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Section 1: Methods and Models

Introduction

This guide is the result of reflection on 15 years of transformative educa-
tion — education that aims to upset the status quo. The context for this
educational practice was in community settings, working with both mar-
ginalized and mainstream audiences. It occurred in the midst of the neo-
liberal onslaught when activists were forced into the defensive, trying to
preserve the social safety net from being dismantling in the spirit of fiscal
responsibility and rugged individualism, the triumph of economic over
social priorities and the growing erosion of social solidarity as the elites
abandoned the majority of the population. It was also a time for a new
focus on corporate power and a willingness to name capitalism as the
founding cause of social and economic deterioration.

During this time, there were many educational endeavors which helped
thousands of people gain critical consciousness about the pitfalls of glob-
alization and the erosion of the welfare state. However, the dominant dis-
course was that of capital and the economic elite which curbed the
capacity of politicians to act in the interests of the majority, and instead
directed them towards serving the elite.

These past 15 years have been difficult times for educators and for social
movements in general. Serious reflection has been required in order to
assess effectiveness and to consider a broad range of strategic and tac-
tical options. However, there is still hope that participants will create their
own vision for change. We are simply catalysts along their journey.

This educational guide offers a menu of possible activities. Select from
the menu those activities that fit with your objectives and goals, rather
than following the outline as a prescriptive solution for educational prac-
tice.

Setting the Scene

Changing the world calls for grand plans and even grander organizing
abilities. Our legacy, as people concerned with social justice and ending
oppression, is similarly grand. Canadians have a significant history of
dealing with such issues, and our vision and organizing ability rendered
significant gains, in fact, generating a collective identity as compassion-
ate people concerned with the common good. We ended child labour,
shortened the workday, sanitized our drinking water, protected our work-
places, created a minimum wage and built the welfare state — a system
of safeguards and protections from unemployment, ill health, poverty,
and old age. We know that collective action can create change. Despite
the array of forces undoing the hard-earned gains of an earlier genera-
tion, we still work for change, in coalitions and partnerships within com-
munities and across this broad country.

Collective action is the most significant arena of change, as individuals
and groups commit themselves to various strategies and tactics to build
support for issues and solutions. Within this educator’s guide, there are
several resources to assist in these efforts. Look at the activity,
“Preparing for Collective Action” to help educators work with groups that
are able to make such commitments. The handout, “Criteria for Choosing
Strategies and Tactics” can help even seasoned activists to assess their
action options. The earlier section, “Mechanics of Oppression” helps
learners unravel the ways in which systems of privilege and oppression
are created and recreated in society. The “Models of Social
Transformation” provides learners with a way of understanding various
options in working for change, as it covers the following models: revolu-
tion, safety net, liberal empowerment, community development and
social justice. Once understood, learners can select the model that most
closely reflects their energies and enthusiasms, and join groups that cor-
respond with the various models.

This text recognizes the fullness of opportunity within collective action yet
seeks to extend educator’s practice with a focus on how systems and
structures of domination have been replicated at the individual level.
When individuals appear in educational settings, educators have a ripe
arena for practice — reflecting upon how individuals embody the unjust
systems, through their unconscious embrace of the status quo, and
bringing their worldview into the light for scrutiny and reassessment. In
the ideal transformation process, privileged learners come to understand
their privilege as unearned and unjustified, and building their commit-
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ment to more just and equitable systems. Learners with oppressed iden-
tities also learn of the unearned and unjust features of their own identity,
and are encouraged to rally for change.

Educators thus give priority to reconstructing the individual’s worldview
(also referred to as the “unlearning process”) and assisting their individ-
ual transformation into activists and allies working for social justice. This
is the educator’s arena for changing the world. Regardless of whether
the educator seeks to encourage their participation in collective action or
individual action, the transformational tasks are the same: building empa-
thy for self and others, building an awareness of the dynamics of oppres-
sion and privilege, becoming aware of how the impacts of these dynam-
ics, and preparing for and planning for action.

