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Adult teaching / learning

The idea of teaching may be thought of as a natural complement to those of learning

and education. In order to learn, the reasoning runs, you have to be taught. However,

learning may take place without the direct presence of a teacher, so the relationship is

the other way round, in order to teach, you need at least one learner. Yet, for adult

educators and trainers, learning is a lifelong process and narrow interpretations of

teaching may be regarded as unduly restricted (Tight 1996).

Additionally, the advent of information and communication technologies (ICT), has brought

about a paradigm shift in education and training, that is, the shift from education to learning.

This shift impacts on traditional teaching and learning practices (E. Commission 2000). Thus, from

traditional and passive forms of learning there is a shift to active learning, facilitated by

electronically based information. Additionally, time and space dimensions to learning

opportunities are developing, and diversified methods, teaching aids, learning environments

and time schedules are on offer. Consequently, new forms of adult learning provision are

challenged to meet the varied learning needs of diverse and heterogeneous learners.

This notion is often applied to provision which tries to remove barriers that prevent

attendances at more traditional courses, but it also suggests a learner-centred approach to

learning. This kind of learning, in the form of courses flexibly designed to meet individual

requirements, may be offered in a learning centre, or most of the activity may be carried out

away from such a centre e.g. at home, at work etc. in nearly every case specially prepared or

adapted materials are necessary (E. Commission 2002).

Adult educator / learning facilitator

The role of adult educator has been defined broadly in the literature as: teacher, tutor, trainer,

instructor, lecturer, helper, facilitator, consultant, broker, human resource developer, change

agent and mentor. In fact, those working in adult learning often reject the term ‘teacher” itself,

in part from a wish to distinguish themselves from schoolteachers and in part because of the

perceived inappropriateness of what are seen as typically school teaching methods to adults.

The adult educator should use the adult learning theory in practice.

Part of being an effective adult educator involves understanding how adults learn best.

Compared to children and teens, adults have special needs and requirements as learners.

Despite the apparent truth, adult learning is a relatively new area of study. The field of adult

learning was pioneered by Malcolm Knowles. He introduced a new approach to more

systematically apply Andragogy across multiple domains of adult learning practice. The

following figure graphically summarises the core content of this approach.

Therefore, Knowles suggested that adult educators should:

􀂾 set a cooperative learning climate

􀂾 create mechanisms for mutual planning

􀂾 arrange for a diagnosis of learner needs and interests

􀂾 enable the formulation of learning objectives based on the diagnosed needs

and interests

􀂾 design sequential activities for achieving the objectives

􀂾 execute the design by selecting methods, materials, and resources; and

􀂾 evaluate the quality of the learning experience while re-diagnosing needs for

further learning (Knowles 1980).

However, and as a result of the technological developments, adult teaching is also a changing

paradigm, from transmitting knowledge to facilitating and supporting learning roles. Teaching is

no longer seen as imparting and doing things to the student but is defined as “facilitation of selfdirected learning”(see also unit on andragogy vs. pedagogy).

Moreover, recent studies (TTnet 2002) suggest that other professionals currently receive

more recognition incentives to develop their contribution to learning and their

construction of a sense of European citizenship.

The following professionals should, therefore, also function as learning facilitators:

􀂾 Teachers & trainers for youth

􀂾 Professional adult educators

􀂾 Volunteer adult educators

􀂾 Community workers

􀂾 Youth workers

􀂾 Technology professionals

􀂾 Social workers

􀂾 Health workers

􀂾 Trade union activists

􀂾 Librarians
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 Andragogy in practice (Knowles, Holton and Swanson,1998)
Knowledge

As mentioned earlier, Vocational training introduces the notion of competence, as distinct

from knowledge and skills.

Alternatively, competence is the ability to draw on a pool of general knowledge and

multiple skills in order to perform better in different situations.

Competence is essentially characterized by performance and is directly relevant to the

needs of employment.

Employers often think that knowledge and skills tend to be educationally oriented in

content and values, while neglecting performance, hence, their motivation to introduce

competence-based education and training in current policy (Tight 1996).

Identification of competences is the process of specifying and defining the

boundaries and nature of competences

Formal recognition of competences is the overall process of granting official status

to competences gained either formally by awarding certificates or in a non-formal

or informal setting by granting equivalence, credit units, validation of gained

competences.

Social recognition of competences is the acknowledgement of the value of

competences by economic and social stakeholders (Communication 2001).

Consequently, competence is concerned with what people can do rather than with what

they know. This has several implications:

􀂾 Competence must have a context, as it is concerned with doing

􀂾 Competence is an outcome, it does not describe the learning process which

the individual has undergone

􀂾 There must be clearly defined and accessible standards through which

performance is measured or accredited, and

􀂾 Competence must refer to what somebody can do at a particular point in time

(Edwards 1999).

It is clear that, global transformations have brought about structural changes, and

European societies and economies are in a process of intensive transformations, which

impact on the re-configuration of adult learning policies. However, macro changes may

be a threat to the cohesion of European societies. People are risking higher levels of

inequality in the information age. There may be a divide between “winners”, who benefit

from the developments in information, communication, travel and employment

possibilities, and “losers”, who risk social exclusion and marginalisation. In brief, knowledge,

skills and competence are considered to be the vehicle leading to social integration and

mobility. Hence, the concern of the states and communities to invest in the development

of the “human resources” of the people in order to be “employable” and to become

“adaptable”. Also, organisations see human resource development as a necessary and

integrated response to a variety of contemporary pressures felt by organisations. These

include competitive restructuring, internationalisation, decentralisation, technological

changes, quality and service improvements etc.

However, there are objections and criticisms to the notions discussed above at both

conceptual and practical levels. In the former case, there are many who object to the

idea of considering people as “human resources” and their current and future economic

productivity.

Perhaps “Developing resourceful humans” (Burton 1992) or “Unlocking people’s creative

forces” (Belanger & Federighi 2000) is more appropriate to adult learning theory and

practice. 

Core principles of adult learning

The 6 core principles of adult learning identified by Malcolm Knowles are as follows:

1. Learner’s need to know

-why

-what

-how

Psychological studies suggest that motivational, affective and developmental factors are

more crucial in adults than in younger learners. Adults are more able to be reflective and

to articulate learning goals. They are more disposed to bring their life experiences to what

and how they learn (Kerka, S. 2002).

2. Self-concept of the Adult learner

􀂾 autonomous

􀂾 self-directing

Adults are autonomous and self-directed. They need to be free to direct themselves. Their

teachers must actively involve adult participants in the learning process and serve as

facilitators for them.

Specifically, they must get participants' perspectives about what topics to cover and let

them work on projects that reflect their interests.

They should also allow the participants to assume responsibility for presentations

and group leadership. They have to be sure to act as facilitators, guiding

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

Finally, they must show participants how the class will help them reach their

goals (e.g., via a personal goals sheet).

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. To help them do so, they should

draw out participants' experience and knowledge, which is relevant to the topic. They

must relate theories and concepts to the participants and recognize the value of

experience in learning. Specifically, emphasis should be given to:

1. experiential techniques

2. practical application

3. unfreezing and learning to learn from experience

3. Prior experience of the Learner

􀂾 resource

􀂾 mental models

As do all learners, adults need to be shown respect. Adult educators 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.
4. Readiness to learn

􀂾 life-related

􀂾 developmental tasks

Adults are relevancy-oriented. They must see a reason for learning something.

Learning has to be applicable to their work or other responsibilities to be of

value to them. Therefore, teachers must identify objectives for adult participants

before the course begins. 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 interests.

5. Orientation to learning

􀂾 problem-centered frame of mind

􀂾 contextual

Adults are goal-oriented. Upon enrolling in a course, they usually know what

goal they want to attain. They, therefore, appreciate an educational program

that is organized and has clearly defined elements. Teachers must show

participants how this class will help them attain their goals. This classification of

goals and course objectives must be done early in the course.

Therefore the following elements are of major importance for the orientation of adult

educators:

􀂾 the learning climate

􀂾 the timing of learning

􀂾 the diagnosis of needs

􀂾 the grouping of learners

􀂾 the planning process

􀂾 the organization of the curriculum

􀂾 the design of learning experiences

􀂾 conducting learning experiences

􀂾 the evaluation of learning

6. Motivation to learn

􀂾 intrinsic value

􀂾 personal payoff

Moreover, Adults are practical, focusing on the aspects of a lesson most useful to them in

their work. They may not be interested in knowledge for its own sake. Teachers must tell

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

What motivates adult learners?

Another aspect of adult learning is motivation. At least six factors serve as sources of motivation

for adult learning:

􀂾 Social relationships: to make new friends, to meet a need for associations and

friendships.

􀂾 External expectations: to comply with instructions from someone else; to fulfil the

expectations or recommendations of someone with formal authority.

􀂾 Social welfare: to improve ability to serve mankind, prepare for service to the

community, and improve ability to participate in community work.

􀂾 Personal advancement: to achieve higher status in a job, secure professional

advancement, and stay abreast of competitors.

􀂾 Escape/Stimulation: to relieve boredom, provide a break in the routine of home

or work, and provide a contrast to other exacting details of life.

􀂾 Cognitive interest: to learn for the sake of learning, seek knowledge for its own

sake, and to satisfy an inquiring mind.

Which are the main barriers for participation?

Unlike children and teenagers, adults have many responsibilities that they must balance

against the demands of learning. Because of these responsibilities, adults have barriers

against participating in learning. Some of these barriers include:

􀂾 lack of time, money, confidence, or interest,

􀂾 lack of information about opportunities to learn,

􀂾 lack of scheduling problems and problems with child care and transportation.

Motivation factors can also be a barrier. Typical motivations include:

􀂾 a requirement for competence or licensing

􀂾 an expected (or realized) promotion

􀂾 job enrichment

􀂾 a need to maintain old skills or learn new ones

􀂾 a need to adapt to job changes or

􀂾 the need to learn in order to comply with company directives.

The best way to motivate adult learners is simply to enhance their reasons for enrolling and

decrease the barriers. Teachers must learn why their students are enrolled (the motivators);

they have to discover what is keeping them from learning. Then the teachers must plan

their motivating strategies. A successful strategy includes showing adult learners the

relationship between training and an expected promotion.

How can a teacher become more effective with adult learners?

Educators must remember that learning occurs within each individual as a continual

process throughout life. People learn at different speeds, so it is natural for them to be

anxious or nervous when faced with a learning situation. Positive reinforcement by the

teacher can enhance learning, as can proper timing of the instruction.

Learning results from stimulation of the senses. In some people, one sense is used more

than others to learn or recall information. Teachers should present materials that stimulate

as many senses as possible in order to increase their chances of teaching success.

There are four critical elements of learning that must be addressed to ensure that

participants learn. These elements are:

􀂾 motivation

􀂾 reinforcement

􀂾 retention

􀂾 transference

Motivation

If the participant does not recognize the need for the information (or has been offended

or intimidated), all of the teacher’s effort to assist the participant to learn will be in vain.

The teacher must establish rapport with participants and prepare them for learning; this

provides motivation. Teachers can motivate students via several means:

􀂾 Set a feeling or tone for the lesson. Teachers should try to establish a friendly,

open atmosphere that shows the participants they will help them learn.

􀂾 Set an appropriate level of concern. The level of tension must be adjusted to

meet the level of importance of the objective. If the material has a high level of

importance, a higher level of tension/stress should be established in the class.

However, people learn best under low to moderate stress; if the stress is too high,

it becomes a barrier to learning.

􀂾 Set an appropriate level of difficulty. The degree of difficulty should be set high

enough to challenge participants but not so high that they become frustrated

by information overload. The instruction should predict and reward

participation, culminating in success.

In addition, participants 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 themselves to learn the subject.

Reinforcement

Reinforcement is a very necessary part of the teaching/learning process; through it,

instructors encourage correct modes of behaviour and performance.

􀂾 Positive reinforcement is normally used by instructors who are teaching

participants new skills. As the name implies, positive reinforcement is "good" and

reinforces "good" (or positive) behaviour.

􀂾 Negative reinforcement is normally used by instructors teaching a new skill or

new information. It is useful in trying to change modes of behaviour. The result of

negative reinforcement is extinction - that is, the teacher uses negative

reinforcement until the "bad" behaviour disappears, or it becomes extinct.

Retention

Students must retain information from classes in order to benefit from the learning. The

teachers' jobs are not finished until they have assisted the learner in retaining the

information. In order for participants to retain the information taught, they must see a

meaning or purpose for that information. They must also understand and be able to

interpret and apply the information. This understanding includes their ability to assign the

correct degree of importance to the material.

The amount of retention will be directly affected by the degree of original learning. Simply

stated, if the participants did not learn the material well initially, they will not retain it well

either.

Retention by the participants is directly affected by their amount of practice during the

learning. Teachers should emphasize retention and application. After the students

demonstrate correct (desired) performance, they should be urged to practice to maintain

the desired performance. Distributed practice is similar in effect to intermittent

reinforcement.

Transference

Transfer of learning is the result of training -- it is the ability to use the information taught in

the course but in a new setting. As with reinforcement, there are two types of transfer -

positive and negative.

􀂾 Positive transference, like positive reinforcement, occurs when the participants

use the behaviour taught in the course.

􀂾 Negative transference, again like negative reinforcement, occurs when the

participants do not do what they are told not to do. This results in a positive

(desired) outcome.

Transference is most likely to occur in the following situations:

􀂾 Association - participants can associate the new information with something

that they already know.

􀂾 Similarity - the information is similar to material that participants already know;

that is, it revisits a logical framework or pattern.

􀂾 Degree of original learning - participant's degree of original learning was high.

􀂾 Critical attribute element - the information learned contains elements that are

extremely beneficial (critical) on the job.

Although adult learning is relatively new as field of study, it is just as substantial as

traditional education and carries the potential for greater success. Of course, the

heightened success requires a greater responsibility on the part of the teacher.

Additionally, the learners come to the course with precisely defined expectations.

Unfortunately, there are barriers to their learning. The best motivators for adult learners are

interest and selfish benefit. If they can be shown that the course benefits them

pragmatically, they will perform better, and the benefits will be longer lasting.

Learning theories

Learning and learning process

A great deal of research has tried to establish and classify different concepts of learning

from the perspective of those who learn. To summarise these categories of concepts

(Säljo, 1992, references to Ramsden 1993):

􀂾 Learning as accumulating, quantitative increase of knowledge;

􀂾 Learning as memorising the mediated contents in order to reproduce them;

􀂾 Learning as maintaining, sustained memorising of facts, methods and procedures

in order to use them later on;

􀂾 Learning as gaining personal meaning (significance) from the things learned;

􀂾 Learning as the process of creating one's own interpretation in order to better

understand the reality, life, oneself;

􀂾 Learning as changing oneself as a personality.

In the stated comprehensions of learning there is an essential shift between the first three

and the remained ones. The former concepts have in common the quantitative view on

learning as increasing the amount of knowledge, collecting unconnected parts of

cognition, facts and notions in order to immediately renew or apply them. The other

concepts have in common the idea that learning is the process of qualitatively changing

the existing notions and views, the process of gradual formation of meaning,

understanding, creating meaning and new connections. This means that we expand our

skills, view things differently, and that we change ourselves in the process.

The research conducted in Great Britain and the Netherlands have shown that concepts

of learning are closely connected with:

􀂾 the way we undertake learning (approaches and strategies),

􀂾 learning motivation,

􀂾 emotional relation we establish with it, and finally

􀂾 with learning results.

The quantitative concepts of learning are thus usually connected with the superficial

approach to learning through external motivation (connected also with the fear of

failure); its results are of relatively short duration. The last three concepts, on the other

hand, are connected with in-depth approach, with positive emotions of satisfaction and

with internal independent motivation.

In order to improve learning/teaching, it is important to know which concepts of learning

are dominant in a teacher - this is related to the concept of the teacher's role and which

concepts prevail in students, as well as the extend to which they are conscious and

harmonised. Adults who resume organised learning after a prolonged gap often have

difficulties with overcoming the negative emotional attitude towards learning that they

have acquired in school and with overcoming the quantitative concept that school

learning is primarily about accumulating impractical knowledge.

Key theories of learning

The issues, such as what is the essence of learning, what are the basic forms of learning,

which are the significant conditions that enable learning, were in the last century dealt

with by many experts who formed several theories of learning – these are categorised into

groups:

􀂾 associative

􀂾 behaviourist

􀂾 gestalt

􀂾 cognitive-constructivist

􀂾 humanistic

􀂾 cybernetic-informational theories of learning.

Inspite of all the differences, the researches in the area of learning have been dealing with

several basic issues and dilemmas. One of the dilemmas is the relation between the parts

and the totality: is the essence of learning in creating of links/associations among the

priorly isolated parts or does a person start from the understanding of totality, from the

tendancy for acquiring of sensible samples where his copmrehensions, ideas, attitudes

have an essential impact. The second dilemma deals with the issue whether learning is

above all a cognitive process – intellectual or individual - or are there also emotional and

social elements interwoven in it.

􀂾 Learning theories help to see learning more realistically and as well support

teachers on effective teaching.

􀂾 Knowledge of different learning theories gives the teacher a possibility to make

choices in the learning process, to understand, to analyze, to interpret and to

become conscious about one’s own work and learning.

Behaviourist Learning Theory

(Thorndike, Pavlov, Skinner, Hull, Cuthrie, Watson)

Key points:

1. Learning is manifested by a change in behaviour.

2. The environment shapes behaviour; what one learns is determined by the elements

in the environment, not by the individual learner.

3. The principles of contiguity (how close in time two events must be for a bond to be

formed) and reinforcement are central to explaining the learning process (Grippin

and Peters 1984 references to Merriam and Caffarella 1999).

Behaviourist’s learning theory emphasises behaviour, measurable extents and external

activities. Learning is seen as acceptance, maintenance, association and remembrance

of single details of knowledge, skills and behavioral models. Learning is based on single

predetermined facts, storing knowledge in memory and reproducing it even when it

would be possible to have different options and solutions. According to behaviorism,

learning has occurred when learners witness the appropriate response to a particular

stimulus. Assessment is quantitative and through that learners’ behavior in situations

organised by teachers is being assessed. According to that, learning is better when the

learner remembers and reproduces many “right” reactions. In that sense learner is a

passive receiver and seems like he doesn’t take responsibility. Therefore learner isn’t seen

as an active and thinking creature that provides new solutions and actions. Learner is seen

as a mechanism.
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Cognitive learning theory

(Ausubel, Bruner, Gagne, Kohlberg, Piaget)

Key points:

1. The human mind is not simply a passive exchange – a terminal system where the

stimuli gets in and the appropriate response gets out.

2. The thinking person interprets sensations and gives meaning to the events that

impinge upon his consciousness (Grippin and Peters 1984 references to Merriam

and Caffarella 1999).

3. General approach that views learning as an active mental process of acquiring,

remembering, and using knowledge.

It emphasises learners’ thinking, and activity development. Learning is witnessed by a

change in knowledge, which makes a change in behaviour possible. Thus learning itself is

not directly observable. Learning is a pleasant and conscious activity that helps to solve

problems and accomplish better thriving. Learner is seen as active user of knowledge.

Therefore learners’ goals and reflection becomes important.

Humanistic learning theory

(Maslow, Knowles, Rogers, Mezirow)

Key points:

1. Human beings can control their own destiny;

2. People are inherently good and will strive for a better world;

3. People are free to act, and behaviour is the consequence of human choice;

4. People possess unlimited potential for growth and development (Rogers 1983,

Maslow 1970 references to Merriam and Caffarella 1999).

Humanistic theory is based on the individual who is creative and striving for growth.

Humanists favour the comprehension that people can control their own destiny, and that

they are inherently good and desire a better world for themselves and others. Behaviour is

a consequence of choice; people are active agents in their own learning and lives, not

helpless respondents to forces that act upon them. Motivation, choice, and responsibility

are influences of learning. Life’s experiences are the central arena for learning. Knowledge

is personal, experiential, developing and deepening through socialisation. New

knowledge is being tested as it develops through activities.
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Social learning theory

(Miller, Dollard, Bandura, Vygotski)

The social learning theory combines elements from both, behaviourist and cognitive

orientations. It states that people learn from observing others. By definition, such

observations take place in a social setting – hence the label “observational” or “social”

learning (Lefrancois 1996 references to Merriam and Caffarella 1999).

Just how learning occurs has been the subject of several investigations.

Social learning theory focuses on learning that occurs within a social context. It claims that

people learn from one another. It includes such concepts as observational learning,

imitation, and modeling. Social learning theory observes behaviour and its change in the

process of interaction, key elements of which include external events, cognitive processes

and consequences of external and internal behaviour.

Constructivist learning theory

(Dewey, Lave, Piaget, Rogoff, Võgotski)

Key points:

1. Learning is a process of constructing meaning;

2. It is how people make sense of their experience.

Constructivist learning theory sees learning as an active process in which learners construct

new ideas or concepts based upon their current/past knowledge. The learner selects and

transforms information, constructs hypotheses, and makes decisions, relying on a cognitive

structure to do so. Cognitive structure (i.e., schema, mental models) provides meaning

and organisation to experiences and allows the individual to "go beyond the information

given". As far as instruction is concerned, the instructor should try and encourage students

to discover principles by themselves. The instructor and students should engage in an

active dialog.
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Five orientations of learning (behaviourist, cognitivist, humanist, social learning and

constructivist) are based on different assumptions about the nature of learning. See table.
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Learning in adulthood

􀂾 What is distinctive in the learning process in adulthood?

􀂾 Do adults learn differently from children?

There is no single theory of adult learning that explains all of human learning. Nowadays

adult learning is researched mainly in the context of cognitive psychology. Formation of a

cognitive paradigm created a basis for new directions in learning theories all centred on

the idea, concerning change and development as a priority, where human development

and reflection are important.

Meta-cognitive experience has important place in cognitive approach. Learning

motivation is emphasized as it develops based on individual experience (Kolb 1984,

Mezirow 1996, Jarvis 1992 references to Merriam and Caffarella 1999).

All experiences occur within a social situation, a kind of objective context within which a

person experiences life: “Life may be conceptualized as an ongoing phenomenon,

located within a socio-cultural milieu which is bounded by the temporality of birth and

death. Throughout the life, people are moving from social situation to social situation;

sometimes in conscious awareness but in other occasions in a taken-for-granted manner”

(Jarvis 1987). Learning in adulthood is a process of change and enrichment of one’s own

knowledge, skills and values, influencing everyday environment (secondary experience

concerning externalization). On the other hand it is a process, through which knowledge,

skills and values are obtained (primary experience concerning internalization).
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Essence of learning (Jarvis 1992)

Learning in its essence is lifelong and life-wide. Lifelong learning in its wider meaning is

connected to a time dimension and experiencing time, where an individual acts

appearing intuitively, but actually preserves the outcomes of previous learning

experiences and therefore acts meaningfully.

Reflective learning

Learning can be defined as transforming experience into knowledge, skills, attitudes and

values. Researchers state that transformation (Mezirow 1991) or divergence (P. Jarvis 1992)

happens when there is a conflict between the existing and current situation (sociocognitive

conflict), which creates conditions and opportunities for thinking. The individual

has to stop and analyse previous experience, think and learn something new. Jack

Mezirow, who has researched adult learning, derives from a viewpoint that learning is

based on adults’ need to understand and interpret his own experience. He states,

learning on individual level is making meaning in interpreting and reflecting upon reality.

Mezirow’s definition of meaningful learning (1990 references to Moon 1999) stresses the

function of the cognitive structure:

Learning may be defined as a process of making a new or revised interpretation of the

meaning of an experience, guiding subsequent understanding, appreciation and action.

What we perceive and fail to perceive, and what we think and fail to think is strongly

influenced by habits of expectation that constitute our frame of reference, that is, a set of

assumptions that structure the way we interpret our experiences.

J. Mezirow explains the extent of learning flowingly:

􀂾 Individual learns in an existing meaning scheme ☺

􀂾 Individual learns in a new meaning scheme 􀀉
􀂾 Individual can change the existing meaning schemes 􀀅

􀂾 Individual can change the whole meaning perspective 􀀳

J. Mezirow claims that transformative learning, which is common to adults, takes place in

the two last stages. J. Mezirow sees those transformations as developmental processes, in

adulthood called emancipatory learning. Change of the existing meaning schemes,

causes conflict at the level of meaning perspective, arising conflict in knowledge. P. Jarvis

calls this conflict ‘reflective learning’ where each learners’ own conscious activeness

(reflective practice), willingness to experiment (experimental learning) and reflect

(contemplation), is important. Reflective learning is something that adult teacher should

experience by himself, in order to guide and support students to participate in selfdevelopment

processes.

How is the reflective learning expressed? What are the connections between knowledge,

experience, learning and reflection?

Good teaching will support learners in reaching the stage of understanding, thus enabling

them to relate the new experience to what they know.

Researchers emphasise that guidance to reflective learning is possible when the learner

perceives the importance of knowledge as an idea, when he values learning as an

experience, feeling that he is in charge of his own learning, taking responsibility for it.

Reflection is a prerequisite for development of teacher’s professionalism and is necessary

for giving meaning and purpose to actions. The basis for reflection is experience that is a

prerequisite for teachers’ learning and for the outcome of learning. P. Jarvis explains the

conceptualization of experience as subjective noticing of situation. Subjective noticing or

becoming conscious of a situation, takes place through self-formation and improvement

where learner is an important part of learning.

Many authors claim that experience itself doesn’t lead to consciousness and learning.

Much more significant is reflection that is followed by a change in action and behaviour.

Reflection is based on self-evaluation which requires readiness and skills to observe and

analyse one’s own teaching by making their experience conscious and giving it a

personal meaning.

Reflective thinking requires dialogue with one’s self or with other people, goal specific

activities, development of new approaches and experiments.

Learners need time in order to reflect (Walker 1985), as well as time and opportunities to

learn to reflect as it is unlikely that they will be fully able to use their ability to reflect straight

away, even as trained professionals (Hatton and Smith 1995, Francis 1995).

