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CHAPTER ONE 

METHODOLOGY 

1. 1 Preamble 

1 

The drama Presentations (to be referred to as 'the Presentations') are 

part of the practical section of the course English Usage (See 2.7) 

for UEDE and B.Paed.IV students in their 4th and final year of teacher 

training in the Faculty of Education (to be referred to as 'the 

Faculty') at the University c·f Durban-Westville. 

The university was originally established as a University College for 

Indians in 1961. It gained its academic indapendenca in 1971 and in 

1384 became a co~pletely au:onomous and fully cpen university. UHDE 

(University Higher Diplo:1a in Education) is the one-year post-graduate 

professional diploma for a teaching qualification. B.Paed. (Bachelor 

of Paedogogics) is the four:year integrated degree course for a 

teaching qualification. 

The UHDE and B.Pae<l.IV students (to be refarred to as 'the students' 

except where otherwise indicated) divide into groups of about 15 and 

each group has to devise a Presentation which is perfor~ed on a stage 

in front of an audience of their peers. Appendices A, B, and C give 

details of \<Jhat was expected of a Presentation in 1980t 1985, and 

1986. Each stud.ent earns a ror!t which counts towards their English 

Usage final exa~ination mark. 
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The purpose of this dissertation is: 

-to investigate the perceptions of the students with regard 

to their participation in this component of their 

training, (Chapters One to Four) 

-to examine some of the findings in terms of selected 

aspects of educational drama/theatre and teacher behaviour, 

(Chapter Five) 

-to make recommendations on the future of the 

Presentations with particular reference to experiential 

learning. (Chapter Six) 

The methods used in this investigation were derived from social 

science ~ethods as both teaching and drama are social actions. 

1.2 Def initicn 

-· According to Bogdan and Taylor (1975) 

'The ter~ Eethodology in a broad sense refers to the 

process, principles, and proce-dures by which we a~proach 

proble~s and seek answers. In the social sciences the ter~ 

applies to how cne conducts research.' (p 1). 

There are raany ways to conduct research but in recent years these have 

grouped the;;iselves into two najor areas: quantitative and qualitative 

research. Very briefly these two major areas may be defined as 

follows:-
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1.3 The Quantitative Viewpoint 

The 'positivist' perspective, originating in the 19th century, was 

typified by Comte and Durkheim who sought facts or causes of social 

phenomena which exercised ' .•. an external and coercive influence on 

human behaviour.' (Bogdan and Taylor, 1975:2) The subjective state of 

the individual was hardly taken into account, for as Schwartz and 

Jacobs (1979) explain: 

' •.. there is no scientific way to include the individual, 

his daily intentions, motives, or experience, nor is there 

any consu~ing need to do so .•• ' (p 26). 

This traditional methodology of social scientists focused attention on 

the factual character of real world observations and followed rigorous 

methodolcgical programaes which sought to eli~inate any personal or 

subjective characteristics of the researcher. Fros the first half of 

the nineteenth century it was believed that by applying these rigorous 

techniques of scientific and objective methods, researchers would 

produce a bc.dy of knowledge which could be used to solve many of man's 

p:rcblens. 

Johnson (1975) notes that although the major ideas of the 

•positivist objectivisro' approach have undergone changes and 

codifications, it based its validity on the claim that scientific 

observations are objective, disinterested, value-neutral, and contain 

self-correcting control procedures. It also sought to eliminate any 

'common-sense' features. 
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This research methodology came to be known as 'quantitative' as the 

sociologists who adopted this approach assigned numbers to their 

observations. Schwartz and Jacobs (1979) state: 

'In this sense, they produce data by counting and 

"measuring" things. The things measured can be individual 

persons, groups, whole societies, speech acts, and so on.' 

( p 4). 

The approach was favoured because as Schwartz and Jacobs (1979) 

assert: 

' ••. quantitative nethods are best for conducting a "positive 

science'*; that is, they allow for the clear, rigorous, and 

reliable collection of data and permit the testing of 

empirical hy?otheses in a logically consistent manner.' 

(p 5). 

1.4 The Qualitative Viewpoint 

Over the last three or four decades social scientists have become 

increasingly critical cf the positivist approach, especialiy when it 

ca3e to the question of whether or not it was possible to study human 

actions with methods inherited from the natural and physical sciences. 

They have instead preferred a hu~anist perspective. Bryman (1984) 

explains that the most direct challenge to the traditional conceptions 

of social science objectivity ca~e about because of the surge of 

interest in phenomenological ideas and in symbolic interactionism. 
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t.4.1 Phenomenology 

The phenomenological school of thought has undergone many changes 

since Husserl first mooted phenomenology as a protest against the 

natural scientists of his time who approached the human world in a 

for~alising manner and saw it as a separate cosmic reality. Broadly 
I 

speaking, phenomenology challenged the objectivist concept of reality. 

Since a concept of reality must be based upon knowledge and knowledge 

can only te acquired through our individual senses and our subsequent 

interpretation of such stimuli, reality itself was a subjective 

concept. Everything we know, interpret, react to, and interact with 

cannot be separated from our individual and personal perceptions, 

therefore, any claim that there could be complete objectivity was 

suspect. Phenomenology had to address the problem not only of how 

individuals acquired knowledge but also of how that knowledge could be 

communicated or socially perceived if everyone's ~erception was 

personal and different. 

In looking for a way to provide sociology with a viable philosophical 

grounding, Schutz proposed a theory of social pheno~enology which 

focused on intersubjectivity. This led hi~ to consider the ways in 

which we understand one another, and how our conceptions and 

perceptions of the world are similar. Hughes (1980) states: 

'The social world, argued Schutz, is presented to the 

individual in the forD of 2n objectified systen of shared 

designations and expressive forms.' (p 118}. 
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He further points out that Schutz recognised a basic epistemological 

problem: how can social science claim to make objective meaning if 

these claims are created in the context of human activity and cannot 

be understood apart frora this scheme of action? Sirkhot (1986) reveals 

that Schutz resolved this difficulty by arguing that: 

' •.• since one of the important aims of sociology is the 

reconstruction of the ways in which agents explain their 

actions, the concepts used by the sociologist must not be 

radically different from those of the agents. His models, 

which are "constructs" created by him ... and the concepts he 

uses, must obey a "principle of adequacy" in that they must 

relate to the motions actors themselves use in building a 

meaningful social world.' (p 69). 

Hughes (1980) reillarks that the constructs must also conform to a 

'principle of objectivity,' which means that the construct must be so 

formulated that a human act performed in the real world by an 

individual must be understandable not cnly to himself but also to his 

fell ow man in terms of commonsense intarpretations of everyday life. 

1.4.2 SyLibolic Interactionism 

One way of exa:1ining hm.tan conduct is to examine it in a 

structured, quantitative manner on a macro-level. Symbolic 

interactionism rejects this approach and instead reconstructs social 

realities frcra the point of view of the individual or group. Sirkhot 

(1986) quotes Turner (1974); 
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'Symbolic interactionists tend to conceptualize human 

interaction and society in terms of the strategic 

adjustments and readjustments of players in a game. While 

games have rules, symbolic interactionists are likely to 

focus attention on how players interact in ways that, 

depending upon the course of the interaction, create, 

maintain, and change the rules of the game.• (p 178). 

Things or social objects are not meaningful in themselves. Meaning is 

attributed to them by human beings who then act towards them in terms 

of these meanings. These meanings are constructed and reconstructed 

during social interaction. 

Mead (Sirkhot, 1986) is generally regarded as one of the prominent 

theoreticians in the development of symbolic interactionism. Mead 

disagreed with the ideas of the behaviourists. For example, Watson 

(Hjelle and Zeigler, 1981) ·viewed man as a passive being who merely 

recorded outside stimuli. t--lead reformulated the identity of the 

individual by stating that each human organism has a process called a 

'self' which consists of two co~ponents, 1 I 1 and 1 Me' which are in a 

continual reciprocal relationship with one another. The 1 Me' is the 

internalization by the individual of the social roles and patterns 

which have been organized and generalized by others. The 'I' or the 

ego gives the individual the sense of initiative, ·freedom, and 

consciously chosen action. 

Mead identified non-sy!lbolic action as that in which we respond 

directly to another's actions. Symbolic interaction takes place when 
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our action is based on the meaning derived from our interpretation of 

another's words and gestures. A participant is continually engaged in 

interpreting the ongoing actions of others and thus developing his own 

line of action. In this process an individual has to make adjustments 

to his own feelings, attitudes, and intentions as well as making value 

judgments for situations which have been formed or built up by the 

actions of others. Sirkhot (1986) declares: 

'Central in symbolic interaction is the process of 

interpretation and definition of one another's acts. 

Symbolic interpretation therefore covers relationships such 

as co-operation, conflict, consensus, exploitation, 

domination, disagreement etcetera viz. the full range of 

human relations.• (p 54). 

Johnson (1975) shows that the challenge to positivism was also based 

on the following two points: 

1. a growing body of research that showed: 

• ••• that what was at one time conceived of by the 

practitioners of positivist objectivis~ as a relatively 

unproblematic "factual observation" is now viewed by more 

and more thoughtful scholars as much more complicated, 

variable, and contingent.• (p 12); 

2. the realization that the subjects of social research are 

fundamentally different from the objects studied in the 

natural sciences: 
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'The point is made that the "objects" of social science 

investigations experience their actions as subjectively 

meaningful (or meaningless). Indeed, they are not 

"objects" at all, in the conventional sense, but acting 

subjects. Thus the meaning of an action from the actor's 

perspective must be taken into account if one desires a 

true (or inter-subjective) understanding.' (p 16). 

The research arising from the philosophical and theoretical challenges 

to positivism came to be known by the generic term, 'qualitative' 

research. Qualitative research attempts to reconstruct a social 

reality from the point of view of the subjects or 'actors' as they are 

sometimes called. Schwartz and Jacobs (1979) explain: 

1 What 1 s going on out there is what the actors say is going 

on out there.' (p 6). 

The data gathered attempts·to describe their (the actor 1 s) sense of 

what is important and unimportant, and their understanding of the 

situation. Schwartz and Jacobs (1979) maintain that the argument is 

that these goals 

' ••• can be justified metaphysically by the argument that the 

only •real' social reality is the reality from within.• 

(p 7). 

Schwartz and Jacobs (1979) point out the importance of developing ways 

of gaining access to the life-world of the subjects. This life-world 
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encompasses not only the everyday or commonplace life, but also 

includes motives, meanings, emotions, and other subjective aspects of 

the lives of individuals or groups. They assert: 

' •.. the actor's subjective point of view is central to 

qualitative sociology.' (p 5). 

Johnson (1975) says that the implications emerging from the 

philosophical, theoretical and methodological debates about the social 

sciences suggest that: 

' .•. in the most basic sense, all social science knowledge is 

grounded in our everyday lives.' (p 20). 

' .•. all empirical investigations in the social sciences 

involve participant observation in that they necessarily 

presuppose ••• social competencies.' (p 21) 

-
and so: 

'Adopting one form of participant observation over 

another ••• does not guarantee objectivity.' (p 24). 

1.4.3 Fieldwork and Participant Observation 

One of the methods used in qualitative research is fieldwork with 

participant observation as its principal technique. 
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Fieldwork 

Field research is distinguished from laboratory or experimental 

research in that as Johnson (1975) stresses: 

' •.. it tries to ground its empirical observations in the 

intersubjactive cognitive criteria actually used by societal 

members in their daily life situations.' (p 21). 

Johnson also notes that field research is distinguished from other 

forms of common-sense enquiry in that: 

' •.• the observation of naturally occurring everyday events 

yield~ the fundamental data for building a more abstract (or 

theoretical) understanding of the basic properties of hu~an 

existence.' (p 21). 

Particioant observation 
p 

Participant observation allows the investigator to interact with the 

subjects of the study. It is not a new technique as Nel (1980) points 

out: 

'Even Louis XIV had (sic) used this technique to obtain 

infor~ation, ~lthough this information had only been to 

facilitate administrative control.' (p 234). 

The for~ of participant observation research selected for a particular 

study should be related to the nature of the research problen and the 

type of information sought. For example, Johnson (1975) gives the 
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example that the study of the basic physiological properties of the 

human body would require laboratory or experimental research rather 

than field research. 