The two sections on action planning, “The Bridge: Prelude to Action” and
“Taking It Home,” serve to complement the existing educator’s guides on
action planning, which focus primarily on collective action. These
resources are identified in the activity, “Preparing for Collective Action,”
specifically recommending activities and resources that are published
elsewhere. The collection or activities contained in this guide are focused
on individual action. Please note that we do not favor individual over col-
lective action, but are simply recognizing and responding to the fact that
individual action is not well developed in the literature. There are three
activities listed in “The Bridge: Prelude to Action” section that prepares
individuals to engage directly with injustice, to react to it when it arises
(see “Sticky Social Situations”), to have dialogue with those who uphold
the status quo (see “What to do when people disagree with you”), and
how to understand and respond to organizational issues of injustice (see
“Role Playing and Scenarios”).

The section “Taking It Home” includes activities focused on individual
action. The first, “40 Ways to Get Political,” provides a good starting point
for those who are new to social justice. It covers an array of ways to learn
and take action that can be done quite simply. They are relatively low risk
areas of action, perfect for those who are new to this work. The activity,
“Globalization and My Everyday Life” takes the issue of economic injus-
tice to the realm in which learners would engage with globalization in
their daily life. It provides information on both how they might be support-
ing globalization and suggestions for how to resist. It has proved useful
for many groups working on economic justice, and has been reproduced
in more than 10 resource packages throughout the USA.

In summary, the guide is firmly grounded in an analysis of power, privi-
lege and oppression as they operate to create injustice. It recognizes that
individuals embody this status quo in their attitudes, beliefs and actions.
It is this arena of struggle, the individual’s internalized beliefs about the
world that becomes the focus of anti-oppression and social justice edu-
cation. The educational process is not complete without action planning.
This guide offers new activities in collective action, yet emphasizes
resources for educators in assisting learners consider the range of indi-
vidual actions they can undertake, enhancing their individual agency for
change.

Principles-Based Education

This guide is based upon numerous principles of transformative educa-
tion that combines our objectives with the developmental aims of the
activity. This interplay of educator goals and learner development coin-
cides in interesting and sometimes contradictory ways. We have placed
the primary focus on the learner development, with secondary emphasis
on how the educator attempts to move the group forward in a timely man-
ner.

This guide assumes that learners move through various stages of aware-
ness, group building, empathy development, cognitive re-structuring and
emotional expression. It is also clearly premised on popular education
that encourages reflection, analysis and action, leading the learner to
commitments to social justice and an end to oppression.

This guide has been prepared with flexibility in mind. It is adaptable to
various axes of oppression and privilege. Many curriculum activities are
suggested, but they can easily be replaced with other activities, as long
as the principles of the replacement activities resemble those contained
within this guide.
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The Basic Model

There is a logical order to the following sequence of activities:

Warm Ups - designed to de-center the facilitator and help
participant find their voices.

Vision Setting — To inspire and encourage participation.
Reflection on the Interplay of Oppression and Privilege —
Allows participants to recognize the dysfunctionality of both
oppression and privilege and to struggle against both.

Building Empathy for Self and Others — The sharing of our
oppression helps the group to bond and support each other’s pain
and loss.

Awareness Building of Difference — Working with data and
stories generated outside of the group, participants gain a shared
understanding of inequities, social injustice and oppression. A wide
array of sensitivity-enhancing tools are provided.

Mechanics of Oppression and Privilege — For many learners, an
exploration of the how and why of oppression is signifcant. It helps
identify the critical points for disrupting oppressive systems and
structures and satisfies our search for understanding and our hope
for change.

The Bridge: Prelude to Action — It is very useful to practice new
skills and anticipate real life situations, before making commitments
to change and plan for action. Three options are identified —
practicing responses to sticky social situations, practicing talking to
people who don’'t agree with you, and role playing in the organiz
tional context where such issues often emerge.

Planning for Action — Most social justice and anti-oppression
workshops focus on collective action. This guide expands the arena
of action by offering individually focused resources and tools they
can use when they leave the workshop.

