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About the series

WIDENING CIRCLES

Within the contexi of a changing South Africa, which itseif is grappling with finding s place ﬁ
global community, every organization and institwtion is affected and must address questions of ]

teansformation if they are to survive.

INCUDISA is publishing this ceries of case sindies to contribute G a necessary information basi

practical use by organizations committed to taking up this challenge in constructive and effectiy
and need to share the charts as we go.

ways. In this endeavour, we are all sailing new waters,
m:ﬁmbmqmmbmmﬂmo:on institution embarks on a process their experience can provide mezanin

guidelines for others. .
Each context has particular permutations and needs to be understood On its own 1ETms. Case si@
show exacily how the details in a specific context are addressed. Where one is dealing with _n_u
management, there is 0 single model that can be applied across the board without careful
s may be articulated in an

contextualization. In whatever way the underlying generic issue

organization, interventions have to be appropriate and carefully structured to meet the needs o@
situation. Case studics are useful in showing this process of engagement with a particular n@E.m
a particular time—the misunderstandings, successes, diversity issues, conflicts, breakthroughs:
form the daily lived experience of a changing enviropment.
This series rests on the principle that the more carefully ons
particular case and the degree of success it achieves, the more use

similar issues in a different contexl.
Melissa Steyn
{Director, iINCUDISA)
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INTRODUCTION AND BACKGROUND

The diversity workshops were held with academic staff who supervise fourth year medical students’
research and health promotion projects in the Public and Primary Health Care Department at UCT.
These include staff who are site facilitators, lecturers and registrars in the Health Science Faculty
:H5F).

Many of them, except for the site facilitators, who mainly supervise the heaith promotion projects,
have had no training in teaching methodology or educational theory. Therefore the emphasis of the
training was on the supervision of the research {Epidemiology) projects.

The supervisors were facing complex challenges in establishing new ways of teaching to support
ihe changing learning environment — small group learning in institutional and community setlings,
and the increasing diversity of the student body. To enable staff ta respond io these challenges an
Adult Educator from the Centre of Higher Education and Development was asked to run workshops
with staff in which diversily is made an explicit presence in the learning process.

The students are attached fo the depariment for an g-week period during which time they complete
three group assignments, one involving a research project, one a health service evaluation and the
ather a health promotion project. Although they also have individnal tasks for credit, the bulk of
their work ig the block requires collaborative group work. Both students and supervisors have {0
function on a very tight time schedule, .g. meeting for five sessions after which the research
projects have to be completed and presented for assessment both orally and in written form.
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gender, culture and identity. The experiences brought by swdents
more varied, and many students have themselves emerged fromih
1o those of patients or of community SSUings W
of their colleagues are encountered these differing so

some black students from middle-class home

The shift ip the curriculum away from
prevention of discase and the promotion o
students to reflect on their motivations for doing medi
often brings them into contact with how they perceive
below)

Where teaching takes place in non-traditional setings i
schools, non-governmental health projects) there are inc

T communities where crime, violence and socia
South Africa, panticularl

pose direct t
glemeni of an institeiional Tesponse, and has forme

such stress.
In addition, community-based teaching does not have the same

teaching, which require gre
accommodating themselves to the needs of community members,

accommodate themselves 1o the health care professiona

A brief suminary of the nra._.a_._w_nm facing health educators in the

As a result of the changing student profile, classes in the HSF now evidence gre
to the leaming environment are thus far

e social and economic packgrounds similar
here students are pow being sent. Yet, at the same time, many
cic-econoniic condiions and cultural practices and

beliefs for the {irst time. Moreover, such differences in experiences ars
s equally new io contact with poventy and its Impacts on health.

white-coated curative hospital care 10 activities that centre on the

f health, as advocating for the poor and vnlnerable often induces
cine. More so, in the group situation, such reflection
their colleagues’ motivations. (see the vignettes cited

1 the community {creches, cominuaity centres,
reased opporiunities for stadenis to interact with

people from all walks of life and experience community dynamics
1 dislocation are high, as is the case in many comnmunities in

¥ ihose communities where health problems are mast acute, these dynarmics may

hreats to students well-being. The inciusion of debriefing skills
d the basis for a set of pew policies aimed at managing

set of institutional rules as hospital-based
ater flexibility on the part of students. Students have (o leam to be adaptable,

Is and obey the mles of the institution. {London et al,

Higher education context.
ater diversity by race,

not exciusively racially defined, with

from which students are usually insulated.

therefore becomes an important

rather than patients having 10

o

| 2000)

All these factors thus coniribute simultaneous

Iy 1o ;ncreasing the impact of race, gender and Emaww

on the way in which students process their learning experiences.

]
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_ 73 OF THE PROGRAMME

ly to the learmning gxperience,

To enskill stafl 10 deal with diversity in a way that contributes positive
and W CPOWEL students 1O process experiences rejated 1o diversity in affirming ways. Our
J.. nces very effectively in ways that are positive

. is that students can process these experne
wih and to the objectives of the course, which implies that the project can puild on

s theif Own gro
% that students oiten already have. (London &t al, 2000)

Educational Approach
drawn from key theorists which include

sing adult education principles and critical pedagogy.
ith people’s experiences, a5 experiences
ajns insight into the processes that

panilc Freire, and Antonic Qumamnmﬁn.nmnrimﬁmnmﬁ
mfiuence how people identify themselves, and the educator £
shape their sudents’ lives. The model used suggests a process of reflection and theory followed by
gnises difference and works with it,
een students. Conflict

action and reflection. [n this process (he educator reco
e educator and students, and betw

recognises the pOwer dynamics between the
is assumed to be present 07 potentially present and that educators work with it as a creative and
constructive process. A creative approach 10 evaluaticn and assessment would inciude reflective

and participalory methods. (London et al, 2000)

How the case study can be used

The diversity workshops are documented for future wider application, in the form of this handbook
for stalf facing similar learning sifuations. This project, and collective reflection on its gXperiences,
may offer useful insights for others in the health sciences facing similar challenges.
This case study should be considered as ‘material in Progress’ and the author welcomes

contributions, which would further enhance the use of the handbook.
kshops, thet details them, and where relevant, feedback fron

The handbook outlines the five wor

the participants as well as a list of references for each workshop are included.
The author assumes that the educalors who use this handbook are familiar with adult education
reaching principles, the key themes underlying the theory of Freire and Gramsci. (Se¢ Appendix 1)
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The faciltator and course convenors met o identify the staff training needs.

At the first workshop held with staff these needs were confirmed and the numbe
future workshops Wete set. Five workshops were planned.

The course convenors wert responsible for arranglog staff attendance at the workshops. The
workshops were adveriised and attendance was voluntary. There is much scepticisim about the
impact of such workshops and therefore 1t Was quite encouraging and a pleasute 1O meet with more
or less the same participants at cach workshop.

r and dates {or

The room was sufficiently spacious i0 have role-plays group aclivities and small group discussions.

nclunded in the teaching space were an overhead projecior. newsprint, Kkokis, pastels, and a flipchart.

The average atiendance was 12 pasticipants per workshop- Readings were given ai each workshop.
The workshops wer® interactive with participants |earning front their own and others' experiences,
as well as integrating the theory into their experiences-

List of Participanis
Professor Leslie London
Dr Jim ie Water Naude
professor Margarel Hoffman
Dr Nicol Caeized

Dy Uche Onwuchekwa
Dr Tony Hawkridge

Ms Melanie Alperstein
Dr Judiih van Heerden
Mr Agiel Dalvie

Ms Sphindile Magwaza
n Mobarned Jecbhay
Dr Virginia Zweigenthal
Dr Diana Coopet

Ms Spectorine Mishofeni
Ms Linda Mggamao

Ms Mercia Arendse

Ms Lorna Clckers
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s Wodkshop four — facilitation skills and guidelines for difficuli situations
s ‘Workshop five — redesign of the
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lar workshop.