Bryman (1984) refers to Trow 1 s dictum that problems determine methods 

and he quotes Warwick and Liniger: 

•Participant observation is usually more appropriate when 

the study requires more an examination of complex social 

relationships or intricate patterns of interaction; •.• when 

the investigator desires first-hand behavioural information 

on certain social processes, such as leadership and 

influence in a small group; •.. ' (p 81). 

Bryman (1984) states that the following four points are intrinsic to 

qualitative research: 

1. The distinguishing feature of qualitative methodology is the 

commitment to seeing the social world from the point of view of the 

subject (or actor). In order to do this it is recommended that the 

investigator become closely involved with the subjects. 

2. There is a preference for contextual understanding: 

• •.• so that behaviour is to be understood in the context of 

meaning systems employed by a particular group or society.• 

(p 78). 
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3. It is seen as more fluid and flexible than quantitative research 

because it emphasizes discovering unexpected findings and the 

possibility of altering research plans to accommodate these un

anticipated findings. 

4. Research methods must facilitate an inside view. Participant 

observation is considered an appropriate method as it encapsulates a 

wide range of observational practices and denotes a fieldwork strategy 

which includes unstructured interviewing and the perusal of documents. 

The chief attraction is to get close to subjects and see the world 

from their perspective. This is referred to as 'rich' data. 

Participant observation raises two important issues: 

As the investigator is part of the social setting which is being 

studied this introduces the possibility of bias. However, as Sirkhot 
,.,. 

(1986) reveals, Knorr-Cetina (1977) has shown that scientific 

experimental research which supposedly has the least possibility of 

observer 'contamination' has been shown to be very biased. 

The tension between empathy and sympathy 

To develop feelings of trust the observer will be drawn into close 

personal relationships with the subjects and this can develop into 

sympathy where the observer takes the side of the subjects being 

studied. Johnson (1975) notes that some scholars recommend that field 

reports should be read with the tenuous links between e~pathy and 

sympathy in mind. 
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1.5 Problems Facing Quantitative and Qualitative Researchers 

Schwartz and Jacobs (1979) explain that the positivist's dream was of 

explanation, prediction, and control as Durkheim and Comte believed 

that a science of sociology could be established which was similar to 

the laws of physics. In support of this view Durkheim found that 

although individuals within a group might change their minds and 

behaviour, the pattern for the group remained unchanged and he 

therefore did not consider that the individual viewpoint could explain 

social facts. 

Schwartz and Jacob (1979) remind us that it was Skinner who noted that 

even individual behaviour was not adequately explained by reference to 

the subject's point of view because his behaviour could be explained 

by such variables as diet or sleep. They note that Durkheim also 

pointed out the sheer impossibility of gaining detailed access to the 

life-world of individuals and that there was no scientific or credible 
~ 

way of ascertaining what is going on in people's heads as they go 

about their lives. 

Hughes (1980) su~s up the difficulties facing positivism and humanism: 

' ••• for positivisn, (there are) the problel3.S of a neutral 

observation language, the relationship of theory to data, 

the matter of social wholes, and the issue of the scientific 

description of human action. With the humanist programme the 

difficulties centered on the nature of understanding and the 

criteria of adequate understanding, social and cultural 
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relativism, and the relationship between actors' concepts 

and those of an observer.' (p 123). 

1.6 Triangulation 

In view of the difficulties outlined in 1.5 researchers began to 

consider a methodological approach called 'triangulation'. Bryman 

(1984) declares that while at the epistemological level there are 

clear and irreconcilable differences between positivism and 

phenomenology any research typically comprises both quantitative and 

qualitative elements. He points out that it is accepted practice for 

positivists to acknowledge the validity of some qualitative material 

and that many participant observers e~ploy a modicum of quantitative 

evidence of a rudimentary kind, for example, percentages or the use of 

words like 'many', 'few'. Bry~an (1984) therefore accepts 

triangulation or the combining of methods as a technical accommodation 
.,.-

by claiming that research techniques are neutral in respect of 

epistemological issues and debates. Smith (1975) shows that: 

'Triangulation of methods takes two forms: within methods 

and between methods.' (p 290) 

Within Methods. 

Referring to qualitative methods, Jaques (1984) mentions several 

techniques such as audio or tape recordings, recording one's cwn 

perceptions, and comments by students. If the findings from these 

techniques are similar, this strengthens their reliability and 

validity. He remarks: 
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'None of these by themselves will of course stand up as 

reliable research evidence. However, taken together they 

could be employed as a "triangulation" technique, in which 

each account of what happened is tested against the others.' 

(p 37). 

Smith (1975) confirms this: 

'Triangulation within methods usually involves reolication 

for purposes of reliability and theory confirmation. That 

is, within methods triangulation can be used as a test

retest reliability check on data quality and as a means of 

confirming the validity of earlier findings through checks 

on the stability (internal validity factor) of earlier 

findings.' (p 290) 

Triangulation was undertaken by checking and matching qualitative data 
.,,.. 

from one source with qualitative data from another source. 

(See 1.11.14, 3.5 Table 7, and 4.3) 

Between Methods. 

The first set of results in this investigation 1979-1980 was obtained 

by using the quantitative technique of closed-ended questionnaires. 

(See 3.1 and 3.2) These results assisted in the qualitative research 

which followed. Also rudimentary quantitative terms are used in the 

qualitative results such as the use of percentages and terms such as 

'most•, •only one• etc. 
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Smith (1975) makes a plea for: 

' ••• a social research norm that gives lowest degrees of 

confirmation to propositions confirmed by only one method 

and higher degrees of confirmation when multiple methods are 

used.' (p 292) 

To summarize, the investigation which forms the basis of this 

dissertation was carried out by using a combination of some 

quantitative but mainly qualitative techniques. 

1.7 Outline of Investigative Techniques 1979-1986 

The investigation was conducted in three parts. 

1. 1979-1980: Closed-ended questionnaires were completed 
' 

by an average of 80.1% of all the final year students. The 

technique of using closed-ended questionnaires is regarded as 

a quantitative approach. 

The questionnaires were administered in order: 

-to gain on overall view of the value of the Presentations 

in the perception of the students according to commonly 

held opinion about the value of educati'onal drama/theatre 

activity, (See 3.1.1 and Appendix F) and 

-to look for areas on which to concentrate for the 

follow-up research and so focus on a narrower field. 

(See 4.2) 
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2. 1981: 

No investigations were carried out because the 

Presentations were disrupted by boycotts on the campus. 

3. 1982: 

The writer undertook further readings in using 

qualitative research techniques. 

4. 1983-1985: 

Open-ended questionnaires were completed by an average of 

79.1% of all the final year students. Open-ended 

questionnaires are an accepted qualitative research technique. 

Whereas closed-ended questionnaires reveal the bias of the 

investigator, open-ended questionnaires reveal the bias of the 

subjects. 

The writer was there(ore able: 

-to see which trends revealed by the closed-ended 
.,,, 

questionnaires were supported or challenged by the 

results revealed by the open-ended questionnaires, and 

-to identify views which had not been taken into 

account in the closed-ended questionnaires. 

s. 1986: 

23 groups worked on Presentations. Of these, 5 groups 

were chosen for closer investigation. The only factor 

that governed the choice of groups was that the writer 

was free during their particular lecture time. 

The groups were researched using the qualitative 
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technique (fieldwork). The characteristics and methods 

of fieldwork and how they were applied will be described 

in 1. 9 to 1. 12. 

As the investigation of the 5 groups proceeded the 

writer collected data from other sources to check on 

information already received from 1983-1985 and 1986. A 

list of these sources will appear in 1.11.14. 

1.8 Preamble to Description of the Fieldwork 

In order to understand the references and examples used in 1.9 to 1.12 

it is necessary to summarize: 

-the nature and setting of the Presentations, and 

-planned research activities for 1986 • 

.,,,.-

Natyre and setting of the Presentations 

In 1986 the 4th year students were divided into 23 groups numbered 

from A to W. Each group consisted of 8-18 members and each group was 

assigned a lecturer who was known as a tutor. The students were 

provided with a handout which gave them guidelines about the 

Presentation. (See Appendix C). They also saw a tape/slide show which 

\ illustrated points made in the handout and they were shown video tapes 

\ of past Presentations. 

Each group had to devise and rehearse a Presentation lasting about 15 

minutes which they then performed on a small conventional proscenium-
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type stage in front of an audience of the other 4th year students, 

tutors, lecturers from the Faculty, and anyone else they wished to 

invite. This will be referred to as 'the public performance• as it was 

for most students the 1st time that they had appeared on stage in 

front of an audience. 

Officially eac~ group met once a week. This is referred to as LT, 

{lecture time). They were also expected to meet at other times, 

referred to as FT, {free time). 

Three lecture rooms were available for working on the Presentations. 

These are described in 1.11.2. The tutors had to share these rooms as 

two or three tutors had to take their groups at the same time. 

Planned Research Activities for 1986 

Whereas in previous years students in all the groups had been the 

subject of the investigations, it was decided to narrow the focus of 
~ 

the investigation to 5 out·of the 23 groups. The 5 groups will be 

raferred to collectively as RGs {Research Groups) and individually by 

their alphabetical appendage, for example, RG/A {Research Group A). 

The other 18 groups will be referred to collectively as OGs {Other 

Groups) and individually by their alphabetical appendage, for example, 

OG/T {Other Group,T). 

\ The writer was to be present at all the LT sessions and at as many of 

the FT sessions as was possible. Video recordings were made of the 

initial LT sessions and of subsequent sessions where practicable. All 

the students in the 5 groups were individually interviewed 
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approximately 8 weeks after the Presentations had been performed for 

examination. 

This research period was expected to last from the beginning of the 

1st term in February to the end of the 2nd term (in the 4th week of 

June) when the Presentations were due to be performed. It would then 

continue (after the July Vacation and the 2nd Teaching Practice Block) 

in August and September for the interviews. This time-table did not 

work out as expected. (See 1.11.5} 

Unless otherwise indicated the term 'the students' or equivalent in 

the rest of this chapter refers to students in the RGs. Also as the 

theory of fieldwork will be backed by examples from the investigation, 

the students will sometimes be referred to as •subjects' in this 

chapter. 

1.9 Characteristics of Fieldwork 

1. Schatzman and Strauss (1973} point out that field research is not 

the functional equivalent of laboratory research as it does not have 

clearly defined and circumscribed territories and fine control over 

the multitude of variables. 

\ • ... the field researcher understands that his field - whatever 

its substance - is continuous with other fields and bound up 

with them in various ways: institutions necessarily reach out 

towards other institutions and are penetrated and overlapped by 
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them; social movements are often barely distinguishable from 

the whole cloth they would attempt to re-weave. From the 

perspective of social process, institutions and social movements 

have no absolute spatial boundaries and no absolute beginnings or 

ends . 1 
( p 2) • 

For example, investigating the perceptions of students into the 

effects of the Presentations, also led the writer into finding out 

about: 

- students' perceptions of past and present academic 

studies, of schools, teachers, and pupils, for example, 

see 4.3.2, 

- lecturers' perceptions of the Presentations (See 5.6.2), 

- pupils' perceptions of teachers and vice versa. (See 

4.3.4). 

Schatzman and Strauss (1973) assert that what the field researcher 

needs is: 

' .•• some theoretical perspective or framework for gaining 

conceptual entry into his subject matter, and for raising 

relevant questions quickly. His framework need be no more 

elaborate than a scheme of general but grounded concepts 

commonly applied by his discipline ••. ' (p 13). 

The framework for this investigation is the generally held advantages 

of participating in educational drama/theatre (See Linnel's quotation 

in 2.9, Appendix F, and 3.1.1) and the results of research on teacher 

behaviour. (See 5.6) 
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3. Although a researcher needs to prepare a relatively clear line of 

enquiry, field research may lead the researcher to investigate other 

data at any point during the investigation. For example, once all the 

groups had been operating for nearly a semestert the writer was told 

by the tutors that the OOs were operating more smoothly than the RGs. 

This led to the writer making some useful observations of and 

enquiries into the behaviour of the OOs and to using these to moderate 

the observations of the RGs. 