Evaluation — Simple evaluation activities are recommended, with a
reminder to do evaluation mid-way as well as at the end of the
program.

New Learning...
but what to do with the old

Learning about oppression and privilege is best understood as a partic-
ular lens on the world that provides insight into the “how” and “why” of our
social and economic structures. When we ask learners to use this lens to
understand the world, we must first provide them with a way to deal with
their previous learning, and then encourage them to be open to this new
information.

Assumptions can be made about our learners’ view of the world. They
will have internalized much of society’s teaching about social and eco-
nomic structures, as we all have. They will, to varying degrees of inten-
sity, believe in individual power and autonomy and the ability of an indi-
vidual to overcome disadvantage. They will, in this sense, believe in both
the merit of the wealthy and the powerful and, similarly, believe that the
poor and unsuccessful will have been instrumental in creating their living
environment. We need, as educators, to remind ourselves of the natural-
ness of our learners to adopt this status quo interpretation of the world.
We might be angry and frustrated at this dynamic, but it is not the fault of
the learners to have internalized those messages.

It is critical to acknowledge this dynamic. Rather than ask learners to
abandon their perspectives, ask them to suspend judgment on new per-
spectives and work with us beyond their comfort zones for the next
stretch of time. You are best to ask this directly of them, otherwise their
discomfort will spill into the training if you are asking them to accept too
much too fast.

Our Lens... that identity creates
power and privelage

Let the learners know that you are asking them to consider a new way of
understanding the world. We want to emphasize that our identity is
socially constructed, and de-emphasize the role of personal choice and
agency. This is key — we are asking them to consider that their lives are
largely a function of their identity, their gender, race, class, etcetera. This
identity is not something that they can control; it is typically something we
are born into and unlikely to change. Just as their own accomplishments
are tied to their identity, so too everyone else’s accomplishments (or lack
thereof) are tied to their identity.
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It is important to remind learners that they have agreed to suspend judg-
ment and spend some time hearing you out. This is to avoid their knee-
jerk reactions of denial and minimization as their customary perspectives
creep back in.

Identity of the Learners... Priveleged
or Oppressed?

The learners have considerable tasks before them — to reconfigure how
they understand the world, to let go of their previous understanding, and
to deal with their feelings in this regard. Differences amongst the learn-
ers will have a significant impact on the nature and scope of this task.

For oppressed learners, the task is considerable. They need to allow
their prior understanding to be weakened, and perhaps to understand
that their own agency (or ability to affect their world) is less than they had
previously thought. On the down side, this means that they will under-
stand that there are significant forces keeping their access to power very
limited. This may instill feelings of hopelessness, something that must be
anticipated and responded to by the educator. On the plus side, such
understanding means that oppressed learners are not to blame for their
own poor situation and status, usually a liberating experience.

For privileged learners, the task is much more considerable. Coming into
an educational setting like this requires courage, typically more than that
of the oppressed. Once in, the demands are much greater. To fully under-
stand an anti-oppression perspective means being willing to understand
oneself as the oppressor, typically a reviled perspective that is very hard
to embrace. Much more will be said of this later, sufficient now is to rec-
ognize the significance of the transformation task for the privileged learn-
er and the special demands that puts on the educator.

Fortunately, the process can also be liberating for the privileged learner.
Although it won’t feel like liberation most of the time, we can offer them a
sense of hope and possibilities from this process. It is likely that they will
become less fearful of others, more spiritually grounded, less in denial of
the harm that comes from oppression and more open to full relationships
with the oppressed. Gaining a more realistic view of the world and of
themselves can improve their mental health.

The most difficult learning environment is a mixed group, which is also
the most common situation. As you can imagine, and have probably
experienced, the two different groups have competing needs — at times
the privileged group may express sexist or racist opinions which reinforce
oppression. The oppressed group need to stop such opinions being
raised. Most educators respond accordingly and, usually gently, let the
learner know they are inappropriate. Such messages shut down the priv-
ileged learner.

