DOCUMENT RESUME

ED 075 344 SP 006 052

AUTHCR Harley, ochn K.

TITLE The Group Experience in Schools. (A Preliminary View
for Enylish Teachers).

PU2 LATE May 12

NOTFR 9p.; Faper presented at Ccenference of Caradian
Education Associations, McGill University, May,
1972

ELRS PKICE MF-$0.65 HC-%$3, 29

DESCRIPTORS Educational Research; #*Fnalish Instruction; Group

Discussion; *Group Experience; Selt Directed Crourps;
*Small Group Instruction; Social Work; *Teacher
®ducation; *Teaching MethoAs

ABSTRACT

This research explored the imrlications for a teacher
in undertaking small-group work in the classroom. The two resources
used were "The Practice of Group Work" by William Schwartz and "f~roup
Work in Secondary Schools", and the "Training of Teachers in Its
Methods" by Barrington Kaye and Irving Rogers. The first resource was
concerned with methodological principles for social work in general
and group work in particular. The second resource contained an
empirical account of the practical issues involved in the secondary
classroom group experience. Roth resources were used 1n an
investigation of the phases of group work, specification of tle work,
self-selection of groups, the teacher's role, and the group
experience in teaching English. Roth resources agreed oa the
following conclusions: a) the teacher and/or worker must be sensitive
to group ~eeds, b) the group must have a self-directed, common goal,
and c¢) the group must be self-selected. Contrasting views of these
resources involved the role of feelings and responsibilities for the
teacher and/or worker in the group experience. (BRE)
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This paper sets out to explore the implications for a teacher of
his undertakineg ‘o use group work in his cslasaroom, By a "proup"” here
is meant between 4 oand 8 ctadents, the teacher not included, and by "the
grony experience” is meant their experience in dcetermining, orranizing,
and carrying out work <n their cwn collaborative initiative. This not. unfamiliar
concept has yet to find o firm {voting in practice in Tanadian secondary
schools, and | am particularly concerned with the feasibility of achieving
acceptance ameng soendary sch ol teachers in Canada or the strikine
chanie in role that is called tor, if this kind ot practice is Lo become
part of their professional repertoire.

The two resources | shall use have dqifferent, origins in field
despite a striking unanimity of thought: the first, by William Schwartz,
is from social work experience, and is an artiele from the bouk he dits
with Serapio Zalba called "he Practice of Group Work. Entitled "On the
Use of Groups in 3 cial Work Practice,”" it leads off the solcction of
readings with a formulation of methodological principles for social work
in general, and group work in particular, that translates with peculiar
force into educational terus, being couched in lucid languare thoupgh
theoretical in orientation. My other resourc~ comes from teacher
education in England, a book entitled Group Work in 3econdary Schools,
and the training of teachers in its methods by Barrington Kaye and Irving
Rogers. 1t .eserves to be widely known, for it is a comprehensive and also
lucid empirical account of the practical issues not only of this sort of
work in school but also, from the authors' experience, of a program of
training student teachers at Redland College in Bristol.

The differcent purposes and different backgrounds of these two
texts both give their unanimity greater weight and at the same time afford
some purchase, by virtue of certain differcnces in emphasis, on the point
of concern 1 have mentioned, namely, the feasibility or gaining
sufficient acceptance for the change of role on the part of teachers.Changes
of role by teachers involve changes in role expectation on the part of
those who watch them closely - parents and administrators as well as
children: and a change of role also involves a change of attitude for the
teacher himself, which may constitute a challenge to the very personality
structure that influenced his choice of career in the first place. Both
texts are emphatic about the change in locus of authority in group work
and its surprising effects on the teacher or social worker accustomed to N
exercising authority: where they differ somewhat is in defining the
nature of the new role. The discreetly helpful questions and suggestions
of the teacher to his groups, in Kay and Rogers' account, are to be
supplied chiefly from the realm familiar to the teacher of the knowledge
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would Cool more semiare about that cesential enan-re A1 1o takine place
if these texts had been unanimous  on this point alsc, and 100 Kaye and
Rogers had made it less possible for feachers fr Ensvaret ond in Canada to
mistake the priority they sheald give, in adoptine eroun w vk procsdures,
to attoniine to th. matters of feeling and cmotion an thooo roupc.