4. Schatzman and Strauss (1973) remark: 

'Field method is ..• like an umbrella of activity beneath 

which any technique may be used for gaining the desired 

information and for the process of thinking about this 

information.' (p 14). 

The various techniques used will be listed in 1.11.14 and the 'process 
~ 

of thinking' is revealed in· the choice of techniques and the 

evaluation of the data collected. Schatzman and Strauss (1973) clarify 

this point: 

'Once the decision has been made to inquire into some social 

process in its own natural context, the researcher creates 

much of both his method and the substance of his field of 

enquiry. To say that the researcher creates his method as he 

works may seem unbecoming, yet we are discussing this very 

point. Method is seen by the field researcher as emerging 

from operations from strategic decisions, instrumental 



actions, analytic processes which go on throughout the 

entire research enterprise.' (p 7). 
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5. The field researcher has to make proposals to enter the field, but 

once in the course of the research project other problems, interests, 

and questions emerge. Johnson (1975) holds that it is accepted that 

what was planned can be carried out, but also added to and changed. 

For example, evidence that conflicts occurred in groups only emerged 

in 1983-1985. This led the writer to enquire into the types and causes 

of conflicts. 

6. Strategies for the collection of data. Schwartz and Jacobs (1979) 

reveal that: 

'Efforts to contact the reality of a social scene have 

evolved numerous methodological strategies.' (p 7). 

~ 

Examples of strategies are: participant-observation studies, 

interviews, extracts from documents, tape recordings, reconstruction 

of life histories, and personal documents. Bogdan and Taylor (1975) 

describe personal documents as any material 

' ••• in which people reveal in their own words their view of 

their entire life, or a part of it or some other aspect 

about themselves.' (p 6). 

This could be diaries, letters, transcripts of open-ended interviews. 

In this investigation, most of.the written material by students as 



well as the interview material can be classified as personal 

documents. 
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Schwartz and Jacobs (1979) sum up the position of the field worker in 

qualitative research: 

'The basic position of this orientation is that in order to 

understand social phenomena, the researcher needs to 

discover the actor's "definition of the situation" that is, 

his perception and interpretation of reality and how these 

relate to his behavior.' (p 7). 

1.10 Entering the Field 

Johnson (1975) is particularly concerned about 'entree' into the 

field. He observes: 

' ••. that gaining and managing entree in field research 

necessarily involves the use of an observer's common-sense 

knowledge, perceptions and judgments.' (p 76). 

Although entering a field seems to refer to a specific period in time 

Schatz•an and Strauss (1973) disclose that: 

' ••• entree is a continuous process of establishing and 

developing relationships.' (p 22). 
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The writer followed the advice of Bogdan and Taylor (1975) and 

Schatzman and Strauss (1973) by attempting to establish and maintain 

good relationships with the students. (See 1.10.3 and 1.11.4). 

1.10.1 Overt versus Covert Research 

Johnson (1975) explains that entry into the field can be overt or 

covert. A covert researcher is one who keeps his identity as a 

researcher hidden, and might even assume a particular role for that 

purpose. An overt researcher is one who is known to be conducting 

research. Bogdan and Taylor (1975) point out that Roth holds the view 

that all research is to some extent covert or secret in that the 

researcher never tells the subjects everything. 

The overt approach was chosen because, as a lecturer in the Faculty 

and as a tutor for 8 of the 19 OGs, the writer had a known role. 

-1.10.2 Gatekeepers 

Gatekeepers refer to those who grant permission for the research to be 

undertaken. In this investigation, permission was freely given by: 

-the Faculty, both staff and students; 

-the House of Delegates for research in the schools. 

\ 1.10.3 Neutrality of Researcher 

Researchers should be observed by the subjects to be non-threatening, 

neutral figures, and as such the researcher should initially remain 
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fairly passive during the early part of the fieldwork and not put the 

subjects on the defensive by challenging them. Because the writer was 

not an outsider, as stated in 1.10.1, the position from which the 

students were being investigated could be seen by them as not neutral. 

To mitigate against this the RGs were told that the research being 

conducted was not to investigate established theory, that the writer 

was as much in the dark as they were about what would develop in the 

research, and that the results would emerge from what the situation 

had to offer. The writer encountered no overt resistance or resentment 

by the students. As Bogdan and Taylor (1975) remark: 

'People, it would seem, enjoy being studied.' (p 31). 

There were a few occasions when students called the writer to 'Come 

and see, something's happening.' The 'something' was usually the 

eruption of conflicts among members of the group. The fact that the 

writer was asked to witness scenes which were very personal and by and 
.vY 

large not revealed in any detail to the tutors pointed to an openness 

on the part of the group to being investigated. 

1.10.4 Suitability 

The field researcher needs to determine suitability. For example, does 

\ the site chosen offer the best potential for the study? In this 

investigation the site chosen was the building housing the Faculty of 

Education i.e. lecture rooms (mainly J043, J045, J048, See 1.11.2), 

corridors, stairways, offices, staff tea room, and the outside grounds 

in the immediate vicinity. A drawback of the study was that the writer 
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was unable to observe encounters when students felt totally 

unconstrained in the writer's absence, for example, in the cafeteria, 

at home, in the hostel, walking in the larger grounds of the 

university, and telephone conversations. Although perhaps of 

negligible importance, some information from these unavailable areas 

did become available, usually through casual encounters with the 

students in the RGs and OGs. (See 1.11.9) 

Part of suitability is 'research location' which refers to where the 

researcher is located during observation periods. The writer was able 

to make use of multiple positionings, for example, the lecture rooms, 

the corridors, and offices. Within the lecture rooms the writer was 

able to move around and observe whole group and sub-group student 

activities without disturbing them in any way. The writer noted that 

there was, for example, no change in the volume or volubility of the 

discussion or change in body positions when coming close to a group or 

sub-group (the only exception to this is noted in 1.11.4 No.1.). The 
..-

writer was also never greeted during LT and FT sessions, and was 

seldom asked to give an opinion on the progress of the Presentations. 

1.10.5 Feasibility. 

Feasibility refers to what the researcher can observe in terms of 

\ questions such as time and mobility. It also involves measuring the 

task against available resources. For this investigation the writer 

had to come to terms with four main issues regarding feasibility. 

1. The only way of getting information from unavailable locales or 

sites such as the cafeteria or the hostel would involve asking a 
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student to act as observer unknown to the others. It was decided that 

even to broach such a request would most probably mar the atmosphere 

of trust that the writer hoped to establish with the students. Such 

information would have to come voluntarily or through comparison of 

statements made by students in the RGs and OGs. 

2. Skills of the researcher. Since the writer is not a trained social 

or clinical psychologist, in-depth psychological studies of the 

students from the RGs was not possible. 

3. The writer was in full-time employment during 1986 and could 

therefore only observe the groups on a part-time basis. 

4. Organizing time. For example, Table 1 shows how often the writer 

was able to observe the five groups at their lecture times (LT) and 

free time (FT) discussions and rehearsals: 

~ 

Table 1 

Group No. of LT observed No. of FT observed 

A 18 6 

0 11 13 

s 17 18 

D 18 13 

M 16 11 

Once the necessity for observing other groups was realized, the writer 

made every effort to make time for this. 
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1.10.6 Suitable tactics. 

This involves knowing some history of the research site, the people 

involved, the best times to observe, an understanding of the 

hierarchy, and establishing credibility. Johnson (1975) stresses the 

importance of having knowledge of inner workings of the field, while 

Bogdan and Taylor (1975) recommend the researcher choosing settings in 

which they have no particular expertise as the less the subjects think 

the researcher knows, the more free they will feel to express an 

opinion. 

This obviously posed a problem in this particular study as the writer 

was familiar with the history, hierarchy, and people of the site. From 

Johnson's point of view this would be an advantage, but from Bogdan 

and Taylor's point of view, an obvious limitation. As well as adopting 

the tactics mentioned in 1.10.4 the writer was careful to gain the 

permission of everyone involved in the study and to ensure them of 

complete confidentiality. Schatzman and Strauss (1973) point out that 

as long as any bias or perspective is acknowledged, it is permissible 

in field research. 

1.10.7 Mapping 

\ Mapping is the name given to the activity of learning about the site, 
\ , the rank, and relationships of the people working there. There are 

spatial, temporal and social maps. 

Spatial. The writer was familiar with the site or setting. A 

description of the main setting for the 1986 investigation appears in 

1.11.2. 
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Temporal. Temporal maps were drawn to help explain the problems caused 

to the Presentations by student boycotts. They appear in 1.11.5. 

Social. The writer was familiar with the ranking of the academic staff 

and students in the Faculty with the Dean at the top and the students 

at the bottom of the hierarchy. The students had to fulfil the 

expectations of rules and lecturers in order to acquire a degree. The 

students in the RGs and OGs were awarded marks for their work in the 

Presentations as they were part of the practical examination of the 

English Usage course. A mark was given to a student by considering 

both the progress made while working on the Presentation and on the 

final performance before an audience. Although the handouts supplied 

several criteria for this process-plus-product type of examination it 

became obvious that there was insufficient clarity about the nature of 

the examination. This problem came to the fore because of the boycott 

action in 1986 which is referred to in 1.11.5. To summarize, some 

students in the RGs and OGs: 

- seemed unaware of the compulsory nature of the 

Presentations, and/or 

- were unsure of the process/product structuring of the 

marking system. The students in RG/D in particular 

challenged the validity of the 'product' component of the 

examination. 

This finally led to all the groups in 1986 requesting and being 

offered an alternative way of being examined. The action of the 

students resulted in: 

- a re-evaluation by the tutors of how to award marks for 

the Presentations, and 



- highlighted the need for the writer to consider the 

revision of the examination technique as part of the 

recommendations of the dissertation. 

Ranking also refers to the relationships: 

- of students within a single group, 

- between groups. 
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Relationships between students will be elaborated on in Chapter Four. 

(See, for example, 4.2) 

Another aspect of mapping is sampling people: 

1. As the investigation drew largely on the perceptions of students, 

they were the main focus of the investigation. The RGs chosen included 

students from all the possible categories: 

- those studying to become Primary and Secondary teachers; 

those who had majored in Arts, Commerce, and Science; 

- males and females. 

The only significant new category that came up was the 'Speech and 

Drama students'. (See 4.2.10) 

2. The writer was able to observe the styles of the three tutors 

taking the RGs and to discuss various issues with them. 

\ (See 4.2.9) 

3. The perceptions of the some of the Faculty lecturers of the 

Presentations were gauged by the use of open-ended questionnaires. 

(See Appendix S) 



4. A sample was taken of the perceptions of: 

- pupils of teachers, 

- teachers of pupils. (See 4.3.4) 
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5. A sample was also obtained of the perceptions of ex-students of the 

Presentations after they had been teaching for a year or more. (See 

4.3.2 and 4.3.3) 

Sampling events or situations is seen by Schatzman and Strauss (1973) 

to be at the heart of the research. Events or situations can generally 

be divided into: 

- Routine, for example, the lecture times. 

- Special, for example, the free time meetings and 

discussions 

with tutors. 

Untoward, for example, casual encounters with students in 

the RGs and OGs and ·"Faculty staff, and the petition 

situation (which will be outlined in 1.11.5). 

1.10.8 What do You Tell the Subjects? 

The main rule suggested by Bogdan and Taylor (1975) is to be honest, 

but not to volunteer elaborate details. The writer therefore told the 

students that it was a research project designed to study how the 

Presentations operated and invited their co-operation. As they were 

part of a university ethos where people are involved in searching for 

understanding, and as 'research' was something they were involved in, 
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both from the point of view of reading results of researches and 

conducting their own, it was assumed they would not go out of their 

way to present any 'false' impressions. 

A major consideration is not to alarm or produce anxiety in the 

subjects. The only inhibitions the writer found on the part of the 

students were: 

- a natural reluctance to talk personally about others in a 

group, and 

- an understandable reticence to say anything that might get 

back to the 'authorities' and reflect negatively on them 

and in this way affect their marks. From familiarity with 

some of their opinions, the writer was aware that the 

question of 'victimization' is a concern of the students 

at the university. 