Assuming that teachers may help learners with modelling reflection, Gibbs (1988) describes

how learners are asked to watch the operation of a model of a reflective conversation by

teachers in order that they can see what they are trying to achieve in reflecting on a

specific experience. Gibbs indicates that the crucial features of such a conversation

should be:

􀂾 a stage of description of events, of looking for details, being objective,

questioning how knowing has occurred and how the experience is similar to or

different from others;

􀂾 a stage entailing judgments about the quality of the experience (“good” or

“bad”), the best and worst features and what went well or badly in it.;

a stage of analysis in which there is deeper questioning of what happened (“why?”),

making sense of it and how such occurrences might be explained. (References to Moon

1999)

Learning styles

Characteristics of adults in the process of learning

When compared with children, adults are much more heterogeneous population. They

differ in many aspects. These differences are the result of physiological, psychological and

sociological factors. In no way can we apply the term adult learners to define learning

adults in general; we can only suppose that most of them share certain common

characteristics which are important when preparing and implementing educational

activities. The characteristics of adulthood could be defined in the following way:

􀂾 adulthood comprises much longer period than childhood and youth, the

differences between individual age groups can be considerable, the same

holds true for the differences within these groups;

􀂾 adults take on different roles in life which are defined by the nature of their work

or by their lives in general; while children and youth are primarily students, adults

hardly show any similar common denominator, and this of course influences

their wishes and needs for learning and education;

􀂾 adults differ in regard to the level of formal education they acquired; their

experiences with the previous education are different, consequently some of

them are well motivated to further their education, while others do not

participate in education;

􀂾 the position of an adult within the society is defined by his or her social status

and cultural, ethnic, racial, religious and other characteristics, this in turn to a

large extent determine the position of an individual in the process of adult

education;

􀂾 adults differ in regard to abilities and other characteristics (these can be

different styles of cognition and learning styles or approaches to learning, these

characteristics can also be defined by special needs deriving from acquired or

inborn characteristics).

Stated above we can conclude that many adults learn, yet there are important

differences in regard to the course of learning. These differences usually derive primarily

from their reasons for learning, the way in which learn, the resources they use in learning,

the time they spend for learning, the degree of planning their activities and from other

characteristics which significantly define the learning process, e.g. prior knowledge of

learners, their attitudes towards learning etc.

Learning efficiency

Quite common is the belief that learning efficiency depends primarily on the intellectual

abilities of those who are learning. The research has also shown that some link exist, though

not so decisive.

Psychologists usually talk about three key types of characteristics which are important for

learning. Let us consider them in the context of adulthood.

Perceptual characteristics are those abilities which decline with age and also make

individuals underestimate his or her learning abilities. Here we can talk about the state of

sense organs (deteriorate of sight, hearing), about ”the general bodily condition” which

can influence endurance in regard to intellectual work, about the functioning of nervous

system.

Intellectual-cognitive characteristics: these are learning ability, speed and quality,

intelligence and mental stamina, thought processes, memory. Learning ability is

determined by “general intellectual capacity and special learning abilities (ability to use

verbal and numeric symbols).

Emotional-motivational characteristics are determined mostly by adulthood and maturity.

These are primarily:

􀂾 Emotional stability – this provides individuals with long-term commitments for

achieving the set goals. Motives for learning and goals of adults are clear and

usually integrated into a system,

􀂾 Interests of adults differ from those of young people; this means they are less

numerous yet more intensive.

􀂾 Individuals’ responses are economical; this means they respond similarly in similar

situations and thus find it difficult to recognise different, more appropriate forms

of responding.

􀂾 Adults are normally much more patient than young people in achieving their

goals, they are willing to spend more time and energy to achieve them.

Adults do differ in these characteristics. Here the major factors of influence are: self-image,

experiences and interaction with the environment, formal education, profession. Each

individual is unique; this is all the more obvious in the adulthood due to the experiences.

Cognitive styles

Cognitive styles are primarily about the characteristics of accepting and processing of

information; stimuli are selected and organised to be changed by complicated strategies

into meaningful information. We accept those stimuli which we find relevant, and then we

connect them with the knowledge and information already acquired. People thus

accept, process, organise and memorise information in different ways. Cognitive styles

determine the structure of thinking (the way thinking is organised), and they are affected

by cognitive, emotional and motivational contents. The development of cognitive styles

and their subsequent changing is affected by different factors such as growing up and

adulthood, sex, socio-cultural environment, performance in school, activeness of a person.

As teachers we may encounter persons who are completely different as to their cognitive

styles. It may happen that we attribute the achievements which are the results of the

differences in cognitive styles to the differences in cognitive abilities, which is wrong. In

regard to cognitive styles we cannot talk about better or worse functioning because it is

primarily about the question of inclination towards a way of carrying out and organising of

learning, not about the precision and correctness of an answer. With abilities one can

always pass value judgments in the sense that »more is better«; while styles are usually

expressed as pairs of opposites. Researchers have approached to styles in different ways;

there are many classifications: In order to understand differences among people

(students), it is good to know that there are differences in:

􀂾 The extent of classification – some people are consistently inclined to classify

data into narrow categories while others classify them into broad categories;

􀂾 Cognitive complexity versus cognitive simplicity – some people use a great

number of different concepts to understand the world around them, some use

less concepts;

􀂾 Convergent versus divergent cognitive style;

􀂾 The tendency to simplify and categorise as much information as possible, thus

getting rid of irrelevant details – the process of sceletonisation;

􀂾 The analytical (gradual, systematic) versus the intuitive way of cognising the

reality and solving of problems, in the latter we follow our instinct and the

solution comes suddenly as a flash;

􀂾 Nivelation versus escalation of differences – new information is added to what is

already known, thus effacing differences;

􀂾 Tolerance towards ambiguous, unclear information – do we know how to

accept unclear information or do we discard it immediately.

A teacher cannot know all styles, yet it is important that he is sensitive for such differences

and for peculiarities of his own mental functioning as well as those pertaining to his

students. It is important to know one's own style.

EXAMPLE:

As an example will serve the cognitive style impulsiveness-reflectivity, which is defined

as a tendency towards fast or slow decision making in uncertain situations. It refers to

the extent in which individuals thoughtfully judge the validity of his or her solutions of

problems which contain high degree of uncertainty in regard to the answer. In such

situations people face very similar possibilities so the solution cannot be grasped at

once. Individuals can come up with correct solutions only after substantial thinking.

Differences among individuals appear precisely in their willingness to consider all

different possible solutions or merely impulsively choose the first solution they find

reasonable. Those who take more time to decide in uncertain situations and

consequently make fewer mistakes are »reflexive«, those who prefer quick solutions and

make many mistakes are »impulsive«.

Styles of perception

The idea has been gaining ground lately that people differ in the priorities they set in

regard to their sensuous impressions (channels) when it comes to perceiving, learning, and

also communicating. This division usually encompasses visual, auditory and kynesthetic

(sensuous -emotional styles). The process of learning gives the best results when teachers

and students have the same style or when the teacher is sufficiently flexible and adjusts his

or her way of working. In most people there is a combination of these styles, though one is

usually predominant; the most important is visual style.

The examples of external (behavioural) characteristics of people with different styles of

perception:

VISUAL STYLE:

Using primarily words which denote colours and visual impressions; forms clear images in

his/her mind, gains insight into the essence of problems;

Organised, systematic, calm, thoughtful;

Is able to memorise primarily graphic material, images;

Finds it hard to memorise oral instructions;

Prefers reading alone to listening,

Strives for the overall view, vision (sketches, thought patterns).

AUDITORY STYLE:

Uses expressions such as »that sounds good«; »this is the answer to our question«;

Likes lectures, discussions and is able to memorise well, likes to read aloud;

Uses internal monologue when learning;

Speaks rhythmically and likes music;

Remembers everything in the same order as he or she hears it, in steps;

Better speaker than writer.

KYNESTHETIC STYLE:

Likes to touch people, get close to them;

Constantly moves his or her body, gesticulates;

Remembers more if walking;

Learns while handling objects (e.g. during laboratory exercises);

Memorises the whole experience better than details;

Speaks slowly.

Learning style

One of the most important factors in the design and delivery of training is the

understanding how people learn. Mindful teachers notice differences among their

students. Differences do not pertain only to the level of intellectual abilities, it is about

different styles of perception, cognition and learning. As a teacher you should recognize

and take account of the differences between people s preferred styles of learning.

Knowing and understanding the implications of learning styles is very helpful in structuring

the learning and can significantly increase the success of learning and teaching of

children and adults

What is learning style?

It is a relatively new field of psychological research. The researchers have been dealing

with the learning styles issues (cognitive, learning, perceptual…) in many different modes.

The outcome is a great number of various classifications and models. In our case, we have

been dealing mostly with Kolb’s understanding and definitions of learning styles. It is not

the most important issue which model is the right one or the best one. It is important

though to realise that various attempts to define qualitative differences in ways of

cognition and learning are not anything final; they are merely approaching this important

part of reality from various perspectives.

David Kolb (Kolb, 1984) builds his model of learning styles on his comprehension of the

learning process which is called experiential learning. Experiential learning is a process in

which knowledge is created through transforming individual's experience with mutual

influence (transaction) of personal and social knowledge. Actively participating in the

experience and at the same time reflecting upon it is important for experiential learning.

Kolb's model of learning modalities and styles (Kolb, 1984):
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Quality learning should connect the four poles depicted in the picture. It should start with

a concrete experience, then follows the observation and analysis of experiences, their

inclusion into the model of abstract notions and testing of what has been learned in a new

situation. This process is cyclical, so that learner who has absorbed one set of learning

experiences is ready to undertake the process again with another learning experience.

People are different in regard to this. Some by nature find it easier to learn from a concrete

experience (e.g. role playing), others find it easier to learn on the basis of abstract

cognitions which are systematically presented, e.g. in textbooks. We all develop a specific

way of recognition, characteristic merely for us – we resolve tensions on the way in our

own more or less consistent style– based on our nature, experiences from the schooling

time, selected profession, tasks at work. Usually our learning is based on one or two poles

of cognition, so that characteristic modalities of learning can be developed.

Characteristics of persons who favour individual learning modalities:

􀂾 People whose learning is based predominantly on concrete experience are

focused on immediate experiences with other people in various situations, they

learn on concrete examples »here and now«.

􀂾 People whose learning is predominantly based on reflective observation will try

to understand every situation by closely observing and describing. They find it

crucial to understand how things work; to think and not to act.

􀂾 Orientation into abstract conceptualisation implies the emphasis on logical

inference, on thinking versus feeling.

􀂾 Orientation into active experimenting implies the emphasis on actively affecting

people and situations. The emphasis is placed on practical application and

acting.

The combination of two strong learning modalities defines our characteristic learning style.

We are talking about the convergent learning style, the divergent learning style,

assimilative and accommodative learning style. Each style is demonstrated through a

series of behaviours and preferred way of learning.

Characteristics of people with individual styles:

􀂾 Accommodative style: +carries out plans, adjusts to circumstances, actionoriented,

solves problems intuitively; an active person who disregards theories

and is often impatient.

􀂾 Divergent style: +creates new ideas, mentally flexible, judges from different

aspects, pays attention to emotions, fantasies, values, interested in people. A

real dreamer with his head in clouds who fails when it comes to a concrete

action.

􀂾 Assimilative style: + interested in theories, builds theoretical models, connecting

ideas, inductive inference. A teorist with no interest for people and for applying

ideas in practice.

􀂾 Convergent style: + applies ideas in practice, solves problems with one (the

best) answer, wants certainty, deductive thinking. A pragmatist – rigid, narrow

interests, disregard for people.

It is evident from the description of positive and negative characteristics that one style is

not a priori better or worse than another. Each has its strong and weak points. Strong

points of a style should be developed while weak points should be overcome.

Learning styles are developed on the basis of man's early experiences, personal

characteristics such as being introvert or extravert, experience from schooling (major

influence is the selection of school, studies), and the formation of professional career.

Learning style is a combination of affective, cognitive, environmental, and physiological

responses that characterize how each person learns.

Nowadays it is increasingly important that a person knows how to adjust to new demands

in life and career, to different styles. This flexibility is to a certain extent in the domain of

individual's personality, but it can also be developed, e.g. in the process of education.

Learning styles, teaching methods and learning environment

If the teacher wants his teaching to be of quality, he has to know various learning styles,

appearing as prevailing learning and problem solving strategies. If the teacher does not

know these styles, he cannot assure suitable possibilities for learning and select adequate

methods and approaches.

Each particular learning style or modality is linked to optimal methods and techniques of

teaching, specific for every individual and characteristics of learning environment. The

selection of the most suitable methods for every particular individual, depends from the

way, he or she adopts for assimilating and perceiving his or her environment or for problem

solving. If learning/teaching is carried out in a way which is not in accordance with the

individual's predominant style, failure, resistance and frustration ensue.

The simplified form of these relations can be presented thus (Marentič, Požarnik 1995):
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For the individuals who are prone to learn with concrete experiences, suitable methods

would be those, involving emotional strain (emotionally rich environment); these adults

tend to have personal contacts with teacher and other participants. For them are suitable

mainly these methods: dialogue, discussion, brainstorm, role playing and simulation.

For the individuals who, while learning, tend to a more reflective observation, the suitable

methods and activities are those, facilitating the cognition of new phenomena and

notions from various points of view. The process of looking for solutions is more important

than the answers and solutions themselves are. The methods, suitable for them are

independent observation, data collection (directly or from various literary sources). The

teacher, in this instance, is above all a facilitator, stimulating the learning process and

providing rich sensuous environment.

The individuals, who tend to abstract conceptualisation, need an environment, rich with

symbols. This means that what they need is to acquire suitable knowledge and not so

much its applicability. For them, the teacher is a source of abstract knowledge, a lecturer,

the one who explains, asks questions (examiner). For them, the reading of professional

literature is rather important. These individuals are reluctant to express their feelings in the

learning situation, therefore the learning methods like systematic lectures, literature and

other sources study; the methods, introducing theories and systems (tables, schemes) are

suitable for them while discussions, activities or simulations should be avoided.

The individuals who are inclined to experiments need a rich behaviouristic environment.

Personal feedback from other participants and the teacher means a lot to them; they are

interested whether the acquired results and ideas are realisable, applicable and effective.

As they enjoy problem solving and creating of independent complex projects the

methods they need are, practical and outside (learning situation) activities, project work.

In the process of education a learner and a teacher should have the opportunity to

recognize their styles, their abilities and restrictions, and to learn how to flexibly adjust.

How to deal with differences in individuals' learning styles

The researchers and experts in this field are of the opinion that a great part of learning

failures can be attributed to the discord between varying learning styles of learners and

the predominant methods and forms of work at different subjects which derive from the

teacher's style, professional tradition and the belief that »there is no other way«.

It is good when students and teachers have the same basic style or when the method or

the way of presenting the learning matter suits the style of students, the worst scenario is

when these styles are diametrically opposed. Entwistle reported in 1981 about the

experiment in which a group of »holistic« (oriented towards the whole) and »serialist«

students were presented with the material in the form which was in accordance with their

style or opposed to their style (logically, step by step or presented by illustrations and

analogies). The results were dramatic: the students during the examination answered

almost all questions if the manner of presentation was in accordance with their style, and

approximately only to the half of the questions if it was not.

The knowledge from the field of styles cannot be directly translated into instructions on

how one should learn; its main purpose is to stimulate teachers to think about it. It is

important that they accept the message that learning is not only about quantitative

differences between student – some learn hard or slow, others with ease – but that there

are also qualitative differences; different people learn differently and they comprehend in

different ways. The teacher should be above all, a “thinking practitioner”, meaning that he

learns from his own experiences in working with the participants. He alternates the use of

reflection and action, interweaving one with another other, thus integrating suitable

theoretical base with practical work.

Learning Style Philosophy

􀂾 Each person is unique, can learn, and has an individual learning style.

􀂾 Learning style is a complex construct for which a comprehensive understanding

is evolving.

Individual learning styles should be acknowledged and respected.

􀂾 Learning style is a function of heredity and experience, including strengths and

limitations, and develops individually over the life span.

􀂾 Learning style is a combination of affective, cognitive, environmental, and

physiological responses that characterize how each person learns.

􀂾 Individual information processing is fundamental to a learning style and may be

strengthened over time.

􀂾 Teaching individuals through their learning-style strengths improves their

achievement, self-esteem, and attitudes toward learning.

􀂾 Learners are empowered by a knowledge of their own and others' learning

styles.

􀂾 Effective curriculum and instruction are learning-style based and personalized to

address and honor diversity.

􀂾 Effective teachers continually monitor activities to ensure compatibility of

instruction and evaluation with each individual's learning-style strengths.

􀂾 Every individual is entitled to counseling and instruction that respond to his/her

style of learning.

􀂾 A viable learning-style model must be grounded in theoretical and applied

research, periodically evaluated, and adapted to reflect the developing

knowledge base.

􀂾 Implementation of learning-style practices must adhere to accepted standards

of professional ethics.

Source: http:// www.learningstyle.net
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Jan Agten

GUIDELINES FOR CURRICULUM PLANNING OF PILOT COURSES

Basic principles:

Basic assumptions for the development of modules for the 

· All modules should be designed according to the same structure and quality criteria, laid down in the following formats.

· The modules should stimulate the interaction between students, teachers, and practitioners, and for this reason include a certain margin for meeting moments.

Formats for the module-developer: 

The module team should 'produce'

a) A short list with prerequisites for the implementation of the module in the University.

b) A Manual for the teacher who will coach the module. The content of the manual (content, didactical aspects, a reader or a hand out) needs to be discussed with the partnership.

c) A Manual for the student who will study the module. The content of the manual (content, didactical aspects, a reader or a hand out) needs to be discussed with the partnership.

d) A short description of the module to inform students who want to enrol for the program.

1. Objectives

The Study Programme COMMUNITY WORKER (IN EUROPE) consists of six modules that will focus on community work, community care and community development:

1) Theoretical aspects of Community Work (Vilnius)

2) Political Issues in Social Work with Communities(Debrecen)

3) Methodological Aspects of Community Development (Activation and Management, Skills) (Gyor + Navarra)

4) Organizational Aspects of Community Work: Means and Finances (Geel)

5) Issues in Community Development (Bulgaria / Solna)

6) Role, Identity and Attitude of the Community Worker (Aachen + Romania)

The overall aim is to increase the consciousness of factors which contextualise and influence community work, such as social situations and living conditions, social organisation, welfare systems, economical and political systems, and the knowledge about theories and methods which community workers utilise.

Delivery and organisation will be clarified under 6. Implementation & Organization

2. Target groups

1) Regular social work students


This community work curriculum can be implemented as a module in bachelor social 
work education.

2) Field practice teachers as a field supervisor (Community Worker employed by the agency and supervising a student on the spot)

3) Community workers

4) Field practice teachers as a teacher (employed by the university), who supervises the student from a distance.

5) Independent supervisors focusing in their supervision on developing the professional competencies

6) Citizens, actively involved in Community Development (e.g. as a volunteer)

7) Social workers and related professions, employed by a neighbouring (within the network of community work) social work organisation.

8) Politicians, responsible for social affairs and citizen’s participation

9) Civil servants, dealing with administration related to social issues

3. Competencies

In order to define the competencies on which the curriculum is focusing the three following strategies - next to each other - will be followed:

Strategy 1 Step 1

Each module formulates competences related to the core elements of the module.

Strategy 1 Step 2 


Collecting all the competences, discus them during the partner meeting in Gyor (June 
5th 2007)

Strategy 2 Step 1 


An exhaustive list of competences of community workers will be made available for all 
partners

Strategy 2 Step 2 


During the partner meeting in June, we select out of the list the competences of 
community worker and range them

Strategy 3 


Partners collect per country the competencies used by recruiting or taking on additional 
staff.

4. European Curriculum

The criteria for a European SW Module are the following:

1. Internationally  recognized

2. Informative on international level: Description of SW in other countries. How is SW organised/taught in other European countries.

3. Comparative on European level: How to compare social work in different European countries?

Internationally recognized

International recognition has in the first place to do with the embedding in the international discourse. Two aspects are important:

1) The terminological question: which words stand for what? The following suggestion could be an answer:

· Community work is the overall word for the sector, the operation field. This 
sector is a part of Social Work.

· Community Development refers to a methodology in order to reach the aim of 
development. Development is used in the active sense of the word, where 
individual and groups should be encouraged and facilitated for their own 
development.

· Community Care refers to a concept of caring for / taking care of the people so 
that all their needs can be taken into account on a community level.

2) Embedding in an international and local ongoing dialogue where both levels are relevant: European and worldwide.

· The 3rd International Congress on Community Development will take place from 26 to 28 September 2007 in Lucerne, Switzerland. See http://www.communitydevelopment2007.ch/
· The European level is very much advanced in the Combined European Bureau for Social Development (CEBSD). See http://www.cebsd.org/
· Local and national level through the NAB (National advisory board)

Informative on international level.


Another key question is how much will this Community Work Curriculum correspond to the criteria of European modules? We suggest finding answers as a consortium by developing 2 strategies:

Strategy: All partners add additional material about community work and community work education as an extra to all six modules. This action is phase 1. All the information should be available on the Community Care website. See Aachen presentations. The aim is to make the information available aiming at preparing international students for field placements abroad.

Comparative
Strategy 1 A partner meeting about comparative thinking, with the purpose to discuss comparison in a proper way. 

A tool for international comparison is the SLEPT model. The letters stand for Social, Legal, Economical, Political and Theoretical. The model will be explained in the module “Theoretical aspects of Community Work”.

Strategy 2 Comparing the situation about community work and community work education in the participating countries by sending around and filling in a table with comparative elements about community work. 

The following issues are crucial:

· The concept of “community” in different countries.

· How have people organised themselves over the history in a country? 

· How have “professionals dealt with community” in that country?

· Which institutions took care of community in the country?

5. Implementation

The implementation and organisation of the curriculum and the different module is very much depending on the situation in the country. It is not wise to enforce an implementation mode.  The diversity amongst the countries in educational systems and in Community Work demands for flexibility in implementation modes. The “switch board model” is the most adequate to realise the flexibility. This means that every module can stand on its own and can be stared at any situation and any time. The next modules will follow the rhythm and the needs of the student group.

The implementation of the curriculum as a whole including all competencies is a condition for delivering a certificate. The entirety of the curriculum is relevant for each person who will become a “community worker” or “field teacher in community work”

6. Structure

1/3 teaching: face-to-face contact, 1/3 field practice, 1/3 individual work

1 credit = 30 or 25 hours

1 year, with half a year for the education and half a year for practice

6 hours a day, ones a month = 10 days with a minimum of 60 contact hours

The field practice training is a separate part in the project, which could be delivered after the training. But there are good reasons to organize at least a part of it during the delivering period of the training. We have decided that 30% of the training will be delivered during the training period and the rest after having developed the modules.

Each module can stand on its own and can be taught at any time. Therefore each module should contain next to the extensive content an introduction which situates the module in the total curriculum and a presentation of all other modules

Key question: What is a realistic policy for implementation of the CD curriculum in the university programs of the different countries?

7. Valorisation of the European curriculum

1. Certificate. All participants will become a certificate provided by the delivering institute for the assessed modules.

2. European Valorisation by ENQASP (European Network for Quality Assurance in Study Programmes in Social Professions)

8. Promotion and advertisement

Is very much depending on the situation of the country.

To-Do list for preparing the curriculum:

1. Discussing the manual for teachers and for students during the network meeting in Gyor. What to include in the manual?
2. All partners carefully look at the target group list and indicate which target groups are relevant for their country/university or missing.
3. Each module formulates competences related to the core elements of the module and  a discussion will be organised during the partner meeting in Gyor (June 5th 2007)
4. An exhaustive list of competences of community workers will be made available for all partners by Geel

5. All partners collect per country the competencies used in the community work field by recruiting or taking on additional staff.
6. During the partner meeting in June, we select out of the list the competences of community worker and range them
7. All partners fill in the template about community work in their country. All partners should fill in the table with community development issues related to the history of their country. 

8. The information gathered by the template will discussed during the Györ meeting with the focus on “The terminological question: which words stand for what?”
9. All partners inform themselves on the international community development dialogue for a consortium discussion in Gyor

10. All partners inform themselves on the European community development dialogue for a consortium discussion in Gyor

11. All partners add additional material about community work and community work education as an extra to all six modules
12. The consortium organises a discussion during the partner meeting about comparative thinking

13.  All partners add additional material about community work and community work education as an extra to all six modules and send it to Uli Deller (Aachen)
14.  Based on the switch board model all partners develop an implementation strategy for the curriculum or parts of it.
15. Discuss again the structure of the curriculum starting from a realistic policy for implementation of the module in the university education.
16.  Discussing again the number of ECTS of the total curriculum and of each module should be organised in proper way during the Gyor meeting.
17.  The project developed the structure of the curriculum by defining 3 teaching activities: face-to-face contact, field practice, individual work, missing group work
18. Each module should contain next to the extensive content an introduction which situates the module in the total curriculum and a presentation of all other modules

István Budai

A FEW THOUGHTS ON THE KEY QUESTIONS OF CURRICULUM PLANNING AND THE ORGANIZATION OF LEARNING

Parts of study
Esély, 2007. 2. pp.94-114.

Curriculum and teaching development from a systemic perspective

In the process of the development of a permanent and reflective system-based curriculum and teaching, we can identify the following elements:

· assessing the situation of students/apprentices and the services (environment) required, 

· determining the philosophy of teaching,

· determining the objectives and tasks of teaching, with particular attention to how teaching can fit in with its narrower and wider social surroundings,

· the criteria for a teacher to enter the process,

· determining the competencies that the teaching should build,

· paying attention to the professional identity and orientation of teachers, and the motivation and interests that students/apprentices bring with them,

· determining the system of criteria and the sources of funding for teaching,
· developing the programme of education: the selection and organization of content arranged around social and welfare problems, the development of the network of subjects and modules using various process graphs and matrices, and determining time needs,

· the realization of the teaching process: the utilization of the various learning activities (collection of information, analysis of data, interventions, etc.), strategies, methods and techniques to guide learning, with particular attention to the various forms of interaction (teacher-student, student-student, teacher-teacher), to the relationships between those involved in learning, to innovations, the provision of services, to research based on experience and quickly usable in practice,

· elaboration and operation of the system for motivating the participants in learning,

· monitoring of the process of teaching and the evaluation of the process of learning (reflection in action),

· the analysis and evaluation (reflection on action) of the teaching process as a whole, of the curriculum, and of the activity of students and the teaching staff (Budai 2007, Schön 1991).