- ' 2 commitment (o the programme the facilitator gave them either an
¢ for a discussion at the next workshop.

0 is given below:

wdentity of the educator and its impact on the teaching style and on the

e

; dhece — definitions of diversity and culture and how these express themselves within a

3 whea facing difficult issues

EReT Y

SUPErvisory sessions for the epidemiology project to include

reflection on the research process. .
Workshop One — Gsoup Dynamics m
0%:00 - 09:13 Iniroduction
09:15 - 09:30 Aims of the workshops
_ . (1) Exercise 1o identify staff experiences of group work and level for delivery
09:30 ~ 10:30 H
of the programme !
10:30-10:45 Tea break
[0:45 — 11: 30 (2) m:.c.om:nw a basic Emoﬂ on group dynanics
Readings — complex theories
11:30 - 12:00 (3) Confirm staif needs
F
Description _
Introduction :
well as how she became involved,

The Facilitator introduced herself and her role in this project, as
what her expectations were, and how staff needs were identified. Each participant then introduced

himfherself and spoke about their expectations and why they had decided to atrend these
workshops.

Aims
The aims of the workshops, logistics around attendance and the number mbmmmﬂnm?:rnimﬁwmroﬁm
mands the facititator was flexible with dates and

were discussed. Because of the different time de
alsa conceded that some participants may not be able to attend every workshop.

Activity one [T hr]

(1) To identify staff experiences

Discuss in groups of four and write responses onto newsprint.

= Why do you think it's important to learn in growps?

« What learning takes place”

» What knew knowledge is gained?

« Discuss the social aspects which are relevant in group work,

Afier the discussion the newsprnt was displayed to the plenary and the facilitator summarised and
made links with various [esponscs. et _ R

Some of the responses

g AN

b = it
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?E.. do yvou think it’s important to learn in groups?

1. Learning from each other — not simply from books or ‘teacher’ - is affirming.

2. Promotes co-operation and sharing of ideas, leaming skills: interaction, negotiation, and conflict
resolution.

3. Group process and dynamics create a richer experience than the sum of individual contributions

combined.

Supportive, sharing responsibility.

Becomes a model for foture work in teams.

People draw on their prior knowledge and experience.

Leamning to work with people.

Learning about each other — diverse group (breaks down stereotypes and preconceived ideas

about groups, professions, and individuals).

G, Making friends.

10. More active leaming — fun, comfortable.

What learning takes place?

1. Teamwork — how to delegate and feedback information to the group
to set rules and obey them
to adapt 1o timing.

. Sharing knowledge.

Sharing emotional self.

Lisiening to others — (listening skills are enhanced).

Enabling people to participate (relies on a good facilitator)..

R

Time management, delegating skills or tasks.
What new knowledge is gained?
I. Knowing what other people know — and sharing.
2. Content areas: learning about resources in the library eic.
3. Conceptual thinking
slowing down
more space for the individual.
Discuss the social aspects that emerge in group work
I. Changing behaviours.
2. Awareness of others’ needs, abilities ete.

Respect for cthers® beliefs.

B

s,

Develop people’s potential through trust and sharing
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MH_!m.Hu to other views — broaden one’s own worldview

. Performance improves through colfective effort

o Gewting to know people / caring / suppori / networking .

e Leaming aboul each others™ strengths and weakoesses and how 1o support each other
(recognising and using people’s skills}

s Dealing with a problem (effectively and efficiently)

e Learning social skills: communication, conflict resolution, negotiation, and ethics of relating 1o

each other.

Activity twe [60 mins]

{2} Introducing a basic theory of group dynantics |
The theory was first introduced by gronp activities for the following reasons: ]
» 10 take lecturers out of their comfort zone of talking and theorizing

= was useful as an icebreaker (even though most participants knew each other they needed to break

the tension}
» worked as an energiser.

Exercise one {20 mins}
a  All the members of the group except one should make a circle by linking arms. The group

decides who is excluded. There should be encugh space for all participants to work in a circle.
The excluded person is on the cutside trying to get in, but the circle must try 1o keep him / her

oul.
» When you have done this for five minutes, stop and reflect on these quesiions.

= Choose a facilitator to report back from the group.
Reflection questions
I. What did it feel like to be outside the group?
3. What did it feel like to get in?
3. What did it feel like to keep people out?
4. How does your group keep people out?
Exercise two [20 mins]
e All ihe participants must make 2 circle.
= Put your palms against those of the people beside you.
= Try to move the group by pushing against the other person’s hands.
» When the group has moved, stop and reflect.
e Choose a facilitator to report back from the group.
Reflection quesiions
1. What happened?
2. Where did you go?
3. How did you get here?
4. How do you feel about whal happened?
5. How do people in your group get control
Evxercise three [ 10 mins}
This exercise is done individually.
« Think of a person in the group whom you
= Reflect on your own in silence:

— i.e. how do they push to get what they want?

feel nearest to or farthest from
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1. Was it easy or difficult to do — Why?
2. How are you feeling?
3. What makes you feel close to or far from someone in a group?

s Choose a facilitator and discuss your responses to the questions.
Discussion [allow ten minutes for each question]
1. How are relationships between people in your group developed and improved?

. How are they made worse?

[¥]

w.Ummnq.._uni_éw_o:nmsnﬁEoﬂrm.
n.ﬂq_.__me:;u.a:ﬂm_.ozmﬂ_oqu
5. What aze the goals?

6. How do these assumptions relate to your own experiences of working in groups?

The above activities should be done with care and gusto and it is important that they work well.
However sometimes group activities cannot be controlled even by the most experienced facilitator
as they are process based. These activities gave participants confidence to work in groups and the
facilitator could get a sense of the ease with which individuals work with and in groups.

Exercise four

{2) Introduction to Group Theory

‘the facilitator outlined the three basic concerns that people have when they gather in a group:

= inclusion

= control

v affection (simply explained —verbal and non-verbal expressions of emotions and feelings)

She then explained Bill Schultz’s theory (see appendix 7} and gave some theoretical input on the

following:

= how groups weork

a the different rotes that group facilitation requires i.c. io keep a focus on the content and on the
group Process

= some input on the formation and development of groups through the different stages from
beginning, to confrontation, to harmony, and reassessment.

Activity three

{3) Confirming staff needs
The facilitator confirmed that the training needs identified with the course CoOnVenors Were Cormeci.

It was important that the participanis have some voice in the content or agree with the programme.
This will increase their motivation (o attend the workshops.

Needs identified so far

= s(aff training in group dynamics and facilitation

s staff training fo deal with issues of diversity and conflict

« enable students to leam from community based teaching

» identify the learning experiences students undergo in these settings

= for staff to collectively reflect on supervision and facilitation

= develop a handbook for staff facing similar learning sitnations.

References
Schuliz, B (1966) "The Interpersonal Underworld” Palo Alto, California: Science and Behaviour

Books.
Heron, J (198%) The Facilitator’s Handbook. Kogan Page, London,
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Feedback on questions

If the educator is seen as powerful, studenis usually answer in the way that they (hink the sdocator
would prefer. .
Peer pressure amongst students will shape interactions.