The situation was addressed by assuring the RGs of complete 
~ 

confidentiality. This appears to have been accepted by the students as 

on a few occasions students prefaced remarks or handed in some 

information by seeking reassurance that it would be regarded as 

confidential. However, it must be acknowledged that a certain amount 

of information must have been lost because of the inhibitions 

mentioned above. The decision to hold interviews after the 

Presentations was calculated to elicit information at a time when 

marks for the Presentations had already been assigned and so any 

disclosures on the part of the students would be seen by any who 

harboured doubts (despite the promise of confidentiality) as not 

threatening their marks. Open-ended questionnaires were sent out to 
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ex-students as they were no longer in any dependence situation on the 

Faculty and their responses could be expected to be reasonably honest. 

(See 4.3.2 and 4.3.3) 

Schatzman and Strauss (1973) state that once people accept 

researchers they expect them to be present at their work and that if 

this expectation is fulfilled the subjects develop a trust in the 

researchers and are more likely to confide in them. The writer was 

present at all the times agreed on with the students. 

1.10.9 The Bargain 

The bargain is a written or unwritten agreement between the researcher 

and the subjects i.e. students, lecturers, pupils, teachers, and is an 

important part of gaining access. In this study two bargains were 

entered into and kept. 

1. All participants were promised confidentiality. At no 
~ 

time did the writer refer to confidential information 

which had been offered by one subject to another subject. 

2. Codes were used for all proper names. All subjects in 

this investigation are referred to by code. 

1.11 In The Field 

The researcher should consider the boundaries of an investigation by 

first becoming familiar with the general scope of the setting and then 

deciding on the dimensions and focus of the research. There are no 
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clear-cut answers to the questions of dimension and focus because of 

the limitations imposed by considerations such as time, resources, and 

the expertis~ of the researcher. 

Bogdan and Taylor (1975) note that in qualitative studies there is no 

point at which the researcher can state conclusively that a study is 

complete as there will always be new themes to explore (See 3.6.7 and 

3.6.9 TN No. 2.), new areas to investigate, and the investigation 

itself yields new insights into the limitations, disadvantages, and 

mistakes of the completed investigation. 

For example, it was only once the study had been completed that the 

writer realized the potential of other methods of gathering data: 

1. Working with an outsider. This could have been 

achieved by bringing in an outside source to some of the 

observation sessions to observe independently and then 

compare and discuss the two sets of notes. 

2. To have a psychologist prepare a before and after 
..,.--

questionnaire for the members of the RGs on one or 

more selected topics such as confidence or tolerance. 

3. Formally interviewing members of the RGs part of the way 

through the Presentations to check on what was being 

observed. 

1.11.1 The Amount and Distribution of Time Devoted to 

Fieldwork. 

Fieldwork can last anywhere from several weeks to several years. An 

investigation should however last several months in order to observe 
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the dynamics of change and to lessen the likelihood of observations 

being conducted at unrepresentative times. 

Table 2 shows the approximate contact time spent with: 

-the RGs in their LT and FT, 

-the OGs in their LT and FT, 

-the tutors (apart from their groups) and lecturers (in 

discussion on ·the Presentations). 

Tsble 2 

Subiects 

RGs 

OGs 

Tutors and lecturers 

120 

39 

10 

1.11.2 Description of Settings 

The setting in which the research is conducted should be described in 

descriptive and not evaluative words. 

Table 3 is a diagram of the rooms used for the Presentations. 



Table 3 

Movement 
Room 
J048 

Tutorial 
Room 
J045 

Theatre 
J043 

-------
Stage 

Dressing Room 

W = 12m 
L = 13m 
H = 4m 

w ::: 12m 
L = 9m 
H = 4m 

w = 12m 
L ::: 21m 
H = 4m 
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The main setting for this study was in J043. J045 was sometimes used 

and J048 was seldom used. ~ 

Carpeted. 

Curtained. 

Smooth carpet-like 

covering on walls, 

used as pin boards. 

Chairs. 

A few flat-topped 

tables. 

Mo chalkboard. 

Carpeted. Parquet flooring. 

Curtained. Venetian blinds. 

Smooth carpet-like Smooth carpet type 

covering on walls, covering on walls, 

used as pin boards. used as pin boards. 

Chairs. Chairs. 

A few flat-topped A few flat-topped 

tables. tables. 

Chalkboard. Chalkboard. 



Curtained stage. 

Stage lighting. 

Sound system. 

Unit blocks. 

Various properties: 

sofa, hatstand, 

screens, etc. 

Uncarpeted dressing 

room with mirrors and 

toilet. 

Height from stage 

floor to lighting 

units= 3m. 

39 

Several large 

platforms stored one 

on top of the other. 

As J043 was the room in which the Presentations would be performed it 

was the first choice for the RGs and OGs, followed by J045, with J048 

as the last choice. This was probably because J048's parquet floor was 

usually dirty, there was a slight smell in the room, and it was often 

used to store desks and pieces of furniture. It was the pressure for 

time to rehearse in J043 which led to conflict among most of the RGs 

and OGs. The fact that students could sit on the carpet in J043 and 

J045 contributed to the informality of the sessions which was an 

important factor in the functioning of the RGs and OGs. · 

1.11.3 Recording of Dialogue Accessories (Paralanguage) 

'Dialogue accessories' are explained by Bogdan and Taylor (1975): 
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'One's gestures, nonverbal communications, tone of voice, 

speed of speech, and general speech patterns tell much about 

the meanings of one's words.' (p 71). 

These were noted and included as interpretative comments when 

necessary. For example, in RG/M it was characteristic of the women 

that they laughed a great deal more than either the men in that group, 

or the women or men in the other groups. It was noted that the 

laughter occurred mostly when they were excited about the ideas they 

were planning for their Presentation and when they found themselves 

having to role play what was for them personally, untypical behaviour, 

for example, a strip tease act. The men in RG/M were generally more 

reticent and one of the reasons could be that they felt excluded by 

the women's behaviour. 

A general characteristic of RG/0 was that more 'overtalk' took place 

than in any other group. Overtalk is a word coined by the writer to 
. 

describe a number of students in a group all talking at the same time. 

This happened when a number of them were all making suggestions and 

out of this seeming confusion agreements were eventually reached. 

Although this was a more time consuming procedure the students 

eventually expressed satisfaction that they had all contributed to the 

final product even if their idea had not been adopted. 

1.11.4 Establishing Rapport 

Given the limitations (See 1.10.6) of the writer's position in this 

investigation, the following strategies were adopted. 
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1. Behaviour towards the students was consistent. From the 

beginning the writer established a presence, in as unobtrusive a way 

as possible, of someone sitting, standing, walking around whenever 

they did, listening and taking notes. Care was taken not to give any 

spoken or unspoken communication which might be interpreted or 

misinterpreted and so change the behaviour of the group. (The 

importance of this was soon demonstrated when during one FT session of 

RG/M a student noted some movement of the writer's and interpreted it 

as possible criticism of their rather noisy conversation.) 

2. After each session, the writer was careful not to engage the 

tutor in conversation until all the students had left the room as this 

might be construed as some kind of hidden assessment of their 

behaviour. 

3. As greeting students in some way before and after a session was 

seen as part of the tutor's role, the writer waited for students to 
~ 

initiate any greeting. Within a week it was noted that the writer was 

able to enter, move around and leave a FT session without any 

acknowledgement or any discernible change in the students' behaviour, 

with the sole exception of the incident noted in 1. above. 

The writer was, on one occasion, able to listen in on a FT session 

without the knowledge of the group involved. The writer happened to be 

close to a curtained off section of J043 behind which the group was 

having a discussion. The exchanges that took place were in no 

discernible way different from those which took place during the other 

sessions observed. (See also 1.11.9) 
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Probably the most favourable aspect of establishing rapport, despite 

the writer's known position, was that from the very beginning the 

students were informed that the Presentations were something they 

would create on their own and this made them the most important people 

in the activity. 

1.11.5 How Much Should the Researcher Participate? 

Bogdan and Taylor (1975) note: 

'The researcher walks a thin line between active participant 

and passive observer.' (p 51). 

The tradition of Presentations in the Faculty had been established for 

several years and it was expected that no ad hoc decisions would need 

to be taken in 1986. However a situation arose that forced the writer 

to move from passive observer to active participant. 
~ 

If the proposed schedule for the Presentations had gone according to 

plan, they would have gone on in the last 2 weeks in June. The boycott 

activity in June made this impossible and they had to be rescheduled 

for September. Table 4 shows the proposed and actual time-tables. 

Table 4 

University Time Table: 

1st Term 24 February - 26 March 

2nd Term 7 April - 27 June 

3rd Term 28 July 5 December 



PROPOSED TIME-TABLE: 

WEEKS 

4.5 

1.5 

1 

3 

6 

2 

TERM 

1st 

2nd 

2nd 

2nd 

2nd 

ACTUAL TIME-TABLE: 

WEEKS TERM 

4.5 1st 

LS 

1 2nd 

3 2nd 

6 2nd 

2 2nd 

4 

1 3rd 

3 3rd 

2 3rd 

2 3rd 

7 3rd 

ACTIVITY 

Lectures 

Vacation 

Lectures 

Teaching Practice 

Lectures 

Presentations (End of 2nd Term) 

ACTIVITY 

Lectures 

Vacation 

Lectures 

Teaching Practice 
~ . 

Lectures 

Boycotts 

Vacation 

Lectures 

Teaching Practice 

Lectures (*) 

Presentations 

Lectures (End of 3rd Term) 

43 

----------------------------------------------------------------

From the above Tables it is clear that the boycott action resulted in 

the preparation for the Presentations being dragged out over a long , 
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and fractured period of time. Also when they were finally performed it 

was in the middle of the 3rd Term when students in the RGs and OGs 

were becoming increasingly preoccupied with their end of the year 

examinations. 

Towards the end of August [marked as (*)J RG/D initiated a petition 

which was signed by the RGs and OGs to cancel the Presentations. This 

was not possible as it was part of the final English Usage· 

examination. Alternatives were finally offered to the students in 

which the students were required to write up a report on their 

perceptions of the Presentations instead of a public performance. As 

part of the staff the writer was inevitably drawn into this situation. 

However, after that there was no perceptible change towards the writer 

on the part of the students observed and during the interviews they 

spoke openly about their negative reactions to the alternatives and 

additional and significant data was gathered. (See 4.5) 

1.11.6 Being Forced into Roles 

At the end of lecture sessions the writer was sometimes asked by 

students for judgemental comments on their progress. This was avoided 

by either asking their opinion,, or re-iterating their tutor's 

comments. 

1.11.7 Observing in Settings Characterized by Conflict 

The conflicts in the groups can be placed in three broad categories. 

1. Decision conflicts, for example, 
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- deciding on the topic for the Presentation, 

- deciding who would take certain roles and why, 

- deciding on how the roles should be performed. 

2. Personal conflicts, for example, students not getting 

on with each other. 

3. Organizational conflicts, for example, which groups would 

use the theatre. 

The writer was able to avoid becoming involved in categories 1 and 2 

by following the recommended line (Schatzman and Strauss, 1973; Bogdan 

and Taylor, 1975) of just lending a sympathetic ear and not giving the 

impression of taking sides. Category 3, where the writer did offer 

some advice, really only came into play in the three weeks before and 

during the public performances of the Presentations when the advice 

offered was substantially the same as that given by the three tutors. 

1.11.8 Learning the Language 
~ 

Bogdan and Taylor (1975) advise that the researcher should avoid 

appearing foolish or condescending by using the subjects' vocabulary 

and speech patterns. The subjects• words and word usages can be used, 

but only as the study progresses, if and when it is appropriate, and 

when they come naturally. In studies of criminals, drug addicts, and 

mental patients, the language worlds of the subjects and researcher 

can have very different overt and hidden meanings. In this 

investigation, there were no particular difficulties in this regard 

as: 
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1. There was a common language ground as both the subjects 

and the writer were part of the Faculty. 

2. The writer made no attempt to speak with a South African 

Indian accent or use that idiom. Language that was comfortable 

and simple was preferred. 

1.11.9 Field Tactics 

This refers to gaining information in unobtrusive ways. For examplet 

the writer would mingle with students outside a lecture room before or 

after a session and while engaging one or two students in 

conversation, would actually be listening to the comments of the other 

students. It was also possible to walk along a corridor behind 

students and overhear their comments. During the final rehearsal 

period it was possible to sit unobserved because the theatre was 

darkened. Also while the Presentations were being performed for the 

examinations, the students were so preoccupied that they hardly 

noticed the writer's presence backstage. Other important times for 

gathering 'unguarded' data were immediately after a Presentation when 

the students were 'on a high', and during the sessions when they 

viewed the videos of their Presentations. 