From an educator’s perspective, it is important for opinions to be sur-
faced and examined if change is to occur. This poses a dilemma as the
oppressed learner needs to be in an environment that is free from put-
downs and judgments, that allows their voices to take priority, and revers-
es traditional power relationships. In most workshops, it is important for
the needs of the oppressed to come first and avoid having white males
dominate the time and space. Such efforts at “counter-negemony 1” have
inspired social movements, popular education and coalition organizing
for more than a decade.

But reversing privilege is not without its costs, namely the relative de-
emphasis on the needs of privileged learners. If the white male’s needs
are overlooked in the educational process, or more marginally attended
to, the chance for understanding and change is limited.

1 This term comes from the work of Antonio Gramsci. Gramsci noted the hegemony of the pre-
vailing culture (and all related systems). This hegemony forms the basis of what is understood as
normal, and all of us buy into it, regardless of our social identity. The task for social movements is
thus one of counter-hegemony, whereby the traditional patterns of power and privilege are disrupt-

ed.

Examining the premise of safety

How do we navigate this terrain? It is not easy, but we suggest that when
you begin a group, you not only call for safety and attention to the feel-
ings and needs of others. We advocate for more full exploration of this
issue. Of course, safely is important since we learn best when we are
free from danger. But the concern for safety has often been the justifica-
tion for shutting down expressions of anything said or done that is
remotely sexist, ageist, racist, etcetera. Typically, educators work hard to
do this gracefully, sensitively and gently, but nevertheless shut down the
offending learner, usually at the expense of their learning.
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Our premise is that we cannot nor should not promise safety in learning
environments. The world is racist, sexist and classist, and it is fully real-
istic that such dynamics will not be left at the door, they will be brought
into the training room. Such is the nature of our lives and such is the
nature of education. To attempt otherwise is artificial. And, as educators,
we need this material within the room to work with, since it is part of our
reality. Some learners experience oppression as part of their daily life
while others experience privilege on a daily basis.

Quick Tool: What Comes Into the Room?

Here is a very quick way to have the group understand the concept of
safety. The educator draws an oval on a flip chart and poses the ques-
tion, “what are the various forms of power that exist in society?” The
answers are recorded in the oval. After the first round of answers is gen-
erated, the educator stands back and looks at the page. Reflecting, she
says, “Since this is what exists in society, this is what will exist in our
training room.” There are options for emphasizing the concept, such as
asking the participants to silently reflect on what they might bring into the
room, or having the facilitator tear a strip from the diagram, illustrating
that the group is a part of wider society. It is important to reflect for the
group that the training room is a microcosm of broader society and that,
despite our best intentions, there will be incidents of racism, homophobia
and elitism that will show up in our sessions. We want our training room
to reflect reality rather than pretend we can check our life experience at
the door. Given that our training room is a microcosm of the broader soci-
ety, we can draw on our various experiences both of oppression and priv-
ilege.

Sexism

Who they know

Homophobia

Source:
Foundation for Community Encouragement,

Leadership Education Program, 1994
Elitism

All educators emphasize the principle of “acceptance of everyone and
support for all” in our educational settings. No matter how damaged or
how unexamined their belief systems are, all learners need to be accept-
ed. Understanding the humanity in all of us allows us to be compassion-
ate with others. As Martin Luther King, Jr. said, “Love is the only force
capable of transforming an enemy into a friend” (as quoted in Goodman,
2001:187).

Although we question whether safety can be or should be guaranteed,
we recognize there are “degrees of safety.” Our concern, as noted above,
is that safety not be used as a justification of shutting down real life, and
that real experiences in the world cannot be checked at the door. We do,
however, advocate for active facilitation whereby the educator provides a
safety net for learners, and that intense violations of safety must not be
accepted. The learners need to feel the active support from their educa-
tors, and know that they will intervene when the risk levels become too
high. The educators can chose how that intervention is made — whether
to shut down the conversation or to use it as a stimulus to encourage a
more respectful dialogue.

Comfort or Creative Tension?