Contact with students in different contexts — you relate differently.

Can our identity as educators influence siudents’ artitudes and valpes? If 50, to what extent? [Big
debate on extent]

To what extent can we be change agents? Must supervisors simply set out different values? Can we
promote a different view?

Enjoy postgraduate teaching but not undergraduate teaching.

Postgraduates, adult education (workshops) students are motivated.

Ts the difference simply a product of the system that is dysfunclional at undergraduate level?

The nomm — someone introducing themselives as coming from cutside South Africa, is perceived as
different and is assessed differently by students. What is the norm? Should we be introducing
ourselves before our lectures with a small biography (academic and social)?

Short biography in the ¢lass handouts?

Fixperiment with different way of introducing yourself,

Should students introduce Lhemselves in group work? A: Could be a part of expressing their
expectalions.

Literature on iniroducing self differently.

Can project your identity not only at ineroduction, but also in the coorse of teaching or interaction.
Idenlity changes because context changes:

curriculum

methods of assessment

urivessity environment

sociery — political, social ete.

glabal

Activity five

{5} Challenges in working with diversity
The group spent 15 minutes brainstorming definitions of diversity, difference, culture and identity —
this exercise was done to illustrate the many meanings people aitach to these terms and to gain
some common vndersianding of the terms.

Then we split into three groups of five and discussed the most challenging issues that siaff have
identified in diverse student groups.

Example af one group s feedback.

In a class with & diverse group of students
v conflicting views
= people from the same racial groupings / sociat class sit together
* Jow tolerance
" jmpatience
» a split within the group between those who are quiel and those who are more vocal
* have to keep a checklist of wha speaks ard who does not speak
why
who are not engaged

At the end of this werkshop participants were asked to prepare rede-plays for e next im,mwmmaﬁ in
which creative facilitation strategies are used to deal with the issues of diversity identified above.
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_ Speaker }:

“Race is an obvious issue.”

Supervisor:

“Can you be more specific and clarify your staternent?” (continues Lo speak, is very quick, lalks
rapidly and hurriedly, gives little chance to others to develop their ideas or iron out differences of
apinion, cots across others” sentepces, rendering them inaudible].

Speaker 1:
Becoming antagonistic, withdrawn and distant. Takes the position that it is obvious people have

different bodies and backgrounds and therefore race is an obvious issue.

Supervisor:

“Are you going to build different forklifes for different people?” He/she persisis that reasons be
given.

Speaker 2:
Speaks too softly to be heard!

Speaker 3:
Annovyed and clearly pissed off. “Let’s get started with the project. We keep going over aims and

objectives, it’s just a waste of Ume",

Spreaker 4.
“Will it affect our marks if we 1ake a different stance to what is expected™.

Supervisor:
“Centainly nol. But you ({referting to speaker 1} have not convinced me or shown that you
understand the issue in the use of the word ‘race’. More grousidwork is needed to explore this

issue’.

Speaker 1:

“What do we need to do?”

Supervisor:

“If ‘race’ is important, you need to refer to studies which either belps you prove or disprove your
position, and explains the issues around the term race. You need o gel the relevant references.”

Speaker i:
Seeks further discussion but cut off by supervisor who suggests that further exploration of the issue

be pursued.

Furzher issues identified and solations identified after the role-plays were acted ot
Supervisor: frustrated (from 21 the participants)

= felt student wasn't irying — therefore not sympathetic

» gther students were being unhelpful by refusing to discuss the issue of race
* was too accommodating of the disruptive student

= oo soft on disruptions.

Students:

» divided aboul the pace they wanted to work at

= imitated hy student whe wasn't pulling his weight, was disruptive

= felt their needs were left our.

Dysfunctivnal grosp

“Distuptive’ siudenis:

» working students see themselves as having experience and knowledge

*  hostilily to public




Boud and Walker (1991:21) draw a distinction between reflection in action and reflection on

experience. Reflection on experience in their model is the idea of re-evaluating experience, which

they argue consisi af four key provesses. {1} assorciation — relating new information 10 what is

afrecdy Riown; (2) integration — linking new ideas with existing ones; {3) validation - checking the

extent to which ideas and feelings appear fo ring true; and {4) appropriation — making the new

informaiion one’s owit,

First meeting:

At the first meeting students usually form an opinion about the credibility of supervisor. The

superviser can make a more informed impact on student opinion in this first meeting by:

= introducing themselves and also let students introduce each other

* how you do introductions is up to the supervisor.

Work plan to be outlined. Negotiate logistics with siudents.

Ground-rules: e.z. absenteeism; punctuality; celiular phones

» they should create their rules collectively, a learning contract could be discussed and written
down.

Follow up:

Ask who did what,
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CASESTUDY 2

The supervisor compliments the white students and asks where and how they developed their
confidence, and there's a discussion about elass background and privilege and about the impact
these Factors have on responses to racism in South Africa. Many in the group are not comfortable
with the discussion and several black students keep returning to stories in which while people
behave in deplorable ways. Finally the white students say that black people cause many of their
own problems, and they see racism cavsed by ignorant behaviour. There is silence. The facililator
waits,

The facilitator ...

CASE STUDY 3

One individual, a particularly forceful character, emphasised everything he said by raising his voice
and adopting other non-verbal gestures which appeared aggressive (e.g. when speaking he placed
his feat firmly on the floor, wide apart, thozst his chest oul, leant forward and either pointed with a
finger or used violenl chopping movemenls with his hands). These actions seemed Lo be an aitempt
at reinforcing the accuracy and validify of his point of view. This behaviour was quite dismplive 1o
other members of the group, who woold groan, tut, and shake their heads whenever he made 2

cantribution.
The facilitator ...

CASESTUDY 4

A female panticipant talking in one session said: “1'm sure that T can tatk for all the women in this
room when T suy people are being too sensitive about sexism”. The facilitator turned to other
members in the group and asked them if this wus a fair comment. One replied: “T resent her talking
on my behalf as if she knows what all women think. I think she should be bold enough to speak for
herself and not hide behind the rest of us”, The men start laughing and the other women are
embarrassed.

The facHitator ...

CASE STUDY 5

in a recent session, a group member would constantly push the group along in the name of good
timekeeping. Whenever participants started te discuss issues and problems in depth, disclosing their
own personal experience with the group, the other member would say: “That's an inferesting point
but if we dwell on that we won’t get through the discussion on research methods™.

The facilitator ...

CASE STUDY 6

“4 ot of siuff that people are saying in this group is idealistic nonsense. There's a great deal of talk
about understanding each person’s point of view and taking it into account when you try and
resolve a dispute, but in a real situation those things simply den"i work and yeu end up shouting and
argning along with the ‘best’ of them™...

The facilitator ...

Activity four

{#) Designing the sessians

The supervisors of the epidemiology project have 5 sessions with students and receive guidelines
from the course convenor on their tasks and responsibilities for each session. When reading hrough
the guidelines it seemed that the main focus was on the task and very little rime was allocated to
understand the process ef leaming. In almosi each session time was allocated 1o group reflection but
supervisors were not given reflection exercises. When supervisor groups discussed this it became
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Workshop Five — Redesign of Supervision Sessions
{1} Repari back on Centre for Higher Education and Development {CHED}

05:00 — 059:15 .
seminar
015 -9:30 {23 Brainstorm definitions on reflection f evaluation
09:30 - 10:30 {31 Plan and design 3 supervision sessions
- ) discuss and list the Leamning Outcomes for this block
10:30 - 11:00 Gallery walk and Tea break
11:00 - 12:00 {41 Recommendations for new supervisors and how 1o take the diversity
’ - programme forweard,
Description
Activity One

{1) Report back on CHED zeminar
The facilitator informed parvicipants of her presentation to CHED staff on the diversity programme.