Phases in group work: "tuning-in"

Let me proceed to follow in nutline the critical steps, as both
sourc s see them, that a +teacher must follow if this kind of work is to
be successful. From ny obscrvation of cuarrent practice in schools,
incid»ntal to the duties of a supervisor of practice-teacnint, and from
my own experience in attempting this kind of process in classces of stuient
tenchers, it is my impression that many willing attempts by teachers to
ge' into group work come to grief hecause s9 1.ttle is known -ibout the
variety or intensity of the difficulties involvad, and consequent.ly about
the cspoertis? reqaira? and the proper focus cf ore's attention and effort,
It shouli be emphasised, therefor:, that the following is indecd an outline
of main issues only, undertaken with the object of permitting me some
commentary ¢n the special point of concern I have identificd, and that it
does not do justice to the much more thorcugh :nd judicious account, of
the difficulties that do arise, that Kaye and Rogers offer.

What Schwartz calls the "tuning-in phase®™ for a social worker ™
is devoted to making oneself receptive to veiled communications, making
use of our knowledge about the issues that tend to be of concern to any
particular type of client.” He "readies himself to receive cues that
are minimal, subtle, devious, and hard to detect except by a very sensitive
and discerning instrument.” (p 14) This same concern is expressed by Kaye
and Rogers in two ways: they have a snort brt cogent chapter on the
sociological and psychological forces that cperate among adolescents, thet
puts a reader onto the kind of sensitive and subtle plane on which a
teacher should be working; and they emphasize elsewhere the kind of
extra knowledge of his pupils that he will need at a most critical early

stage in the undertaking. "From his knowledge of the individual
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*jembers of his c¢lass, of their hobbies and cut-of-school activities,

of their convirsations both in and cut of the clussroom, the teacher
should have o peneral idea of the kind «r topic or problem which is
lik-ly to involve them.”  "This initial tiscussion is a highly critical
tim: for the suecess 0 the proup work. In conducting it, the teacher
mest Yearn when ‘o allow children to have their cay, oven I their
contribution appears irrelevant, and when to summarize and formulate
ideas which have booen expressed only vaguely."(p.143)  Thus the twn
sources deal characteristically with thei: fundamental agreer-nt on the
issue, the one iveling delicately for the "veiled communications"” that
indicate important. idcas beneath the surtace, the o‘her acknowledging
the thcory but reducing it in practical terms to rewiisti. but morn open
matters that certainly call for extra - ffortm from the teacher.

The contract, or specificntion «f the work

ochwarts relies heavily eon the concept of meeting needs, which
recurs frequently in his discussicn and in his definitions. 1s it unfair
of m: to expect to sce the same concern for meeting the needs of children
on the part of schools, beyond ~ome approximation to their traditional
interprotations of those needs? It is intercsting to sec what happens
when one translates Schwartr's series of propositions, derived from his
governing definition of the group, into equivalent terms in education.
The series will lead us on into the next critical phase nf a worker's
(or teacher's) action vis-a-vis his client groupyas hce sets thines in
train. To him a group must be "a collection of people who need each other
to work on certain common tasks, in an agency (a school) that is hospitable
to those tasks." From this he derives that "the (class) members' ncod
tor each other constitutes the basic rationale for their being together.™
Tasks arc "a set of nceds converted into work" (p.7) Becauge the tasks
of the school have been designated by socicty in its division of labour,
and arc not the same as those deriving from the rcommon needs of the
group of students," the convergence /[ the two scts of tasks - those of
the (students) and those of the (school) - creates the terms of the
contract,” (p 8) and it is in the defining of this contract with his class
that the next major challenge to the teacher lies. Here is where that -
initial discussion takes place that Kaye and Rogers designate as so highly
critical. What is the work to be done? The consent and understanding of
all concerned, students and school, is required.

Allowing for the fact that the role of a social worker is generally
1ittle understood and undefined, and that the members of his group will not
take for granted, as children have done in schools funtil they question it
in adolescence) their purpose in being there, the tasks Schwartz defines
for the worker in negotiating the contract are very similar to those Kaye
and Roger des:ribe in much greater detail, as "specification of the work",
for the teacher. "Simply put, the worker's tasks in this phase are:

(a) to make a clear and uncomplicated (unjargonized) statement of why he
thinkgs they are there, of their stake in coming together and the agency's
stake in serving them: (b) to describe his own part in the proceedings as
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sourres from which group work may bhe  Lorived: i enilaburs, the toacher's
interosts, the purils' ivter sts. T4 s vt ean athiel Porothe nuee og

(f eroup work thats it derives entirely fromochidoreoats naemoota, thoush

it is trae that many sacecgaful aetivities oo What ic  nevonsary is

that the pupils are viver free rein to their inttiative in rea‘izinge
the aim ot "

‘he work - tnat is the cscential jnerredioney, Aani they o on

b
"ranchers who wish to keep closely to their cylliabuaos noy theref e decide
te select a particular topic for sroup work."