The various elements of the reflective development process (system) are on the one hand closely related to one another, mutually influencing and determining each other, while on the other hand the individual elements are also the consequence of one another. Change to one single element has an effect on the other elements, the whole system. For example, the evaluation of students’ needs has a fundamental effect on the competencies to be developed in the course of teaching, the strategies used to guide learning, the system of motivation, and the monitoring of the teaching process. If the learning needs of students change, the other elements also need to be changed. The evaluation of requirements itself needs to involve a study of the narrower and wider social situation and problems surrounding the given apprentice group; this can have an effect on the particular objectives and programme of a given course, and on the list of competencies needed to complete the given activity, particularly those relating to the treatment and solving of problems.  

At the same time, the process is also a linear one: the first element leads to the second, the third is a consequence of the second, and thus it is expedient to take the various steps in the development of curriculum and learning in order. From a different perspective, the process also expresses a sort of reflection, as served by continuous critical analysis, the system of reconnections, the monitoring of staff meetings, and student, teacher and in particular joint evaluations. The “tracking” of a given curriculum development cycle also means the beginning of the next cycle; in the course of the permanent development process, following the tracking of all the elements, one can return to the first element, just at a qualitatively higher level, i.e. what needs to be done with regard to the development of the curriculum and teaching (cf. Kolb’s cycles of learning based on experience,  Kolb 1981, 1984, as well as “doing – thinking about doing – thinking about thinking”, Budai 2007 és Schön 1983, 1991). 

The final outcome is laying the alternative paths of development of teaching and constructing the new or redesigned curriculum, or further developing the old one. The modelling value of this kind of curriculum and process of teaching development is very significant in everyday teaching practice in terms of its professional relevance, for the methodological and professional aspect of teaching and curriculum development merge into one, strengthen each other, and become a complex, congruent whole. Development that occurs in this fashion can have a positive effect on the everyday practice of teaching, and students are able clearly to see manifestations of cooperation, orderly completion of work, reflection, critical approach, etc. The experience of all of these are of crucial significance for the development of their identities. At the same time, the system of thinking, the philosophy of the most important components of the teaching of the school (staff) becomes clear: who we are, why we are, what we want, and how. This is how the teaching process as a whole becomes perspective qualitative, in which the curriculum is “merely the framework” and “merely a means to an end”. 

The philosophy (mission) of education

It is by now expected of the staff of a social education school considering itself to be high in quality that, on the basis of its previous teaching activity, experience and results, it should consider, synthesize and determine the role it plays in social education and the social profession, and its main intentions and mission of the teaching it provides. The essential declaration is also a key question of education policy and of quality control and improvement, for it is primarily with this that the teaching staff declares its teaching philosophy and the overriding principle of teaching development, i.e. its relationship to: 

· Work-related social skills, the profession, and the values and ethical principles of the profession, e.g.: 

· The relationship of the teaching staff to the introduction of a given social service, and thus to community-based experience on site in gradual courses, and the extent to which the system of values of social work appears in these,

· The relationship of the teaching staff to the managerialist attitude expressed and reinforced in quality control, standards and protocols, and establishing the needs, limitations and risks of this attitude,

· The students/apprentices participating in the course, and their role in the education process, 

· The social environment: institutions, organizations, associations, local authorities, government bodies, etc.

The declaration also includes the relationship to courses similar to those of the school, to partner schools at home and abroad, and determines the position and role of the team within the given university, for example with regard to developing the social sensitivity of students pursuing other subjects. It provides points of reference, informs, broadcasts, has an influence, boosts self-esteem and develops. What is significant is not whether, on a given occasion, a good number of wise teachers come up with some nice ideas, and whether these ideas are displayed on the walls of the school, but rather that the given ethos becomes the subject of continual discourse. In this way it is very important on occasion to examine, to debate and elaborate afresh, to be more precise, for example with regard to teaching and the cycles of curriculum development, or more often, because of changing professional needs and teaching circumstances. 

Congruencies to be implemented

Determining the objectives and procedures of programmes is, according to the traditional process of establishing the curriculum, usually a prioritized (evident) task of curriculum and teaching development. In the majority of current curricula it is the objectives of the Global Standards for Social Work Education and Training that are expressed, but there are also new, inspiring considerations concerning objectives that certainly deserve deliberation:  

· „…Identification of the programme’s instructional methods and how these share with achieving both cognitive and affective development of social work students.

· An indication of how an initial level of proficiency with regard to self-reflective use of social work values, knowledge and skills is to be attained by social work students.

· An indication of how the programme coheres with nationally and/or regionally/internationally defined professional goals, and how the programme addresses local, national and/or regional/international developmental needs and priorities.

· As social work does not operate in a vacuum, the programme should reflect consideration of the impact of interacting cultural, economic, communication, social, political and psychological global features…

· Self-evaluation to assess the extent to which its programme objectives and expected outcomes are being achieved.

· External peer evaluation as far as is reasonable and financially viable. This may be in the form of external peer moderation of assignments and/or written examinations and dissertations, and external peer review and assessment of curricula…” (Sewpaul and Jones 2004, pp. 495-496).  

With regard to the teaching objectives to be set at a school level, the Global Standards visibly and consistently stand by the pursuit of activity in line with the values of social work, and also demand that these objectives be compatible with the particular circumstances of global reality (we live in a common world). They should accept a critical role regarding social phenomena, and reflect in a flexible way on newer and newer professional challenges (field-work that is community-oriented), that they be adequate for social work to become an established profession with the field of human rights (Budai 2006). Thirdly, they should strengthen the role played in education by students, as the clients of the service. These underline the requirement and possibility of experience-based learning, reflective professionalism or the ethos of constructivism in the training of social workers (Gibbons – Grey 2002, Kolb 1984, Schön 1987, Parton – O’Byrne 2000, 2006 etc.). 

At this point, then, it is valuable for the team developing the curriculum to compare the Global Standards with its own defined objectives. There will no doubt be much in common, but also certainly a number of points which deserve further consideration. 

The sub-chapter of Global Standards on the curriculum also operates with a detailed system of considerations. It draws attention to the congruence of a school’s teaching objectives, expected procedures and other parts of the curriculum (programme, content of teaching, strategies employed for directing learning, methods, the organization and techniques of teaching, evaluation, etc.) to be implemented in the curricula. These emphasize the implementability of the curriculum at a given site (the school), which must be closely related to the social, cultural, economic, demographic and social interdependencies, problems and traditions of the settlement, area or region in question. In particular they draw attention to the critical thought of students and to improving attitudes, i.e. that in the curriculum it must clearly be explained how the teaching process can make students open to new experiences and paradigms, and with time make them devoted to the cause of life-long learning. 

The standards deal in detail with the demands of the teaching taking place on the site. In the interests of the teaching at the site being effective, they draw attention to the specific and benevolent professional and academic cooperation between the training school and the institutions on site (the systematic involvement of teachers on site in the direction of courses led in a school framework, in the development of the curriculum, in the application of theoretical teachers in practice, in the preparation of various professional development plans, in the direction of community projects, etc.), which is a guarantee of the complexity of teaching objectives and learning opportunities. As much as possible, the Global Standards stress, the cooperation can extend to the individuals, groups and communities making use of the services. Concerning the various school curricula, they place importance on the elaboration and application of a “line of navigation” for teachers on site, which contains the standards and procedures for exercises, as well as the various particular processes and forms of the task of evaluation.

Finally, it emphasizes the importance of setting the continuous, reflective process of  the system-level development of the curriculum and teaching in the curriculum itself (Sewpaul and Jones 2004). 

Those involved in teaching

In the arena of training social workers, which involves many factors and many players, we have to address the expectations of the training teams and those of the participants in the course. Of the two relevant sub-chapters of Global Standards, the first unambiguously proclaims that the staff of schools training social workers has to attain a high level of professional expertise, that is they have to have qualifications in line with the level of development of social work in the country in question. 

The standards clearly demand that the members of the training team be given the opportunity to participate in setting the curricular objectives, the declaration of intent, the procedures of teaching and all other issues that the staff consider to be important. The members of the team should be given continuous support in their professional development, particularly with regard to the knowledge they have built up of social work (Budai 2006), in practical questions of directing teaching and learning, in the analysis and evaluation of the effects of social policy, and in research and publication regarding the practice of social work. It demands a clear, equality-based “policy” and attitude from staff with regard to the recruitment and selection of new members and on-site teachers, and with regard to various aspects of gender, racial and ethnic difference.

It is worth paying particular attention to the group of participants in courses, to the direct clients of teaching as a service, to the teachers on site and the role they play in teaching, which needs to be increased. The Global Standards attach great importance to the application criteria and procedure being clearly outlined from the outset. 

Emphasis should be placed on rethinking the role of students in education, as passivity is not what is required of the on-site teachers that the teacher-tutors are working together with. Rather, it is by building on their individual and community needs, affectedness and motivation that it is possible to achieve higher-level interactions and interpersonal relations, which are so important for social work, and this is how they can be introduced to the thorough investigation of social reality and a deeper understanding of social situations and problems and how to treat them (Budai 2007).
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Zsuzsanna Nánási – Annamária Sajgó Vinnai
FIELD PRACTICE TEACHING IN HUNGARY

1. What is the aim of the fieldwork?

It is important for the students to recognize the field practice institution’s function for that they see the social specialists’ work and their vocational contacts directly. The practical specialists show the empirical background of the theoretical explanations and the sutents are taught to apply the main methods of the practical work. This way the trainees can see the problems of the people taking advantage of the institution directly. They may also see what kind of services the institution can provide and be aware of its barriers as well. 

Field practice teaching

The profession means teaching, the direct experience stretching his function in a social institution providing an activity with specialists.

Fieldwork

The practical activity that the trainees do with the field teacher.

2. The participants of the fieldwork

Education institution

It is an educational institution specialized on the social field that gives the training.

Field practice coordinator

The educational institution’s employee. He is coordinating between the theoretical training and the practical training.

Field institution

The institution where field practice is going on.

Field instructor

He works in the practical institution and has three tasks.

· He acquaints the trainee with the institution’s procedures.

· He announces knowledge, develops the trainee’s abilities, skills and also values his work.

· He is the theoretical one that helps the trainee to learn how to use the practical knowledge and he provides ethical support.

Trainee

He is the participanting student in the social training.

Client

Family, group, community who needs a social specialist’s help.

3. Let us review the educational institution’s competences and its tasks

· It assesses the ground institutions in his environment. He has information about the training. He prepares the field survey of the training and guarantees the fields recommendations.

· It draws up the program of the practical training. Defines the timing of the fieldwork and its actual aim. Defines who he field instructor may be.

· It appoints the field practice coordinator.

· It draws up the official field practice - contracts.

· It organizes the field instructor’s preparatory programs.

· It sends the full practical program in writing to the field practice - institution.

· If the field practice institution does not guide the trainee’s work according to the contract, the education institution calls back the trainee.

· The practical program of the training is regularly reviewed by the educational institution.

· The contract, which ties the field instructor and the field institution is regurarly reviewed by the educational institution.

· It organizes professional meetings and practical workshops.

Let us review the field practice institution’s competences and its tasks

· Gets informed about the given training and decides about the cooperation. 

· Prepares a written guide according to the institution. It fixes the institution’s functions, the institution’s organizational structure and point on what kind of learning experiences can be obtained.

· Decides how many students it can receive.

· Appoints the field practice teacher, who organizes the trainees’ practice and supervises the student.

· He draws up the practical contracts.

· He keeps in contact with the educational institution continuously.

· He draws up the conditions of the fieldwork.

· He proposes the development of the training.

Let us review the field instructor’s tasks

· The field instructor orients himself from the requirements of field instructor tasks.

· He consults the field practice coordinator. He prepares a personal interview with the prospective trainees.

· He ties the contact between the educational institution and the field organization.

· Formulates a task plan.

· SIgnes an agreement with the student for the period of the field practice.

· This agreement implies the common aims, expectations, requirements and rights.

· This contract protects the client’s rights and needs.

· He has professional information about the trainee’ responsibility and about the ethcal code of the trade.

· He motivates his collegaues to let the trainee be helped.

· He registers the trainee’s presence and his absence.

· The field instructor ensures his own substitution.

· He continuosly values the trainee’s activity ont he field.

· He has daily or weakly discussions indicating his experiences obtained on the trainee’s work.

· He keeps a continous contact wih the ground coordinator.

· From the trainee, he prepares a witten assessment for the educational institution, and he talks to the trainee.

· The field instructor is the person who helps to the trainee when he meets the client first.

· The field instructor has to make sure that the trainee works according the rules.

· The field instructor has to fit the educational institution’s expectations as well as the student’s interests togehter.

· The field instructor has to fit his own institution’s interests and the educational institution’s expectations together.

· The field instructor finds it necessary to pay attention to the client’ and the trainee’s interests.

· The field instructor lets the trainee decide which attitude the trainee has in terms of the fieldwork if he is standoffish or friendly in his relation with the trainee.

· Important statement to what measure he involves the trainee in the work.

· It is necessary for him to confront the trainee with the institution’s reality.

· It is possible as well to confront the trainee with the deficiencies of his own knowledge.

· He has to talk with the student before the practice to find out why the trainee has chosen this institution.

· The field instructor provides the student with the vocational literature at the institution.

Criteria to become field instructor 

· To work in a social institution as a social worker or as a social politican.

· To have at least two years of work experience in the area of the social field.

· To take responsibility for the training of the trainee.

· To prepare the assessment of the practical studies.

· To take regulary part in the Field Instructors Workshop.

The good field instructor’s criteria

· Starts from the initial point of the trainee and values it together with him/her as well as clear up his/hers motivation. The aim is to have joint achievement.

· Takes the trainee’s strengths and weaknesses into consideration and afterwards he does not expect neither more, nor less from the trainee.

· The definition of the aims is that it takes the educational institution’s expectation and the trainee’s characteristics and aims into consideration. He makes sure that his professional criticism is constructive.

· He draws up the strategy of the achievement of the aims together with the trainee. Checks if the aims are feasible and that the trainee has accomplished them. 

Let us review the field practice coordinator’s tasks
· Gets into contact with the existing field practice institutions, gets informed about the work going on there. Informs the students about the field practice institutions and about the field instructor who works there.

· Finds a suitable field institution for the students.

· Visits the field practice institution before the beginning of the practice and outlines the educational institution’s training program to them.

· Coordinates the practical training.

· Informs the students about the significance of the practical training, about the system and the trainees’ role.

· Organizes and guides the seminars of the practice.

· Informs the field practice teacher and the trainee about the aim of the fieldwork about the tasks to be accomplished.

· Supports the student and the field practice treacher in the practice period.

· Informs the field instructor and the student about his availability.

· During the practical time he visits the trainee and the field instructor and makes notes about the experiences.

· Values the fieldwork and the trainee’s work.

· If the field instructor and the trainee cannot work together any longer, the field practice coordinator looks for another field instructor for the trainee.

· He proves the development of the field practice work.

Practical ground survey
The practical coordinator complies and provides the list of the field practice institutions. The field institutions makes their own presentation. Also fixes what is expected of the trainee. Its primary function is to give information to the theoretical teachers, and to the trainees what type of experiences the trainees can have on the field.

Minimal information

· The institution’s name,

· The institution’s adress, phone number,

· Contact person’s name

· Field instructor’s name, his arrangement, his availability, the field instructor’s qualification,

· Clients’ general features,

· Institution’s services,

· Work type,

· What kind of training waits for a trainee.

 Three methods to meet the field practice institution

· The educational institution select the student

· The trainee suggests a field practice institution to go to

· The field instructor presents himself.

Field instructor’s list
The ground survey may be supplemented from the field instructors with a prepared database. Its basis is the field instructor’s autobiography. Its primary elements are the name, education level, professional experiences and the field instructor’s experiences.

Let us review the trainee’s tasks
· The trainee attends the discussions preparing the fieldwork. He discusses with the ground coordinator where he would like to go into practice.

· The trainee is to make inquiries about the prospective practical place.

· Has to look at his prospective practice area and let him talk with the prospective practical teacher.

· Adapts to the fieldwork situation.

· Takes part in the development of the fieldwork contract.

· Agrees with the rules of the institution’s and also the fieldwork institution’s professional requirements.

· Attends the work discussions.

· Important that the trainee does not get frightened.

· Applies the ethical code of the social field in his work.

· Prepares the assessment of the fieldwork.

· The frequency of the group coordinator’s visits depends on the time span of the practice. On the short practice one visit is enough, but on the longer practice at least two visits are needed. The first one at the beginning of the work, and the second on the time of the assessment. IN case of any conflicts between the field instructor and the trainee a visit is enivitable. 

4. Practice area
The educational institution asks the trainee for informations, for that the optimal practice area is found for him. The trainee shall provide a professional curriculum vitae and also have to fill out a questionnaire, that his interests can be outlined from. The student can designate the field he would like to work on.

The designation of the practice area is conducted in line of these information. 

The decision can be characterised by the following: 

In an optimal way

The trainee himself visits the field practice teacher personally, who - after a short interview – makes him/her fill a declaration. The field instructor has to indicate the decision to the practice coordinator.

Generally

The field instructor and the trainee doesn’t meet personally before the start of the practice. The practice coordinator mediates information between the student and the field practice teacher.

In the worth case
There is no information between the two parts, the students are simply assigned. This procedure is unacceptable in the practice education.
The field instructor prepares for the first practical day after signing the contact. He forms a task plan, the basis of the development of the aims and the requirements, the institution opportunities and the trainee’s development level. It is useful if we prepare the time plan of the practice. Let the schedule of the first days be detailed. Have to write down what kind of activities we can offer for the students throughout the field practice period. The parts have to decide togerther what kind of methods to follow and to how value the student. Decide the principles of the gradation.

Provide enough time for the trainee during the full practical time and let him become envolved in a subtask, let him be allowed to try his skills.

For the optimal cooperation let us take the trainee’s precognitions, his motivation and his social background into consideration.

We allow the trainee to try himself in the practical work. Let the trainee receive increasingly bigger self reliance. Let us not overburden the trainee because he is stressed enough  It is necessary to think through the selection of the cases individualwise. The field instructor keeps the institution’s expectations in mind. Let him assess what the trainee can learn under given time from the case. Let the case be incentive. Let the person who the trainee can face on all weeks be a client like that between cases. The trainee has to have enough for that ha/she can think over what to do and why. 

The client has to be informed that the trainee is a student who takes part in the institution’s work. Let the trainee’s presence be one of the topic of the workplace group discussion. Ahead it is necessary to select the cases that we will present to the trainee. Let us consult the practice coordinator about this. Let us ensure that the trainee should be welcome. We inform the colleagues, which days the trainee will be on inthe institution. It is important for the field instructor to come to his workplace before the trainee on the first day.

The field instructor and the trainee signs a study contract on the beginning of the contact. This contract implies the objectives, defines the time frame, the tasks, the trainee activities and the form of the assessment. On the first day of the practice the field instructor and the trainee decide how to inform each other and how the trainee should identify himself with the clients. The field instructor presents the institution to the trainee, and presents him/her to the collegaues and presents the rules. The field instructor introduces the substitute field instructor to the trainee on the first day. From the beginning he/she supervises the trainee, and can be asked an has to behave always as a partner. Share his experiences continuously regarding him as well as the trainee. He teaches declaring his independent opinion to the trainee and lets the trainee decide independently.

5. Work tipes

The field instructor with the trainee and practic coordinator selects together the equivalent work tipes. 

Individual work

The dominant form in the fieldwork, when the trainee receives an individual task. The individual work has to be continuously discussed. 

Even work

The trainees work in pair to solve a problem jointly. The practice of the cooperation is an important experience.

Group or staff work

At this time some heads trainee groups solve a problem in common work.

Project work

The project work a special task. This task in time, in space, in resources, and in deduction punctually marked off.

Daily or weekly discussions

It is possible to value the trainee’s activity in work discussions, since a feeedback for the trainee and for the field instructor is also needed. All trainees claim the continous affirmation. Under the time of the practice the student has need onto the reading of the different texts.

The trainee studies the

· relevant literature,

· the case studies coming from the field practice institution’s practice,

· the intsitution’ documents.

On the beginning of the practice a part the field instructor’s work is to observe the trainee, before clearing up the roles. It is important for the client to contribute to the trainee’s presence. The trainee is already a participant observer. At this time already the trainee is not only an observer, but his own competence engages in the given activities. It is a phase before his/her independent work. This demands big attention.

6. The two sides of the administration

Process mark, process fixing

The notes are always selective and subjective recalling what happened, observing the interviews in a chronological order from the beginning to the end. It implies the place of the interview, the features of the residence, the client’s appearance, his behavior, his posture, his manners.

ALso involves the trainee’s feeling, his thoughts about the situation, timing, leaving. It is a summary of what the trainee wanted to reach, how he wanted and what he understands.

Workbook

The trainee leads the workbook. He prepares the practice notes in chronological order from work experience. The trainee writes down his own remarks, his opinion and his questions.

7. Studying at the field

Studying at the field has more ways, depending on the field instructor and on the trainee’s personality.

Acting learning

At this time the trainee practices the social work activity based on his institutions. At this time the trainee claims active and direct management. It is necessary to assist it for that existing theoretical knowledge and the practical knowledge can be attached.

Intellectual emphatic learning

The trainee takes the road from the theory, and acts them. The trainee has to know himself a lot, to be reflective and to set tasks for himself.

Experimenting emphatic learning

The trainee like this anxious, and responds to the practical situation with many personal reflections. The principle of the gradation is valid primarily here.

8. The field instructor’s and the trainee’s relation based on the learning methids on the field

Master and pupil relation model

The trainee works as a pupil beside the skilled colleague at this time. He acquires the professional technics, behaviours and the solution manners.

Developmental model

At this time the field instructor promotes the trainee’s professional development under the fieldwork. In this model identifying the field instructor and the trainee’s contact is very important.

Role system model

The field instructor provides a role model, expresses role expectations, positive and a negative expectations included and gives feedback. In this modell the control lays big emphasis on mechanisms.

9. Form the importance of the assessment

The assessment contributes to the professional values, norms, and to the forming of behaviour. The positive and the negative feedback may help in the real self knowledge, self evaluation and the development of the positive self image.

The assessment influences the learning motivation, the trainee’s relation to the trade, to the training, to the practising institution and to the field instructor.

It gives to self to self evaluation, to other’s assessment.

Signals the values in the norms, in the performance and in the relating.

Jesus Hernandez Aristu
THEME CENTERED INTERACTIONAL (TCI)

METHOD APPLIED TO SOCIAL WORK WITH GROUPS

THE LEGACY OF RUTH COHN: TCI GROUPS FOR PRACTICE

Introduction and contextualization
The TCI method is framed inside the methodology arisen in the last 40 years, within the so-called Humanist Psychology that embraces a number of very extended and applied approaches, and the educational-social intervention in the context of Social Work. Also, the focus Centered in the Individual, whose author C. Rogers is internationally well-known and accepted. Their focus has been undoubtedly one of the most revolutionary perspectives of the last decades. In this humanist trend the gestalt approach of Fritz and Laura Perls and pupils is also included (Claudio Naranjo 1990) which, like the previous one, has been spread all around the world, and which I consider as the back side of the focus centered in the individual. The Eric Berne’s Conciliatory Approach or Transactional Analysis is also included in this background, which facilitates us the diagonal of vital experiences around which the individuals’ personality is built.  

The fact of denominating such approaches as belonging to humanist psychology, could lead to the error of thinking that, given the origin of these focuses, they may only serve as psychological concepts of personality, being only applicable to psychotherapy. This was true in the beginning, but meanwhile, these focuses have reached in their applicability such a width that they have influenced in a definitive way the sciences we could designate as sciences or better, disciplines concerning the change of human behavior, such as applied pedagogy, child education, religious education, adult education, social work and social education, as well as clinical supervision, so it would be an important mistake to qualify such focuses as merely psychological. It is true, as noticed R. Cohn, the author of this method, that it is difficult to draw the dividing line between psychotherapy and education. It is also true that the main objective of therapy is curing, while pedagogy as an applied science has the goal of promoting the growth of the individual, but both aims can be intertwined in certain moments and people, and sometimes curing is growing and growing is curing or preventing diseases or psychic traumas, so the dividing line is in the practice difficult to trace or anyway making it has little relevance. Almost we would dare to define the separation of the human being from the nature, through the emergence of the human conscience in the evolution of the nature, as the great trauma, the “original sin” in religious terms, of the mankind
 (see E. Fromm 1971 pgs. 50 and following), therapy and education being two different ways of recovering the contact and the harmony with oneself, with the external world, either social or the nature. Anyway, the approach we present together with the previous ones, have become those of higher diffusion and application within the psycho-social sciences applied to the educational and social intervention as well as to supervision.

To these focuses rather psychological, would may add P. Freire’s problem approach, a Brazilian educator whose influence in adult education, as well as in social work and social education, has also extended all over the world. Already in the 70’s I verified the similarity of the philosophical-anthropological, didactic and pedagogic assumptions of Freire’s and C. Rogers’ theories (see Hernández 1974, 1977, 1990), appreciation that the own Rogers came to confirm some years later in his book On Personal Power (1977). “There was no sign indicating that he (P. Freire) had read my work Freedom to Learn appeared in 1969, neither I had heard anything about his work The pedagogy of the Oppressed (…). But the principles his work is built on (P. Freire’s), and the foundations of my work Freedom to Learn, are so similar that I am actually astonished” (Rogers 1978 p. 123-124). If we are stressing this coincidence among these authors in this context, it is because we consider that all these humanist approaches have a common background allowing the integration of such partial orientations in an integrative methodology without falling in contradiction, neither appearing as merely eclectic while linking concepts of some and other or using methodologies and techniques from all of them to some of these approaches.