1.11.10 Strategy-for Watching 

Schatzman and Strauss (1973) point out the advisability of trying to 

maintain the 'as if watching for the first time' approach. The writer 

made a conscious attempt to comply by using several strategies. 

1. Writing down as many observations as possible during 
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the initial sessions to try to avoid selective viewing. 

2. Taking notes while watching a replay of a video of a 

session and then comparing them with the notes taken 

when observing that same session. 

They also suggest that it is useful to capitalize on past experiences. 

The writer, having been alerted to the conflict issue from the 1983-

1985 responses watched for evidence of this during the observation 

sessions. 

1.11.11 Strategy for Listening 

Schatzman and Strauss (1973) advise a 'believe everything and nothing 

simultaneously' approach. It is important to look for what the 

subjects say a situation 'is' as this reveals their designation of 

things, people, events; and to look for the 'because' as this reveals 

the why's, therefore's, causes, processes, and reasons. 
~ 

Although one should listen carefully without applying one's own 

analytical categories one should use simple comparative analysis of 

what one is hearing against what others in like or different positions 

are telling the researcher and start to apply one's own initial and 

developing framework. 

1.11.12 Asking Questions 

The writer followed the line recommended by Bogdan and Taylor (1975). 

Nondirective and unobtrusive questions like, 'How's it going?' were 



46 

asked in the initial stages of the study. More direct and specific 

questions like, 'Why do you want to play that role?' were asked as 

time went on. The questions which related to looking back and 

evaluating certain experiences were held in abeyance until the 

interviews. 

1.11.13 Interviews 

The interview is the most important tactic to communicate to the 

subjects that their views are acceptable and important. Interviews 

usually take place well past the initial stages of the investigation. 

This is partly because in the later stages the questions asked can be 

more challenging. Several standpoints can be taken: 

1. Devil's advocate - present opposite arguments. 

2. Hypothetical question - possible occurrences. 

3. Posing the Ideal - subject or interviewer does this. 

4. Offering interpretations or testing propositions on 

subjects. 

All these standpoints were adopted at times during the interviews. 

Content comparability can be built into the interviews, for example, 

intra- and inter-group comparisons of perceptions commitment, and 

role. The writer did not actively seek intra- and inter-group 

comparisons as it was decided that such data would (and did) emerge 

naturally from the interviews. This decision was taken on the basis 

that the Presentations are seen as a co-operative and not a 

competitive project and the writer did not want to appear to be 

introducing (however innocently) a competitive element. 
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Schatzman and Strauss {1973) and Bogdan and Taylor {1975) both discuss 

interviews as useful tools to reveal people's constructs of 

themselves. Two major difficulties, exclusive of observation, which 

can arise, are firstly, that any given person may not be able to 

describe or interpret their actions, or may lie to the interviewer. 

Secondly, the interview procedure often leads people to reflect on the 

interview situation rather than on the referential one which the 

technique was designed to ascertain. 

With reference to the first difficulty, the writer was able to use 

some of the data gathered during observation to check on various 

statements in the interviews. Schwartz and Jacob {1979) observe that 

interviewing is best undertaken in conjunction with a strategy like 

participant observation to act as an independent check on the 

information obtained. Also students appeared to say what they thought, 

related anecdotes, and had no hesitation in making critical comments, 

or saying that the Presentations were of little or no value to them. 
~ 

With reference to the 'interview procedure' the writer was told 

casually by some students that they appreciated the interviews as it 

helped them in understanding the process they had been through in the 

Presentations. This data was useful when the writer was working on the 

recommendation section of this dissertation. 

The interviews were individually conducted. The exception was RG/D who 

chose to do the alternative to the Presentation. The members of RG/D 

handed in a written group comment as well as individual written 

comments. 
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Although there are no copy book formats for interviews several aspects 

need to be taken into consideration: 

1. Duration. There appear to be no time limits to an interview 

beyond a consideration that if it is too short, it can be limiting. 

The interviews lasted an average of 15 minutes each. A few were 

longer, when students wanted to continue explaining their reactions. A 

few were shorter and these were generally the'students who stated that 

the Presentations had been of little or no value to them. 

2. Single or series. Each subject had only one interview after 

the completion of the Presentations. 

3. Setting. The setting was the dressing room section of J043. 

This was chosen as it was a familiar setting, and it afforded privacy. 

4. Structured (closed-ended) or unstructured (open-ended) 
~ 

interviews. Structured interviews consist of a set of pretested, 

predetermined questions. Unstructured interviewing techniques assume 

that the interviewer does not know which questions would be 

appropriate to ask, how they should be worded, or what constitutes an 

answer. There is an informal give and take between interviewer and 

interviewee. Despite drawbacks such as discrepancies between what 

people say and what they mean, the unstructured interview is generally 

accepted as an advantageous method for gathering data about the 

intentions, behaviour, and opinions of others. The interviewer also 

has access to nonverbal cues and tone of voice. However, the 

interviews undertaken had an element of structuring insofar as the 
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writer had some questions in mind, such as the difference between the 

Presentations and other groupwork (See 4.4 No 2), but these were asked 

or not asked according to what was happening during the interviews. 

1.11.14 Other Data 

Other research methods can be used in conjunction with fieldwork. 

These can include questionnaires, a history of the setting (See 

Chapter Two), official documents, attendance records, evaluations, 

etc. The data collected is useful not only in its own right but as 

part of the method of triangulation i.e. using data from one source to 

check data from another. Table 5 is a list of all the data collected 

for this investigation. 

Table 5 

1. 1979; Closed-ended questionnaires to 4th year students. 

2. 1980: Closed-ended questionnaires to 4th year students. 

3. 1983: Written comments :1:5y 4th year students. 

4. 1984: Written comments by 4th year students. 

s. 1985: Written comments by 4th year students. 

6. 1986: Video tapes LT. {RGs) 

7. Notes taken during LT. (RGs) 

8. Notes taken during FT. ( RGs) 

9. Individual open-ended interviews (transcribed from audio 

tapes. ( RGs) 

10. Miscellaneous audio tapes of discussions. (OGs) 

11. Scribes' notes and registers. (See*) 

(RGs + OGs) 
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12. Notes about OGs from observation, casual discussions, 

and other miscellaneous sources. (OGs) 

13. Written scripts of the Presentations. (RGs + OGs) 

14. Written comments by students. (RGs + OGs) 

15. Comments by tutors during FT. (RGs + OGs) 

16. Notices, messages, etc. (RGs + OGs) 

17. Posters and programmes for the Presentations. 

{RGs + OGs) 

18. Notes taken just before and during the final 

Presentation. (RGs + OGs) 

19. Video tapes of the final Presentations. (RGs + OGs) 

20. Audio tapes of comments by lecturers and students just 

after the final Presentations. {RGs + OGs) 

21. Notes of comments by students after seeing videos of 

their Presentation. (RGs + OGs) 

22. 

23. 

24. 

25. 

Teaching Practice Reports. 

Open-ended questionnaires .,,. . 
of Education, UDW. 

Open-ended questionnaires 

Open-ended questionnaires 

(RGs) 

to lecturers in the Faculty 

to selected school pupils. 

to selected school teachers. 

26. 1987: Open-ended questionnaires answered by 1985 students 

after teaching for 1 year and the information checked 

against that obtained in 3. 

27. Open-ended questionnaires answered by 1984 students 

after teaching for 2 years and the information checked 

against that obtained in 4. 

28. Open-ended questionnaires answered by 1983 students 

after teaching for 3 years and the information checked 
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against that obtained in 5. 

* Each group distributed various tasks to its members, for example, 

one was in charge of collating and distributing the script, one in 

charge of organizing the sound effects, one as a scribe. The scribe 

took the register at all the group meetings and wrote down a precis of 

the activities and decisions of e~ch meeting. 

1.11.15 Strategy for Recording 

Schatzman and Strauss (1973) state: 

'No uniform technique for recording qualitative data has 

emerged •.. • (p 106) 

1.11.15.1 Types of Recording 

Recording can be via notes, audio tapes, and videos. Although Bogdan 

and Taylor (1975) advise against the use of tape recorders and taking 

notes, especially in the initial stages, they also acknowledge that 

they can be used in certain circumstances. Schatzman and Strauss 

(1973) explain: 

'If the observer's identity and general purposes are known 

and more or less accepted .•• he may take notes in the 

presence of others without significantly altering the 

scene ... ' ( p 95) 
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The writer took notes at all times during LT and FT sessions with the 

RGs and was able to observe, without taking notes, some of the initial 

sessions of the OGs. There was no observable differences in the 

overall behaviour of RGs and OGs during these initial sessions despite 

the fact that some tutors and a few students of the RGs said that they 

felt a little 'inhibited' by the presence of a video camera during the 

1st session. On a few occasions students in the RGs were willing to 

have a FT session taped when the writer was unable to be present. They 

later asked to borrow the tape in order to recall some of the recorded 

material. When it was inappropriate to take notes the encounter was 

recorded as soon as possible after the event. This happened in the 

cases of casual encounters and conversations outside the LT and FT and 

in some encounters with members of OGs. As previously stated taking 

notes and taping the students did not interfere with the accuracy of 

the data collected. 

Recording also exerts control over the discovery process. It offers 

negative, conflicting, or supporting evidence, and warns of 

insufficient evidence thereby demanding new or further observation. In 

this investigation tape and video recordings were taken so they could 

be listened to and viewed at times removed from the events and the 

writer could re-run these recordings both to affirm observations, and 

to examine the work from different perspectives. 

· 1.11.15.2 Field Notes 

Field notes were taken either during or after each observation period 

as well as after the casual contacts with the subjects. The writer 
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adopted the guidelines of Bogdan and Taylor (1975) and Schatzman and 

Strauss (1973) with regard to the form of the field notes. 

1. The date, time, place, and event of each session was noted. For 

example, "Group A. Thurs 27.2.86. 10.00 a.m. LT. Video." 

2. Headings and sub-headings were used. These were changed to reflect 

new orders of classification. For example, the writer used numerous 

headings and sub-headings especially when categorizing the students' 

comments in the open-ended questionnaires answered in 1983-1985. (See 

3.5 and 4.3.2) 

3. The interview file had a top sheet with a summary. This proved 

extremely useful in looking for similarities and differences in the 

interviews. 

4. Diagrams of the setting were drawn. These were useful in noting the 
,.,. 

changes of movement patterns within the groups as the investigation 

progressed. (See 4.2.8.1) 

5. Notes were packaged into categories: 

•observational Notes• (ON). Observational notes record the who, what, 
-

when, where, and how of the activity observed and are not concerned 

with interpretation. They were as reliable as the observer could 

possibly make them and included direct quotations or paraphrases. 

Enough details and subtleties were included to recreate the observed 

situation, thoughts, and feelings these once evoked in the researcher. 
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'Theoretical Notes' (TN). Theoretical Notes recorded interpretations, 

inferences, hypothesizes, or conjectures from self-conscious attempts 

to derive meaning from the Observational Notes. 

'Methodological Notes' (MN). Methodological Notes consisted of 

reminders and instructions to the researcher. They were also 

statements of operational acts and critiques of procedures and tactics 

on the part of the researcher. For example: 

'If students say it's important to treat pupils like human 

beings, what do pupils think about how they are/would like 

to be treated. See if I can get some information from 

schools, just a bit, as this has been covered in other 

research.' 

'If students say the Presentations made a difference to 

their teaching, look up their Teaching Practice records.' 
~ 

Eventually these three kinds of notes were tied together, for example, 

a paragraph recording an event (ON) was followed by an inference (TN), 

and/or tactical decision (MN). 

For example: 

ON. Asked RG/A12 what she felt about the topic her group had chosen. 

Reply, 'Oh, it's all right.' 

Asked RG/M7 how he felt about the topic his group were working on. 

Reply, 'I guess it will come right.' 