't we keep in mind the iden .f a ¢ n'ract, it appears from Knye Masd
Rogers' apprcach that the dies is pretty well loaded in t'avour of the
teacher's end of these ner'otiations, particulariy s the coniuct of the
nerotiations depends n his skills in interpreting and cnconrasine th
pupils' point o7 view, That the authors reecopnice this is quite clear
from the strenurus advice *hey reypestodiy give sbout haniling the discussion,
and from *he experiences they have had with stutent teachers in preparing
the torics - characteristically students are inclincd to prepare in far too
preat detail "with the result that the areas of ~hoice and initlative
open te the children become so limited as to erdanger the value of the
whole apprcach." (p.112)  Kay and Regers are no doubt wise in making
entry into this method easy for the averape toacher, confident that the
~xperience will gradually challensre and involve him with these new departures.
With such propensities as they themselves describe amons pecple who all
their lives have been accustomed, and who in all their circumstarces ar:
encouraged, to think of teaching as formal, teacher-directed class teaching,
this practical leniency on the point of the source of specification of the

work could easily tackfire. One has scen so many right-minded inncuvations
in education brought to grief at the hands ~f people whose wronp-mlniedness
has so often been thLought less likely to survive than it actunlly was Can

the transition into what is, in fact, a radically different attitude
towards the role of the learner be made without some readically stInrent
demand being madc of the teacher at the outset?

Self-selection of groups

Kaye and Rogers devote a great deal of care however to tutoring
the reader in the practical conduct of these opening pamhits concerning the
specification of the work, distinguishing between the nced of the teacher

to prepare alternatives and make most of the running with pupils unaccustomed
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A critical matter,"™ (%0

Work: o difterent concept

5o to the work itself, The secend vital ditterence that Kaye and
Ropers make much of is that of selt'-dire~tion, "In *he main, however, the
members of the proup decide upon the plan A action in cwreying out the
work and they are then responsible Por putting the plan inty ottect, This
leads te a further characteristic of oroup work: the crroup ¢onstitutes
its «wn critic and judee of the work in prozress.” (po50) They recognise
clearly that this implies four the teacher both o chane in his customary
expectations - or standards of work - and a quite droumatic change in role.
Let us take thece mattoers in turn,

Repeatedly throurhout the book they return to the same theme, that
the process in group work is more slnniﬁicant than the end-product, "The
principle by which the teacher should be suided, and ot which he may
constantly have to remind himself, is that the quality, originality, and
general attractiveness of ‘e outcome of the work is fur less important
than the e¢xtent to which it is a genuine refleection of the children's own
enterpris: and effort" High standardis in the end-product "should be
achieved r-t through the teacher's .....insistencc upon them, but ns a
result of the children's own developing critical standards." {p.39) 1f
we turn to Schwartz, we find the same thing put with a characteristic
difference. "The moving dynamic ir the group experience is work. Let me
define the term "work" as [ am using it: a) each member is trying to
harness the others to his own sense of need; b) the interaction between
members thus reflects both the centripetal force of the common tasks and
the centrifugbd force of those tasks that are unique to each member: and
c) there is a flow of affect among the members ~ nepative and positive in
varying degrees - generated by their investment in each other, their

ot



sense of common canso, and the demands of the piid pro quo."(p.8) "he
Froup process is het o panmceensy Che members mast o werk e cverythine: they

frots they must invoest hearte and orinae oo the o ceen g and they need
41] the help they can setoin ooing co " Tpaot Thie demand tor work "ia,
in fact, the only one the worker {(cr teach r makes - not for certain
preconeeived roonlicg or anproved ot itager o or Loarned boehavicurs, but,

for the work itselt.” ip.ot D

"Work" in Fnelich

T have smiven roam to Schwartz's views beeaase of their unmictakable
challonme to conventiona! ideas of work inoclurntion - and 1 o net
apolosise for puttineg it that way Jjuct beease Sehwarts warn't apoaking Lo

cducators when he wrote those worde, Ky and ¥ owers otk d enddorse much
it nct a1l of what he sayes however, thedy ctetosy de et 0 chathengre
but. to persuade, it is no doubt bheesusc my ooneern oo owitth Englichoin

particular that | valn the uncompromising position that resalts f*m
translating o hwartz's socinl wrk posicion inbo cducat tonad termo, f'or