All these perspectives were based, in their origins, on the psychological point of view of psychoanalysis, although their authors have come off from it in some cases, as that of Fritz Perls, “in an arrogant, pejorative way” (Moser 1989, p.464)
. From the anthropological-philosophical point of view, the authors of these approaches show a positive, hopeful conception on the human being. They lean on the principles of the human being’s dialogicity and they maintain a democratic concept of education. All of them seek a change of conscience, as a way to overcome less critical ways of conscience (P. Freire) or as an amplification and integration of conscience’s states (Rogers-Perls etc.), “I would like to open the road toward a pedagogy humanizing and enlarging the human conscience”, as R.Cohn asserts. All of them tend to action, to a change in the behavior, but not in the sense of behaviorism, but rather in a more genuine sense. The change not only affects to behavior, to what it is external and observable, but internal processes are also involved, such as the way of perceiving the reality, the form of communicating with it, of feeling it, of interacting with it. In short, going beyond behaviorism, which is only interested in the outcomes, leaving aside the “black box”, the individual’s interior. Finally, all these perpectives rely on the principles of experience, as the source of getting knowledge and as the most appropriate way of promoting growth and learning, and they try to overcome the alienated and alientating concepts of learning through others: teachers, educators, psychologists, social workers, to transform the therapeutic and educational process into a reciprocal process in which everyone learns from everyone, including the educator himself/herself, the therapist or the social worker, “one cannot educate without being educated” as Freire says in his book Pedagogy of the Oppressed.

All of them oppose their conception of an alive, self-determined learning, vs. a “dead” learning, being it mechanic, alienated, very extended and implanted within the school systems, the adult education as well as in orientation, and in other forms of education, help or therapy, in the relationships, in the politics, etc… Somehow, they include explicit or implicitly a political dimension in education, in therapy, in the adult education, in the social work. They all feel committed with the world in the one they live, and they project their action toward a better, more human, more free, happier, more loving and less authoritarian world. This is why concepts like empathy, responsibility, solidarity, trust, autonomy, dialogue, etc., be the common background of such approaches. The decisive difference of these humanist focuses in relation to other does not reside so much in the technique in itself, but in the attitude of the educator, the therapist or the social worker or supervisor regarding their clients. It is in the philosophical and anthropological framework where the strongest differences reside. All of them are against the “handbag of the tricks” to manipulate the clients. Education is a loving meeting, as P. Freire tells us, and Perls notices us of therapeutic fashions where therapists are devoted to “collecting tricks to promote an apparent therapy which is in fact an obstacle for growth” (1976, p.10).

About Ruth Cohn and the axiomatic foundations of her focus

Born in Germany (1912), she carried out her high school in Berlin and started to study in that city psychology and literature. There she met Carola Spead that, together with a number of professionals of physical education (body education) had abandoned the most mechanical method concerning the repetition of exercises seeking to strengthen the body, and were looking for an alternative system, more harmonic with the body’s movements and nature. Their main starting principle was the unity and the globality of the human being, as being corporal-material and mental-spiritual. The person's unitary conception that later she would also find like a fundamental principle in psychoanalysis itself, which she studied and practiced first in Switzerland and later in the USA, in fact in New York City, where she developed the so-called WILL (Workshop Institutes for Living-Learning) which is a fundamental basis of her methodology. “Body and soul, and each of their special functions, are considered as expressions of a global reality of the organism”, as Cohn (1981, p.15-16) stresses paraphrasing Kurt Goldstein, the theoretical researcher of globality, the so-called Ganzheitstheorie that so strongly influenced Carl Rogers. This therapist assumes a similar position when, in his work Client-centered Therapy, he considers as axiomatic the position that “the organism reacts face to the field of perception like an organized whole” (1973, p. 419)
.

According to Cohn, it is in fact in the feeling where that unity and globality body-soul is expressed in the most clear way. She thought (1981) that “feelings are just psycho-somatic phenomena. We experience them as corporal sensations and as means of expression of different meanings” (p.17). This unity-globality point of view, together with this particular perception about feelings, will become in the end the two main elements of Cohn’s method. Its psychoanalytical aspect, on the other hand seeking to overcome psychoanalysis, will be, together with the feelings or body’s sensations, evoking linking ideas and previous experiences. This evocation will take us to the origin, to the birth of  the conflicts, traumas, or life’s experiences which are still influding (painful and corporally perceptible) in the current moment. The ability to take conscience, or better, to perceive and to take contact with those psychic elements “recorded” in the body, becomes a means of great therapeutic scope, and the therapist's instrumental opportunity to follow-up the client in his conscience-taking, in his contact with this corporal recording.  

This somatic approach referring to psychoanalysis found its more genuine expression in the person of W. Reich, and it served his pupil Alexander Loewen (1979) to develop an entire well-known therapeutic-somatic methodology called Bio-energetics, aiming to “cure the soul by working on the body”. This and other corporal focuses as that of Gerda Alexander, with her Eutonic method so extended in Europe, relay on the principle of -body and soul unity-globality, and they demand from the therapist, educator, social worker or supervisor, as well as from the clients, an attitude of perception of “what is there in the body”, an inside perception, feeling the body in the way it is manifested.   

This attitude excludes another one, very extended by the way, by which some people experiment their body, its pain or other feelings’ manifestations, sensations and states with a critical, or even, judging perspective, assessing (frequently in a negative way) what it is, and rejecting it in a projection of what it should be, or what it should not be.

The fundamental attitude that this psycho-somatic approaches are demanding, which we can equally find in Ruth Cohn, is: let it be in its own way, such it is manifested. This attitude of acceptance regarding himself as well as the patient or client, contrasts with the change attitude and posture frequently demanded in the help professionals’ typical bibliography. In any social work manual, social workers are defined as “exchange agents”. Indeed the idiosyncrasy of such professionals, their identity comes from the fact that there are situations that make people, individuals or groups that should be enhanced with external help (by the agencies and institutions, and their professionals). Therefore, and without needing too much arguments, the starting point of such professionals is that “world is not in order, and we are the responsibles to reach a better one”. This logic they assume as idiosyncratic, becomes the biggest obstacle for their action, and even a quasi inquiring position regarding the other’s lives, as Gugenbuehl-Craig stressed (1978) “it is the social worker’s task to facilitate children and adults to develop as healthy, ‘normal’ people. With or without their commitment, he (the social worker) should be responsible to that development according to our own convictions” (p.5). The inquisition’s spirit was fed by the same attitude for several centuries.

The change in people is not reached only by the willing to change, over all if this willing is exclusive of the help professional and goes together to a rejection of the current situation of the client, the change paradoxically happens when one does not want to change. The starting point of all change is paradoxically oneself’s acceptance, and believing that the forces of the human organism that, as Rogers said, has a dynamics of favorable organization to itself and its growth, and will start in the opportune moment to make work the necessary energy for its growth and change.  

From the methodological point of view, the indications of the therapist, of the social worker, the supervisor or the educator, regarding the client, will be directed toward the perception, the description and the inside vision of that corporal sensation detected in the moment of the intervention. In daily life, such feelings when not being perceived or assisted, can end up producing other type of sensations and sufferings like head, stomach or back aches, the most frequents, or others. To explain it more clear and concretely, a bad relationship with some member of the family, with a colleague in the work, difficulties in the labor life, a situation of unemployment, or of conflict with somebody, can be somatically expressed as a pain in some part of our body. The only perception of this pain and its attention without rejecting it, can take us to its origin, the problematic (painful) relationship and to help us to overcome it. Kroeger (1983) says, concerning this unitary and global, holistic vision about the individual:

“All learning, teaching or studying will be more successful if both body and spirit are respected. The human being lives experiences of physical, emotional, intellectual and spiritual character, also having impulses and needs. They are not all stored in tight compartments, in separate drawers, but rather they represent facets of one integrated unit, the unit of being a person” (p.188).

But the integration of body and spirit in a global whole, what in some moment Cohn calls the “psycho-biological unit”, is not the only fundamental, axiomatic characteristic, of this approach. Ruth Cohn goes beyond the simple psycho-biological corporal-spiritual unity of the human being. The human being is included in a higher unity, the cosmic one. The human being is a part of the whole universe and therefore, his destination is linked to it. In this global unity, the society itself is involved, including each one of the individuals that, together with the rest, build the whole society. Although Cohn does not develop this cosmic vision of the humanity, however this philosophical conception had great influence on her method. From there, she will conclude the interdependence of all beings, the respect to life, not only to human life, but to every kind of life. Spirits, the Latin concept for soul or spirit in Spanish, Boff (1994) tells us, meant in the origin everything that breathes, the human being, the animals and plants, and every life form, as well as the earth in its globality and the universe itself, which originates, facilitates and maintains the life (p. 32 and following). This Cohn’s way of thinking can be undoubtedly considered as ecological, since it includes the man and the woman as well as their physical and social environment
. This is the reason for the central role given by this author's methodology to concepts such as autonomy and interdependence, freedom and bond linked to the concept of giving and receiving. Limits and growth, and finally the concept of integration (of the past and the future, in the here and now of interaction) and that of the balance (between the topic or problem, the individual, and the group). Like she said in one of her works (“style and spirit”): “all my (Cohn’s) introductory techniques seek to wake up the attention of the participants for they direct it to the corresponding topic, to the feelings, to the corporal perceptions and the grupal interaction, and how to use everything in the moment, here and now” (mentioned in Kroeger, 1983 p. 189).

From this ethical-philosophical and anthropological framework, she develops her methodology which we expose in its essential elements.

The ITC Method applied to Social Work with Groups  

From Moreno's and Lewin’s researches, a series of methodologies have been developed to work with groups, being different according to the theoretical approaches they are based on. In general one can say however that, in the beginning, and due to the influence of psychoanalysis, the authors stressed the dynamics of the group itself, where the individual recognizes himself through and with the group. The process of the group as a result of the interaction of its members was the central point of the methodology. Interaction was considered like the main element and the reference point of such processes. 

The individual could only be understood in connection with his group or as a member of it.   

The accent was put on the inter-subjective element, in personal terms we can say, on the us. From this perspective the so-called methodology of groups’ dynamics has been developed.   

At the same time and guided by therapeutic focuses, a number of group methodologies have been developed where the therapist centers the attention on the individual, on the subjective element. The group becomes a kind of recipient or a means to promote the cure, and in its case, of the person's growth. The group depends on the individual.  

This is the origin of all the therapeutic groups that have arisen in the last decades in the “developed” countries, mainly in USA and Middle Europe.   

Likewise training groups have been developed, where the technique to learn is the main attention point, leaving aside the processes of the group or the individual needs. The goal of such groups is the domain and use of a certain technique, be it a technical of sale and marketing learning, the learning of therapeutic techniques, etc. Together with these groups, there are always present the so-called study groups, as well as the action, work, or planning groups, etc. whose common and key element is always a task, an object, the reaching of a more or less shared goal.  

Ruth Cohn starts from the fact that there are three fundamental elements in each human group at the same time, the Me or individual, the us or group, and the it or topic, problem, question, task, or objective element. The group’s life is developed in that trilogy, which we can graphically express by the following:
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The three poles of Theme Centered Interactional (TCI)


The therapeutic success or the individual growth, the dynamics or processes of the group, and the realization of the task, will be optimal if the balance between those three elements or fundamental factors is respected. The interaction of the group always contains part of these three factors. They are not always evident, therefore it is of great interest in the development of the group that at least and in the first place, the leader of the group tries to be attentive to discover these phenomena, taking conscience of them, making them explicit while they appear and being responsible for the balance among those elements, without falling in the excessive or in the too little one. This interaction of the three factors, is of course not static but dynamic, it can change in any moment by a displacement from one factor to another.  

Therefore creativity, flexibility and vigilant attention become very profitable abilities for the group’s leader.  

The importance of this interactional methodology, since it takes into account the individual in connection with the members of the group, centered in the topic, as soon as it perceives and keeps in mind the topic -objective aspect- underlying in every kind of interaction, resides in the fact of integrarting the three factors in an unique methodology and making it maintain the balance. Its dialogic-democratic and ecological character starts from here, as soon as that the needs of the group and the individual are not in contradiction neither subjected some to other -the dictatorship of the minority, when the individual is imposed on the rest of the group, or the dictatorship of the majority, when the group is imposed on the minority, without respecting the individual. Both interests are subordinated balancedly to each other and in relation to the topic, problem or object.  

This triangle or triad of factors is present in the groups’s life, it is framed in a specific environment, background or physical, temporal, social and cultural circumstances, that can be represented as an encircling circle, giving the following graph as a result:










Physical-social-temporal context 

This circle represents all those environmental elements that accompany a group’s life and that can concern the time, place, and in general the sum of social factors and institutional, cultural structures that go together with the individuals and with the whole group, and that facilitate, block, promote, or impede, in short, that have some bearing on the group’s life and development.  

Ruth Cohn invites the participants of a group, mainly in the beginning of the group’s life or process, to remain concentrated on themselves in the first place. Such questions of individual nature as: how is everyone feeling whithin the concrete group, what kind of ideas, thoughts, fears, expectations, fantasies lead each one of the members to start working in the group, get extreme relevance. Then R. Cohn invites us to concentrate on the interactional-relationship elements. Suggestions on the part of the leader of what the group itself reminds, produces, suggests to them, the group’s situation at the moment, are excellent aspects, in a second moment, for passing later to the objective element, to the topic, the task or problem and their incidence on the members of the group, in the sense of what the topic is suggesting, how it does affect, what is interesting in this moment, in the here and now of the individuals, of this specific group, i.e. the search for the sense and meaning of the topic for the group and each one of its members. This order, although making in the beginning a chronological sense, the course of the group’s work is synchronous. The leader of the group must be attentive to those factors and their balance, so that little by little it is the own group who simultaneously assists to the three elements, avoiding on the one hand the mere ideology of the topics, without making the relationship with the people composing the group, keeping those topics that interest each individual and the group itself. The Me, the Group and the Topic are perceived and related from the social, political, institutional and environmental background of the group and its members.   

The formulation of the problem, topic or objective aspect is important since the individuals connote the topics in one way or the other according to their formulation. It is not the same, or better, we do not associate in the same way when listening a formulation or another. Let us use as an example the announcement of a seminar for social workers. If we enunciate it in the following way: Seminar on the “methodological lacks of the social workers in the social intervention with young people”, the connotations that each potential participant in the seminar will make on that title, would be different to those that the same potential participants would make when hearing this other one: Seminar on “new techniques for social intervention with young people”. Face to the first formulation, many  potential participants could withdraw while connoting its title with deficiency, ignorance or necessity, while the second title suggests progress, good readiness, professionalization, innovation. The adscription of good connotations, even or in fact, the search for positive connotations to problematic situations and needs in the groups of social work can already facilitate the favorable disposition to change on the part of the individuals involved.  

Regarding the circle which represents the social and institutional means. It may be useful to remember that each one of the members of the group contributes and upgrades all he/she has incorporated from the society during his/her socialization process, i.e., their social and singular history, their cultural and social background influences on their presence within the group. At the same time, the institutional framework in the one the group is involved, and every circumstance given during the meeting such as light, noises, the placement of the seats and the configuration of the physical space, everything has got a direct influence on the group. And all these aspects should be kept in mind on the part of the leader.   

Thus, questions as how many people compose the group, how many of them are women or men, how the place is configured, how much time has the group available, etc., are aspects to be considered in the beginning and during the whole process of the group.   

As well as the psychoanalytical-oriented authors, Ruth Cohn believes that the moment when the group starts working is the most delicate in its life. As Brocher (1967) had already indicated, in the beginning of the group’s life, the members suffer a lost of identity, and they need some time before they get an individual place in it. This moment goes together with feelings of fear, and each member of the group is unconsciously emotionally busier with him/herself, rather than being open to the interaction and/or to the topic of the group. So prudence, caution, and the emotional acceptance on the part of the leader are some abilities very appreciated to create or to facilitate a good atmosphere, a good climax in the group.

Postulates, norms and practical orientations for TCI with groups  

Ruth Cohn enunciates two general postulates orienting the practical norms that should guarantee the interactional thematic life in the group. These postulates are the following:  

1. Each member of the group is his/her own chair person. Cohn uses the imperative, thus reaffirming the incisive character of such a postulate. Be your own chair person! This postulate in fact indicates the need, for each member of the group, of being attentive to him/herself. Perhaps influenced by the approach of the gestalt therapy that R. Cohn knew and practiced, she introduced this element in her methodology. With this imperative to be oneself, the author wants each member to be in contact with him/herself, with his/her own interior processes and with the external conditions and events, the environment, so each member of the group can evaluate this internal and external information and then take his/her decisions about his/her role within the group. In short, with this postulate, the author already tries to help each member of the group to be awake, to be conscious and to perceive what happens within oneself and in the environment: feelings, fantasies, ideas, situations, fears in oneself and in the others, to be able to perceive the own possibilities and limits for the own (each participant’s) decision of action. This postulate,finally, is a call to assume one own’s responsibility, without falling in the trap, so extended, of trying to assume other member’s responsibilities, taking a representation that has never been negotiated or given by the other members. Such subrogations, most of the times, are in fact avoiding the growth of the other individuals, or being an obstacle for one’s own grouth, or operate as a mask for the own resistances (to change).

2. The second postulate is the following: Alterations and interferences have preference.

This postulate undoubtedly appears like one of the most curious novelties in this approach. But people experienced in the work with groups perfectly know the difficulties in any group for the leader and for the own group, derived from the fact that one or several members do not pay attention to what is being treated or made in the group in that moment, or take their own life inside it, or even make whisper comments.   

Usually such interferences are treated authoritarianly on the part of the leader, or be a reason for sanctions imposed by the leader or by the group itself. It was R. Cohn who understood that this kind of situations, comments, interferences or alterations of the “order” frequently are nothing but symptomatic manifestations -emotional most of the time- communications, informations of what is happening in the group, and therefore they belong to the same process of the group and should be treated in such process. R. Cohn suggests to win this “interfering people” to favor the group’s process. Otherwise, not integrating those people and their interferences in the group, although being strongly emotional expressions, may lead to some of the members to a rupture with the group, or to aggressive explosions or simply to leave the group.  

“Those classrooms, conferences rooms and impersonal factories –without any kind of interference- are plenty of apathetic, submissive or desperate and rebellious people that can take the group or the institution to their destruction” (1981, p. 122). Interferences and strong, passionate feelings in the groups should have preference because they are loaded by “human reality”. Their negation will lead to the destruction or the submission of the group, both aspects contrary to the individual’s well-being and to the development of the group’s life. Treating it is not a brake for the group, but on the contrary, the overcoming of an obstacle. I have personal experience about how difficult is the treatment of interferences, because people feel very quickly as being caught in something that is not well done, like making something forbidden”. For that reason, once again, caution and prudence are necessary on the part of the leader to make it appear as an invitation to speak, instead of a punishment for “speaking apart” from the group.  

If a member is continually interfering in the group’s life, braking his development all the time, getting the leader's attention, R.Cohn interprets such a behavior like a scream of that person, who may be looking for help for him/herself. So she suggests to invite such people to an individual therapy. This postulate, according to the author, makes reference to be attentive as group leaders to the demands of the reality and leave aside any kind of dogmatisms and authoritarianism to impose it.  

For these postulates do not become exclusive demands to the leader, R. Cohn enunciates some auxiliary norms so that the members of the group go assuming, little by little, their own responsibility in the process of the group, the function of a leader being less and less necessary. These are norms of help, not at all authority principles to be imposed. This is why here, as a general characteristic of this methodology, caution and care are the attitudes that should accompany the leader's task.  

The norms are the following:

1. Represent yourself in your manifestations, speaking in the first person, “I”, avoiding the impersonal “one” or the representative “me”.

The experience confirms that expressions such as, “what we think”, “what is demanded”, “what is necessary” etc. told by the members of any group, are manifestations of a “hiding game” rather than realities lived by those members, or of showing some representation of the group.    

Only if one formal and really represents to a group, may speak on behalf of it, but this usually is not the case referred by R. Cohn, when she speaks about groups, because frequently in the groups that impersonal or representative language is a fallacy and an excuse for not assuming what one is saying.

2. If you want to ask a question, you should better explain the background and the importance that this question has for you. This means, first say what you want, and do not make interrogations to the others

The reason for this norm is the fact that questions are always, or most of the times, an invitation to the person asked to be open and manifested, while the individual who asks keeps his reservation, remains in his hiding place. Questions made from there can become strategies to avoid to show oneself, or to hide experiences or own ideas or simply to be an inquiring wrapping of fights for the power. When this happens, the one interrogated that notices, although unconsciously that the questions are not authentic, he/she also responds in a non-authentic way, thus completing the game of the hiding place. The group life becomes a haze of games and hiding places, a tribunal or an interview, where the dialogue disappears. But on the other hand, if the one who is interested in some information of the other, show a real interest, this will help the other to be equally open in the answer. The author of this work frequently invites personally the participants to express indicatively what they want instead of making questions to express themselves.   

This exercise of transforming the question into an indicative expression, significantly facilitates communication and also avoids obstacles and resistances on the speaker’s side. In a work session of a supervision training group that I manage, somebody asked another person the following: “Do you actually consider yourself able to supervise that client?” The question seems to be authentic and could even be understood as a demand for authenticity toward the potential supervisor in the sense “how do you see yourself?”, “what possibilities and limits do you perceive in yourself?”. My invitation to turn the question into an indicative expression, in a communication, gave the following result: “I am afraid that you might fail in your attempt of beginning to supervise”, which expressed a feeling of solidarity and sympathy with the other person, member of the training group, at the same time helping the other to think and to perceive in himself if the fear was founded or not, i.e., if his decision of supervising a certain client was a decision based on self-confidence or on the contrary, an unconscious or evasion behavior.  

As R.Cohn said (1981), “direct communications instead of questions inspire and facilitate a higher interaction, since when the own thoughts or feelings are expressed, the rest of the group will probably want to communicate in the same way their own experiences and ideas. Authentic communication is as contagious as the resistances” (p.125). If some question is made, it should respond to what Cohn has called “the art of asking”:  

“It is a sign of high artistic level in therapy (the same is true for the social work with groups, note of the author) to make little and very wisely use of questions, so the speaker can use them to a better understanding of his problem and to find his own answers. If questions are scarce and are made in the right moment and place, the speaker may not feel sitting down in an interrogatio” (mentioned in Langmaack p. 119). In this sense some open questions that allow the member of the group to think, to evoke, to take contact with himself, can have some value.

3. Be authentic and responsible with yourself. Be aware of your thoughts and feelings and   select what you want to communicate to the group.

Anyone having participated in a group knows that, together with some people’s silences, other members sometimes give long speeches and even monologues which end up boring the other members of the group, and monopolize their attention unboundedly, even making the leader to feel in the obligation of limiting the intervention of such people, for letting time to speak to the rest of the group. To avoid those situations R. Cohn has devised this norm, to be authentic with oneself, to order the thoughts and feelings consciously before speaking, and to select among all of them what one wants to express or to communicate to the group. Otherwise, if somebody speaks without order, without that insight to select the contents to be communicated, a long speech will emerge, without any connection, repeating unconcrete things, opinions, thoughts, etc. that have been heard and accepted uncritically, from the parents, the teachers or from the family or social environment, from other people with some authority, without having made them the own’s opinions. R. Cohn expects from this type  of communication more authenticity, trust, cooperation and closeness between the members of a group.  

4. Do not interpret what you hear from the other members, but rather tell what the utterances, evoke in yourself.   

The habit of judging what the others say, makes that we do not listen to the other one, and we do not listen to ourselves. If somebody complains in a meeting of a colleague in aggressive, or pejorative terms, the judging reaction will take the leader or some member of the group to answer him with identical aggressiveness or valuation: “but, how can you make or think or feel such things of a partner!”. If, on the contrary, somebody tells him: "the way you speaks about your partner produces me fear or aggressive feelings”, maybe this authentic communication will facilitate the former, for the first time, to perceive the reaction that his own’s behaviors (verbal) or comments can produce, and to decide to make it otherwise. The same occurs with the interpretations, which are transformations from what one has heard to accommodate it to his/her personal way of understanding or assessing, to his/her experience, but frequently such transformations have nothing to do with what the speaker has said, so R.Cohn advises to listen to the speaker and to perceive the effects of what has been heard in the own’s interior, in his/her memories, feelings or concepts and to communicate some of these to the speaker in the group.  

5. Give preference to colateral conversations.  

Frequently such conversations are important elements of the meeting, they appear something to the problem or topic, or are simply manifestations of boredom, indifference or anger. While such phenomena exist in some of the members of the group, the group itself cannot advance and if it is a contribution that somebody makes whispering to his/her closer partner, the group can become poor. Such colateral conversations arise as effect of a certain distrust, or fear or simply because the nuisances, indifference or boredom are a taboo or are sanctioned in the group. This is why R. Cohn wants to give preference to them, the same as if somebody expressed his/her uneasiness in the group. What underlies to this norm is the fact that the group cannot advance, if some of the members do not advance or are in a differente place, problem or feeling than the rest of the group. This kind of conversations can also indicate that somebody emotionally needs to say something and is not able to, because the group in that moment does not allow it.  

Therefore in these situations, the leader of the group may invite the conversationalists to openly express what they are whispering. It is necessary to make it with caution and not in an authoritarian or obligatory way.  

6. Talk to people directly.  

Usually the members of a group are afraid of each other, or they think that they are not actually good for what they are supposed to be, and this leads to say impersonal things, or to make general statements, for noone can feel really responsible, the linguistic forms used are impersonal as well or go together with general expressions which are hard to contrast in the reality with concrete cases. For that reason once again Ruth Cohn has found a rule that can help to avoid this kind of communications, encouraging the members of the group to talk to people directly. Do not say for example “what happens here is that the atmosphere is not good”, when in fact what you mean is: “this man’s/woman’s behavior bothers me”. The direct expression facilitates the communication among people, while the absolute, general expressions do not have any subject of action, therefore nobody is responsible or, in the worst case, everyone may feel guilty. “May I be the person which causes the bad atmosphere he had said?, will I be the one who makes it?”, is what every single member wonders when hearing such “general and hidden” accusations. If there is direct communication, the mentioned person can directly take position in this respect and this way to clarify, to assume his/her responsibility, or to reject it, or to negotiate or simply to verify what has happened and, in its case, to decide what and why he/she may change.

7. Pay attention attentive to the signs of your organism and to those of the others.  

Feelings, especially the unconscious ones, are corporally manifested, in positions, postures, features, sometimes even in perspirations etc. of the body.  