Activity two

(2} Definitions of reflection f evalnation
The facilitator recorded on newsprint participant’s definitions of the 1wo concepts.

The purpose was not (o confuse the different ways in which judgemeni is made on a rask and to lead
participants into the next activity.

Participant feedback

Brainsierm definitions

REFLECTION

» Looking at actions etc. and interpreting, analysing. Add theory include feelings and responses.

* Coanecting with the unconscious and making it visible to contribute to the learning process
{Tavistock model).

* [ntrospection.

= Pepple do this all the time not conscicusly; can help people to do things differently all the time.

* Group doing an internal examination (group context).

* Way of connecting with the students and their experiences for the supervisor and students.

* What would T do differently next time arouwnd?

» Thinking on your feet.

= Lcoking in a mimor.

* Looking at how — whal kinds of interactions are taking place.

EVALUATION

* Judgements.

* Measuring using criteria.

» Assessment of cognitive skills and behaviour.
= Reflection can be used as evaluation.

= More systemalic and structured.
= Setting goals.

DISCUSS LEARMNING OUTCOMES
Leaming outcomes in terms of:

* rasks

» reflection

ot iy e,

L.,
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Two examples of the redesign of supervisory sessions

GROUP 1

Session 1

# Orentativn group # “bonding™

# clarification of problem, purpose of, aim & objectives, ethics
¥ undersianding of individual & group roles and responsibilities.

TASKS

# Introduction ————p  supervisor f facilitaror
J.’n.mzc:mmﬁ
background
group members T

develop group contact - students (puncicality etc.}
clarify the block’s structuge {components)

clarify concepts

Y ¥V ¥ V¥

applying concepts lo their topics

v

guidarece on literature review
¥ students to draft problem, aims & objectives, ethics and commence iiterative review.

Sessign 2
> Reflection — help them recognise what they have achieved so far

% talk abouf immediate fears, worries, and exciternents.

TASKS

Session 3
» Reflection ~ take account of how group is working together, written exercise (letter to

supervisor); student can keep a journal.

TASKS
Sesgions fand 5

#? Look for patierns in learning and experiences — add (o their research experience; ongoing
reflection and evalvation in the last session; know what you are evalualing.

GROUP 2

CONTEXT

» 4" Year Public Health Epidemiology project
» approx. 4 students; diverse composition

= | hour sessions

*  group activities

» informal teaching linked to formal inputs

® rules do exisi.

OVERALL LEARNING
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Participant feedhack

Recommendations for new supervisors

» Start on apprenticeship

* new supervisors be made aware of topics of HSE etc. and they view this before sassions —on an
introduction / give them a package and go 10 Health Promotion/Presentation (Tuesday moming
of week )

* supervisors — check evaluation of HSE - so that this can be integrated into Epidemiology
Research.

Haw to take facilitation on diversity programme forward

* Implement some of the suggestions, learning, etc. from the diversity programme into the nexi
block

= meel afler the block 10 diseuss — has it worked oul or not

= supervisers keep a journal noting specific issues

® group dynamics

= conflict — emotions

» diversity

= facilitation skills

* keeping group focused

= set up mechanisms to deal with conflice

= sroup mood

= fest Lhe temperature of the group

Reminder: bring jowurnal to meetings.

Next meeting 3 August af 09— 11:30

A e P

Appeadic !

THEQRETICAL FRAMEWORK

The word diversiiy, difference and culture come with particolar historical associations and are open
10 misinterpretation and abuse. For example, in the South Afiican context, these concepts can be
linked to their ideclogical use in the apartheid era and may (herefore be associated with repressive
ideology. Indeed, it is particularly problematic when these concepls are used as though there is a
common understanding of the meaning attached to them; vet the reality is that as conversations
uniold we note that there are different meanings and associations 1o notions of diversity, culiure and
difference.

Newer understandings of these terms derive much from debates on gender, class, race, ethnicity,
colour, and age that have given rise to a discourse based on identity, (Mobanty 1988, Nicholson
1990, Parpart 1993). However these debates have remained largely in the realm of theory and have,
as such, infarmed policy analysis more (han actual practice. A re-conceptualisation of thess terms 15
essential if educators want 10 take up the challenge of refining skills and kaowledge within the
context of challenging inequalities and constructing unity across divides in the Higher education
CONIEXE.

South African educators, drawing on the experience of leaming institutions i Americz, India and
South Alfrica facing similar challenges posed by a diverse student population have proposed a re-
conceprualisation of (he notion of diversity {Cloete, Cross, Muller and Pillay 1999). Linking the
definition to culture is too static and insulated and conjures up images of cur forebears fixed in time
and space. Al present cultures are becoming increasingly divergent, encouraging individuals to
construct their caltures dynamically and sirategically. In the global world there is a thinning of
culres, and people are increasingly finding a common place and become cultural partners (Cloete




“If we have an introduction to clinical methods and the tutor will explain like bow to speak to a
black person (0 a group comprising diverse people. You know, as if black people have to be
cxplained. How to speak to Muslim women, and its as if cveryone else has 1o be explained, and
while peopie never huve to be explained®” It is clear that today we can no longer construct a
version of the learning community premised on all members havin g the same experiences i.e. all
men together, all whites together and so on.

Other theorists (Beall, 1997) argue that nouns like differance, culturs, diversity and identity mean
much the same thing and their significance lies in their vse as instrements for the exercise of power
by those in power o calegorise and oppress, as was the norm under apariheid. She argaes thal we
should use rather verbs (i.¢. to diversify) 1o describe the complexity of the siiation as this implies
an act of variation, implies different processes, and protection against loss. The implied action is
among and by people rather than on and for them. This usage allows for aclion and for innovations
and creativity to Hourish.

Educational Interventions

In developing appropriate interventions, educators need to take account of these different meanings
and construct their own meanings from their own experiences and contexts.

The huge number of batles fought during the apartheid era against apartheid education both on the

streets and intellecrually attests to the notion that teaching is political. The choice of subject and of

style, the conceplualising of the space for leaming, and the willingaess to approach teaching from a
standpoint of race, gender and class is often rooted in the political identity of the educator. The fear
that the classroom will be uncontrollable, thar emotions and passions will not be contained, and thai

there is a possibility of confrontation or conflicl are ==t == - o o+ gz
iy ._..._—.E_r.:ﬁﬂw.

For Primary Health Care and Public Health educators facilitating community-based teaching, the
group setting is ideal for a democratic style of facilitation. Tt is easier for everyone to feel a .
responsibility to contribute, if the educator is conscious of who speaks, who listens and why, and
shows respect for other cultures. With an understanding of the nead to build a community of
learners, the feeling of community creates a sense that there is both shared purpose as well as value
to each voice in the group. For this to happen facilitation stralegies have to allow student voices to
emerge, ensure that no student remains invisible, (recognising that sometimes silence is a form of
resistance}, affirm students' self- esteem, and encourage students to question their assumptions
about the curriculum, the teaching practices and the prejudices they may held about other
stdents/communities.