Safety can be equated with comfort, but we do not advocate for either
comfort or safety. The opposite of comfort is tension, a critical component
of anti-oppression training. Tension helps learners appreciate the signifi-
cance of the issue and to understand how others experience oppression
or privilege. Tension provides the impetus for resolution, to move through
the process and away from confusion, murky thinking and intense emo-
tional turmoil.

There is an interesting paradox in understanding comfort, especially as it
applies to anti-oppression training. This paradox is that the more that is
known, the more one experiences the unknown. As learners move into
the material, and unpack their history as well as their emotions and per-
ceptions, they seem very far away from resolution. The issues seem to
burgeon and multiply, and it seems that greater confusion emerges. As
educators witnessing this process, we can feel very responsible for bring-
ing such tension to their lives, even though we may believe that the work
is essential to forwarding agendas of social justice and equity.
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One explanation of this paradox is that in building greater awareness
(where what we know expands), we rub up against what is not known
more frequently and usually more intensely. Essentially we become more
aware of the dynamics, the complexities and many impacts on society
and on ourselves. Consider this scenario: As a white learner becomes
aware of racism, she subsequently begins to understand her own privi-
lege and that of her group. She will start to understand colonialism and
the role her ancestors played in exploiting and violating others. This
requires of her to question her ancestors, to see them in a new light and
to reassess her own role in upholding the systems of oppression and
privilege. She will consider her reaction to people of colour, her friends,
her family, and how she responds to racist comments even among
strangers. Her world will be disrupted, and in her growing knowledge of
racism, she will encounter many more questions and concerns about
how to be in the world.

What are we offering learners?

We must remember that we are offering knowledge and a particular way
to understand the world. But it comes with its own burden, the burden of
responsibility when learners come to understand systems and structures
of oppression, their role in it and how it plays out in their daily lives. We
are offering an enlightened way of seeing the world but it comes with
considerable consequences that can feel burdensome instead of enlight-
ening.

If, however, the educator truly believes that the privileged bear costs as
well as benefits from oppression, then we can reframe this loss as eman-
cipation from privilege. There are certainly benefits for the privileged — in
ending oppression.

Such is also true for the oppressed learner. When we help a woman of
colour understand that her marginalization is not of her own making, but
that it is a continuation of our legacy of slavery and colonialism, she may
feel hopeless and despairing, particularly if she has children or plans to
have children. For while we are saying to this learner that she is not the
creator of her own distress, we are also saying, by logical extension, that
she is not likely to overcome her distress because she does not have the
power or the influence to do so. This is an implicit dilemma for the
educator.

There is hope imbedded action, as learners express their commitments
and changed understanding of the world. This is the premise of popular
education and in transformative learning. Yet the action arena is full of
strife and uncertainty regarding individual agency and social change. We
encourage both the privileged and the oppressed to join social move-
ments that are working for social change, on the assumption that social
movements have the capacity to affect change, change that will improve
conditions within our lifetimes. Unfortunately, we are working within an
environment where social justice achievements have been rolling back-
wards instead of forwards. The social movements themselves have been
sites of oppression and privilege. Many have spent time struggling inter-
nally against oppression and privilege, with varying degrees of success.

There has been criticism that this inwards focus occurs at the expense of
real social change. As interpreted by Gitlin (1995), the Left marched on
the English Department while the Right took the White House. There is
merit to this analogy, but it is likely that the Right would have gained con-
siderable ground anyways, given their massive power and resources to
forward their agenda.

In short, we must recognize that it is a serious responsibility to assist all
learners through a transformation process. It will disrupt their lives in
ways that we can anticipate and ways we cannot. Secondly, we must not
suggest that there are “quick fixes” that will generate real or immediate
solutions to the harsh conditions many people experience. Instead, we
must assist learners in the quest for solutions that fit their circumstances,
and that all areas of action should be considered, be they individual,
small group or collective in nature.

