportunity. Also,

you will need to concentrate on leading the discussion away from the specific outcomes of the exercise
and on to general principles.

Discuss Issues

Participants should not be left to draw their own conclusions. The exercise should be the source of

topics for discussion rather than the context of learning by itself.

Discussion of the issues should normally involve three stages:

1. Describe the experience

Get the group to discuss such questions as:

What happened?

What was said/ done?

What did participants think/feel?

What problems emerged?

What courses of action were tried?

To what extent were aims of the group achieved?

2. Analyse the experience

Get the group to discuss such questions as:

Why did things happen?

Why did problems arise?

Why did the actions taken fail/succeed?

What were the consequences of what was said or done?
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3. Develop general concepts

Get the group to relate their experience in the exercise to the work they do. Get them to consider
such questions as:

Do people say/do things in this way at work?

What are the consequences?

Can success/failure in the exercise be related to success/failure in work situations?

Can the group develop a plan of action or general principles for improved performance at
work?

In short, the discussion should start with consideration of the details of what happened and should
move on to consider the underlying principles that apply to work situations. Throughout the discussion,
the participants should discuss what happened - the behaviour that they observed - not speculate on the
underlying motives or personal attributes.

REVIEW THE EXERCISE

After the session has been completed, the trainer should review the exercise. Consider:

– Did it achieve the objective?

– Does it need to be modified, revised or improved?

– Was the exercise run in the most effective way?

– Were the outcomes discussed adequately?

ADVANTAGES OF GROUP EXERCISES

We can summarise the advantages of using group exercises in training as follows:

– They provide for trainee-centred learning

– They provide a common experience, shared by all members of the learning group

– Exercises can be designed/selected/modified to fit the objective of a learning unit and as
a major contributor to a learning event

– All participants can be actively involved and their attention and motivation are therefore
more easily maintained

– They minimise the effects of different entry behaviours

– The trainer acts as a coach/mentor. Freed from the role of a direct instructor, he or she can
supervise, observe, question and provide feedback

– Exercises enable complex interpersonal skills to be practised

– They can be used to modify attitudes and to develop knowledge and skills.
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DISADVANTAGES OF GROUP EXERCISES

The main disadvantages of group exercises are that:

– They require careful preparation and planning to be effective

– The outcome varies from one group to another and is difficult to predict

– What individuals learn depends on their own level of involvement, their ability to relate
what happens in the exercise to their existing knowledge, skills and attitudes and their
ability to relate very specific experience to general principles

– The success of group exercises is very dependent on the attitudes and expectations of
trainees. They may expect the trainer to “teach” them (i.e. to be the sole source of
information and advice). Therefore, they may regard an exercise as light relief or fun,
rather than as a serious method for helping them to learn.
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