TN. Reluctance on part of students to commit themselves to researcher 

as they do not want to appear as judgemental towards their group, or 

do not want to reveal their opinions. 
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MN. This blatant approach is not working. Will have to wait to find a 

more 'unguarded' moment or ask when the project is 'safely' over i.e. 

during the interviews after the examinations. 

6. 'Obser·ver's Comments' (OC). These comments included a record of the 

writer's own feelings, interpretations (similar to TN) and future 

plans (similar to MN). Bogdan and Taylor (1975) point out that the 

researcher's own feelings provide an important data source: 

' ..• the participant observer must be able to empathize with 

subjects .•. You should use your feelings ... preoccupations ... 

to help you develop hypotheses.' 

(p 67) 

For example: 

'They're thrashing around witlt this, getting nowhere. Twenty 
.... 

minutes gone and nothfng's emerging. Why didn't they follow 

that second suggestion, it would have worked out well. Guess 

it's frustrating for some of them too. It's clear in X's 

head but he's waiting like I have to .•• maybe this is why 

people like leaders or feel the need to lead.' 

1 Feeling bored with this rehashing. They had ·it right two 

days ago, what's gone wrong? They're taking so much time, 

the other part of the group won't have time to rehearse on 

stage. Maybe this is why some of the group who are not 

involved in this scene are looking bored or cut off.' 
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'They're talking about missing X's lecture and asking Y to 

re-schedule his test so they can rehearse. I see what N was 

talking about saying this Presentation become all-consuming. 

I wouldn't like one of my lectures to be missed at this 

stage of the year.' 

A good set of notes is like a constant companion. They provide factual 

and reliable detail, a running account of fleeting and developed 

interpretations and reflections, a chronicle of operation decisions 

made at stated times, places, and circumstances. Schatzman and Strauss 

(1973) confirm that: 

' ..• the field notes are •.. constantly available for variable 

and creative constructions.' (p 106) 

1.12 Evaluation of Qualitative Data 

Schatzman and Strauss (1973) and Bogdan and Taylor (1975) claim that 

there is no standard procedure for handling the evaluation of field 

data. Whereas quantitative researchers can initially build designs to 

contain their raw data, qualitative evaluative operations cannot be 

predesigned with any exactness as the data is very complex, often 

gathered with a variety of techniques and cannot readily convert into 

standard measurable units. Data also varies in substance and according 

to where it was gathered from and how. Also evaluators themselves have 

different training, experiences, temperaments, and interest. The 

continuum goes from researchers who deal with data which is uncodified 
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and anecdotal to those who codify all their data and apply systematic 

evaluation techniques which can include statistics. Schatzman and· 

Strauss (1973) therefore stress that: 

' •.. the researcher's developed understanding of his object 

is not necessarily or merely "true" or "untrue"; rather it 

is to be evaluated according to its usefulness in furthering 

ideas about this class of object and according to whether 

the understanding is grounded in data.' (p 7). 

It is therefore important to alter the images commonly associated with 

evaluation when dealing with qualitative data. Traditionally the 

concept of evaluation has been associated with the images of science 

and insight. Schatzman and Strauss (1973) explain that evaluating 

data: 

' .•. involves thinking that is self-conscious, systematic, 

organized and instrumental ..•. Above all, it is ... an 

interactive process between the researcher and his 

experience or data ••• ' (p 109). 

1.12.1 Definitions 

Corey (1984) refers to some definitions used recently by Mills and 

Huberman who view qualitative evaluation as being concerned with data 

that 'appear in words rather than in numbers.' (p 2). 
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Schwartz and Jacobs (1979) agree: 

'Qualitative sociologists •.. report observations in the 

natural language at large. They seldom make counts or assign 

numbers to these observations.' (p 4). 

1.12.2 Procedures 

Corey (1984) quoting Mills and Hubernman points out that qualitative 

data is evaluated: 

' ••. by means of data reduction, data display and conclusion 

drawing and verification (Mills and Huberman, 1984: 10-11).' 

(p 2). 

Evaluation can begin as soon as the first set of data has been 

collected or at any time after that. Along the way the researcher 
~ 

makes theoretical notes whtch can be thought of as preliminary 

evaluation. 

According to Schwartz and Jacobs (1979): 

'In grounded theory, data collection, observation, coding 

and categorizing the data, and developing theories all tend 

to go on simultaneously and to mutually support one 

another.' (p 28). 

Schatzman and Strauss (1973) refer to classing and categorizing the 

data: 
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'Probably the most fundamental operation ... is that of 

discovering significant classes of things, persons and 

events and the properties which characterize them.' (p 110). 

The classes can then be linked where possible into sets until a 

general scheme emerges. According to Schatzman and Strauss (1973): 

' ... the researcher will continue shifting his grounds as he 

creates or changes his classes, until all his presumed 

classes are displaced by those based upon observation, 

whether his presumptions were essentially correct or not.' 

(p 113). 

Several techniques suggested for classifying data are: 

1. Talking to a colleague about classes and about properties that are 

emerging and encouraging the listener to comment on and question the 
. 

information. The writer was able to do this in a limited way by 

discussing the Presentations with the three tutors. 

2. Shifting through the data for 'yes', 'no' or •maybe' evidence of 

, the ideas the researcher has developed. The writer found this 

technique to be extremely useful. 

3. Looking for historical and comparative evidence to help the 

feedback process. Schwartz and Jacobs (1979) point out that: 

'By comparing entirely different groups undergoing the same 

process, one can easily get ideas about where one is right 

and wrong concerning structural uniformities. Differences 
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and similarities are highlighted. Verification of the 

descriptive scheme is made possible in this way.' (p 30). 

The writer was able to find historical and comparative evidence about 

the practical section of English Usage and the Presentations. (See 

Chapter Two) Comparative evidence was also sought, for example, by 

sending out questionnaires to ex-students asking them about their 

current opinions about the Presentations. 

4. Trying to gain distance, variability and perspective. The writer 

was able to do this as the evidence collected was sifted through in 

three main stages: 

- shortly after collecting it (within a few weeks), 

- after a medium length of time (several months), 

- after a longer period of time (one year). 

1.13 Summary 

The perspectives of quantitative and qualitative research were 

outlined. Triangulation, which involves combining the techniques of 

quantitative and qualitative research as well as combining techniques 

within such research, was outlined insofar as it related to the 

methodology for th1s investigation. 

Details of the qualitative approach, viz fieldworK were given together 

with examples of how it was applied in this investigation. 

The next chapter will discuss the history of the Presentations. 



63 

CHAPTER TWO 

HISTORY OF THE SPEECH COURSE IN THE FACULTY OF EDUCATION, UNIVERSITY 

OF DURBAN-WESTVILLE, WITH PARTICULAR REFERENCE TO THE PRESENTATIONS 

2.1 Introduction 

As stated in 1.10.7 it is part of the process of field research to 

investigate the history of a site. This chapter presents a brief 

history of what is known as 'Speech' in the Faculty in order to trace 

the origins and development of the Presentations. 

2.2 Establishment of Faculty of Education 

In 1961 a University College for Indians was established at Salisbury 

Island in the Durban Bay. 

In 1965 the Department of Education was started by Prof AL Behr 

(1984) who describes the formation and goals as follows: 

'Initially a Department of Education was created within the 

Faculty of Arts. The staff comprised 5 members, with Prof A 

L Behr at the head. In 1965 it was decided to convert the 

Department into a full-fledged (sic) Faculty of Education.' 

(p 17) 

'The general principle adopted in designing teacher training 
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courses was that intellectual competence, human 

understanding, and desirable educational attitudes had to be 

fostered over and above the mastery of specific 

methodological skills.' (p 18) 

2.3 Speech: 1965-1973 

Speech was part of the English course and was concerned with 

developing the students' competence in communicating ideas through 

adequate English. 

The prescribed books were: 

Burgess, C.V.: Speech Training (English Univ.Press). 

Jones, D.: English Pronouncing Dictionary (Everyman, Dent). 

The 1970 University College Durban Calendar lists 39 lecturers in the 

Faculty. The position of Speech is detailed in an article published in 

1969 in the Journal of the University College Durban by Naidoo, Bell, 

and Hermann which gives a elear indication of the reasons for the 

course. 

'As these students when qualified, will be teaching through 

the medium of English, it is necessary that their speech 

should approximate the received or standard pronunciation of 

English.' (p 65) 

Attention was given to what the writers called the 'physical and 

mechanical aspects of speech' i.e. problems with breathing, pitch, 

resonance, rate, and tension in speaking. 
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The students made use of a Language Laboratory to practice speech 

drills and also spent part of their time in learning poetry-speaking 

and sight-reading. However, the writers of the article felt that: 

1 
••• the intellectual and emotional aspects of speech also 

need to be developed ..• to stimulate the passive student to a 

fuller and richer experience of language.• (p 69) 

To achieve this it was felt that more time should be given to: 

• .•. group-activities such as dramatisation, choral verse, 

movement, and dance drama ... • (p 69) 

However the wishes of the writers do not seem to have been fully 

fulfilled, as apart from certificates awarded by the local Speech and 

Drama Festival for choral work, it seems that there was insufficient 

time, 'one forty-minute tutorial per week', for the areas they wanted 

to develop. At present the time allocation is 45 minutes. 

By 1970 Burgess's book had been replaced by: 

Brinkworth, E.H. : Handbook of Speech Training 

The Handbook was divided into 4 parts: 

PART I COMMUNICATION pp 3-8 = 6 pp 

PART II THE PHYSICAL BASIS OF SPEECH pp 10-39 = 30 pp 

PART III EXERCISES 

PART IV METHODS 

pp 41-91 = 51 PP 

pp 93-110 = 18 pp 

At appropriate places throughout the handbook there are lists of 

suggested reading material appropriate to the section under 
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consideration and these total 48 titles. As the author was a lecturer 

in Speech the handbook was directly related to the work done with the 

students. As can be seen from the page count of Parts II and III, the 

handbook was mainly concerned with technical training, that is, the 

correction of the misuse of the voice, correction of phonetic 

deviations occurring in students whose mother-tongues were Hindi, 

Tamil, Telegu, Gujerati and Urdu, and the correction problems in sight 

reading such as pace and pause. The handbook made every effort to 

ensure that the speech exercises were made meaningful in terms of why 

they were being done and how the student could make use of them as a 

teacher in the classroom. 

It therefore appears that while the students were exposed to the more 

interesting aspects of the course, especially through the suggested 

reading material listed in the handbook, the main need was seen as 

ensuring that the students spoke audibly, clearly and expressively, 

and there was insufficient time for lecturers to engage the students 

in group drama activities. This is clearly a case of drama teachers 

using their skills to meet the needs of the situation, but who were 

unable to use their potential to the full because of the limitations 

{the time problem) of the situation they were in. 

2.4 Speech: 1974 

The next stage,in the development of the so-called Speech course in 

the Faculty took place in 1974 when the university moved to its new 

premises in Westville and it was known as the University of Durban-
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Westville. This is evidenced by the Speech scrapbook which contains 

photographs with notations. The photographs show students practising 

relaxation and speech exercises, sight reading, and working in the 

Language Laboratory. However, two new elements have been added. There 

are photographs of 'conversations' taking place in pairs, and a 'show 

and tell' exercise. 

2.5 Speech: 1975-1976 

In 1975 an activity called 'creative drama' was introduced. The Speech 

scrapbook photographs show students wearing masks, and the notation 

indicates that they were improvising dialogue and action. The mask 

work is noted in the scrapbook as being used to: 

release inhibitions and get rid of self-consciousness.' 

~ The trend seems to have been a part of a plan to encourage students to 

be less passive (student passivity was a characteristic noted in the 

1969 article cited in 2.3), and more creative. At this time public 

performance (See 4.2.8.2 No 4.g.), in the form of participation in the 

Speech and Drama Festival was discontinued. 