To achieve the above effectively, educators have to use appropriate facilitation methods for the
context and leamn to recognise different cultural codes, making spaces for learning about different
experiences, and sharing of ideas and information. For example, stadent feedback on groups set up
to discuss issues of safety in communities, voiced their concerns about their own lack of skills to
engage within the group with issues of conflict, resulting in a failure to en zape. Approgriate
facilitation will provide students with mediation and conflict resolution skills thal enable them to
voice within their groups iheir fears and concems. By guiding students effectively but firmly, the
group is made to deal with diversity and conflict in ways that provide positive learning experiences,
avoiding the dead-end of Vignetie 1 above, where issues of difference wers Jost in polarised but
unverbalised conflict,

The educator should also be aware of his or her location, differences in power, resources and be
sensitive to their own power. Adult education theory address issues of power and conflict, and
€Xpresses a notion that the student should be encenraged to have 1he courage to confront power in
the learning and teaching process. Further, it is important to recognise that learning processes may

2 Ciled by Hewsten L, Lawin T in their prasentation *Inatilutionsl Cultuse” ta the Yice-Chancstor's forum, 21 Fabnuany 2000,
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needs of the healih site. Students will be given the topic on the first day or two of the start of the
block. A list of projects and sudents allocated to projects will be drawn up, confirmed with sludents
and finalised by the end of the week. Your name will be given to the students at that stage with your
contact phong number at your office.

Supervision

You have five supervision sessions with the students. The sessions are timed 1o coincide with
formal tcaching on Research Methods, so students should apply what they learn in their sessions
when they meel you. This translates inio the following:

SESSION |

* Clarify rules with the gronp

" discuss with them their problems, purpose, aims and objectives, and the ethical issues in their
study

= give them guidance on their literatire review

= ask themn (o go off to draft their problem, purpose, aims and objectives, ethics and literature
review for discussion at Session Two. (Suggestion: 1o ensure that all group members pull their
weiglll in group work, the first exercise of drawing up zims and objectives should be done
individuoally).

SESSION 2

* Reflect on how the group is working

* review the students” work on their problem, purpose, aims and objectives, eihics and literature
review. Give feedback and suggestions for improvement

® discuss with students their choice of study design, popuolation and sampling

* ask them to go off and update heir aims and objectives, and work on study design and sampling.

SESSION 3

* Reflect on how the group is working

* review previous work and give feedback

* discuss with students their measurement methods; particularly issues of questionnaire design,
validity and reliability

* ask them to go off and update their existing protocol, and include measurement methods, etc.
They will be required 1o hand in their protocol al this stage to you for a mark.

SESSIHON 4

* Reflect an how the group is working

* provide them with feedback on their protocol and why you gave them the mark you dJid
* clarify any last minute changes that need to be made to the protocol before the students

commence data collection.

SESSION 5

* Eeflecl on how the groep is working

* discuss with students the data collection process

* discuss appropriate methods of analysis and presentation.

Meeiting with Students

Provision is made for students to meet supervisors within the allocated time on the timetable. If
supervisors ase unable to meet with students at this time, they should liase with their group as o a
mutually appropriate lime to meet, and inform the course co-ordinator of ihis change so that the site
facilitator can be informed. Time to meet supervisors and time to work on the projects has been
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WHEN THINGS GO WRONG
inattention fighting
laughter dominance falling asleep
.&Mﬂ“:m insoleace red herrings
boisterousness copping out
sexism absence
we are hot Q..%w
_ﬂ.n&v
silence intolerance
Tacisim anger
smirking rescuing N talking
knitting shouting
interrupting neot listening
private chatting within not speaking
works study ihe group for myself
cymicism body language

not valoing and respecting different views

Areas of difficelt behaviour that you might encounter

[USE AS OHF [N ACTIVITY TO [DENTIFY DIFFICULT SITUATIONS]



Comment

Group develupment is a complex process. In the desipn and facilitation of leamning processes it is

impossible to predict exactly how a group will develop. This will depend on so many factors.

Even this theory must not be seen in isolation from the context in which it was developed. The

phases put forwand may only apply o groups in Western societies and so one should be caolious

about over-generalizing. However, Ihe questions and issues posed will be useful for understanding

group developmenl in many societies.

Ttis suggested that groups can move in a fairly linear way from each stage to the next. One group

may move quickly through its phases, seemingly skipping various aspects, perhaps because its

members have experience of mature groups and are conscions of what is needed for it development.

However, in reality groups often get stuck if they are unable to resolve certain issues and may even

revert 10 previous, less mature stages if unable to cope with the demands of the stage they are in.
Resolution and recycling

Heassessment

Compromise and harmony

Movement towards confrontation

The Beginning
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Appendiv 6

WORKING GROUPS

A group works best when:

* cach member can discuss ideas freely

* each member feels they belong

® each member is involved in decision-making.

If all members participate then there wiil be unity and shared responsibility for the groop’s work.

Working groups have three kinds of needs:

1. Task needs (the need to get the job done)

These include:

* need for a useful goal

* need for a clear goal

® agreement for the goal (shared}

* 4 shared plan of action 10 reach the goal

* ashared sense of when the goal is reached (the job is done).

2. Individeal needs: fthe group members” needs)

These inciude:

* need to belong

* need 1o take and active parl

* need for freedom

* need to have owa problems accepled

* need for some power and status

* need for suppont

3. Maintenance needs (the need 1o keep the group united and working unil

the job is done)

These include:

* keeping the group on track until the job is done

* helping to overcome difficulties between members for cooperation

* keeping all members involved in the group’s work by making progress Z
clear

* improving understanding

* offering support even when disagreeing.

A working group has a life like this:

OBY¥IOUS AND CAN BE §EEN
USUALLY HIDDEN AND
CAN BE FORGOTTEN

Group facilitation involves taking\care of a Q inds of group needs so that the group is
helped to reach its geal.
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The role of the an animator is both to stimulate reflection and action on & particular issve and to
provide a process for active and resOpobnsible participation.

Every group leader needs 1o understand cleariy how the process affects the level of discussion on
the content, and the commitment of the group to carrying out any decisions that may be made.

What to Observe in a Group

All of us have spent a good part of our lives in groups of various sors, but rarely have we taken
time to stop and observe what is going on in the group, why fhe members are behaving the way they
are. It is difficuli to observe and participate at the same time, and the skill of doing both at the same
thne can only be gained by practice.
We need to abserve at three different fevels:
I.  Content: Whatis the group talking abour?

What is cach person saying?

2. Non-verbal Expressions: Apart from what they say, what indications are people giving of
their feelings and reactions. For example, gestures, tone of voice, body language,
facial expressions, order of speaking, etc,

3. Feelings, Attifudes, Cencerns, Hidden Agenda: These factors have an important effect on
the life and work of a group and must be taken into account, Sensitive observalion
of the words and non-verbal expressions can give us clues about their feelings, bl
these clues can easily be misinterpreted, so if they seem important they should be
checked with the person concerned, e.g. *Are ¥ou feeling uncomfortable with that
decision, Paul?!
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One of the %ays of fooking ar whg happens whe, People gather

Bill Schu) that says we tend
: : to focus on g ] : )
Inclusion- Who alse js there? 7o basie oncerms:

Whao can I be i relations them?

What wiil j; COst to join?

Row much am willing to pay?

Can I tryge my real self to them?

Wili they holg my upiflam falling?

Who is in? Who is our?
Control: Wy, is the boss here?

How much can | Push for whar [ wang?

What do they require of me?

Can [say whar | really think?

Can Itake it if they say what they reaily think?