This norm is specially important for the global character of R.Cohn’s thematic, interactionist conception, but also because our culture does not promote the attention to our body, or to its manifestations, only in the cases of strong or exaggerated manifestations, due to illness or a strong pain, our body forces us to pay attention, usually treating the symptoms improperly instead of trying to communicate with what it is telling us. Experience tells us that the body is a magnificent source of information, and that keeping it in mind helps to a better diagnosis, being useful for intervention and to reach individual growth. In the groups a confidence atmosphere is built. Its language, which is sometimes so expressive, allows us to enter in conflicts that we verbally repress, so they remain hidden, although they have a real influence. It is better make them explicit rather than being under their control, most of the times unconsciously. At the moment there are different approaches which work mainly with the body, as in the case of bio-energetic therapy, or breathing through meditation like a breathing exercise that little by little goes penetrating all our corporal being. In the group’s life we have seen many times corporal expressions such as yawns, stretching, looks to the floor, but also other clearer ones, as headaches, interrupted breathing etc, which express boredom, fear, tension, happiness or other psychic states whose perception allows the leaders of the group to intervene in one sense or another. So R. Cohn’s indication has great interest, so the members of the group go little by little perceiving what happens in their body, because it is actually a great source of information in itself, and of communication for the others.   

Role of the group leader

In this interactional approach centered in the topic, the direction of the group is a function to be completed by the leader. He/she must, at the same time, be a participant, keeping in mind and completing the group’s rules, and assuming the task, mainly in the beginning of the group’s life, of maintaining the flexible and dynamic balance of interaction between the individual, the group and the topic. He/she completes this task as much time as necessary, tending to go losing this protagonist role and allowing the members of the group to go assuming the responsibility. Accomplishing the norms should be demanded with caution for they do not turn into rigid principles that impede rather than help the group, or to become the “excuse” and platform for an authority exercise on the part of the leader.  

In this approach it is thus essential that the leader assumes a democratic attitude concerning, promoting everybody’s growth and respecting everyone’s rhythm and peculiarities, with a balance with the rest of the members and without allowing to leave aside the rough topics that may be ignored in the group. On the other hand, the communication rules in the group serve the leader as observation criteria for a better diagnose of the situation of the group. An impersonal communication in the group, a trend to avoid communication are usually signs of dissatisfaction, of fear to each other, of distrust, and if this phenomena are not detected and solved on time, the communication rules can take to some members to leave the group, or to a fight situation between them.  

Of course this Ruth Cohn’s approach should be integrated in or completed by the phase conceptions of the groups’s lives like described by authors such as Lewin, Lippit or Brocher, Berstein/Lowy (1982) Hernández (1991), Leirman 1992, describing the groups’s process in different phases or stages with specific characteristics which are necessary to keep in mind. Although there are some differences in the number of phases according to the different authors, 4 or 5 phases are usually designated. I think the 5 following phases may be the most significant: orientation (beginning), fight for the power sometimes going together with by a fight against the authority, the phase of intimacy and trust, the one of cooperation and work, and finally the phase of farewell (see Hernández 1991, p.187 and following. From the point of view of  TCI, the first two phases may be more focused in the me, since each one of the members is looking for his/her space, position and individuality in the group, in the third phase the us is more present, with a strong feeling of ownership to the group, the fourth phase may respond rather to the solution of problems and tasks, its  character is more objective, it is the moment of the group’s maximum work, and the last one which has very special characteristics having to do with the loss and abandonment of the group, being therefore very emotional, the attention being again centered in the me, outside of the group, without the group and without the things learned during the process; this learning is always individual, but with the help of the group. So once again the three elements of the method are present, although the stress is put on the individual.
Applicability to social work with groups

Ruth Cohn’s approach, the same as in the case of other humanistic perspectives which we have mentioned in the introduction, mainly arise from the therapeutic activity, but go little by little being more spread in the exercise of the pedagogic work (schools, teaching centers, adults' education, social education etc.) as well as in the social work.    

The method of TCI is an excellent intervention method for social work, therefore I want to present some reflections about in what sense I consider it as interesting for social work with groups.   

First, from the anthropological point of view, the social work consider the individual in his/her whole, as an unit, it is a holistic, global look which keeps in mind the biological, social-cultural, and spiritual dimensions of the individual. The social work also stresses the independence, the autonomy and the individual self-responsibility, but not as starting point, but rather as the arrival point. In fact many of the clients of social work, become in such due to pejorative self-concepts on themselves, lacking trust in themselves or in their environment. Frequently they suffer hetero-determination, or even oppression, they are fearful of life, which frequently has been adverse to them. Often this kind of people are alone, so the group is a (positive) experience of an us, to start building new relationships or new forms of solidarity, of cooperation with other people, developing feelings of ownership to a community, to a neighborhood or to a physical and social concrete environment. Social work is characterized by a dialogical, democratical conception of life, of the society and of people. The theoretical principles, the philosophical and anthropological bases of R. Cohn’s method, as well as the practice through the rules leading to organize and to accompany the life of the group, perfectly fit the goals of social work with groups, reinforcement of individual personality, ownership to a human, community “located and dated” as P. Freire (1973) liked to say, to qualify for the action, for decision-taking about one’s life and the opportunities offered by the physical and social environment. The method offers practical, instrumental elements, “learnable”, and therefore governable, for the social worker has concrete instruments to work with groups.  

The fact that some of the most experienced social workers and university teachers of social work have have used this Cohnian methodology with high success in the practice of social work and social education, as well as in the training of social work’s professionals, is another proof about the usefulness of TCI, which is profitable, applicable as method of social work with groups. This method has also the advantage of being therapeutic and educational at the same time, allowing to use it in that double sense in the group activity with social work’s clients. We occupy as social workers a space that is sometimes therapeutic, with a healing character, passing later on to a social work promoting the individual’s growth. Both aspects are sometimes intimately integrated and they have to be simultaneously kept in mind. The search of the hidden problems that underlie, sometimes not being evident at all in the dialogues that take place among the participants of the group, it is an important task for the leader, helping the members of the group to formulate the underlying problem or problems in the spoken situations has great interest for the work of the group. Frequently the correct formulation of the problem, implicitly brings its solution.   

I believe that it is also important not to understand R. Cohn and her method like a doctrine. The author rather offers us a rich, wide panorama and, in her applicability, easy to learn to use it in a personal way, i.e. integrating her method in the personality of the leader of the group. Experimenting communication rules is a great help for the members of the group to go acquiring talkative abilities, which will be important supports to their communication in the daily life. Frequently the participants in groups of social work show communication problems. The method and its rules apprehended and experienced little by little are, in many cases, a strong help for those people. “What I learn here, is also good for my life”, is a very common statement of many participants in the groups I manage using this methodology. Meanwhile we have known some more features concerning the human language, interpersonal communication, as much from the theories and psychological, systemic researches, of Watzlawick, Bateson etc. (Palo Alto) among other, as of the social aspects of communication itself (Habermas –1986–, McCarthy –1987–, Hernández –1991, 2002–). This is why the ITC as integrative methodology of different concepts allows to integrate a series of other (partly new) elements, structuring a flexible instrument, appropriate and applicable to social work with groups.
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A MODEL FOR ENHANCING INDIVIUAL AND ORGANISATIONAL LEARNING OF ’EMOTIONAL INTELLIGENCE’: THE DRAMA AND WINNER’S TRIANGLES
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(…)

It is interpersonal skills or emotional competencies which Goleman identifies as contributing no less than two thirds of the requirements for effectiveness. These enable those who are most effective to do justice to their cognitive skills in organisational settings. 

(…)

To foster these emotional competencies requires that development in an organisation provides coaching in a learning, not a blame, culture. I have found the action learning approach (McGill & Beaty, 1995; Burgess, 1999) conducive to individual and cultural change in accordance with these values. Within action learning sets, as well as in training and educational programmes, I have been utilising a simple model that has contributed effectively to assisting individual, then organisational, awareness and practice of emotional intelligence. I describe it here, to invite others to test it out.
(…)
A Value Base of Self-awareness and Choice Rather Than of Blame

In introducing this model to colleagues, I have found it helpful to clarify that it is not a 'politically correct' model (Burgess, 1995). By this I mean that when pointing a finger at other people's behaviour (and possibly feeling justified by comparing with my own), I am required to be aware of the three fingers in my hand pointing back at myself. In other words, its strength is as a tool for self-awareness and choice, rather than for criticising others. The implication is that a blame model justifies non-change in the blamer. (This, it need hardly be said, is not a basis to avoid challenging discrimination or oppression-simply not to do so in a self-justified way.) Taking personal ownership is also the reason for my writing about this model largely from the first person. A more remote perspective might imply that I could dissociate myself from the behaviour and feelings in both triangles.

So the Drama Triangle is not about 'should nots', any more than the Winner's Triangle is about 'shoulds'. Both are about the reality of day-to-day human experience and making choices for oneself. You, no less than 1, are likely to frequently find yourself in the Drama Triangle positions. You also find your own successful ways to become unstuck. This model simply offers a way of conceptualising this to make clarity about choices more accessible. No model can stop you or I behaving at times in ways that are ineffective or that leave us dissatisfied. What it may offer is a language, and a clarity that enables quicker choices to change what we want to change, to enhance our effectiveness as people and as professionals.

The model is based on that level of self-awareness and understanding of the human condition that acknowledges, 'There, but for the grace of God, go I'. In common with Transactional Analysis, it empowers change by helping to clarify what I can first change in my own behaviour, perceptions or feelings. In management development work over 10 years, initially with social work managers, and then with social work practitioners and with managers in health, housing and education and more recently with managers in the private sector, we have noticed how making such choices can ripple into relationships and dynamics with others, engaging them in choices for change for themselves.

Part One, the Drama Triangle

The first, or Drama Triangle, developed by Karpman (1968), describes experiences of my neurotic self, which I can experience numerous times each day, whether it be for minutes, hours or just milliseconds. It is a tool for accelerated awareness of my interactions with others. As can be seen in Figure 1, the three positions are Victim, Persecutor, Rescuer. Whichever position I take in this triangle, I am not taking appropriate responsibility for mysel£ It is only the expression of this abdication that is different in each position.

To initially illustrate the positions in the model, I will offer a simple caricatured scenario, not totally imaginary, from my own parenting experience. Imagine one Saturday, after I have cleaned and tidied the lounge for visitors, that my son cuts, glues and colours cardboard to create an alien-repelling raygun, leaving the room looking like the aftermath of an intergalactic war. I walk in, view the chaos and feel hopeless. I take Victim position: 'Oh, no! Tim, what have you done again, after all my effort and time?' He responds, cued in by me, as Persecutor (eight, going on 18): 'Dad, you're such a fusspot!' (then flipping into Victim), 'You always pick on me'. I am already fuelled by anger, and shift to Persecutor: 'You are the most inconsiderate
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Figure 1 The Drama Triangle (Choy, 1990, from Karpman, 1968).

child I know! I've told you about our visitors coming. You'11 lose your pocket money for this'.

My partner enters the room, overhearing the fracas, and takes Rescuer position, opting for me on the basis of my near apoplectic face: 'Why don't you just go and change, and I,11 sort out Tim and the room. You really shouldn't get into such a state'. She then rescues Tim too: 'You just go and take your raygun outside, and leave me to tidy the room'. 1, however, will not go along with letting him off the hook and continuing as Persecutor, turn on her: 'What sort of parenting is that? How do you expect him to learn? You are as thoughtless as he is'. She is fired to respond in equally Persecutory mode: So you're such a model parent are you? I,11 just leave you to resolve this as successfully as you started'. Tim is bewildered and unnerved by the hostility between us, and tries to rescue us both: 'Mum, Dad didn't really mean it. He just ...'. But I am back into Victim with a vengeance: 'This is so typical of the support I get in this house!'. Turning to Tim, I revert to Persecutor: `If you don't tidy this up in five minutes I,11 fine you five week's pocket money!' (Ouch!)

I will leave the squabble, which is clearly not achieving any real progress, to focus on the Drama Triangle. The terminology of Victim is probably the most familiar. This position can feel 'sweet and sour', in which 1 hold anyone and anything but myself as responsible for solving my problems, and probably for causing them as we11. While relishing my abdication of responsibility, I languish in renouncing my own ability to negotiate or problem solve at the same time as experiencing my hurt feelings.

As Victim, I am likely to attract the attention of someone willing to take the Rescuer position. The Rescuer takes over responsibility for the other person, and this to an extent that is beyond eventual willingness, or even ability, to respond. In this way the Rescuer does not take responsibility for their own boundaries, and takes over responsibility írom the Victim. They do not acknowledge that the Victim has any problem solving capacity, nor that they are preventing the Victim from developing his/her own potential. Nevertheless, they are soon likely to feel that the Victim is ungrateful for the extent to which they, as Rescuer, are 'so generously' putting themselves out.

In the Rescuer position, anger at the lack of appreciation or response of the Victim, is likely to shift them into the position of Persecutor. So too can the Victim easily shift into Persecutor position, angry at the way others will not take away their problems, or even angry at the way they do.

What is evident is that there is a fluid dynamic between all three positions in the Drama Triangle, so that we can flip from one position into another, pushing, and/or being pushed by, others in the game. The consistency is that we stay in the destructive dynamics of the Drama Triangle, in which none of us take responsibility for ourselves, and in which, despite rapid shifts between the different positions, no positive outcome is achievable.

In the third position, Persecutor, I act as if satisfaction will be gained by punishing another, in lieu of taking proper responsibility for self. As Persecutor, I hit out at another, to satisfy my frustration or anger. I am unwilling to negotiate or problem solve, and I abuse. I place all responsibility for issues that I am involved with on anyone else that I can blame.

The Victim is a perfect foil for the Persecutor. However, the Rescuer can also quickly become Victim of the Persecutor. The dynamic in the Drama Triangle is such that the Persecutor can rapidly flip into Victim, Victim into Persecutor, Rescuer into Victim etc. Each position is equally accessible to us, while we are refusing to take responsibility for ourselves in relating to another person (internally or interactively). The only boundary is the triangle. The shifts between positions can be instantaneous and multiple in the same interaction.

The three positions of Victim, Rescuer and Persecutor provide a language, or a mental model that is easy to picture, for noting my behaviour, feelings and abdication of responsibility for myself. While I am sure that every behaviour cannot be identified within these three or their corresponding positions in the other triangle, yet the more I explore them, the more I am able to connect these triangle positions with a variety of behaviours.

The complement to the Drama Triangle offered by Choy (1990) is the Winner's Triangle (see Figure 2). The Winner's Triangle illustrates ways of redeeming our

Reality : Act in own interests.

Characteristics: Ask for what they want. Say no to what they don't want. Give feedback and initiate negotiation. Make changes in order to get their needs met. Do not punish.

Reality: Concern for the vulnerable person.

Characteristics: Do not do the thinking and problem solving. Do not take over, unless asked (and they want to). Do not do more than their share. Do not do things they do not want to do.

Skills: Listening skills, Self-awareness

Skills: Assertion skills.

CARING


                     VULNERABLE

Reality: Suffering or potentially suffering.

Characteristics: Use Adult ego state for thinking and problem

solving. Awareness - use their feelings as data for problem solving.

Sklills: roblem solvíng, self-awareness..

Figure 2 The Winner's Triangle (Choy, 1990).

avoidance of responsibility, which the Drama Triangle has clarified. Where I might use that self awareness to feed my guilt, self-rejection or sense of failure, which could get me stuck even deeper in destructive dynamics, the Winner's Triangle offers an alternative, a choice, a shift. While easy to label as simply taking responsibility for myself, it is often much harder to actually do.

The Winner's Triangle

The three positions in the Winner's Triangle (Figure 2) correspond directly to those in the Drama Triangle. I will examine them in the reverse order to that used above, so as to work my way towards the converse to Victim, which I find the most subtle.

Firstly I will briefly return to my domestic scenario to provide an initial illustration of the three positions. Imagine that having given Tim my punitive ultimatum to clear up in five minutes or lose five weeks pocket money, I catch my partner's eye. She looks sadly at me, and her real vulnerability frees me to feel dissatisfied with myself. I too am able to risk being Vulnerable: 'Tim, look I'm sorry I blew up, I was out of order'. I am then able to move to Assertive: 'However, we have visitors coming in half an hour, and you have lelt a mess. What do you want to do?'

Tim is able to meet me with his own vulnerability: 'Dad, you really scared me when you shouted and I don't like it when you and Mum argue. Can you help me put the rubbish in the outside bin, `cause I haven't got my shoes downstairs?'

My partner responds in Caring position: 'Look, Tim, Dad has to get changed. I,11 teli you what, I'm going upstairs, and I'll bring your shoes down for you. That way you can get the satisfaction of doing the whole clearing job for yourself. What do you say?' Tim accepts responsibility with a giving vulnerability: `I s'pose it was me who made the mess'. I am more than happy with the resolution which is better than I could have imagined and am able to be Caring: 'Tim, would you like to play a bit of football after the visitors have gone? You see I need some exercise too, and I could leave going for a run for another day'. However, I am also Assertive: `I want you to be considerate about keeping the lounge tidy for all of us if you make a mess'.

By taking responsibility for self, we can no longer remain in the Persecutor position. We move to Assertive, no longer looking to put blame on others, nor to punish them. In Assertive behaviour we are clear about our own needs and boundaries, but also open to those of others, which enables us to negotiate. This taking of responsibility for self is the essential shift between the dynamics of the Drama Triangle and the Winner's Triangle. In the positions of the Winner's Triangle there is potential to contribute to some kind of positive outcome, which is not feasible while in the Drama Triangle.

In the same way as Persecutor position corresponds to Assertive, so Rescuer corresponds to the Caring position. The person behaving in Carer does not abdicate their own needs, nor overlook the boundaries of their motivation or ability to assist others. They do not carry the illusion that they can take over another's problem and solve it for them, without diminishing or disempowering them. Whatever commitment the Carer makes can be relied on, and is given fully, without pulling back again. If they cannot fulfil their commitment they are accountable. They are available to be sensitive to the other person's experience and needs, because they are responsible for themselves.

The converse to Victim is Vulnerable. When exploring the Vulnerable position in the Winner's Triangle with managers in action learning sets or training courses, participants have often suggested that they would rather call it something other than vulnerable. Nevertheless, attempts to rename it have never been wholly successful. We have had to return to exploring the challenge of vulnerability, recognising that the wish to change the name reflects the intensity of our cultural and individual struggle with the paradox of vulnerability.

To be Vulnerable conjures up being weak, disempowered or exposed to abuse. It is something we often learn instinctively to avoid or hide, not only from others, but also from ourselves. It is in attempting to avoid experiencing my vulnerability that I am likely to resort to the powerlessness of being Victim, the disempowerment of taking over as Rescuer, or the abusiveness of being Persecutor.

When I am Vulnerable, taking responsibility for myself may simply take the form of admitting that I cannot manage, and asking others for help. However, I do not assume someone else has to help me, nor do I resent them if they choose not to. The thought of experiencing my vulnerability can be scary, even frightening. Paradoxically, the actual experience can lead to unexpected empowerment.

The Challenge of Daring to be Vulnerable

I find the image of an infant heipful in understanding better the paradoxes inherent in vulnerability. In its defencelessness, guilelessness and transparency, the infant exerts tremendous power on others. They are likely to respond to its needs, give of themselves unselfconsciously and with corresponding transparency and defenceless behaviour. Vulnerability is, I believe, very powerful.

This was brought home to me yet again recently by the very difficult experience of a practitioner with her managers. Having asked for a reference from her short term employer in applying for two permanent posts for which she was well qualified, she was puzzled at not being shortlisted for either post. She then asked to see her reference, which her immediate boss told her had been written by the organisational manager (and based on her boss's notes on a proforma). The practitioner's shock when she saw the reference was such that she approached her boss, confronting her with its injustice. Her boss was defensive, blaming her own manager in turn for it. Unable to cope, the practitioner lelt hurriedly to deal with her feelings.

The reference damned her 'with faint praise' to the extent that she was not at all surprised that she had not been called for interview. She was deeply hurt by the injustice. Her qualities and strengths were not acknowledged at all. She decided to request to see it again and raise her feelings with both managers. It became clear that both were in very defensive (Victim/Persecutor) mode. Despite her instinctive efforts to protect herself, she showed her hurt in a very vulnerable moment, breaking into tears momentarily in front of both.

The effect of her real vulnerability was dramatic on the two defensive managers. The reality of her pain reached through their irresponsibility in a way that hours of argument could not have. They opened to what they had done and both made strenuous efforts to make up for it and to demonstrate how they valued their employee. She, in turn, was able to become Assertive, resisting any attempts to push her into Victim, by them Rescuing. They both then experienced their own vulnerability about the Persecutory role they had adopted in the reference (punishing the practitioner, because they did not want to lose her to another job). They then moved on from vulnerability to a more Caring position. The next reference was very different, and led to a successful interview in a permanent post elsewhere.

As well as demonstrating to me the paradoxical power we can access by just being who we are at moments of vulnerability, this experience also showed me something else. It re-enforced how, when someone takes a position in the Winner's Triangle, it is more difficult for others in the dynamic to continue in the Drama Triangle. They are faced with a choice of first awareness and then of change. They may have to withdraw, or might even move into the Winner's Triangle themselves. Of course they may resist all the more this unwillingness to play their game and resort to greater intensity of persecutory, rescuer or victim behaviour. Extremely testing as this is, by taking responsibility for oneself, it is possible to maintain one's congruence and make decisions that feel right through vulnerable (not kamikazi), assertive or caring behaviour.

The incident referred to above also reminds me yet again of the resistance I have to being Vulnerable. My preference would be to take the Assertive position. However, very often, my route to assertiveness has to go through vulnerability first. So often, being vulnerable appears to be the door into the Winner's Triangle. However brief the moment of vulnerability, the experience enabies me to paradoxically access my own reality in which I find my empowerment. I can then access my assertiveness. If I attempt to avoid my vulnerability, as did the two managers initially, I will end up playing Victim, Rescuer or most likely, Persecutor, in the `circularity' of the Drama Triangle.

The essence of the Winner's Triangle is not about putting on a particular role, just because it can be more advantageous in the long term. The three positions defy manipulation. It is about being true to ourselves at a given moment, being who we really are in a way that does not disempower another, while being in tune with what is right for ourselves. It is this kind of effectiveness that corresponds to emotional intelligence (Goleman, 1998). When compared with the destructive stuckness of the Drama Triangle, the experience of daring to be Vulnerable, Caring or Assertive (whichever is really me at that moment), can be dramatically empowering. Most of all, it can lead to options and outcomes that are more creative than anything that might be planned beforehand. This appears to happen simply through the opportunistic synergy that is freed when people respond to one another courageously as themselves, without defences and games.

An image that illustrated this synergy for me (in the opening to the TV programme The Southbank Show) used an animation of Michaelangelo's Creation of Adam on the Cistine Chapel ceiling. The outstretched fingers of Life respond with electric power (literally showing a lightning flash) to Adam's hand reaching out without effort. He accesses the empowerment that is his potential, but which can only be achieved through a risk of vulnerability, confidence or love (three qualities that correspond to the three positions of the Winner's Triangle).

Although the terminology of the Triangles is derived from Transactional Analysis, the model corresponds, I believe, to the more contemporary concept of emotional intelligence. This comprises a set of qualities that can be developed collaboratively with others through honest and sensitive relationships. I propose that the Drama and Winner's Triangles can be a facilitative tool to provide a shared language and accessible understanding in the building of such intelligence and the behaviour it leads to. A creative and inspiring approach to this is taken by Zander & Zander (2000) who show that far from an image of aspiring to dreary, dutiful, correct behaviour, this process is exciting and expansive. They use the term 'downward spiral' to describe dynamics similar to those in the Drama Triangle. 'The Art of Possibility' is their exponential alternative.

Case Examples of Applications of the Drama and Winner's Triangles
There is no simple formula for awareness raising and the ensuing personal choice to express higher self rather than neurotic self. Nevertheless, there is a simplicity about how I have approached applying the model. I usually introduce the two Triangles by suggesting they be tested to see whether they have durability as a model that can be applied in the professional and personal lives of the group. Describing it briefly with a handout diagramming both triangles, I invariably get a response to my domestic illustration of the row with my son (see earlier). Most can identify immediately with such application to domestic relationships in their own líves. I then suggest they test out the model in relation to professional interactions, exploring this in pairs.

Following a plenary discussion and further exploration of different experiences of how to move from Drama to Winner's, most people have sufficient grasp of the model. It is then possible to return to the model at a later date, when a situation or problem is being explored. This, I find, is most effectively done with a question about whether what is being described corresponds to a position in one of the triangles. The model becomes a framework for a language about responsibility taking, which gets applied in a variety of situations because it focuses on process rather than content.

When a group of people who work together in a masters course, an action learning set or a training programme become familiar enough with the language of the two triangles, it becomes a short hand to raise and recognise the levei of awareness towards an emotionally intelligent choice of behaviour. Whilst the tutor or facilitator initially makes the connection with the triangles, it gradually becomes a common language taken up by members of the group, e.g. 'Where do you see yourself in the two Triangles?' The next questions are likelv to be, 'What do you want to happen?' and 'Does anyone see a way of reframing or changing the meaning of what is happening to enable a move into the Winner's Triangle?'

I have found the model very powerful in supervising or consulting individuals as well as groups. Practitioners, counsellors and supervisors frequently share the model with their client or supervisee as a tool for collaborative exploration. The following examples are derived from a decade of application with managers and practitioners. They illustrate how people have used the Triangles model to get beyond stuck or destructive patterns of interaction at both an individual level and with implications for wider organisational learning and effectiveness. Many of there awarenesses (emotional intelligences?) have been achieved in supportive yet challenging action learning sets. (To protect anonymity the examples have been altered and 'mix and matched'.)

(a)

A social worker responded to questions of whether she saw firstly her client, and later herself in the Drama Triangle. She recognised how her drive to be helper often took her into Rescuer mode. She saw how she could prevent her clients from being able to access their own problem-solving ability, inviting Victim behaviour. She also recognised how a particular client could flip her into Victim by having a go at her.
 (Persecutor); how, in meetings with the client, her team leader would Rescue her from the client's aggression, only to be Victimised by the same Persecutory client, inviting the social worker to then come in as Rescuer to her team leader. The unsatisfactory pattern was broken by the social worker recognising her pattern (becoming Vulnerable) and redefining her helping role (in Caring position) as enabling her client to take the steps that she wanted to take for herself (client moving from Vulnerable to Assertive). This also changed the dynamic with her team leader who was less patronising in the face of her growing assertiveness.