2.6 Speech: 1977-1980 

During this time there was a decrease in the speech drill aspect of 

the course. The Language Laboratory was finally dismantled and 
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replaced by four portable Language Laboratory tape recorders and 

cassette tapes which the students used to practice Speech Drills on 

their own if and when required. The need for spending the majority of 

the time allocated to the Speech course on correction work had 

obviously disappeared. There is no hard evidence for this, for 

example, in the form of a published analysis of students' use of voice 

and speech, to support this contention. However, on looking at a 

selection of the 1976-1978 speech drill records, the writer noted that 

the number of phonetic deviations recorded on the students• speech 

drill cards had lessened considerably in number. The writer also spoke 

to lecturers in the Faculty who had been members of the Education 

Department on Salisbury Island and they confirmed that the students 

entering the Faculty in the late 1970's did not have as many speech 

problems as those in the past. The time was obviously ripe for 

introducing the other aspects of communication that the writers of the 

1969 article had identified. They wrote: 

; 

'We should like to give more time to group-activities such 

as dramatisation, choral verse, movement, and dance drama, 

so that each student can experience, discover, develop and 

integrate his personality both in relation to, and as part 

of the group. These artistic and creative activities would 

influence the student's conceptualising ability, and thus 

help him in the usage, of any language which he may speak. 

Drama works with the raw material of human experience, which 

it moulds and builds into integrated and balanced human 

responses.' (p 69) 
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From 1977 'Productions' in the form of short plays and theme 

programmes were introduced. In 1981 the name was changed to 

'Presentations' and this will be discussed in 2.10.3. For the sake of 

clarity the term Presentations, except when necessary, will be used 

for the 1977-1979 Productions. 

The Speech course became divided into three distinct areas; 

1. Presentations: these took the form of the preparation and 

presentation of theme programmes, adaptations of established 

novels and plays, and original scripts. 

2. Sight Reading; each student was required to read from one 

of the prescribed English texts. 

3. Discussion: students were divided into groups of three 

and were asked to discuss general topics that were of 

interest to them. 

From 1980 students were given handouts about the work that would be 

required in the Speech course. (See 2.10.3). The bulk of the 
..,,, 

information was concerned with practical advice on the Presentations. 

The list of prescribed books had disappeared and the entry in the 

Calendar 1980 under Recommended Reading states: 

'Books will be provided by Lecturers concerned.' 

This is a practice_which has continued to the present time. The 

reserve section in the Resource Centre of the Faculty has books, 

articles, and cassette tapes for the use of the students. These deal 

mainly with voice and speech work, which therefore appears to be no 

longer a compulsory, but a voluntary or recommended activity. 
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2.7 Speech: 1981-1986 

During this time the various teacher training courses offered by the 

Faculty were rationalized. The English course, renamed 'English 

Usage', was part of the curriculum for B.Paed.IV (Primary and 

Secondary), and UHDE (Primary and Secondary) 4th year students. The 

Speech work is described in Section B of English Usage in the 1985 

University of Durban-Westville Calendar: 

'ENGLISH USAGE (1,0,0) (one 3-hour paper) 

Aim - The aim of the course is to equip the student with an 

adequate command of language to enable him to teach general subjects 

through the medium of English. 

'Section A 

As the student is required to express himself, both orally 

and in writing, logically, coherently, concisely and in a 

grammatically correct form, selected works embracing Poetry, 

Prose and Drama are prescribed. The prime purpose of the 

study of these works of literary merit are for -

(a) Language enrichment 

(b) An understanding of Western values and thinking 

(c} Idiomati~ expressions pertaining to everyday speech 

'Section B 

Special consideration is given to -

(a} Comprehension 

(b) Speech - clarity, projection, pronunciation and speech 
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(c) The art of appreciation through listening (recorded 

speeches, plays and prose extracts).' 

71 

From a comparison of the information in the University Calendar with 

the developments noted in 2.6, it is obvious that the information in 

the calendar has not kept pace with the actual practices in 'Speech'. 

Despite a revision in 1989, further revisions to the calendar will be 

required. 

2.8 Speech: 1987-1988 

During these years the Speech course entered a new phase. The 

Presentations were retained but the remainder of the time was devoted 

to experimental programmes and it is expected that by 1990 changes tJ 

the course will be finalized. 

2.9 Predominance of the Presentations in the Speech Course 

From 1980 to 1986 the Presentations gradually gained predominance over 

the other course activities (Sight Reading and Discussion) in terms of 

time, effort, and mark allocation. 

One reason for this can be traced back to the earliest explanations 

for the motivation of the use of staged performances. This appeared 

for the first time in 1978 in an invitation issued 'to all members of 
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Faculty and their guests' who were invited to attend the performances 

of the Presentations where the following statement is included: 

'Generally the aim of such programmes is to assist in the 

professional development of the student teacher: 

i) the search for material involves him in valuable 

reading, research and discussion 

ii) it motivates and drills his use of speech 

exercises such as breath control, articulation, 

rhythm, pace, pause, emphasis, etc. which leads on to 

iii) a greater understanding and practice of the 

effective and efficient use of his voice, one 

of his most valuable tools in the classroom. 

iv) the exposure on stage to an audience, assists 

in the growth of confidence and ease in 

presenting himself as an individual with 

something to say-to an audience (basically the 
~ 

teacher/class; teacher/school relationship) 

v) the value of working with a group towards a 

common aim (which will be part and parcel of 

his life at school).' 

Overall these 1978 aims are in line with those identified by Linnell 

(1985): 

'In educational terms we ought to be able to justify public 

performance by the benefits it brings to the participant. 

These are often seen as: 



1 Increased confidence; 

2 Development in voice and deportment; 

3 Enjoyment; 

4 Commitment to a group activity; 

5 The ability to communicate with others. 

There are also many other and more subtle aspects 

of performance which may well be vital to ... the 

young people taking part.' (p 17) 
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The Presentations are emerging as an integrating focal point: 

1. Speech exercises, use of vocal expression, sight reading, 

and discussion are not separated, but form an integral part 

of devising and putting on a Presentation. 

2. Groupwork is seen as related, not to a specific teaching 

method, but to the entire experience of working in a school. 

2.10 The Presentations 

A brief historical overview of selected aspects of the 

Presentations will be presented. 

2.10.1 Types of Presentations: 1977-1986 

The types of Presentations can be divided into three main areas: 

1. Plays/Adaptations. These could be already scripted plays, 

adaptations of scripted plays, dramatization of novels or 

stories. 
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2. Theme Programmes. 

3. Original scripts, written by the students. 

Table 6 

Types of Presentations in percentage form: 

Year Plays/Adaptations Theme Programmes Original Scripts 

1977 84% 16% 0% 

1978 18% 82% 0% 

1979 30% 50% 20% 

1980 41% 29.5% 29.5% 

1981 60% 20% 20% 

1982 70% 10% 20% 

1983 53% 10.5% 30.5% 

1984 45% 15% 40% 

1985 8.5% 8.5% 83% 

1986 9% 0% 91% .,,. . 

The table sho~s that starting in 1983 there was a significant increase 

.in original scripts which accelerated until by 1986 they formed the 

majority of the Presentations. There is less reliance on material 

written by others and more on students creating their own scripts. As 

data from various sources emerged, for example, lecturers comments to 

a group after their public performance, this matter became a major 

consideration. (See Chapter Six) 
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2.10.2 Subject matter of the Presentations 

The evidence for this section has been taken from a collection of the 

invitations to the Presentations, and the programmes which have been 

preserved in a scrapbook. 

The subject matter chosen by the students reflects a variety of 

concerns. Appendix D lists the topics dealt with in several years from 

1977 to 1986. 

The 1977-1979 Presentations relied on material from published plays, 

poems, and novels. Although this continued in 1980, the invitations to 

the Presentations show several interesting trends. 

1. Students are not just taking the material at face value, 

but researching the topic for themselves. 

2. Students are doing their own adaptations of novels or 

stories. 

3. There is a growing concern about what the audience thinks 

of the idea or message of the Presentation. 

4. Students also try to involve the audience by preparing 

questions and puzzles related to the theme of their 

Presentations. 

5. Panel discussions with guest speakers were organized to 

focus on various issues spotlighted in some Presentations. 

6. Five original scripts were written. 

Overall a great deal of effort seems to have gone into encouraging 

research and informed discussion on the material for the 
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Presentations, on encouraging students to choose topics they found 

relevant, and on broadening the application or knowledge of the 

material in the Presentations. 

From 1981 to 1984 the most noticeable trends were: 

a. An increased use of Indian and African literature, and 

topics related to subjects the students were studying. 

b. An increase in the number of original scripts. 

c. The introduction of topical issues, for example, 'Stains 

of Stainbank' was a humourous look at the contentious issue 

of where to route a new road to the Chatsworth Indian 

Housing area. 

1985-1986 was marked by a definite break away from reliance on 

published material. Education, which had been a theme for many years, 

still dealt with general themes such as irrelevancy of subjects 

studied at school, and the selfish preoccupation of teachers with 

their own image and promotion, but the situations were those 
. 

experienced by the students, including in one case (See 4.2.3 para.3 

No 1.) dissatisfaction with the Presentations themselves. 

Presentations dealing with South African issues were increasing. They 

were mainly critical of the whites and in sympathy with the struggle 

of the blacks for political freedom. 

To summarize, although the topics chosen show a wide variety of 

interests, there was a swing away from reliance on published material 

to original scripts. The students not only made their own choice of 

topics but were finding their own way of expressing their ideas. 
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2.10.3 The Handouts 

In 1980 the first handout appeared. The information to the students 

was categorized under the following headings: Decision-Making, 

Research, Group Responsibility, Attendance, Organization, Learning of 

Words, Rehearsals and Practice, Instructions and Directions, 

Preparation of Aids, Programmes, Display in Resource Centre, What are 

the Examiners Looking For?, Areas Where Students Have Fallen Short, 

Students Have Received High Marks For, Examinations, General. 

The format was more or less followed until 1985, when as well as the 

usual headings outlined in the above paragraph, there appeared nearly 

5 additional pages with the following headings: Presentation, Time, 

Ideas, Improvisation, Acting, Script, Creativity, Tutor, Answers to 

Perennial Criticisms From Students, Examinations, Schedule of Work . .... 
The additions came about in response to various criticisms that had 

arisen over the years and they had two main objectives: 

1. to enable students to work more efficiently within the 

time allocated to the Presentations, 

2. to respond to criticisms by members of Faculty who, 

although generally in favour of the Presentations, felt they 

had become all-consuming in.the lives of the·students with 

the resultant neglect of their other routine work. 

A significant addition to the 1986 handout was a page on which 

students had to list their names, registration numbers and the duties 
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that they chose, for example, slides, setting, music, programmes, 

final scripting, and scribe. The scribe was an innovation and the 

duties were to keep a register and notes on the discussions and 

decisions of the group. The register was a response to students' 

criticism of non-attendance at sessions by student members of the 

groups during the free time discussions and rehearsals. 

There are three important points emerging from a study of the 

handouts: 

1. The change of the name of the activity from 'Production' to 

'Presentation'. The term Production has obvious theatrical 

connotations which, according to some of the tutors, created a 

perceptual problem for the students. While some of them could see an 

element of role play in teaching, others objected to this 

interpretation. For them, it is paramount to be their 'natural' selves 

in the classroom, and not to behave in any way which lends itself to 

any form of 'pretence'. This was obviously in the minds of the tutors, ..,,. 

for in 1980, a year before the name change, an attempt was made to 

mollify students' fears that they were being trained in acting 

techniques, as evidenced by the following paragraph which appeared in 

the 1980 handout: 

'Although this part of the Speech Examination is in the 

form of a production, the criterion is not acting ability. 

The examiner looks behind and beyond the role of character, 

narrator, prose/verse speaker, member of a chorus or 

whatever persona in the production, to how well you are 

developing, mastering and integrating your mental, 
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imaginative, creative and physical powers to project a 

concept and to make it an immediate and living reality for 

your listeners and watchers; for as much as you can do this 

so also will you be a successful teacher. To get down to 

some of the ways in which this is manifest: Good voice and 

speech, concentrati9n on the role in hand, awareness and 

control of oneself and one's reactions, working as part of a 

group, understanding the effect you are trying to achieve as 

an individual and as a group, doing nothing to detract from 

the total impact the production is conveying. Being on stage 

is like being under a microscope where the slightest 

movement, attitude, sound, assumes tremendous significance. 

A good teacher is one who is extraordinarily aware of how he 

can make his presence in the hothouse atmosphere of the 

classroom significant to the pupils.' 