Resistance is Natural

We are asking a lot of our learners, and it is natural and logical that they
should at some point resist, as they grasp the significance of what is
being taught, and what is will require of them. Resistance takes many
forms — from being late to leaving the room (actively or psychologically),
from fidgeting to crying, from questions about the nature of the “evi-
dence” to subtle discrediting of the educator, and from disagreement to
outright accusations of lying.
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The best way to deal with resistance is to recognize it as natural. It helps
to anticipate that there will be attacks (overt or covert) on the legitimacy
of the knowledge and the educator. This is a strong justification for the
use of co-facilitators, so as to be able to support each other, and to allow
for a mixed race team to provide different perspectives on the dynamics
of oppression and privilege for the learners. If a learner is not able to hear
about racism from a person of colour, then hearing about it from a white
person may be more effective for their learning — and vice-versa.

It is critical to be able to discuss racism in such a way that works best for
the learner. There are many that advocate for using only educators of
colour to deliver anti-racism training, arising from a belief that the learn-
er needs to appreciate the authority with which they speak, and the fail-
ure of a white person to be able to discuss racism from a lived experi-
ence. Although a white person may not be able to discuss the experience
of racism, they can powerfully discuss the experience of white privilege
within a racist society. For these reasons, a mixed race team of educa-
tors is preferable when dealing with any form of privilege and oppression.

We have come to understand the issue of racial identity of educators as
a choice to be made within a comprehensive understanding of the edu-
cators themselves as well as the issues facing the participants. The fol-
lowing can assist in these reflections:

1. Can you understand the participants? Are their realities some-
thing you can empathize with? Is your empathy natural and
spontaneous? How hard do you have to work at accepting
them?

2. Can you provide them with encouragement during tough times?
Are you hopeful that transformation is possible for both the
oppressed and the privileged? Do you believe that this process
makes the world a better place? Can you instill your hope in
them?

3. Can you allow participants to make mistakes? Can you see the
goodness in them?

4. Can you help them understand oppression, its harm and its
damage?

5. Can you help them unravel their own lives from a perspective of
oppression and marginalization? From the perspective of
privilege and internalized superiority?

6. Can you handle their anger? Their experiences of violation? At
you? At other participants? At the world? At themselves?

7. Can you handle their accusations of bias? Can you stand behind
your decisions?

8. Can you understand your reactions to different types of
learners? Can you bracket these reactions in the interests of the
group and the individual learners?

9. Can you get angry at them? Can you love them?

Identities... A mixed bag

While we have discussed learners in distinct categories of oppressed
and privileged, the truth is that we are all a mixed bag of identities, on
some issues we are privileged and on others, oppressed. Even if educa-
tors encounter a predominantly oppressed learner, there will be some
element of privilege, likely class privilege, when they compare them-
selves to the less fortunate living elsewhere in the world, or living in a
region of the world that is war torn or drought stricken. Such is the nature
of class privilege since it depends on with whom we compare ourselves.
Ideally, the educator needs for learners to see themselves as both privi-
leged and oppressed, for in that space we can build empathy for each
other.

Setting the Scene

The start of the education process is critical for it sets the tenor of the
experience. The educator works for the first half-day to achieve the fol-
lowing: a sense of vision that can be referred to through the process (that
keeps us going when things get tough), an emerging sense of empathy
for oneself and for the other learners, and an understanding of our
shared experiences of oppression (albeit to different degrees and on dif-
ferent issues). Laying such a sound foundation that builds a good rela-
tionship among the participants ensures that the group will be strong
enough to deal with their differences, which are the real nuts and bolts of
the educational experience.

Drawing from what we know about the stages of group development,
group members need to be afforded the time to connect, to bring them-
selves into the group, to build some trust through the limited taking of
risks, and to develop confidence in the facilitator’'s competence to
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respond to the group as a whole and to each participant as individuals
(more important). From what we know about participants’ motivations, we
also need to tap into their empathy, their experience, their spirituality and
ethics and their self-interest. Each factor is potentially significant in keep-
ing them motivated for staying in a social justice program.

Since this beginning is so important, the educator needs to be well pre-
pared. Select activities that will engage them, that will allow them time for
dialogue and that will illuminate your knowledge and compassion. The
selected material for the start of the workshop attempts to meet these
goals.