(b)

A training officer was running courses on joint assessment which were going badly wrong. Staff were resisting and Persecuting her efforts. By exploring the triangles with colleagues in an action learning set, she recognised where she was in fact Persecuting them with expectations of practice that were too developed for the context they were working in. She was also able to sec how she was trying to Rescue managers from their responsibility to carry forward the implementation of the joint assessment process. By using the Triangles model, she clarified the boundaries of her own role as trainer, and changed her input to the project group to advisor rather than implementer. This changed the balance of ownership for both staff and managers. The multi-organisational implementation of joint assessment was able to move on with the right people carrying their own issues.

(c)

In response to courageous and balanced feedback from a colleague in an action learning set (Burgess, 1999) a manager slowly recognised liabilities in his no-nonsense approach: '1 only want "can-do" people who can "stand the heat in the kitchen" '. Asked if he could identify this statement within the positions of the Drama Triangle, he acknowledged how he could be Persecuting people who faced him with their vulnerability about the personal demands of a 'more for less' environment. He recognised that he feared accessing his own vulnerability about whether he could really cope himself (beneath his brash, macho exterior). Listening to another's vulnerability faced him with his own. By recognising his anxiety and how he defended himself from it, he was able to enter his fear (being Vulnerable) and experience his ability to survive it.

He was thereby enabled to more effectively respond to the vulnerability of his staff (in Caring position). Yet he was also able to maintain clear boundaries about what he could and could not do. This accessing of a deeper level of his own integrity helped him to be clearer about organisational issues and requirements (Assertive), in a way that helped staff to find their own solutions (also Assertive). Because they experienced a validation of their own struggles, by being listened to and not ridiculed as weak, they were able to maintain responsibility for themselves. This stopped them from resorting to Victim position, and by moving through Vulnerable, to being more Assertive in finding ways of coping for themselves. The longer term impact on the culture in the locality office moved away from persecutory blame to appreciation of collaborative learning, in which mistakes were important data for improvement.

(d)

The subtleties of partnership and joint agency working were defeating health and social services representatives on a project group. They found themselves stuck in competitive behaviour in which past inequalities were resented and held on to. When one participant explored her frustration and Vulnerability in an action learning set, the response of her multi-agency colleagues validated her position as mirroring their own experiences. She was able to acknowledge in microcosm how feelings and experiences were similar across the agencies. She also was struck by how much of a common vision to provide effective services there was.

By recognising the Persecutor/Victim behaviour that was going on, the presenter of the issue was able to make the journey through Vulnerable to Assertive by developing an alliance with colleagues in the set that could model replacing the negative and unacknowledged coalitions in her project group. These new networks inspired the presenter to replicate such alliances with her colleagues in the original problematic partnership project. While things changed only slowly, there was enough of a glimmer of hope to inspire continuing to work on positive alliances within the project group, to increasingly displace the previous pattern of competitive and blaming behaviour.

(e)

A social work student on practice placement was subtly discriminated against because of her race by administrative staff in the office. She was courageous enough to take this up with her practice teacher who, in trying to take it forward came up against the inertia of denial that reflected the local previous culture. Her initial response was to hit out angrily at her own manager and his manager. Their defensiveness increased as they experienced feeling Victim, and responded in Persecutory ways to justify their sense of inadequacy.

With the help of a colleague's low key consultation, the practice teacher saw her own behaviour as Persecutory (and as replicating a similar quality in the racism). She then acted from her Vulnerability and asked to meet with both managers. She acknowledged her unhelpful blame of them and shared her helplessness in the face of the racism of some influential administrative colleagues. This elicited her managers' own admission of feeling unable to shift the pattern. From what they feared could have spiralled into hopelessness, they began to find a way forward by resolving to share their sense of helplessness (Vulnerability), yet also their determination to find some way of dealing with the racism.

They decided to be open about their struggle to effectively change the culture with their colleagues in three teams that shared the same office. They experienced vulnerability particularly with their black colleagues, with whom they had to drop their shield of political correctness. From the refreshing frankness of the first meeting came the creatively different idea of developing office events to celebrate the qualities and contributions of different minority groups.

This started an Assertive tide through mutually enjoyable events involving local community groups. Even the original 'perpetrators' began to participate. Instead of feeling persecuted by politically correct finger-pointing, they experienced a Caring culture in which they could share their better selves, and be a part of the enjoyment of multi-culturalism. They were enabled to move on from their previous Persecutory exclusion. The student had long gone, but her successors and the local office had gained greatly from her Assertive stand. It had percolated beyond her into the organisation, to draw others into opportunities within the Winner's Triangle through tough but worthwhile growing pains. While initially a colleague ín consultant role asked questions about the Triangles, others too were soon able to use this language to foster new meanings and behaviours.
(f)
A female manager presented to her colleagues in an action learning set her problem with a staff member over boundaries and time-keeping. The situation had now drifted to the edge of a disciplinary/grievance process. As she explored this she became aware of how she tended to take more responsibility than was her role for the actions of her staff.

Colleagues in the action learning set shared their own vulnerability over their tendency, as women, to Rescue, both in their own families and in work teams. This helped her to clarify her boundaries to more appropriately place accountability on her staff member in an Assertive way. The outcome was that the staff member decided to leave for another post, having been effectively shown that Victim/ Persecutor was not going to work. This pre-empted what had appeared to be an inevitable, protracted and highly resource-intensive formal disciplinary process, which had littie likelihood of any constructive outcome.
(…)
Conclusions

From these few examples, the potential for both individual and organisational learning that use of the Triangles model can offer may be more evident. This learning relates to seeing emotional intelligence is a journey rather than a destination. 'None of us is perfect ... we inevitably have a profile of strengths and limits' (Goleman, 1998, p. 25). The capacities of emotional intelligence build upon one another just as behaviour in the Winner's Triangle can influence others towards greater integrity and generate constructive options.

In the complex, constantly changing and often chaotic world of today's public sector services, the demands on practitioners and managers ask for new ways of dealing with contradictions. Requirements such as partnership with potential competitors and collaboration with customers who may not want the service call for paradigm shifts that involve individual and organisational growth.

... as work becomes more complex and collaborative, companies where people work together best have a competitive edge.

In the new workplace, with its emphasis on flexibility, teams and a strong customer orientation, this crucial set of emotional competencies is becoming increasingly essential for excellence in every job and in every part of the world. (Goleman, 1998,

p. 29)

Emotional intelligence can be learned by individuals, while 'fine-tuning the interpersonal dynamics that make groups smarter' requires the organisation to prioritise its values 'in the concrete terms of hiring, training and development, performance evaluation and promotions' (Goleman, 1998, p. 315).

My close involvement over the last decade in the development of public sector managers and staff means that I am acutely aware of the constraints on releasing staff from the workplace for training and development. So too am I mindful of the challenges that individuals and teams face in aspiring to invest reflectiveness into their practice. I often joke with colleagues that I am working on the pill or the injection that can be taken instead of the training programme. Ön a serious basis, I have worked with hundreds of managers and staff to invest in action learning programmes (Burgess, 1999) which clearly bear fruit in addressing problem-solving and development needs and make longer term differences to effectiveness.

Within these action learning sets as well as other training and education programmes, the Drama and Winner's Triangles have provided an effective and quickly accessible tool for individuals and teams to evaluate and make choices for growth in emotional intelligence. I recommend readers to explore the model, try it out, and evaluate its effectiveness for managers and staff who are looking for ready tools to assist personal and professional effectiveness. While it is not a quick fix, it can provide results that endure.

In the flux of constant change, there are increasingly times when the only still point of sanity and survival is in strengthening one's personal integrity and congruence. A model as simple as the Triangles can provide a touchstone towards more constructive relationships and cultures. Its advantage is that it fosters acceptance (Caring) rather than rejection (Persecuting) of unsatisfactory behaviour in a way that fosters ownership and choices to move on. Collaboratively the model can provide colleagues with a common understanding and language with which to encourage one another out of destructive patterns into more constructive options.

It is our light, not our darkness that most frightens us ... And as we let our own light shine,

We unconsciously give other people permission to do the same. As we are liberated from our own fear,

Our presence automatically liberates others!

(Williamson, 1996, 190-191, used by Nelson Mandela in his Inaugural Speech
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UNIVERSITY – COMMUNITY – ACTIVE CITIZENSHIP
Parts of report on the Achievements of the Leonardo da Vinci Project Entitled “Service learning: Dialogue between Universities and Community”*

Introduction

The Department of Political Science and Sociology of the University of Debrecen joined the Leonardo da Vinci action research project entitled “Service learning: Dialogue between Universities and Community” (CIVICUS).
 The project leader is the Sociology Department of the Lithuanian Vytautas Magnus University situated in Kaunas. Besides the University of Debrecen, other participants of the partnership include the University of Valladolid (Spain), the European Enterprise Organisation (Greece), the Career Consulting Centre of Young Adults (Lithuania), Maastricht University (the Netherlands), Rutgers University (USA, this partner is not a member of the European Union, therefore, does not receive EU funding) and the Linköping University (Sweden). In the course of the project participants, following the rules of action research, intend to conduct research, understand and achieve changes responding to the emerging needs of the area. 

The research focused on the following topics: 

· Opportunities of improving the relations of higher education institutions and local communities (business enterprises and non-governmental organisations);

· Examining field practice and the opportunities of gaining work experience in the partner countries’ higher education;

· Opportunities to gain and develop civic competencies in the partnering countries’ higher education;

· Mapping and examining specific field study and community participation models, innovative training strategies and good practices. 

The form of learning that links together learning, gaining work experience and devotion to public affairs is called a service learning type of activity in the project. The project intends to facilitate the dissemination of these learning and community participation practices.

Service learning
, the central concept of the research project is less known in Europe, especially in the countries recently joined the Union; however, it is widespread in the United States of America where it assumes a significant role in developing and maintaining a culture of volunteering. In fact, it is a major instrument of citizenship education, an excellent method to teach today’s children and young people to develop a natural attitude towards undertaking and performing voluntary activities serving community welfare.
 

Obviously, the project is also based on the need treated central in all the member states of the European Union, which concentrates on making university curricula correspond more to the expectations of the labour market. From this aspect we consider gaining work experience as of crucial importance. Therefore, in the course of the research we mapped out the forms of field practice in the higher education of partner countries, and on the other hand we did our best to find activities and innovative teaching strategies most similar to service learning. 

In the course of the research we faced the fact that the idea of community service also has political aspects. Community and responsibility for the community assume a central position in the thoughts of conservative ideology. However, originally local communities are also present in the community-concept of left-wing thinking, it is only the anti-stateism of conservative thinking that is alien to left wing thoughts. 

These preliminary thoughts are first followed by the introduction of the conceptual and methodological frameworks of the research while the second section reviews national initiatives associated with the activity of service learning based on the national literature, subsequently it will be compared with the practice of other countries participating in the research while the third part of the paper introduces the good practices and our colleagues’ views on the questions emerging in the research both in Hungary and in the countries of the partner institutions participating in the research based on the qualitative research conducted in the project. At this point of the research comparison cannot be comprehensive since the research period has not been terminated yet. The final research report will be available on the website www.civicus.lt in Hungarian as well.

Research objectives, conceptual and methodological frameworks

Research objectives and conceptual frameworks

CIVICUS is an international research project that examines the forms and strategies of collaboration among universities, economic organisations, state institutions and civil organisations. It analyses and compares the initiatives of collaboration among institutions of higher education and their social partners, including service learning and other forms of gaining work experience. Another central question of the CIVICUS research project lies in how it is possible to motivate educational institutions and social partners (business enterprises, governmental and non-governmental organisations) to form more efficient co-operations and profit from these co-operations by rendering the learning and teaching process more valuable and substantial with the help of goods ensured by community relations but at the same time avoiding having to sacrifice scientific standards.

At the same time, we would like to use the research to help higher education curricula meet the expectations of the labour market to a greater extent. In order to reach this goal we:

· examine the co-operation between universities and the community (in the governmental, entrepreneureal and non-profit sector) and the good practices of service learning and citizenship education;

· strive to disseminate the good practices of co-operation in the member states of the European Union;

· draw the attention of the heads and teachers of higher education institutions to reconsider their teaching practices and try to harmonize it with the needs of the community;

· strive to strengthen the dialogue between universities and the organisations of the civil society;

· create a network and databank that help establish and deepen relations amongst the participants of the co-operation.
 
It has been clear from the very beginning that the participants of the project attribute highly different views and interpretations to the key concepts of the project like service learning, community service, citizenship education, the mission of universities and so on, therefore one of the tasks lies in clarification and establishing a shared language. American terminology and practice is almost unknown in Europe, therefore, the first task was to learn the meaning of words and the concept and successful research could only start after this.

The objective of the present research is to point out what opportunities exist for the improvement of the relations between universities and their environment, in order to offer students a better preparation for the world of labour, the challenges waiting for them in that area, the program of lifelong learning, through which their chances of making a career and finding jobs may increase. Besides increasing employability we would like our activities to contribute to finding the right place for the philosophy and practice of citizenship education in higher education, since we are convinced that good employees are at the same time good citizens who consciously undertake and fulfil the “contract” serving as the basis of citizenship and possess all the competencies necessary for fulfilling this contract. Our research intends to establish the foundations of a proposal to be submitted to the government’s department for education as the final result of the project. We would like to achieve this way that the government and the decision makers in the area of education acknowledge and support those initiatives that unanimously promote the development of new competencies indispensable for improving the employability of young people participating in higher education, and at the same time contribute to establishing responsible and active citizenship behaviour.

In harmony with this, the key concepts of our research are the following:

· the relations of higher education institutions and local communities;

· citizenship education in higher education;

· field practice and gaining work experience in the existing curricula/courses.

Interrelating these three elements resulted in the unique strategy of higher education that, according to our view, should also be adopted in Hungary and this is the service learning model.

In order to highlight the concept of service learning
 some definitions will be listed. This way we also intend to point out how the three terms above—university, community and active citizenship—are interrelated in the practice of service learning. All of the three definitions were born in the United States of America. The first one is adopted from the National and Community Service Trust Act of 1993:

“Service learning means a method under which students learn and develop through thoughtfully organized service that: is conducted in and meets the needs of a community and is coordinated with an institution of higher education, and with the community; helps foster civic responsibility; is integrated into and enhances the academic curriculum of the students enrolled; and includes time for students to reflect on the service experience.”

The second definition is one designed by Campus Compact
, the greatest organisation dealing with service learning:
“Service learning is a teaching method which combines community service with academic instruction as it focuses on critical, reflective thinking and civic responsibility. Service learning programs involve students in organized community service that addresses local needs, while developing their academic skills, sense of civic responsibility, and commitment of the community.”

The third definition is taken from mission statement of the Minnesota Campus Compact
:
“Service learning is a process through which students are involved in community work that contributes significantly: 1) to positive change in individuals, organisations, neighbourhoods, and/or larger systems in a community; and 2) to students’ academic understanding, civic development personal or career growth, and/or understanding of larger social issues. This process always includes an international and structured educational/developmental component for students, and may be employed in curricular or co-curricular settings. Even with an expanded vision for the field, service learning will undoubtedly continue to play a critical role in campus-community collaboration.” 

We found the fourth definition in a study published in a journal:
“Service learning is a credit-bearing, educational experience in which students participate in an organized service activity that meets identified community needs and reflect on the service activity in such a way as to gain further understanding of course content, a broader appreciation of the discipline, and an enhanced sense of civic responsibility.” 

So the following parts of the definitions are either common or complement one another: 

1. in the frameworks of service learning courses students attending higher education participate in five year-long voluntary activities organized jointly by the given higher education institution and some body of the local community; 

2. in voluntary activities this expresses the special relationship of the institution of higher education and the local community, in so far as representing the responsibility assumed by higher education in relation to the local and the wider community and the expectations of the local community towards the higher education institution. 

The principle of reciprocity is of central significance in service learning, since all the participants of the program profit from the activities if 

3. through its courses on service learning the institution of higher education is able to offer students learning experiences which would be otherwise unavailable to them and which also improve the level of education; 

4. community practice means some kind of useful service for the local community. 

Students profit the most from the program by 

5. gaining such competencies in the course of service learning that will be highly useful in their future career; 

6. being able to utilize these competencies later on not just as employees but also as active members/citizens of their communities, and 

7. receiving credits for their course participation. 

It becomes clear from the definitions that service learning is a model, the adaptation of which would be welcome in Hungarian practice. Apparently such type of work experience/field practice—although it has already occurred in institutes of higher education—is only sporadically present. 

Service learning also has a unique methodology that consists of the forms of active learning. These include reflective learning, project-based learning, experience-based learning, problem-based learning and action learning. Therefore, in the framework of CIVICUS we also examined those active learning methods that had already occurred in the higher education practice of the partner countries.

Background: the change of higher education in the European Union (1995-2006)

Challenges facing higher education in European countries and Hungary

Higher education systems in the European Union are facing several challenges nowadays. These are the following:

· Globalisation, which forces institutions and courses to enter the competition on the education market;

· Mass education, which draws new social groups into higher education; this way it represents a major challenge for traditional education and puts the issue of unequal access to education into the limelight;

· Migration, which creates a new student culture in the system.

Universities have to face a more and more uncertain environment—both from the administrative/management point of view and from the financial point of view—which has growing expectations towards higher education. Education and research becoming international is the most important element of change, however, its effects cannot be discerned in Hungary yet. The role of universities is changing due to their developing relationship with the non-academic world. Knowledge-based society presents a challenge for both parties and requires the transformation of traditional relationships. Financing issues regarding higher education also bear an impact on the relationship between universities and social partners. Even though education is part of the public good in all European countries, more and more universities are forced to become “entrepreneurial universities” due to financing difficulties.
 In Hungary it manifests itself in the activities of new universities on the one hand, and in the introduction of tuition fees in higher education, on the other hand.

In the 1990s and the first years of the 21st century higher education systems in Central and Eastern Europe (among them the higher education system in Hungary) went through a substantial change which related to the modernisation of higher education in general, the change in social and economic conditions and the breaking away from the heritage of the “Soviet era”. In the past ten years the number of students in higher education has grown four times higher in Hungary. The expansion also meant the appearance of new higher education institutions and courses. New, tertiary vocational training programmes (post-secondary courses) were introduced; colleges launched diverse training programmes and new colleges were set up. At the same time expansion has created new forms of the quality difference among higher education institutions.
 Nowadays the differences are not primarily among types of institutions and among training programmes but within institutions and programmes, and all this is in connection with quality. In other words, more students are admitted to higher education but only a smaller ratio of them has access to quality education, which means that inequality is bigger than prior to the transition.

Over the course of the past few years debates about higher education in Hungary have evaded issues following from the above mentioned challenges and mainly focused on other subjects: financing issues, integration of universities, unequal access to university education, the Bologna process and, lately, tuition fee.

The education policy of the European Union and its latest approaches

Among the documents of the European Union concerning higher education systems of Member States there are widely known ones such as the Lisbon Declaration of the European Council (2000) and the Bologna Declaration of the Education Ministers of Member States (1999). 

The strategy articulated in the Lisbon Declaration seeks to answer the challenges the European Union has to face at the turn of the millennium. These challenges stem from the slowing down of economic growth, the increase in the number of the unemployed, more precisely the number of permanently unemployed and the problems of social cohesion. The strategy aims to increase the competitiveness of European economies, enhance technological development (information society) and knowledge-based society and strengthen social cohesion. The central idea of the Lisbon strategy is that the European Union has to become the world’s most dynamic and most competitive knowledge-based society in the decade following the millennium.

Although the Bologna Declaration preceded the Lisbon Declaration, still, there is an apparent relationship between the two, which has been further intensified by the strategic guidelines known as the Bologna process. By 2010 the Bologna Declaration aims to set up a coherent, compatible and competitive European Space for Higher Education, which is attractive for the young coming from Europe and from other continents as well. Education Ministers of the EU have articulated an action plan with six points to which three other points were added during the meetings in Prague in 2001 and in Berlin in 2003:

1. To adopt a system of easily readable and comparable degrees;

2. To adopt a system based on two cycles;

3. To establish a system of credits;

4. To promote student and teacher mobility;

5. To promote European co-operation in quality assurance;

6. To promote European dimensions in higher education.

The Prague Declaration (2001)

7. To develop opportunities for lifelong learning;

8. To increase the attractive power of the European Higher Education Space.

The Berlin Declaration (2003)

9. The European Space for Higher Education and the European Space for Research are the two pillars of knowledge-based society.

In the spirit of the Lisbon Declaration and the Bologna process the policy of the European Union is to focus on the effectiveness and accountability of higher education. So far the European model has been a sort of ivory tower university, whose most important task has been to educate the researchers and scientists of the future, to hand over knowledge and make students acquire research methods.

The new approaches prefer output-control on the one hand, and define certain key competencies on the other hand, which should be developed by education and training. Regarding lifelong learning work programmes
 define competencies as groups of skills, knowledge and attitudes which are primary considering three aspects of life: 

1. Personal fulfilment and development during the whole lifetime (cultural asset): key competencies shall enable a person to fulfil his/her individual goals in life, which are formed by his/her own interests, wishes and desire to continue learning.

2. Active citizenship and integration (social asset): key competencies shall enable everybody to take part in the life of the community as an active citizen.

3. Employability (human asset): ability of each person to find decent work on the labour market.

Overview of key competencies

	Competence
	Definition

	Communication in the mother tongue
	Communication is the ability to express and interpret thoughts, feelings and facts in both oral and written form (listening, speaking, reading and writing), and to interact linguistically in an appropriate way in the full range of societal and cultural contexts—education and training, work, home and leisure.

	Communication in a foreign language 
	Communication in foreign languages broadly shares the main skill dimensions of communication in the mother tongue: it is based on the ability to understand, express and interpret thoughts, feelings and facts in both oral and written form (listening, speaking, reading and writing) in an appropriate range of societal contexts—work, home, leisure, education and training—according to one’s wants or needs. Communication in foreign languages also calls for skills such as mediation and intercultural understanding. The degree of proficiency will vary between the four dimensions, between the different languages and according to the individual’s linguistic environment and heritage 14. 

	Mathematical literacy and basic competencies in science and technology


	Mathematical literacy is the ability to use addition, subtraction, multiplication, division and ratios in mental and written computation to solve a range of problems in everyday situations. The emphasis is on process rather than output, on activity rather than knowledge. Scientific literacy refers to the ability and willingness to use the body of knowledge and methodology employed to explain the natural world. Competence in technology is viewed as the understanding and application of that knowledge and methodology in order to modify the natural environment in response to perceived human wants or needs.

	Digital competence
	Digital competence involves the confident and critical use of electronic media for work, leisure and communication. These competencies are related to logical and critical thinking, to high-level information management skills, and to well developed communication skills.

At the most basic level, ICT skills comprise the use of multi-media technology to retrieve, assess, store, produce, present and exchange information, and to communicate and participate in networks via the Internet



	Interpersonal and civic competencies
	Interpersonal competencies comprise all forms of behaviour that must be mastered in order for an individual to be able to participate in an efficient and constructive way in social life, and to resolve conflict where necessary. Interpersonal skills are necessary for effective interaction on a one-to-one basis or in groups, and are employed in both the public and private domains. 

	Entrepreneurship


	Entrepreneurship has an active and a passive component: it comprises both the propensity to induce changes oneself and the ability to welcome, support and adapt to innovation brought about by external factors. Entrepreneurship involves taking responsibility for one’s actions, positive or negative, developing a strategic vision, setting objectives and meeting them, and being motivated to succeed. 

	Cultural expression
	‘Cultural expression’ comprises an appreciation of the importance of the creative expression of ideas, experiences and emotions in a range of media, including music, corporal expression, literature and plastic arts. 


So as to quote documents of other organisations, here are the definitions of key competencies by the Education Committee of OECD
 (Rychen – Salganik 2002, quoted by Halász) 

· Communication competencies. We shall consider the level of acquiring language skills as an integral part of each complex competency.

· Values and value-orientations. Values are considered as the general basis or component of competencies. 

· Motivation. In order to fulfil any objectives or requirements it is indispensable to have motivation, therefore we have to consider it as a basic component of each competency and not as a single competency.

· Critical thinking. Together with other components critical thinking is a part of mental structures indispensable for the development of competencies.

· Important domain-specific competencies. Domain-specific competencies are indispensable for different societal matters or specific occupations; in several cases they become incorporated into general/comprehensive competencies, which belong as one to several competencies. Differentiation is useful from the conceptual point of view; however, from the point of view of practice this distinction might be irrelevant.

· Personal traits like honesty, self-integrity, and loyalty. These might contribute to efficient actions; therefore, we consider them as components of competencies. 

· Personal characteristics like positive self-assessment. Another example is the ability to successfully co-operate in a group, which enables the individual to act in a self-assured way; therefore it might be more useful if we consider it as a result of acquiring other competencies on a sufficient level.

Considering our subject matter it is important to highlight that the above documents define competencies which include not merely knowledge and skills but also values and attitudes. Competencies to be acquired in the course of education serve as a means of social integration both on the labour market and within communities and via these an individual is being linked to the whole of society as a citizen and compatriot, as a colleague, neighbour, friend and family member. The plain review of competencies makes it apparent that these competencies cannot be acquired exclusively at school. To support education methods—i.e. “innovative pedagogy” (or in other words active learning strategies), which are indispensable for the development of these competencies—is an explicit objective of the European policy to set up “a common European area of lifelong learning” that is univocally supported by education and social/employment agencies of the Community. There are various means to achieve this: some of them are listed by the relevant strategic documents of the Union (like project-oriented learning, work-based learning, learning organised as study circles, exchange of experience between schools, voluntary organisations and companies).
 
The relationship of the university and the community

Reports by research groups in partner countries allow us to outline the following problems and dilemmas regarding the relationship between universities and local communities or society in general:

· university and market: universities becoming like markets and their products becoming a product on the market;

· the role of the university in solving social problems and in close connection with this

· the relationship of the university and politics (political arena);

· the role of universities in developing democracy and citizenship education, the relationship of universities and the state, financing issues.