", ig peculiarly aperopriate to the new diresti va that, Fro-tish curriculum
is taking. Since the remarkable mendwshem® Dortmolth Conioerence of

1966, at. which for an entirc month come ittty leadine figures in the
teachine of Enelish Crom the Unitod Otates aind the Untee !t Kingriom tangled
with cach otner's cultures v d prejudices unti! they reschiod some faresecs
ing ajreements, these directions have been awey frow o subjoct. whose
content is literature, towards a subject whose process o in lancuarse and
personal growth, James Mottett's influential work on  he English curriculem,
me, Toaching the Universe of Discourse,  begins with his identitication

of it as, not. a content subject, but a symbol system subj.ct. " ymbol
systems are not primarily about themselves; they are about. other subjects,
®*(p.6) "he most natural assumption about teachine any cymbol system
should be that the student vmploy his time using that system in every
realistic wey that it can be used, not that he aralyze it or ctudy it as an
object." (p.7) Accordinely, "What a student about Tanguage necds 1s not
external facts but more insicht sbout, what be na hic peers are ding
verbally and what they ould be doing ... The Leacher's art. 1s Lo open

up the whole ranpe of external social operations that will lead to internal,
conitive cperations, He does this by retting students to feed hack to
each other." (p.97) And again, "1 am concerned here with how they talk...".

1t is not surprising that the aim of such an Knglish teacher as Moffett
describes should largely coincide with the aims of a socinl worker. When
Schwartz says this about the worker's tasks, an Fnglish teacher is with him:
"Not only must the worker be able to help pcople talk but he must help them
to talk to each other; the talk must be purposeful, related to the
contract that holds them tosether; it must have feeling in it, for without
affect there is no investment; and it must be about real things, not a
charade, or a false consensus, or a game desifgned to produce the illusion
of work without risking anything in the precsss.” (p.10)

Work - the teacher's role

Whereas Schwartz's prescription for the worker's role is resonant
with cmphasis on his attention to feeling, Kaye and Rogers' very comprehensive
advice on the teacher's role is preoccupied with askins questions, not
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med pointing »ut mistakes, comime in with avicees "whern they are cenuinely
ctumped”, and maintaining ang recording progresc, o1l apparently oricnted

towerds the prohlems o the task, ruther  tharn toworis those ot the
pecole doine it The emotiont:l commitmeat ot the children is not
irnored, but neither s i purticulyrly suldtivated, he teacher is
warned arsainst the curprisinr chanee in o rale thet will be torecd apon
him, "His nest most diffiealt probrem will Yoo chat o doinc nothine!
Hee will have 4o wccustom himseld t0 a passive robe ang o qeecort chat

other thinrs being c¢quni, the Yegs he 5 Trpgitinat ly ~ccupicd in
dealing with his pupila, the better his teachings is roine.,. When we come

to Froup work, we find we have suddonly beoome redundant - or oo i% seems

... We can even leuve the eclacer~om und return oon minmtes later and

nobody seemc to have missed us. ¢ wo ar» entirely honest, with
ourselves, we are even jenlous of the involvoment which one purils now

have with their work, and if wc wre lmen, we micss their ol depenience on
ourselves, Tt takes come time before we aro o mfortshle in ear new role...
*(p.3h=35)

It is well gaid, and in more wiys than one vresents an sttractive
prospect, thoursh the :authors arc at painsg ta point ut the many prdﬁétory
and processuul tasks that the  teacher incurs when he gets into group work,
But the relative impersonality of the rule, chanc:! thourh %t if in the one
regpect of the requirement that he dominate the classroom, remains other-
wise familiar; his responsibility is still "that the momentum of the work
itself is never lost throurch any failure on his part to be¢ readv with the
requisite machinery for any given step”. §p.36) The idea that he has the
task of "detecting and challensing the cbotacles to work as these obstacles
arise, of contributing ideas, facts, and yalueg 1'rom his own perspective
when he thinks such data may be useful to the members in deazline with
the problems under consideration. and of lending Big own vision aid pro-
Jjecting his own feelings about the struprles in which thev are engaped
(Schwarte p.16; my italics) is a somewhat different messase about
rather different rcsponsibilities; must it remain heard only in nnother
field?