Intervention: The Evolving Style of
the Educator

At the onset of the training, most participants defer to the authority of the
educator and tend to diminish the role of the other learners in the pro-
gram. Educators recognize this pattern — all eyes are upon them and all
questions are directed their way. They have to invite other participants to
comment, and defer to their authority on certain issues. They can redi-
rect eye contact away from themselves by focusing their attention on one
of the participants.

This initial investment in the authority of the educator can be heady to the
novice educator. Participants are really asking for your opinion and
knowledge. But this tends to evoke a “banking” model of education (as
articulated by Freire, 1968) whereby the educator fills the learner with
her/his knowledge instead of bringing forth the expertise of the partici-
pants and emphasizing their knowledge and capacity to create meaning.

It is important to recognize the “deferring to the educator” patterns as a
stage in the development of individuals within a group. Drawing from
Perry’s scheme of intellectual development, there are specific patterns of
discourse within learners that can be attributed to different intellectual (or
cognitive) abilities. The excessive orientation to the educator can per-
haps be a sign of the “dualistic” learning phase. This phase emphasizes
a simplistic understanding of truth, difficulty with ambiguity and divergent
opinions, and dissatisfaction with group-oriented discussions, especially
those that do not include the educator. Depending on the age

and experience in educational settings, there will be more or less dualis-
tic thinkers in any given course. Complicating this pattern is the tenden-
cy of all learners to slip back into dualistic modes of relating especially
when they are in new learning environments.

It is important for the educator to understand this dynamic and to consid-
er what options are open to her/him. Ideally, all learners are at least at
the “multiplicity” phase, where diversity is the norm, and participants are
keen to learn from each other, not turning to the educator for the “right”
answer. Accordingly, it is ideal for the “deferral to the educator” pattern to
only be temporary, and if so, the interventions recommended above are
appropriate. Frequently in groups, there will be at least one participant
who continues to defer to the educator and is firmly suspicious of the
expertise of other learners. Try to meet the needs of the dualistic thinker
by providing him/her with enough structure and centralized authority as
you can. Respond to direct questions with direct answers — nothing frus-
trates the dualistic thinker more than an educator who seems to duck
providing information. But you can communicate an alternate approach
to the other learners, e.g. “Here is what | think, but there are diverse opin-
ions on the subject. What do others think?” or “That is an interesting
question. | have some ideas, and | am sure that you do too. Let’s break
into groups and discuss the issue further. | am happy to join the last
speaker’s group where we can further discuss the earlier point raised.” It
remains important to get all learners to engage with each other.

Typically as groups advance through their learning, they become better
able to cope with difficult dynamics and to speak directly to each other.
But until they are ready to do so, the educator must retain this responsi-
bility. One example is where a learner makes a racist statement (for
example), declaring that employment equity is a form of reverse racism.
There is a pause in the room, and a couple of participants look at the
educator. The pause is interrupted by someone deflecting and re-focus-
ing on another activity. There are likely to be several streams of thought
in the educator’s mind, including:

* How can | shut him up and make space for others?

* | hope someone else picks this up. | don’t want to have to deal with
this (our own resistance is natural and to be anticipated).

¢ Finally, something juicy to work with!
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When considering how to intervene, know that the decision to intervene
is significant especially given that the group will be at an early stage of
development. They will need to know of your willingness to address diffi-
cult issues. While there are many ways to intervene, we suggest the fol-
lowing, with the rationale in the brackets:

OJohn just made a comment about employment equity that reflects
the way a lot of people think about it. [ie. John is normal and to think
this is normal.] This is a tough issue to deal with. [The group has a
challenge to rise to.] 10d prefer not to let it slip without talking about
it. [We have a choice in how to deal with this. Models courage.]
Would anyone like to ask John questions about how he came to
believe this? [Invitation to the group to explore the issue with John
instead of condemning him for his belief. Directs the group to engage
with each other.]O

Both sides Tronto