Who is up? Who 15 down?
Affection: AmT willing to care?

Can [ show iny caring?

What if 1 show I care for one person before 7 show caring for athers?

What if no one cares for me?

What if they do?

What if I do not really ever cere for someone in a group?

Will the group be able 10 bear it?

Who is close? Who is Sfar?
These concerns tend 1o re-oeenr throughont the fife of a group and a pattern develops of ICA [CA
ICAICA ...
Itis important to realize (hat these concerns overlap during the life cycle of a group, although one of

i  giv iod of time.
the three concerns may be more dominant than the others at any given period o
When confronted by the end of jts life together, the process tends to reverse itself from ICA 10 ACT
i€
* We begin to pull back a little from the affeclions] ties we know have no RE, H..,..E.__.n.
* We begin to get embroiled again in a game of “whe is the .aom.m here mm.uﬂ.m_.__.q
* We start to wonder if we teally want to put th time and effort into staying __EE the group. ,
Reference: “The Interpersonal Underworld™ by W.C_ Schuiz. Palo Alto, California. Science an

Behaviour Books. 1966.
Appendic §

CONTENT AND PROCESS

There are two important aspects of every discussion.
1. ‘What is the group talking about—the Content.

ject—the Process. .
alks about the subject—the ; . . e oo
: moc_q ._.:M mﬁ-.noﬂxﬂ”:nmﬁon is lo provide a process which will belp the group to discuss
The role of t

i . ssible.
content in the most satisfactory and productive way po

S
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THE SPIRAL MODEL

¢0ee, apply in
practise skills, action

etrafegise and
plan for action

1

start with the
exporienca of Took for
participants paiterns

REFLECTION

3<—rt

add new informaton
and theory

The model suggesis that:
1. learning begins with the experience of knowledge of participants

2. after participants have shared their experience, they ipok for patterns or analyse that experience
(what are the commonalities and what are the differences?)

3. to avoid being limited by the knowledge and experience of people in the room, we also
collectively add or create new information or theory

. participants need to try on what they”ve leami—to practise new skills, to make sirategies and
plan for aclion

. afterwards, back in their organisation and daily work, participants apply in action whait they’ve
learnt in the workshop.

o

W
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Compromise ang harmony

~

Reassessmens

%

Kesolution and recycling

*




S FHVE gy

T ingg .‘:u” .ﬂ.w .H.:mu.. ‘.w....h.w‘.m..l_ L

i

g ‘Site timar ok mcEﬂ be amangeqd botweon g
UTing those Periods. 1N Eor exirg OIS, a5 the studen s m:u

» after the thirg SUPErvision sessjon, The

s 10 allow for mu_.nmamcmcmw daia callection during the COUrse of week 3.
Bether with the Stident naine ang title of 1he project to the

FProjeey Logisties
Time is dilocated for Students to co)faey data. The depantment wiy only fund 5 maximum of 200

LProject Presentations

Ora] Project Preseniations ke place on the Monday of Week S (unjess there is a public holiday
check timetable). Supervisors gre Tequired to attend fhesr Sudenis! Presentations, whick they wili
be asked 1o Mark according to 5 standasd marking schedyle. The course Co-ordinator wili jnfomy,
cach supervisor of the tiime slot allocated for his or her group's Presentation, if yon have Constrainrg
O ¥Our time mam:mwm_q, Please laf the co-ordinator know early in the block so that your need for
spectal time cap be accommodated, We £0courage supervisors o attend all the presentations. If ¥ou
are unable to arend 4 Presentations, please come a least 5 minutes before the stant of your
scheduied Presentation,

Project Reporty .
Students mugt hand in the fina) Epidemiology Project report Eana:..q to M.Hﬁ ﬁ_nvﬁ:_“nu_i it
administrator Mahliki Mavundla on the Friday of Week 5. Each profect is marked by two el
members, and the average mark is allocated, Supervisors do not mark the written repon on

project they supervised but will be given two projects to mark.

ﬁ m“_m.—mmh:ﬂ 50 —“_um.— n—uﬂ# En—.:“:u- ___.J_MHN.H n—-._ﬂ

. k progresses.

tate of students” knowledge is or shouwid be as the M_OMHOMW mEﬁ_nEm are expected to conduct a
w__m part of the Primary Health Care SEﬁenmmm ow. =nmnm a __umc.nn. attachment repor. ﬁwm_.m. topiu

: . vice evaluatio . ; iclogy Projec -
health promotion project, w :ME”MMM is based on the same Em% EMHW_WMHHH. @ﬁwﬂ.ﬂ_ocm
possible the :n..,mEH ____Baﬂ”” Eﬂ students are clear about the di m_wnﬁn of realistic proportions and
[Lis therefore _Em.onpuu_ . e ensure that the Epidemiology Projec

; ddition, pleas

projects. Ina

can be cornpieted in 1he time allocated.

A g

!

RELURE LR



Agmrendiv 2

GUIDELINES FOR EPIDEMIOLOGY PROJECT SUPERVISORS

As part of the fourth year Community Health / PEC block, m_...:_nn_m are expected 10 cE.acﬂ an
epidemiological research project. The purpose of ihe project is for ME%EM to get mmmn:n.m_ .
experience in the design, execution, and analysis, writing up and presentation of epidemiological
reseanch.

The siudents are based at one of four sites: Mamre, Khayalitsha, Brown's farm and .E__ucmm._unw.
Each site has (wo groups of siudents, about 4 students per group. While on mwn. mE..._,.mEm will _Hmfn
PHC projects {a Health Services Evaluation and a Health Promoticn _u_.m_@on_, in w_mn_z.oa to their
Epidemiolugy Project, but which are timed 1o take place at a different time to their Epidemiclogy
Projects,

mmn._: site has a part-time site facilitator employed by the Department of PHC m:n. H._nm_wn.ﬁu;Ew for
co-ordinating site teaching. They are mainiy responsible for PHC teaching _E.H will assist ..EH_....
practical amangements for Epidemiology Projects. Ttis a good idea to liase with your site facilitator
at all rimes to ensure optimal co-ordination and success of the Epidemiology Project. You may
choose Lo visit the site to get a better idea of the students’ learning environment. )
One member of the Compiunity Health department takes responsibility for overal co-ordination of
the projects for each site. If you have any queries o concems about the projects on your site, they
should be able to assist. They are:

Ehayalitsha: Leslic London

Mamre: Margaret Hoffman

Woodstock: Nicol Coetzee

Brown’s Farm: Sphindile Magwaza

Supervisor tasks

The main task of the project supervisor is to assist students to conduct a sound epidemiclogical

project. The responsibilities of the supervisor includes:

1. Assisting the students to develop & study protocol through structured supervision. (Refer to the
proposal steps given to students).

2. Guiding the students regarding an appropriate Yteratore review (you can refer to a wriling centre
contact: Arlene Archer at Aarcher @ched.nct.ac.za

3. Generally providing support to the students for the duration of the project and dealing with their
queries as they arise.

4. Facilitating group work on the part of the students by trying to ensure that all students are able to
contribute and their contributions valued.

5. Liasing regularly with the site facilitators regarding progress and problems with the
Epidemiology Project. Depending on your project, you may be expectad 1o help secire access
for the student to research sites.

Please ensure that the group agrees on its own set of nules in your first meeting with the students

with regard to parficipation, time-keeping, etc. 5o as to ensure that all students attend and participaie
in the project.