Conclusion

Both resources I have used here agree with each other, in their
very different styles, or the same critical conditions that determine the
success of group work. That they should do so is not o surprising, for
there is by now a large body of psychological and sociological exploration
in theory and research behind small group work, Their stock of
kncwlcdge in each case, however, was built up in practical experience in
their separate fields. They establish that the teacher or worker must

. be highly sensitive and "tuned-in" to the interests and needs of the group

members: that there must be a successful negotiation of agreement between
the interests of the members and the cims of the agency, or school, on the
specification of work to be done, or the contract; that the proup must be
self-selected, composed of pe ple who need cach other to do the work;

that the group must be self-directing in its carrying out of the work; that
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couns-2quently the  temg-her  or worber, mist he t4.ntiv. to *the process
rather thar te *he or projuet, ond munt atl et o rele that oorves the
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thos idther woalbd oo Saie o roprecont et O ot Weer vy tended
tn rive cchwarta o premeoeiin gsome e rlon T v e cyar Yt i Horerg,
i oy owmreata Al chin s o her vy acne g Do D beone e T o i
nlention tha' are o~ irerminied ant bove cogndoa o soe o o wooooch in
o darine o cemplexity of erredidaracgoans, L e vt thoer Ialorm the reader
0t the alternatives =wnd oave hinm to moese Lo o i with e e, My
recorvations have beoon Younedl, 1openli pnaetly nocon o cooyeneny 6t the

cultural dirferences between twe coun*rics, aiteprn e s will cubtly
and profoundly =t fect actions, yet arc very Al Ufentn te oot in the
eonfines of a poper 1iks this in any defonaibi. oo coroartb it aert that
in the Britich context their ctrategy may beooed bt sond ek b in &
“radition of fmpirieism one arrives at 9 consecue b Qi oon tryine
thin:s ~ut. and can count on cbtainine peor's's roady recos -nition ot those
things that turn out to be decent to do. M this oemtinent, «lih 20 wimy
differences about values in our mived iakreri‘<anc-s f clturss, (Y seems
that consensus must be found before new actions are act in train - we are
less secure in our Jjudrmentz in novel fela of relaticn -hips, Teachers
(an1 administrators and parents) must oo te the ond what they are retting
into before they accent the meanc: otherwice they may cabvert the means
or reject them after inaiepinte irial, 1t is tha misuce of rroup werk

to the same 514 ends of teacher-deminated instruetion that | rar, il the
necessary aiterations in his seclf-imnre, to r role that has a low profile
and moreover makes specific demands ~n his humanity, are not made plain and
acceptabkle> to the teacher in the first place,

On all the practical difticulties «f easin;s the free-wheeling group
work process into the ra‘her in®’.xible and cramped sccommoduticns of the
school system, one cannot bu* derer to the advire of Kaye and Rofers., In
this they are extraordinarily useful. They make the wny clear, from
the first step for both teacher and children away from the customary routines,
to the later thrusts of the expericnced sroup into a wide-rangins f'reedom
of action. This is the direction that Enrlish teaching especially must
take, But there are mary forces in confliet in the school and the
community as well as within his own personality that. will hold thc loss
assured teacher back to the early stares only, and in the circumstances
the new tasks and demands micht well prove too much for him and the pupils.
The best English teacher is one who knows without bteing told the kind of
things Schwartz is tal¥ing about, aand will be confident in providing that
kind of emotional support, for he embodies it in his own stabilities. The
less secure person, such as most of us are, is not far from that kind of
confidence and can yet acaquire it, particularly through seeking to support
it in his pupils, if only he can be helped to see in the midst of his
struggles the positive elements of the role as others define and endorse it.



I shall quote from JSchwartz cre last illuminatine warning,
about stating "your poals" for the stuaent, which he pives in positing
what he calls"the orinciple of purallel proecsss®; by which © ouewn
that the worker has hiz tasws and the clieont s Wi, that these processes
are interderendent hut diffor-rt, and ithat any vicl«<ticn or’ ‘his aivision
¢f labor rend:rs *he work dystnieti-nal cand ‘he cncountey oelr
manipulative, centimental, and - -erally tfrasteating tfor both pur1irsr‘?lf)
Few phrases could more aptly deseribe whnt coco o freguently
wrong in the tone of ovur schools.
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