The mission of higher education institutions in society

All the partner countries have statements about the social mission of universities and the role of higher education in the citizenship education of students. In her closing speech delivered at the OECD Meeting in Athens of Ministers of National Education (27-28 June, 2006)
 Marietta Giannakou, Greek Minister of National Education and Religious Affairs (and the host of the seminar) confirmed: 

“Higher education has a dual mandate: on the one hand it should promote democracy, tolerance and social cohesion; on the other it fuels economic development through the creation of knowledge and skills. Reformed higher education should be a partnership between three key pillars—the state, (guaranteeing access for all), the social partners, and the knowledge-based economy and society.” 

She also highlighted the growing internationalisation of higher education, through instruments like the Bologna process, and indeed through the work of the OECD. 

The role of higher education in building democracy equally emerges in all the partner countries’ law on higher education. In Sweden, for example, we find a general text stating the following:

“The State shall … provide institutions of higher education for 

1. Education based on science or art and on tested experience, and 

2. Research and artistic development and other development.

The institutions of higher education shall also co-operate with the surrounding community and give information about their activities.” 

It also states this:

“Undergraduate education shall, in addition to knowledge and skills, provide the students with a capability of independent and critical judgement, an ability independently to solve problems and an ability to follow the development of knowledge, all within the field covered by the education.”
 

At the same time, however, these political and legal statements have no apparent results in practice. In Sweden for example numerous studies were published about the importance of co-operation between universities and the Swedish society from the 1960s on. However, these studies primarily dealt with the relationship between universities and the market. In this relationship universities were guided by the interest of approximating their courses to the needs of the labour market; on the other hand, however, it was a primary interest of market players to utilise research results as soon as possible.

The Hungarian law on higher education does not mention the relationship between universities and communities. It mentions the development of the citizenship competencies of students in general by saying:

“The aim of the act is

f) to prepare students for obtaining and act in accordance with national, European and universal values, for deepening the level of general education, for autonomous thinking, for thinking openly about societal and moral issues, for the co-operation with civil society and for the commitment towards vocational and academic profession.” 

The mission of universities caused a really lively debate only in Lithuania. The debate was motivated by the fact that the university elite drifted into the political arena as a result of the reasoning about the social mission of universities and the role universities assumed in societal matters.

“The social commitment of universities … is a real challenge especially in the post-Soviet reality, which inherited an abnormal relationship of universities and the community, of universities and the state. It prohibited critical thinking and forced education to use indoctrinated interpretations of education and personal development. ” 

Education policy papers in Sweden also reflect the fact that the key issue of the universities’ role in society is their relationship to the political arena. The relationship between the higher education system and the surrounding communities has been the subject of debate in Swedish education policy. The latest report of the Higher Education Council in Sweden in 2004 has defined the following objectives for higher education:

· co-operation in order to enhance democracy;

· co-operation in order to ensure the development and growth of scientific life;

· co-operation in order to ensure a better education. 

However, co-operation has an important aspect, i.e. universities shall retain their independence and they cannot be expected to solve all the social problems. Another important issue in the report, which is relevant to our topic, is that public opinion is often disregarded during debates about co-operation. Still, the market and the economy are at the core of co-operation. The report says that this situation is probably due to the highly elusive nature of public opinion as a group and that academic information of the public has lost its priority it enjoyed previously to other forms of co-operation. 

At the same time, however, the Swedish paper points out that the relationship between higher education institutions and the community is not official, therefore they are sporadic and occasional. The statement that the community should also be interested in co-operation may imply that the success or existence of co-operation between universities and the community may not solely depend on universities. The most apparent forms of co-operation are related to research and development (R&D). In this regard it should be emphasised that social courses co-operate with local social service organisations in all cases, which does not only mean providing field practice but the joint setting up and implementation of service development projects.

By vocational education becoming a function of higher education the relationship between education and the needs of the labour market has become a core issue in the debates about higher education and of education policy. The more so because unemployment among graduates and the value loss of diplomas represent a serious problem in most European countries and puts employability into the limelight. This way this is a key issue of higher education in all countries participating in the research. Education policy in Greece focuses on this aspect of the co-operation between universities and the community the most.
 Key institutes to harmonise education and labour market are the carrier centres at universities which have sprung up in each examined country and assumed an outstanding role in Greece and Spain, for example. As far as we know these organisations have not become outstanding in Hungary yet.

It seems that the debate about the role of universities in the examined countries pointed to a conflict between beliefs about the needs of the labour market and the beliefs about human values like active citizenship and social cohesion. This conflict is similar to the situation in the European Union where papers more and more neglect non-labour market related aspects of social cohesion to give an overwhelming priority to the system of objectives of economic growth and fighting unemployment. As indicated by the title of a chapter in a paper—quoted by a Swedish colleague—the conflict between the two system of values and objectives lies between “utopia and economy” from the point of view of advocates for economic priority. Naturally, it is not customary to talk about it because the European Union cannot openly vindicate the right to represent values that are the guidelines of developed western democracies. By that we mean the values of responsible active citizenship. But it is due to this ambivalence that efforts to promote active citizenship (although campaigns are launched time by time) are only sporadically present in the practice of examined countries. 

We also have to remember that communities in a narrower and also a broader sense are present as financing entities in the life of universities. This problem came up as a sensitive issue in reports of new Member States taking part in the research as well as in the report from Greece. In connection with financing issues a Lithuanian university teacher articulated this highly critical opinion:

“Universities as institutions are mainly preoccupied with eliciting state funding. If there is no money there are no jobs. It would be good if universities should not have to consider the essence of their operation, i.e. the assistance to solving the problems of society, primarily as sources of income.”

The social mission of universities as viewed by universities and university teachers

If we browse through universities participating in the research we can see that only strongly growth-oriented universities with high ambitions have a mission statement. The most prominent among them is the University of Maastricht which developed its ten-year strategy in 2004 with the help of faculty members, university students, external organisations and even high-school students (to be university students). The primary values in the mission of the university are talent and creativity. The vision of the university emphasises that the international nature of the university should be strengthened and it supports and encourages the international accreditation of its courses. We would like to quote only a few sentences from the quite long document (www.unimaas.nl).

“Maastricht University is an internationally oriented university that focuses on:

· a distinctive portfolio of degree programmes, which is of European top quality 

· high-quality research centring on a limited number of research topics 

· active collaboration with companies and institutions 

· contributing to the development of the (Eu)region, to which the Limburg province belongs.

Vision

The direction chosen in this strategic programme is based on the responsibility felt by Maastricht University—by virtue of its assigned responsibilities—towards the Dutch and European community. Knowledge is one of the most important commodities in Dutch and European society.”

Out of the highly ambitious universities we quote the mission statements of two universities in Sweden:

The mission statement of the Lund University includes the following:

In Sweden, the University also co-operates extensively with the cultural and business communities, government agencies and organisations, locally, regionally and nationally.

The hallmarks of Lund University are a democratic philosophy, critical thinking, concern for the global environment and ethnic and social diversity. Other values important to Lund University include humour, innovation and a humanist perspective. 

The Mälardalen University’s defines its mission as follows: 

“The Mälardalen University offers education and research of high international standard in engineering and technology, the natural sciences, humanities, social sciences and caring sciences.

Guiding stars: 

· Education and research of high international quality for the development of the Mälardalen region. 

· Cutting-edge research competence with a wealth of perspectives to provide a platform for development of a sustainable community. 

· Multidisciplinary co-operation in education and research contexts. 

· Active interaction between education and research.

· Active interaction between the academic, commercial and public sector. 

· Pioneering educational methods with close links between students, teachers and researchers. 

From among universities in Spain we would like to quote the mission statement of a private university closely connected to Opus Dei, the University of Navarra:

“The University of Navarra strives to make present in all its activities the awareness of the idea that work is a testimony of the supremacy of the human being over the material world, a means of personal development, a bond between people and a fundamental way of contributing to the progress of humankind.” 

In comparison here is a quote from the mission statement of the Public University also in Navarra:

“The mission of the Public University of Navarra is to prepare the new generations to face the challenges of the 21st century. In this respect, it makes every effort to obtain the best possible results in its teaching and research. Its international calling means that it makes special efforts to become integrated into the context of the European Union.” 

In general, mission statements of growth-oriented universities cite international quality standards of research and education, development needs of local and regional communities and integration into the European area of higher education when they articulate their mission and vision.

Out of the eight large universities in Hungary only one had a clear mission statement (Corvinus University); however, the key task articulated in this statement is to educate the elite of a profession and to continue this tradition:

“The University of Economics and Public Administration in Budapest defines itself as a research university oriented towards education where the academic performance of teachers can be measured on an international scale and students can obtain a diploma covering the same knowledge as that of universities with similar profile and which is recognised by the best universities on an international level. The University fulfils a defining role in forming and developing the quality of higher education in its professional fields.

The strategic objective of the University of Economics and Public Administration of Budapest is to use the achievements accomplished so far to become an effective science university in the forefront of European universities in the next 3-5 years.” (www.bke.hu)

Another university with a clear-cut mission was the Central European University, an international private university that was accredited in Hungary not long ago.

“Resulting from its multicultural nature our institution provides opportunity for different and sometimes opposing views to meet, this way, facilitates a deeper understanding for our students of the boundaries and transition between local and universal interests, theoretical and practical challenges. The high-level knowledge and expertise our students acquire enables them to fulfil important jobs in various areas of academic life and in the governmental and non-governmental sectors. Numerous graduates found jobs at international organisations, research institutes, UN organisations and in business life.” (www.ceu.hu)

Our Lithuanian colleagues reported similar experiences
 regarding mission statements of universities. These—if they are mentioned at all—are generally short and schematic. They found only one exception; the mission statement of the University of Siaulia (SE) is a little different: its primary objective is to support integration into the local environment and facilitate cultural, social and economic development in that environment. SE is a small university in the north-western part of Lithuania. The region is rather isolated given that there is no other higher education institute around. SE intends to assume a leading role in the region and shows remarkable willingness to actively take part in solving societal problems of the region. The university launches different projects and tries to involve members of the local community. As we learned from a report SE is rather successful in achieving its objectives. There is a community house in Siauliai that co-operates with SE, which makes it a key player in community matters. Due to its leading role in the region SE encourages students to participate in the work of the local government. On the other hand this contribution on behalf of students is rather restricted on account of the amount of tests at the university. There are service learning courses at SE, which signifies a new kind of collaboration between the university and the community and civil organisations. However, in order to increase the efficiency of service learning courses—as expressed by a university teacher—an administrative centre should be set up to tackle the related administrative tasks. 

In Hungary it is a matter of debate among heads of higher education institutions whether universities need mission statements and strategies for the future. One of our prominent professors being interviewed questioned the necessity of such a thing. He explained the appearance of mission statements with American-type quality assurance methods originally intended for business organisations.
However, challenges facing higher education and the transformation of universities necessitate the development of strategic decisions for the future. Universities are not the same as twenty or thirty years ago. As it is apparent from social studies of higher education
 the function of vocational education has been shifted from the realm of high schools to universities while the function of elite education is provided by the Ph.D. programmes of universities. In the meantime the role of universities is becoming more and more important in the further education of professionals.

The majority of university teachers interviewed neither had any ideas concerning the mission of the university they worked for. We are not alone in this respect, both our Swedish and Lithuanian colleagues reported the same thing. However, some of our respondents had quite clear-cut ideas about their own mission or what the mission of the university should be like:

“As a teacher and researcher I believe the main task of the university to be to teach critical thinking and facilitate critical thinking for everybody taking part. I mean teachers, researchers, students, everybody who is a member of the university community. For me the university, “universitas” is first and foremost a place which has the spirituality to seek novelties, nursing and continuing critical thinking, i.e. a place where you can contemplate the things of the world, our lives; moreover, you can contemplate these things as part of a community. So, for me, this is what university really is, together with a directly linked thought, i.e. how we can make things better around us. How we can learn more about this, how we can work and learn and become a human being so that we will be able to make the world a better place.

This is a very nice idealistic vision but I believe that genuine learning, teaching and research should aim at this. In this sense university is the scene of education. So, on the basis of my eleven years of teaching I see that universities think they do not educate people because they have grown-ups here. They come here at eighteen and leave when they are twenty-four, these people cannot be changed, cannot be influenced because they are complete personalities...”

(Assistant lecturer of a Hungarian university, active member of several civil organisations)

“First of all universities should train students to contemplate things from several aspects and they should not only be willing to do so but somehow this attitude should become an integral part of their personality. Students should have the courage to see things from several aspects.

As a teacher my main objective and wish is to have students who approach me with critical ideas and put my brain to work by asking their questions. 

(Assistant lecturer of a Hungarian higher education institution).
Another respondent noted that Hungarian universities are like old companies in the socialist era that only concentrated on obtaining state funds, satisfying their employees and this way avoiding open conflict. Students and their interests is the last to be considered by university policy makers.

The critical responses given by our respondents in Hungary allow depicting the following picture about higher education in Hungary:

1. Higher education institutions in Hungary are state companies directed by the elite/management of higher education that do not have an independent mission or only have a restricted one. Their partner and buyer is the state budget therefore their mission towards the community is realised in the form of state directives and interest conciliation with the state. As a result, they are not familiar with the term of mission statement and do not apply it. 

2. Although players in higher education are mentioning new challenges and requirements resulting from the so-called Bologna process and the accession to the European Union, politics and implementation have proven to be narrow-minded and less effective. State institutions bowed their head to state directives and acted in the spirit of the mechanisms of bureaucratic co-ordination. Accession to the Bologna process has been realised not along internal interests but external ones, i.e. mechanisms of central management. However, being short of prominent groups representing their interest it resulted in a “civil disobedience” movement within their ranks.

3. Higher education institutions and policy makers in Hungary do not consider citizenship education to be an integral part of the higher education system, probably due to past experience, namely the fear of indoctrination. Another possible explanation can be that the state does not order it from them and public needs are transferred to them only via state orders.

4. Although some really efficient strategies exist to establish and maintain a dialogue between universities and local communities and they are to be found at many points in the system, these represent the efforts of a few students and teachers. On the level of institutions and faculties there are no concentrated efforts to develop new ideas into strategies. Collaboration with local communities is a private interest and not institutional interest.

While universities do not really put a heavy emphasis on defining their mission statement, there are a few exceptional courses and faculties which have a clear idea about the philosophy of education indispensable for pursuing the right educational practice. A social policy faculty articulates this philosophy in its curriculum based on output requirements:

“We strive to educate professionals who consciously commit themselves to the causes of democracy, social justice and social solidarity and who consider their primary mission to be to facilitate the well-being of communities and the ability of individuals and their communities to act independently and autonomously.

In order to ensure quality work and education that is able to adapt to and critically relate to social changes we gather information about the domestic and international development of the profession. We strive to get to know better—via our own researches—Hungarian society, its changes and enfolding social needs.” 

(Webpage of a faculty)
The relationship between universities and local communities (business enterprises, local government institutions, governmental and non-governmental organisations)

As observed by our Lithuanian colleagues
, collaboration between local communities and universities has three widespread forms: 

· Collaboration with the community and its institutions which provide field practice options for students;

· Collaboration with the community in connection with education (workshops, conferences, lectures, university programmes, etc.);

· Official co-operation established to achieve common goals.

The order of the items also means that the first type is the most widespread, while the third is the least common. Similarly to the majority of research groups participating in the project, they also articulated heavy criticism regarding student field practices on account of their being badly organised, having no conceptual framework and lacking support and supervision.

The Greek research group
 considered carrier centres at universities to be a new and efficient form of collaboration between universities and local communities. Carrier offices offer a wide spectrum of services. Their tasks include:

· Assisting students and graduates in matters relating to basic training; 

· Providing information about further education at home and abroad;

· Providing information about vocational courses, intensive and research programmes;

· Providing carrier advice to students;

· Informing applicants about job vacancies and vice versa, entrepreneurs about graduates seeking employment including their features;

· Assisting research activities by university institutions, students, financial and social partners in Greece and in the framework of international relationships.

Universities in Hungary usually do not view themselves as an integral part of the local community, or if they do, this is the cradle of provincial narrow-mindedness. Furthermore, they do not feel responsibility for the future of their students. Since they are not dependent of the generosity of their alumni or the donations of enterprises, they are funded by the state and do not nurture strong ties with communities in their surroundings. The only exceptions to this are colleges in the country that were established with the help of local institutions, therefore a close connection can be discerned between the management of the college and that of local institutions.

Our respondents said that bigger universities have such an outstanding prestige within the settlement where they reside that leaders of local organisations and enterprises consider it an honour if someone contacts them on behalf of the university and most of the time they cannot even think of “giving orders” regarding university courses. This is a heritage of the past. Local communities consider universities not as institutions responding to the needs of the labour market but as scenes of elite education. Given this relationship policy makers at universities do not think either that they should do more for the local community to improve the public good than before. As a result they rarely act as knowledge centres providing services to local communities or as consultants in local conflicts and problems. In Hungary collaboration is not in the interest of universities.

Publications about higher education in Hungary rarely mention the relationship between universities and local communities or social partners (business organisations, local governments and NGOs). A tiny fraction of universities participate in joint projects; for example Corvinus University has concluded an agreement with the National Olympic Committee to support the education of Olympic champions; the University of Miskolc concluded an agreement with General Electric Hungary to collaborate in the fields of education and research; and the University of Szeged participates in a consortium in the eSzeged Programme together with Siemens and the Town Council of Szeged. Such collaborations are common all across Europe between universities and social partners. Collaboration is facilitated by the development programmes of the European Union like development agreements established in the framework of Regional Operative Programmes. There are a few good examples for collaboration between education and social partners, mainly in case of faculties which perform outstanding research activities. Approximately there are a dozen of these partner agreement contracts nation-wide.

In addition to this, a few multinational companies run education-related programmes in bigger cities where their plants operate. Some of them also collaborate with local schools, NGOs and universities but contribution from the part of universities is minimal (see the “Open Doors” programme of General Electric in North Hungary).

Similarly, innovative courses like social courses with practice-oriented curricula cannot afford to remain in isolation therefore they nurse complex relations with institutions in the local environment. Social higher education developed on the basis of the western, mainly American examples—in East and Central European countries generally simultaneously with the change of the regime (at the beginning of the 1990s)—which predefines the leading role of practice and professional ethics in course curricula. So in case of social higher education professional practice is explicitly committed to the community.

Field practice – earning work experience

As it was noted by almost all the reports on countries participating in the research “learning by doing” has not been institutionalised in most higher education institutions, subsequently they are not available for the majority of students. Civil initiatives at universities often get stuck as individual initiatives and do not become integrated into the curriculum. The latest report of the Higher Education Council of Sweden in 2004 highlights the sporadic chance of university students to establish relationship with the local community. It points out that universities should provide more options to students to obtain field practice.

The Greek research group
--in harmony with policy papers on higher education in Greece—states that higher education development programmes first and foremost aim to facilitate a better correlation between labour market and education and this aim overshadows the socialisation function of higher education. The development of field practice systems is a central element of this strategy. Development agencies of the European Union, mainly regional operative programmes have provided substantial support to develop field practice systems. The report notes, however, that compulsory field practices are not well organised, students have no mentors at the sites who would help them integrate into the organisation and activities of the workplace and learn from practice. 

As our respondents reported the majority of higher education institutions in Hungary do not believe it is their responsibility to facilitate and help students acquire work experience. In other words students finding their place on the labour market is not in the focus of their strategic plans, similarly to citizenship education. As a result, curricula concentrate largely on acquiring theoretical knowledge and students have few options to learn via activities or gain experience in real life about what they have learnt. Field practices have two common forms in the Hungarian higher education:

· Field practice
Field practice in its classical meaning is present in sociology and social policy courses. If organised well, students are able to gain a lot of real life experience and it often happens that they find work at the institution where they have worked as a student or volunteer.

· Internship
In case of certain areas and professions universities offer internship jobs for students, however, most of the time students have to find these jobs for themselves. It means that to have an internship often depends on the personal relationships of the student and they have no possibility to discuss experiences with a mentor or tutor, i.e. reflection on practice is missing.

Our respondents coming from the area of entrepreneurship noted that graduates often lack key competencies and knowledge which are indispensable in the market economy. Such competencies are problem solving, critical thinking, independent decision-making, efficient conflict resolution, project management skills, etc. Nowadays at job interviews it is getting to be a widely accepted thing to ask if the applicant has experiences as a volunteer. This is how they try to get a picture about the personality of the applicant and his/her skills in taking risks and other, non-usual skills. In our opinion the most successful employees are the ones who have some work experience from abroad or participated in voluntary activities while studying. 

Our respondents said that the most common form of obtaining work experience is teaching practice for teachers and the classic field practice for sociology, social policy and anthropology students. Some of our respondents put emphasis on the critical observation that internship jobs are not well organised and their follow-up is also problematic because students are often left alone with difficulties they faced during work. 

At the same time some favourable steps have been made. Regarding teacher training it was put on the agenda that students should be provided with competencies which enable them to assess education needs of the local community to help set up local curricula and introduce new types of learning (in connection with the aim of life-long learning in the EU). Similarly, social education has been making great efforts to make their field practices more effective. Training and further training courses are organised regularly for field practice teachers; Eötvös Lóránd University launched its supervisor training course and the ministry in charge has established a work group which developed processes regarding field practice.

Real service learning forms within the framework of universities have been reported only by our Lithuanian colleagues
. Service learning courses are able to facilitate partnerships between universities and communities (business organisations or NGOs). Many academics support the development of service learning for several reasons: on the one hand, on account of its impact on the academic perfection of students and on their professional and social skills; on the other hand, on account of allowing students a better understanding of their responsibility as citizens and, finally, on account of providing opportunities to help partners solve their problems.

Issues concerning service learning partnership

· Many respondents emphasised that universities shall assume a leading role in initiating partnership. They consider universities as active and rather influential institutions that have to take on responsibility in educating society and communities.

· Making students motivated is an important issue.

· Service learning partnership shall be an institutionalised practice within curricula (an institutionalised system shall be set up within the university which should facilitate and make partnership sustainable between the university and the community).

· Teachers and officers in higher education institutions mentioned several external and internal obstacles in the way of partnership. Internal obstacles for students are linked to the lack of motivation, knowledge and skills together with the lack of the ability to work alone and in a community and the ability to communicate; in addition, regarding courses the lack of time, motivation or working capacity. External obstacles are connected to closed communities which are not willing to open up to universities, a lack of confidence in universities, the subject of agreement between university and community, the lack of official organisational networks and insufficient funding.

· Interviews with students allowed us to conclude that students can be involved into the development of the practice of service learning to a greater extent. Higher education institutions should serve as models of democratic practices. It is important to establish an active partnership between students and university management to enable joint work and articulate the needs and problems of the community.

· The need for co-operation should be mutual and clear for both universities and communities (aims, requirements, commitment, tasks, venue, co-ordination, control, sustainability).

· Students giving their opinion highlighted that field practice is a sort of partnership between universities and communities. A crucial element is often missing, however: spreading the results among community members.

The most important prerequisite for the success of service learning courses is the involvement of students. Responding students pointed out that to be involved students require conditions, which enable them to make use of the values inherent in the course. Nevertheless, (both on behalf of members of the community and the lecturers) a supervisory/mentoring system should be set up to react to the processes taking place in the courses and to help ensure the successful development of the course.

However, service learning has its opponents who argue that programmes have a negative effect on the teaching/learning process and more precisely on students because participants of programmes spend a huge amount of time doing voluntary work instead of working in the library or the lab. As a result numerous government institutions and universities remain indifferent and sceptical regarding the programme and this is one of the reasons why the programme has not become dominant.

There are other problems with the possibilities and efficiency of service learning courses which our respondents emphasised:

· Service learning can be applied in programmes which acknowledge community activities as professional activities or at least link it to the development of professional skills.

· Only a small number of students are involved in voluntary activities or participate in the work of NGOs. The majority of them are concerned with his/her progress at the university so in their case the efficiency of service learning courses is questionable.

Summary 

Research and action 

The objective of the present research is most of all to draw the attention of involved parties to the fact that universities have/would have urgent tasks in the development of co-operation with the closer and wider communities. Objectives included the introduction of good practices and this way supporting those who feel the necessity of these or are already involved in similar initiatives. We identified those examples as good practices that offered students theoretical and practical learning opportunities at the same time and contributed to promoting the development of the local communities. We regard these student activities as one of the most important forms of the relationship between universities and the local communities and society. 

The other objective of the research and also its achievement lied in conceptual clarification, or at least naming key concepts and their description; these include citizenship, the relationship between citizenship and meeting the requirements of the world of labour, service learning, experience-based learning, community participation, volunteering, the relationship of the university and the local community, the social responsibility of the university and so on.

In the course of the research it became clear that in all of the six participating countries the basic concepts and the university’s social responsibility are interpreted differently. However, there are a lot of similarities between the Lithuanian and Hungarian systems, in so far as governmental financing and the great degree of political dependence fundamentally defines the relationship between universities and the local communities. In these two countries the relationship between universities and market players is weak, moreover, market players tend to initiate co-operation with universities in order to have better chances of receiving governmental orders and subsidies. At the same time, in the Dutch system a kind of creativity and openness receives wide space in so far as universities’ expressly defined goals include the efficient training of conscious citizens and co-operative workforce. 

Spanish and Greek partners had difficulties in interpreting the key concepts. The Greek partner placed the focus of the research primarily on the activities of the university career centres confirming this way that their universities are strongly committed to promoting the labour market success of graduating students. The Spanish partner examined the forms and attempts of service learning that had already occurred in Spain. Our Swedish fellow researcher kept struggling with the problem that Sweden has little tradition in the area of voluntary organisations and within these students’ voluntary initiatives, therefore, political initiatives aiming at strengthening the connection between universities and local societies have little effects on the everyday practice of higher education. 