Profect Topics

The project topics are decided upon at & moeeting of site Facilitators and PHC and Community
Health course co-ordinators (on Thursday morning in the 8 week), before the start of the new
block. ¥ou are required (o atiend these meetings i.e. one member of each pair. These meetings will
also be used to discuss concems about supervision. Projects are generatly selected aceording to the

SRR R

Aol

A

o F

S d dd do a0 a0l

A

Jdod A dd o ddadd



PIVERSITY CASE $TEDY -2

not happen at the same pace as in homogenous settings. S udents, too, have to get (o grips with the
shifting paradigm and with the diverse cultural sefting.

Teaching nnderaken with difference in mind w ould necessarily be inclusive, participatory,
recognising people’s capabilities, vulnerabilitics and supporting them in maximising their life
chances. A diversity perspective recognizes thai some groups might be unzble 10 or unwilling (o
participate, may chouse to be different or may achieve benefit or gain stren gih from keeping
separate. Working in ways sensitive 1o such diversity can accommodate difference whilz
simultaneously ensuring students meet conuman educational goals and objectives.

The teaching/leaming process needs to be up front about the approach and a group eoniract needs o
be drawn up accordingly which acknowledges and regularly moniters the process and emotions in
the group.

The attention to and celebration of diversity should be linked with the reaffirmation of identity, and
a redistribution of power, privileges and opportunities. In the teaching and learning situation both
teachers and fearners should create an awarencss of internalised dominance and oppression and
challenge relations of dominance and subordinafion.
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et al 1999;35-37). For Cloete, Cross, Muller and Pillay diversity therefore indicates a plurality of
identities and does not necessarily equate with colwral difference. They argue that the definition of
diversity should be delinked from culture but rather applied to identity, a shift that is more suited 10
the higher education context where there are people of different identilies (as illustrated by age,
gender, colour, cthnie/race groups and socio-economic classes) who have access to, and share
culmges.

Delinking diversity from culture allows for a deeper and clearer differentiation of individuals and
the potential of each regardless of classification or classification that may be discriminating while at
the same time, it does not negate or deny the importance of culwure. The interlinking of ihe concepts
Culture + Socialisation = Identity is the basis upon which identity is constructed. It is also the
source of the richress that the individual brings o a diverse sociely. The individual, in turn
influences the socialisation process and the cultural base and may in this fashion contribute to
changes in the social environment.

Monetheless, we are mindful that the concept of richness may be fraught when used in ways that
ignore the demeaning deleterious effects of racism, sexism and discrimination on the basis of social
class. By suppressing these conflicting realities, the portrayal of diversily as inevifably ‘rich’ may
oversimplify (he complex matter of the human essence and does not engage the heterogeneity of the
choices people make when they define those elements that would enhance the purpose and meaning
of their lives. Such glib use of "richness” and "diversity" is ofien a fipment of political correctness,
reflecting the pressure to speak the langoage of change in a society in profound iransformation,
typified by the South African experience. Our use of the concepts, therefore, does not presume that
the reality is one of respect, acceptance and the embrace of the cultural views of the other, but rather
that we must grapple with 2 praxis that demenstrates that the cultural experience of each individual
and each group carries value.

Furthermore, human dignity is affected both by. the social milieu and by the individual's confidence
and self-assertivencss. When the social environment is friendly and supportive, it creales wide
latitude for the development of dignity and integrity. When il is hostile the individual has to find
internal resources ko engage with an antagonistic world to maintain sanity and equanimity. li is
under these circumstances that seif-worth, assertiveness and confidence become the most essential
elements of human existence. It is also these circumstances that pose the most serious challenge ko
the incorporation of diversity as an asset not only (o the institution but also in South Africa as &
whole.

For Cloete et al {1999:20-46) the best way o understand the nature, role and place of diversity and
the questions raised above is to build democracy in the higher education context, Tt is necessary o
promote a campus environment sensitive to, and supportive of racial and cultural diversity through
corricula and other changes. Such changes include bringing local and indigenous knowledge into
the formal curriculum as in this way these knowledges will be respecied and pain value in the
higher education context, rendering teaching a more democratic practice, and through adapting
extra~curricular activilies and student services.

Alison Bernstein {1999) adds an imporiant dimension (o the use of the concept of diversity, based
on experience in North American universities. Her preferred use of the concept diversity is
informed by and focuses on an analysis of disadvantage. This implies two important social justice
values i.2. the reaffiriation of identity, and the redistribution of power, privileges and
opporturities. For her diversity should be regarded as an educational asset,
The experiences from India as porlrayed by Visanathan, {1999) have much resonance with South
Africa in that their universities also embody the essential worldview of Western civilisation and are
imbued with Liberalism, which has no theory of cultoral difference. As a result education is based on
the notion of a homogenous communily for whom the Westem standard of universality has become
the norm against which others are judged. Such approaches to education are not dissinilar to
experiences at UCT as iltustrated by this quote from a medical student in her fourth year of training,
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e Understand Epidemiclopy annm_n: process

s apply their understanding ko 2 problem

¢ be abte to critically evaluate research and articles etc.

e o be able to learn more about the problem they are investigating
« 10 learn to appreciate the value of doing epidemiology Project

» 1o gain experience in doing research

» how research informs implementation

* leam to work as group

» learn ethical issues — respect and modesty.

Sessior 1
Introduction and exchange telephone numbers for line of communication; background of siudents

and supervisoTs.
Set guidelines — puncivality, leaming contract, participation

overview of epidemiology project, and how it Yinks with HSE and HF
discuss tasks as set in session 1 —i.¢. aims etc. Literature review, to be repeated at every session.
teflection — understanding, and [ee] competent 10 proceed X5

monitoring group participation and interaction X3

L A A A A

individual participation — encourage participation by all.

Session 2
3 Reflect on previous activities — group dynamics, interaction X4

% reflect on task thai they have worked on and how they coped X4

> present and discuss the tasks given x4,

Activity four

{4) Recommendalions

1. The participanis discussed recommendations for new supervisors in a plenary session. They felt
that this was imporiant, 45 every year new staff members are recroited whoe have no €% peticnce
of Ihis task and who receive no taining. They felt that new staff should be given some raining
and the benefit of previous expertise.

2. The participants were asked if they thought tha 1his programme should continue and 1o suggest
ways of taking it forward. It was felt that supervisors had received some skills and guidelines to
enzble ithem to manage student diversity and group dynamics. In order to menitor the impacl of
the diversity project it was felt that supervisors should try and implement the guidelines and
keep a diary / journal. Then we would all return to a final session to share stories of whether
staff managed to implement the guidelines or not!

1 A dsie was suggested, bu this discwssion did rac happen. A Further date, cireulsted hiagh email, had vwory Tulle response. An evabuarica form was
circvlared but ondy rwo particapants completed amd rerurmeed the Tormu. Offten participanns are well reeaning at ds wockshop et find it npablesame 1o
comnpilele ¢valusion fuzme Javer, cherefore it is besl i complets thom an 1he final work shop.
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clear that reflection meant saying ‘How is it going? How far did you get? The main reason given
for not extending the lime for process questions was that there was 0o liitle time and that the
process of learning is not assessed, only the final product.

In this activity the groups were introduced to different ways /methods of reflection such as keeping
a joumal, using the Action — Reflection model and if time was really short then to ask probing
questions.

The model of reflection introduced for planning reflection throughout the cycle of supervision was 2
Freirian niodel called the Spiral mode) and was developed by Rick Amold apd Bev Burke. (see
appendix 3).