Within the project the action element of the research appeared expressly in the activities of the two Eastern European partners. The Hungarian and Lithuanian partners organized more activities, seminars and conferences that served both the research of the field and calling attention, learning more about good practices and introducing their importance. These actions had but little significance for the Southern and Northern partners since in their societies the relationship between institutions of higher education and local communities is only present either sporadically (for example, in the practice of voluntary university organisations in Spain) or takes place only exclusively through the mediation of the state (as in Sweden). The Hungarian partner’s benefit also lied in the fact that it conducts social training and social training programs in the whole of Europe maintain a wide range of relations with local service providing systems ad social partners. On the other hand, the Greek partner is a for-profit private organisation dealing with research and development, while the Spanish participant is the department of the Valladolid University’s Foundation helping graduating students find jobs. Therefore, all of us think along different systems of relations and work along different sets of objectives. This problem, of course, emerges in each joint project that intends to research and change such wide and varied area as higher education.

The goals defined in the project are represented most entirely by the Center of Creative Learning at the Maastricht University. For them the relationship between the university and the community is the focus of everyday practice. They treat civic and professional competencies in unity and promote students’ learning by using a method that meets both goals perfectly. All of us are rather far from their practice. 

Conclusions of the research

All the six countries seem to have a consensus in terms of what students expect from the university: applicable knowledge, the foundations of a future career, experiences and a network of relations. The question is obviously how realistic these expectations are in the time of mass education, while the examined universities are financed by the state and therefore they are supposed to have some kind of responsibility towards tax payers. The American term of ’community college’ is unknown in Europe just as the clear commitment that motivates these institutions to form close collaborations with the local communities or enables them to interpret the extension of the term. In Hungary only newly established colleges in the countryside are similar to community colleges, in the creation of which the local elite had a great role.
 In this case, however, the close relationship between the college and the local community can also lead to the development of provincialism. 

The research—although it concentrated only on education in arts and social areas—also made it clear, that every profession/specialization would need opportunities based on community participation and experience-based learning, since students and often employers as well already see the importance of these.

The review of relevant literature, the interviews and questionnaires reveal that:

1.
Students as well as university instructors open to innovation believe that students need more practical experience during their university studies.

2.
The organisational, financial and curricular conditions of this are not present (there are too many theoretical courses, teachers are overloaded, poorly paid, they struggle with the lack of existential security; university administration usually resists innovation). 

3.
While part of the students is involved in civil initiatives, this is not rewarded by the university with credit points or in any other way. Consequently it would make sense to build in such participation-based experience in the curriculum wherever it is possible and obviously not at the expense of other important curricula.

4.
The various forms of community/social participation do not receive enough acknowledgements yet, for example, in Hungary, Lithuania and Greece.

5.
Although students are not always aware of this, learning based on community/social participation strengthens social cohesion, develops students’ social sensitivity, and understanding in a multicultural Europe.

6.
With the exception of the Netherlands and Sweden, the methods of active learning have not spread yet in the institutes of higher education in the examined countries, while students and teachers experience a growing need for it and they would offer a chance to develop modern knowledge and skills as well as citizenship attitudes.

Experience related to the Hungarian practice

Based on the evidences of our research the reform of the Hungarian universities, which according to our expectations would bring along a greater role of universities in promoting students’ social activities, would establish stronger ties between the universities and local communities, regions and the organisations of the wider society is supported by many factors, that include:

· Changes occurring in the system of higher education—as the massification of education and the emergence of new student cultures, the internationalization of education and the appearance of market elements and competition together with this, the activities of international organisations and the occurrence of private universities—call for the consideration of the expectations coming from social partners and the needs emerging in the different sectors of the society, and all this makes university leaders more responsive to the new forms of the relationship between higher education and the environment. 

· The programmes of the European Union emphasize and support the development of stronger ties between universities and social partners, since this offers freshly graduated students a chance to combat unemployment.

· Although it was somewhat pushed into the background behind the needs of the labour market recently, the countries of the European Union have not given up their conviction that education assumes an outstanding role in building social cohesion.
· New institutes of higher education emerged, that, already from the point of their creation have maintained strong relationships with the community that acted as a midwife during their birth. It is true that this relationship can lead to provincialism, but it can just as well be the source of development since these institutions of education can become knowledge centres and contribute to the development of the institutional system. 

· New types of training programs occurred in higher education (for example, social training programs and the colleges of business sciences), that have formed strong ties with the institutions of their sector, do their best to improve their training and field practice system based on their professional values, and emphasise reflection on practice within the training program that is one of the most important elements of service learning. 
· The methods of active learning have also occurred in Hungary (like reflective learning, experience-based learning, project-based learning, action research and problem-based learning) that emphasise students’ activities in the learning process and are suitable for teaching students the competencies indispensable for active citizenship beyond increasing applicability. At the same time, a completely new type of relation is formed between students and their teachers based on these methods, which is also an important element of learning new competencies. 

· In Hungary the democratization of the society and higher education raises new questions also in terms of what the role of higher education institutes is in promoting the acquirement of citizenship competencies.

· Student initiatives that embody a new type of relationship between the university and the local community also occur.

At the same time, strengthening co-operation between the university and the local community obviously has rules as well in the Hungarian higher education. Hungary is facing a fast process of changes. Fast changes bring about resistance but slowing the changes down also means guarantees since rapid transformation can destroy the networks of these societies that citizens’ substantial security depends on. These brakes on the university’s side include:

· The structures of the old system naturally resist change, since the dissolution of these structures is accompanied by the disappearance of many people’s everyday security.

· Interest groups with great power insist on their former power related to the old structures. 

· Universities hang on to their former functions of training the elite, what is natural and obviously part of it must survive, since otherwise universities cannot fulfil the role of being knowledge centres and participate effectively in the extremely important task of research and development. However, this type of insistence is often accompanied by the strong conservatism of the university’s pedagogical culture, which hinders innovation. 

· University teachers and students also lack motivation, knowledge and skills as well as free time that would be necessary for innovation. Hungarian university teachers in general are overloaded poorly paid people struggling with a variety of duties who are not young any more. The majority of students do not have time to undertake voluntary participation, since their unemployed or poorly paid parents cannot earn their living; therefore they are forced to find jobs during their university studies. From this aspect it is characteristic that their first work experience of the vast majority of students is not related to their profession but derive from the work performed in order to finance their university studies.

Brakes on the side of local communities and the wider society: 
· Decision makers and those in favour of reforms often overestimate the local communities’ capacity for co-operation and disregard their limits. Co-operation demands a lot of energy, time and money as well and local communities often have as little of these as universities. 

· Furthermore, the players of co-operations often overestimate the others’ possibilities and/or expectations.

· Taking a look at the relationship between institutions of higher education and the wider society many misunderstandings may become visible. In this instance too participants often overestimate the opportunities of each another while underestimating each other’s limits. It is not sure for example that the modernization of higher education will definitely solve the problem of young people’s unemployment. However good competencies students have by the time of leaving university, it is not sure that there will be employers in need of the graduated students. This is especially characteristic of the depressed regions of the country.

· One significant element of the reform in higher education is related to financing. Quality education has its price. And maybe society cannot afford the luxury of offering young people the constitutional right to have access to quality education. 

However, in spite of the indubitable contradictions we must say yes to all the efforts that may promote the development of co-operation between universities and communities and make possible for graduated students to become good employees and excellent citizens at the same time.

One important conclusion of the research concerning Hungary is that—we can confirm the already known fact—national higher education needs change and developing the co-operation of universities, communities and social partners have central significance in this. Institutions of higher education should operate in a much more democratic way in order to be able to represent democratic values authentically. For this sake it is necessary to reconsider relations inside the university and those with the community as well.

Co-operation between the university and the wider community must be mutual and participants must have a clear vision of goals, expectations, commitments, duties, locations, the ways of coordination, types of quality assurance, the conditions of sustainability and so on. Capacity building represents an important question of building relations between the university and social partners. Organisational structures must be developed within universities that promote and maintain co-operation between the university and its social partners.

APPENDICES 
APPENDIX 1.
László Németh 

PILOT COURSE of Field practice teachers for community work curriculum

Two semesters, 60 credits, 180 hours in total 
	Contact 

60 hours   22 credits

60 hours                10 credits
	E-learning training

60 hours    20 credits

150 hours              20 credits
	Realisation of a community-project  

60 hours   18 credits

390 hours              30 credits

	K-1. Definitions of community work  4 hours/2 credits
	O-1. Community development and the countryside  

9 hours/3 credits

20 hours
	P-1. Selection of the community. Need assessment. 

5 hours/1 credits

30 hours

	K-2. Community-based survey, methods and instruments of planning. Action-research. 

9 hours/3 credits
	O-2. Community development and urban rehabilitation 

9 hours/3 credits

20 hours
	P-2. Community strategically planning.  

5 hous/1 credits

30 hours

	K-3. Empowerment, instruments of recognition and management of learnt inabilities within the community. 

9 hours/3 credits
	O-3. Community development: sustainable development and environment

9 hours/3 credits

20 hours
	P-3. Determination of the activities to be realised ib the community-based project

 15 hours/5 credits

	K-4. Decision-processes, group-community decisions, conflict-management, community-based methods of mediation

4 hours/2 credits

O-1; O-2; O-3 personal consultation
	O-4. Community development: lifelong-learning and cultural development

9 hours/3 credits

20 hours
	P-4. Realisation of the community-based project

15 hours/5 credits

150 hours

	K-5. Presentation and analysis of best practices for cooperation in the community 

14 hours/5 credits

O-4; O-5; O-6 personal consultation
	O-5. Community development: local economy-development and social economy

9 hours/3 credits

20 hours
	P-5. Realisation of the community-based project

15 hours/5 credits

150 hours

	K-6. Project-work – steps of the logical framework-matrix  

14 hours/5 credits
	O-6. Community development: minorities, immigration, racism and discrimination

9 hours/3 credits

20 hours
	P-6. Evaluation of the community-based project and training 

5 hours/1 credits

30 hours

	K-7. Follow-up consultation of the project-work 

6 hours/2 credits
	O-7. Follow-up consultation of the project-work 

6 hours/2 credits 

20 hours
	


Process of the training

	K-1.
	K-2.
	K-3.
	O-1.
	O-2.
	O-3.
	K-4.
	O-4.
	O-5.
	O-6.
	K-5.
	K-6.
	P-1.

K-7.
	P-2.

O-7.
	P-3.

K-7.
	P-4.

O-7.
	P-5.

K-7.
	P-6.

O-7.


The Study Programme COMMUNITY WORKER (IN EUROPE) consists of six modules that will focus on community work, community care and community development:

	Name of the Module
	For the Hungarian Curriculum

	1. Theoretical aspects of Community Work (Vilnius)


	K-1.; 



	2. Political Issues in Social Work with Communities (Debrecen)


	K-3., 



	3. Methodological Aspects of Community Development (Activation and Management, Skills) (Gyor + Navarra)


	K-2.; K-4., O-1.; O-2.; O-3; O-4., O-5; O-6.; P-1.; P-2,; 

	4. Organizational Aspects of Community Work: Means and Finances (Geel)


	K-6.; P-6.;



	5. Issues in Community Development (Bulgaria / Solna)


	K-5., P-3.; P-4.; P-5.;

	6. Role, Identity and Attitude of the Community Worker (Aachen + Romania)


	K-1.;


APPENDIX 2.

Violeta Gevorgianiene
Vida Jakutiene

QUESTIONNAIRE FOR STUDENTS EXPECTATIONS 

(Before pilot training)

Dear colleague, 

The European Leonardo da Vinci project ,,Community Care Approach: A Strategy for Social Inclusion“ has been started in 2007. It is aimed at curriculum development in the field of Community social work for educating field practice teachers of social higher education programs. The 6 curriculum modules comprise a comprehensive field of knowledge, values and skills. The aim of the pilot training is to assess the quality of the content of these modules and the process of their delivery. 


In order to guarantee the quality of the module training we kindly ask you to fill in the questionnaire. We value your anonymous completion of this form. We will take into account your feedback in the further development of this module. Please answer all the questions that apply to you by ticking the category which best reflects your view. Overleaf there is space for you to provide feedback in your own words. 
	
	Information about the participant of training:

	1.
	Your name, surname __________________________________________________

	2.
	Gender: 1) male, 2) female

	3.
	Your age ________________

	4.
	Your education: 1) higher 2) other_______________

	5.
	Your specialty ______________________

	6.
	How are you involved into community work? 

1) as a community social worker;

2) working on political level, making political decisions connected with community development;

3) as a supervisor, - supervising community workers in practice field;

4) as a head of a community (leader);

5) working in the community in other position (not mentioned above (please, write your position) __________________

6) working in the educational institution as a practice teacher and have students, who do their practice in communities;

7) you are a social work student;

8) you are a specialist from other institutions which work is related with community centers;

9) other (please, write)___________________________________________________________________________

	7.
	How many years you are involved into the work with communities (or work related with communities)? (please, write)__

	8.
	Have you ever supervised practice of social work students? 

1) yes (please, write, for how many students) ___________

2) no


	Learning needs 

Please, assess in 5 points scale which competences you would like to develop during this pilot training:

	1.
	Describe basic trends of community work in their international and historical context.
	1______2______3______4______5

	2.
	Compare community models, theory and concepts between welfare systems.
	1______2______3______4______5

	3.
	Demonstrate an awareness of community development perspective in social work and underpinning ethical principles.
	1______2______3______4______5

	4.
	Apply relevant methods of community research in order to assess community needs, strengths and weaknesses.
	1______2______3______4______5

	5.
	Apply relevant models/theories of community work in a specific local context.
	1______2______3______4______5

	6.
	Foresee the impact of political and economical decisions on community work.
	1______2______3______4______5

	7.
	Describe methods of community empowerment. 
	1______2______3______4______5

	8.
	Recognize psychosocial issues relevant to community development (practice).
	1______2______3______4______5

	9.
	Identify the processes for effective communication across different cultural contexts and apply skills of intercultural communication.


	1______2______3______4______5

	10.
	Identify areas of social work applicability in related social fields.
	1______2______3______4______5

	
	+ competetences of Modules 2, 3, 4, 5, 6
	

	
	
	

	
	What additional information (or competences) on community development you’d like to receive? 
	Please, write_________________________________________________________________________________________________________________________________________________________________________________________________________


	
	Methodological aspects

	1.
	Would it be useful for you to study this module via distant learning?

	2.
	Do you have technical possibilities to use distant learning?

	3.
	Would you be able to present a community centre to participants of a module if a study trip was organized to it during the training?  

	4.
	Do you have sufficient amount of literature on community work?

	5.
	What methodological literature you need most?

	7.
	What learning/teaching methods to your opinion would be effective in community training? 

1) group work;

2) case management;

3) discussions;

4) analysis of practical cases;

5) visits to community centers;

6) ......

	8.
	


	
	Organizational aspects:

	1.
	What training time is most convenient to you? (the duration of the training is ??? weeks)

1) XXX; 2) XXX, 3) XXX, 4) xxx

	2.
	What (if any) special organizational issues due to arrival you have? 

	3.
	Do need accomodation during the training?


Open-ended comments

Thank you for the answers

APPENDIX 3.

Violeta Gevorgianiene

Vida Jakutiene

QUESTIONNAIRE FOR QUALITY ASSURANCE OF THE PILOT COURSE
Module title: _______________
Dear colleague, in order to guarantee the quality of the module training we kindly ask you to fill in the questionnaire. We value your anonymous completion of this form. We will take into account your feedback in the further development of this module. Please answer all the questions that apply to you by ticking the category which best reflects your view. Overleaf there is space for you to provide feedback in your own words.

	
	Information about the participant of training:

	1.
	Your name, surname __________________________________________________

	2.
	Gender: 1) male, 2) female

	3.
	Your age ________________

	4.
	Your education: 1) higher, 2) other___________

	5.
	Your specialty ______________________


	Learning needs 

Please, assess in 5 points scale to which extent you have developed below presented competences:

	1.
	Describe basic trends of community work in their international and historical context.
	1______2______3______4______5

	2.
	Compare community models, theory and concepts between welfare systems.
	1______2______3______4______5

	3.
	Demonstrate an awareness of community development perspective in social work and underpinning ethical principles.
	1______2______3______4______5

	4.
	Apply relevant methods of community research in order to assess community needs, strengths and weaknesses.
	1______2______3______4______5

	5.
	Apply relevant models/theories of community work in a specific local context.
	1______2______3______4______5

	6.
	Foresee the impact of political and economical decisions on community work.
	1______2______3______4______5

	7.
	Describe methods of community empowerment. 
	1______2______3______4______5

	8.
	Recognize psychosocial issues relevant to community development (practice).
	1______2______3______4______5

	9.
	Identify the processes for effective communication across different cultural contexts and apply skills of intercultural communication.


	1______2______3______4______5

	10.
	Identify areas of social work applicability in related social fields.
	1______2______3______4______5

	
	+ competetences of Modules 2, 3, 4, 5, 6
	

	
	
	

	
	What additional information (or competences) on community development you’d like to receive? 
	Please, write_________________________________________________________________________________________________________________________________________________________________________________________________________


	
	Organizational aspects:
	[image: image10.wmf] 

 



	1.
	The training time was convenient to you
	[image: image11.wmf] 

 



	2.
	Organizational issues of the training were clearly explained to you (ex., arrival, the location of lodging, training, etc.)
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	3.
	The information about necessary documents, connected with financial remuneration (tickets, orders on the trip, etc.) was clearly presented to you
	[image: image13.wmf] 

 



	4.
	Physical learning environment was well organized (convenient teaching rooms, etc.)
	[image: image14.wmf] 

 



	5.
	The computing facilities you needed for this training were easily accessible
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	6.
	The size of the group was appropriate for the effective learning
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	7. 
	The workload was appropriate
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	Learning content
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	1.
	Objectives of the training and expected outcomes were clearly outlined
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	2.
	Material (content) of the training was new to you
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	3.
	Learning material was clearly presented to you
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	4.
	Knowledge you‘ve received is useful for your direct practical work
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	5.
	Knowledge developed your critical thinking skills
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	6.
	Training material was intellectually challenging
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	7.
	Bibliography and its’ sources (a library, website) were presented clearly 
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	Methodological aspects
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	1.
	The teaching methods were innovative
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	2.
	The teaching methods were effective and helped to understand the presented material
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	3.
	The range of teaching methods was wide and varied
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	4.
	The information (material) on community development was presented clearly 
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	5.
	The amount of the visual material, handouts was sufficient
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	7.
	The pacing of the training was good
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	8.
	The method(s) of assessment were coherent with the objectives of training
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	9. 
	The available literature was sufficient
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	10.
	The proportion between direct teaching and individual learning was proper
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	11. 
	Technical possibilities (computers, etc. ) were proper
	


Open-ended comments

1. What was least useful in the training?

________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

2. What was most useful in the training?

________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

__________________ _____________________________________________________________________

3. What additional information on community development you’d like to receive? 

________________________________________________________________________________________________________________________________________________________________________________

__________________ _____________________________________________________________________

____________________________________________________________________________________________________________

4. Your suggestions for the further training:
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

__________________ _____________________________________________________________________

Thank you for the answers
[image: image36.png]
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Reality: Concern for victim.


Characteristics: Take over the thinking and problem solving. Do more than their share.


Do things they do not want to do.


Discount: The victim cannot solve his/her problem.








Reality : Act in own interests.


Characteristics:


Others suffer from their behaviour.


Part of goal is to punish.


Discounts: Victim doesn't malter. I can't be OK unless you get punished.








Reality: Suffering or potentially suffering.


Characteristics: Act as if: 


1) do not have the resources to solve their problem (or someone else has to change for them to be happy).


2) their need is so acute it prevents them solving problems (don't use Adult ego state to think + feel at same time).


Discount: I can't solve this.











� Presented by THINK GROUP. 24th Annual Symposium Oct. 17-20, 2002


Association for the Advancement of Social Work with Groups, Inc. New York /U.S.A











� Erich Fromm, in his book “Fear of freedom” (1971) has interpreted the myth of the lost paradise in traumatic terms, since the man/woman separated from the nature is free and alone. “The myth underlines the suffering that emerges from this, when transcending the nature, when being alienated from it and from another human being, the man is nude and embarrassed" (p.61).


� Fritz Perls frequently talks with certain scorn regarding psychoanalysis as a therapy, in which one can stay for several years, decades and centuries laying down in the sofa. He “thanks” to Freud that he didn't accept him as a pupil since that would have made him, F. Perls to spend his life with 20 isolated cases in a hospital of mental sick people. Freud’s rejection led him to create a psychotherapy that overcame that of his frustrated teacher.   


But by doing this, F. Perls in his arrogant position is confirming Freud’s theory about the need of killing the Father before achieving (son-pupil) the mature age.


� In his book “Die klient-bezogene Gesprächtherapie. Client-centered Therapy” Carl Rogers explains the 19 axiomatic theses that base his approach of client-centered therapy, which he later developed as individual-centered therapy, of the client and also of the therapist himself.


� About the concept of dialogic-ecological, holistic unity of the human being, with himself, with the others and with the universe, see Hernández, J (2001). The philosophy of the dialogue like ethical-ecological foundation in the professions of help. In Kisnerman, N. (comp.) Ethics, a speech or a social practice?, Paidós. Buenos Aires, p. 63-105


*The paper mainly refers to the reports of the participating research groups since otherwise the list of cited works would be extremely long. Readers can find cited literature on the website of the project (http.//civicus.lt) in the research report of the different partners.


�The Department of Political Science and Sociology of the University of Debrecen joined the project for various reasons: 


On one hand at the time when the opportunity emerged the Sociology Department of the University of Debrecen had already been planning to transform its social worker training program based on a new concept focusing on community work and the project offers the institute a great opportunity to work further on this concept; 


On the other hand—also in relation with the change of concept—the department was planning to submit an international project to the European Union’s Leonardo da Vinci Programme exactly in the area of community work, so this was an ideal chance to gain preliminary experience; 


Furthermore, we hoped that the project would be a good reference for winning further EU grants, would mean new experience in the field of project management, introduce us to new partners with whom we can conduct joint research and other projects in the future, it would increase the range of our partner institutes and the improve the international reputation of the department.


�Translating the term ’service learning’ into Hungarian was just as problematic in our work as the translation of other concepts widely used in Western civil democracies (for example, empowerment). The content of the term is best grasped by the translation of the Foundation for Democratic Youth (Hungarian abbreviation DIA, � HYPERLINK "http://vip.i-dia.org" ��http://vip.i-dia.org�), which is “learning from community activities”. This is slightly long, while the shorter translated version developed in the course of work.


�The profession of social workers that has strong Anglo-Saxon roots is highly familiar with this type of voluntary activity; its professional code of ethics (similarly to the codes of ethics of all the countries) also discusses the mission of the profession and its social responsibility. This only means novelty in the national public culture.


� Kristina Juraite: Dialogue between Universities and the Local Community, � HYPERLINK "http://www.civicus.lt" ��www.civicus.lt�


�Just as in the case of some other key concepts the translation of “service learning” into Hungarian was problematic for us. Originally the term first appeared in the relevant literature as ”earning from service activities” mainly in the publications of the Foundation for Democratic Youth (Hungarian abbreviation: DIA), then went through some simplification to become “service learning”. (the Authors ) Is it learning in community service?


�� HYPERLINK "http://www.campuscompact.org" ��www.campuscompact.org�


�www.mncampuscompact.org


�Bringle, Robert and Hatcher, Julie: The Service Learning Curriculum for Teachers (The Michigan Journal of Service Learning, Autumn 1995, 112-122.) 


�Tamás Kozma: Who owns the university? Új Mandátum Publishings, Budapest, 2004.


�The Bologna Process: Retrospect and Prospect. Higher Education in Europe. Vol. XXX, No. 1, 2005. UNESCO – CEPES European Centre for Higher Education


�Judit Lannert: Structural and strategic questions of education, the relation of public education to labour market and higher education. Lecture presented at the conference “Public Education in Hungary” of the National Public Education Institution in 2001. � HYPERLINK http://www.oki.hu/cikk.php?kod=konf2001-Lannert.html ��www.oki.hu�


�János Setényi: Study on What Works. Innovation in Education. New approaches of school management. Hungarian Back�ground Report to OECD, Budapest, 2000, � HYPERLINK "http://www.oki.hu" ��www.oki.hu�.


�Implementation of “Education and Training 2010” Work Programme. Key Competencies for Lifelong Learning. A European Reference Framework. November 2004. European Commission Directorate General for Education and Training.


�Rychen, Simone and Salganik, Laura: DeSeCo Symposium – Discussion Paper. OECD program on the Definition and Selection of Competencies, 2000, (� HYPERLINK "http://www.statistik.admin.ch/stat_/ber15/deseco/index.htm" ��http://www.statistik.admin.ch/stat_/ber15/deseco/index.htm�)


�European Commission: Making the European Area of Lifelong Learning a Reality. Communication from the Commission. Brussels, 2001.


�� HYPERLINK "http://www.oecd.org/site/0,2865,en_21571361_36507471_1_1_1_1_1,00.html" �http://www.oecd.org/site/0,2865,en_21571361_36507471_1_1_1_1_1,00.html� 


�Swedish Law on Higher Education, 1992:1434, quoted by Marie-Louise Sandén: CIVICUS Literature Review. Report from Sweden. 2005. www.civicus.lt


�same source


�Act CXXXIX of 2005 on Higher Education, Article 2, Point f


�Kristina Juraite – Jolanta Kuznecoviené – Jolanta Reingardiené – Arnas Zdanevicius: Service-Learning and Citizenship Education in Lithuanian Higher Education. Report of Literature Review. Vitautas Magnus University, Lithuania, 2005. � HYPERLINK "http://www.civicus.lt" ��www.civicus.lt�


�Högskolan samverkar, 2004, p. 17. Quoted by: Marie-Louise Sandén, 2005


�George Tziallas – Frosso Cavvadia – Pandora Sergi – Dimitra Aliferi: CIVICUS Literature Review. Greek Report. � HYPERLINK "http://www.civicus.lt" ��www.civicus.lt�


�Arnas Zdanevicius: CIVICUS. Summary of the Lithuanian National Report www.civicus.lt 


�See for example the above cited work of Tamás Kozma.


�rnas Zdanevicius: CIVICUS. Summary of the Lithuanian National Report www.civicus.lt 


�George Tziallas and colleagues: cited work.


� George Tziallas and colleagues: cited work.


�Arnas Zdanevicius: Summary of Lithuanian National Report on CIVICUS Qualitative Research. Kaunas, May, 2006. www.civicus.lt


�Tamás Kozma: op.cit.
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