The facilitator then outlined the two different roles of the supervisor i.£. 1o maintain the learning
process and to focus on the completion of the task. An outline of these differences was provided and
discussed.

Feedback from discussion
Redesigning Supervisor Sessions:
= [t is important {o have an opening session that takes stock of whese the group comes from, who
they are, how they see themselves warking together, etc.
= Eirst session — all site facilitators and project supervisors must be present for first session with
the small group of studenis? Contracting.
= Discussion on seaing f environment. (In our Research Methods 1 session, supervisors often
make use of students” union tables); Physiology building oams?
» ‘Ground-rules’
how explicit, how directive?
consonant with Primary Health Care site facilitators’ ‘ground-rules’
students believe they already have ground-rules, but they might not have agreement
evaluation ~ of supervisors® facilitation is important
supervisors do not have sessions with students after preseatation.
Common {ssues:
Tdentity of facilitator is important in most sitwations.

NB: To pick up last session on outstanding issues sHoh as the nature of research, epistemotogy,
community-based reaching.
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= mature student

= heing absent

= kniling

» side discussions

» deoaninate other students in discussion

» operate independently, disengaged from group

= disrespectiul of others” views

» body language (leaning back, roiling eyes).

Uneven parlicipation ir groups:

* how do supervisors cope? e.g. atlocate tasks

* how do you evaluate? (if unequal participation, absenteeism eic).

Disruptive side discussions:

» ask them to share with group what they are discussing.

Students within group have different perspectives on how you behave fowards o supervisor.

Example of one white student in group of four other Black students fele that he wus ignored

tbecatise of his race). How much rationality?

Group activities - tasks showld be made explicit, with responsibilities attached. Make explicit thai

they are responsible for their own learning in group and individually.

Students don't regard absence as a problem. This is a generol phenomenon at UCT Health Sciences

Faculty.

= How can you get the students to take responsibility for the group?

= Other students protect the absentee.

s Students can participate in extra-mural activities on condition that it doesn't interfere with
COUTSES OF EXAaMmS.

= What if absence is due 1o iliness / abortion as an example? Can be a reason that is very personal
or sensitive.

How lo address?

+ include in the initial coniract

+ include a mark for attendance / participation for the individual and groop.

+ Example:
Individual reflection on what they have contributed to the group, whal they have brought,
participated, etc.
NE: Make group work linked to FHC approach.

We nesd fo pause 10 qssess group functioning.

» how do you pick up problems, recognise a sifuation as important

» how do you value / weigh different contributions -

» be able to pick up psychological f emotional difficulties amongst students
How to deat with ‘individialist'?

= put to them that they might need to do separate report.

Activity three

{3) Reflection model

The facilitator outlined twa models of reflection that saff could use when trying to find solutions o
difficult group dynamics. The following models of reflections were discussed:

MODEL ONE

Applying the Action — Reflection model (see appendix 3)

MODEL TWO



Workshop Three — Expressions of Diversity
{1) Recap on previous week’s workshop:
= educator identity
s« definition of diversity
= identity of problem siluations.
(2) Role play problem siluations:
s conflicting views
09:15 - 1045 = same people sit together
» (olcrance-impatience
v quiet and vocal groups.
10:45 - 11:00 Tea break
(<) Planning and reflection:
« model for reflection — spiral OR
= write: Whai worked? What did not work? Why?
= improvernenls.
Blans for following week: Read the Boud, 3.7 and Walker,} articie taken from Boud, D.J und
Watker, I} 199! Experience and learning: reflection af Work. Australia, Deakin University Press.
» enables students o leam from community
« identify learning experiences which students undergo in the community.

0900 —09:15

11:00 - 12:00

Activity ane

{1} Recap

If is always important to reflect back on the previous week 4s some participants may be there for the
first time, some may have left early or people forget.

In fiftcen minutes everyone has a chance 1o say what he or she had remembered of one of the Lopics
discussed last week.

Activify wo
{2) Role plays
The supervisors had prepared roles plays reflecting the probtem situations they experience with
their groups.

Each group was given [0 minutes to do the role play, these were discussed and possible solutions
were given in a plenary.

This activity worked very well and it was important that ihe Supervisors identiffed the probiens
themselves and discussed solutions to real issues. Front this discussion other difficult isswes were
explored and the facilituior prepared the case studies for the next workshop from this Tist.

The role- plays were very instructive and broughi to tife the different difficult situarions faced by the
supervisors. The rofe-plays also gave the Supervisors an apporiunity to share their facilitation skills
and their interpretations of student behaviour.

A

An example of u group’s role-piay
Five students and their supervisor, are discussing research into the modification of forklift trucks.

Supervisor.
Introduces the topic of the research: Backache in Forklift Dockworker drivers. Asks which factors
should be analysed and be included in the questionnaire. Calls for discussion.

Speaker 1: {abruptly and with some degree of irritation)
Mentions that items such as gender, age, weight, race should be included.

Supervisor:
“Why would you include the item ‘race’?”
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An example of a participants’ feedback
While; Age: Maternal; Upper midd]e class expressed as:
Mother, Teacher, Bit of a wife, Comumunity worker.

Social

Wife

Organisational ucT Political
& teaching
admin H
\. Liberal

Community

development \ /
Trustees Authority
Zibanele Democracy

Reprod Health

NAMDA



Workshop Two — The Identity of the Educator

(.00 —09:15 { 1) Recap on some key ideas from the previous workshop held in February
(2 Reflection On your own learmng
Describe either an informal or formal learning expetience that made an impact

05715 - 06:45 on you (you can choose to describe it in diagrammatic form, picture o
wards).
a5 1015 {3) Why were these events significant?
06:45 - 10:13 What do you [eel you learnt from them?
13: 15— 10:30 Tea break
10:30 — 112 30 {4) Examining the identity of the educator and its impact on the learning
) ’ simation
11:30 — 12:00 {5) Definitions - differences. diversity, cuiture, identity
' ) What are the challenging issues in diverse stodent groups?
Deseription
Activity One
(i) Recap

We speni the first few minutes reminding ourselves of what we had covered last time as 3 months
had passed between these two sessions.

Activity Twa and Three

{2) Reflection o your own fearning

Participants sat in a circle and were asked to describe an informal or formal learning experience that
had made an impact on them. They could choose different ways of representing this experience.
The purpose here was lo engage participants wilh their own learning siyles and barriers to learning.
After the description they discussed why they had chosen these particular evenis and what they had
learnt from them. ‘These are sensitive discussions and the facilitator has to be aware of the
emotional impact and guide participants’ responses appropriately.

(3} Participanis’ feedback

The fecdback illustrated that lzamning in formal institotions had been alienating with participants
emphasising learning for marks. Bad experiences were described as failing to pass or to gain 10p
marks. Leaming was sometimss seen as learning to please lecturers or parents or personal goals.
Good experiences were linked to informal learning as well as to subjects, which held a special

interest for the participanis. In this discussion the teaching style and the personalirty of the lecturer
was discussed which flowed quite nicely into the next aclivily.

Ackvity Four

{4} The Identity of the Educator

In this activity participants had to *paint themselves into the pictore’ using the identity triangle.
Each participant had o fill in how iheir different roles in social, political and organizational
contexts influence them as educators and how this impacts on their relationships with their students.
Ouesitors for discussion once triangle had been completed

» How does that identity feedfimpact on my teaching?

= How does an educator paint thiemselves 1o their students?

» Is the educator neutral?