At the heart of this dilemma is the drama vs theatre controversy which 

was brought to prominence during the Conference at the Bennington 

Hotel in 1948. It is not the purpose of this investigation to probe 

into this controversy and the various attempts to reconcile the real 

or imagined differences. What is important, as far as the 

Presentations are concerned, is that although they are product 

orientated insofar as they are presented on a conventional proscenium 

stage in front of an audience, more and more emphasis has been placed 

on process. 

2. There are clear indications in the handouts that the 

Presentations were undergoing changes as the result of external 
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pressures. There was considerable pressure on the tutors to reduce the 

time-consuming aspects of the Presentations. This resulted in the 

handout in 1985 making specific requests to students to keep aspects 

of the work, such as costume and sets, as simple as possible. Another 

external pressure noted in the 1985 handout was that there had been a 

budget cut which resulted in about R15 being available to each group 

putting on a Presentation, as opposed to about R80 previously 

available. Perhaps this is one reason for the fact that from 1985 

there was a considerable decrease in the play-text or play adaptation 

type of Presentation and a resultant increase in original scripts 

which required simpler costum,es and settings. 

3. There appears to be a misunderstanding between tutors and 

students about the format that makes for a Presentation. From 1983 the 

tutors made it clear that they did not necessarily require a 

theatrical type of Presentation. The 1983 handout mentions 'audio

visual presentations of a topic/fieldwork/research in any area of the ... 
curriculum', 'panel discussion', and 'demonstrations' as alternatives 

to theme programmes, plays and original scripts. No notice seems to 

have been paid to this advice. In the 1985 handout the tutors made a 

deliberate attempt to steer students away from the play-type 

Presentation to other creative activities: 

'You .•. need to work out a script that does not follow the 

conventional play formula. You need a simple, clear idea 

which can be communicated verbally and non-verbally to an 

audience.' 
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Alternatives such as 'documentaries', 'slide presentation', 'lecture 

presentation' are mentioned. The original scripts performed by the 

students in 1985 and 1986 show that, although they moved away from the 

play-type Presentation, the format they chose was still a theatrical 

one in terms of a performance on a stage. The reasons for this could 

be: 

a. The operation of what is known in education as 'the hidden 

curriculum'. This is most evident in the environment in which the 

students work. (See 1.11.2). J048 and J045 are small sized rooms which 

are furnished with only a chalkboard and chairs which are set by the 

students according to their needs. J043 is set up like a simple 

theatre. The hidden message to the students is obviously: 'This is the 

most exciting and important room to work in, and as these facilities 

have been provided, the tutors will expect them to be used, otherwise 

they might not give you the best marks for your work.' 

~ 

b. As the Presentations were accepted in their theatrical format 

from 1977, they had established a tradition which students possibly 

feel it would be unwise or risky to break. This is evidenced by the 

fact that when students were given the opportunity in 1986 to put on 

the Presentation they had_ rehearsed or to do the alternative, all 

except RG/D, decided to do the Presentation. Some of them told the 

writer that, as they felt the tutors obviously favoured the public 

performance, it would secure them good marks if they put on the 

Presentation. However, there were others who, once they had gone 

through the experience of the public performance, felt the petition 

(See 1.11.5) had been 'silly'. 
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c. The Presentations are very different from the students' usual 

work in the Faculty and they have the appeal of novelty and 

excitement. Several students told the writer how friends who had been 

in them spoke of the experience of performing on stage as 'fun', 

'magic', 'exhilarating' and they looked forward to a similar 

experience. 

d. The influence of former Speech and Drama students in the 

group. It would appear logical that other members of the group would 

welcome their expertise, but this was not always the case. (See 

4.2.10) 

2.10.4 The Programmes 

There had hardly been any changes from 1977 to 1986 in the style of 

the programmes that the students prepared for their audiences. The 

title page usually had an appropriate drawing on it. Inside the 
~ 

sequence of the Presentation was shown, together with the students 

names and sometimes their registration numbers. An important feature 

was that the tutor was never seen as either sole director or producer: 

1. The name was mentioned only on the title page, for 

example, 'Tutor: A.N. Other.' 

2. It appeared only in the acknowledgements section, for 

example, 'The group would like to thank Miss A.N. Other 

for her guidance, and especially for her patience.' 

3. 'Produced by Miss A.N. Other and students.' 

4. No mention of the tutor at all. 
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From the beginnings of the Presentations in 1977 it therefore appears 

that the role of the tutor is that of facilitator and not dominant 

director-teacher. The function of the tutor will be discussed in more 

detail in 4.2.9. 

2.10.5 The Audiences 

For public performances by young people Linnell (1985) points out 

· that: 

·~ •. it is important to select the right audience to bolster 

the feeling of achievement.' (p 13) 

Although it has never been stated anywhere, the Presentations are not 

put on as performances for the general public. The audience is 

comprised mainly of 4th year students in the Faculty. The audiences 

are supportive and indulgent. They also have just put on or will be 

putting on their own Presentation so they empathize with the efforts 

of their fellow students on stage. They are keen to hear what the 

group has to say, and to see how they will present their idea(s). They 

appreciate the efforts of individuals they know are trying to overcome 

personal difficulties. For example, a very shy student deliberately 

chose to play the role of an extrovert rock singer. As he bounced in 

and started his musical number the audience applauded. Just at that 

moment the sound system went off and the audience sat in total and 

sympathetic silence while the student held his role until the sound 

system was restored. This sense of achievement is an important aspect 

of the Presentations as the students, having been encouraged to make 
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the Presentations their own, need to feel that what they have been 

responsible for, was both experienced by them, and acknowledged by 

their peers and lecturers to be successful. 

2.10.6 Integration with Other Courses 

Besides the attempts at integration mentioned at the end of 2.9 there 

were other attempts to integrate the work of the Presentations with 

other activities in the Faculty. One of the objectives in asking 

students to prepare programmes and displays or posters was to give 

them an opportunity to use the skills they had learnt in their Audio

Visual course in another format. The question of integration emerged 

as a major consideration in this investigation and it will be taken up 

again in Chapters Five and Six. 

2.11 Summary 

When 'Speech' started in the embryonic Department of Education it 

concentrated mainly on the skills and interpretative aspect of voice 

and speech. Although the tutors encouraged the more creative and 

integrated aspects of speech, time was a limiting factor. 

From 1977 the Speech course started to encourage the public 

presentation of plays, adaptations of plays, theme programmes and 

original scripts, and to integrate the Presentations with the Sight 

Reading and Discussion aspects of the Speech course. Efforts were 

further made to integrate the Presentations with the other work that 

the students were undertaking in the Faculty. By 1986 original scripts 
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had become dominant in the Presentations, and the students were 

choosing more topics directly related to their own interests, 

experiences, and problems. 

The next chapter will present the results of the research carried out 

from 1979-1985, which investigated the perceptions of the students of 

the Presentations, and which concentrated mainly on the value they 

found in planning, rehearsing, and performing them. 
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CHAPTER THREE 

RESEARCH ON THE PRESENTATIONS 1979-1985 

3.1 Investigation in 1979 

The investigation took the form of a closed-ended questionnaire 

(Appendix E) which was answered by 162 out of 209 students who had 

completed their Presentations in that year, (77.5% response). 

3.1.1 Compilation of the Questionnaire 

The statements in the questionnaire were derived by summarizing the 

most important aims in learning through educational drama/theatre as 

they appear in: 

Learning Through Drama 

Drama in Schools 
; 

Drama in the Primary School 

Creative Oral Assessment 

The writer categorized these aims as: 

Robinson, K. 

Allen, J. 

Stabler, T. 

Burniston, C. 

A Facility in the Use of Language and Literature 

B Personal Development 

C Human Relationships and Personal Adjustments 

D Forms, Skills, and Techniques of Drama 

E Performance and Appreciation 

Details of what these categories involve, which inevitably result in 

some overlapping, appear in Appendix F. 
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Three statements were formulated from each category to make up the 

statements in Part One of the questionnaire and the five categories 

were reworded to make up Part Two of the questionnaire: 

Part One Part Two 

Statements 4, 9, 10 Category A 

Statements 2, 7, 12 Category B 

Statements 3, 8, 13 Category C 

Statements 1, 6, 11 Category D 

Statements 5, 14, 15 Category E 

The students were not told there was any correlation between Parts One 

and Two. 

3.1.2 Results of Questionnaire 

The results are listed below in descending order of importance. 

The statements have been condensed. 

Part One: Mean 

~ 

Statement 

To develop self-confidence ••••.•••.••••.••.• 10.88 12 

To develop voice and speech ...••.••..••.••.. 10.75 6 

To see life in other contexts .•••••••••••.•. 

To develop one's personality ...•.••.•..••..• 

To accommodate different personalities .•.•.• 

To develop mind/body co-ordination •.•.•.•.•. 

To understand the complexity of productions. 

To study the writings of others ..•.•••.••.•. 

To enrich the total group effort ••..•.•.•.•• 

9.88 

9.75 

9.35 

9.15 

8.87 

7.85 

7.69 

2 

7 

3 

11 

5 

9 

13 



To become constructively critical ........... 7.64 

To create characters ......................•. 7.44 

To appreciate l i tera ture .......•............ 6.59 

To appreciate theatre arts .•..•............. 5.21 

To write more clearly and creatively ........ 4.29 

To understand the form and function of drama. 4.09 

Part Two 

B Personality/Individual development ........ 30.51 

D Speech and Drama training .••.•..•.•....... 27.34 

C Group participation and awareness ..•..•.•. 24.68 

A Language development and appreciation ..•.. 18.73 

E Drama and Production appreciation .......•. 18.17 
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8 

1 

4 

15 

10 

14 

When the statements in Part One were combined according to their 

categories, ranked, and compared to the results of Part Two the 

results were not wholly consistent: 

Ranking of: 

Combined Statements Category 

B Personality/individual development 1st 1st 

D Speech and drama training 2nd 4th. 

C Group participation aDd awareness 3rd 2nd 

A Language development and appreciation 4th 3rd 

E Drama and production appreciation 5th 5th 

Histograms were constructed and comments made on the results of each 

statement, the combined statements, and the categories. (Appendix G) 

The results were summarized: 
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1. Students derived the most benefit in the area of 

Personal~ty/individual development. (Statements 2, 7, 12) 

2. Following that came the area of developing speech and 

movement skills for communication (Statements 6, 11) while 

the art of creating a character (Statement 1) came lower in 

the rankings. 

3. Group Participation and awareness showed an almost classic 

average distribution. (Statements 3, 8, 13) 

4. Overall, Language development and awareness, and drama and 

production appreciation received the most negative responses 

but within these areas Statements 5 and 9 had more positive 

responses in comparison to Statements 4, 10, 14, 15. 

5. A comparison of the combined statements and categories 

(students were unaware of the link up) showed consistency in 

categories E, B, and C. 

6. The histogram for the combined statements of D showed a 

positive trend while the histogram for category D showed 
; 

a negative trend. This suggests that the statements in Part 

One were fairly positively received but when the general term 

'Speech and drama training' was used, it meant something 

different to the students and received a negative response. 

7. The histogram for category A showed a positive response but 

the histogram for the combined statements showed a negative 

response. This indicated that the statements in Part One were 

not reflecting what it,was the students gained in terms of 

'Language development and appreciation'. 
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3.2 Investigation in 1980 

In 1980 a similar closed-ended questionnaire was devised. (Appendix 

H). 191 out of 231 students responded (82.7%). 

3.2.1 Compilation of Questionnaire 

The questionnaire was similar to that of 1979. The alterations were a 

result of: 

1. students' informal comments about the value of the 1979 

Presentations, for example, the inclusion of Statement 

4, 

2. consultation with Tutor B, for example, the explanation 

of constructive criticism as non-destructive and non

personal in Statement 8, 

3. the results of the 1979 questionnaire, for example, 

category D was changed from 'Speech and Drama' to 
..,. 

'Speech Training•; 

3.2.2 Results of Questionnaire 

The results are listed in descending order of importance. The 

statements have been condensed. 

Part One Mean Statement 

Score 

To develop one's self confidence .•••••.•..•• 4.77 13 

To foster better relationships •.•••.•.••.... 5.00 3 
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To develop voice, speech and gesture ..•..... 5.70 5 

To become involved. in role play .•.•......•.. 6.47 15 

To be able to give and accept criticism ..... 6.54 8 

To become responsible ....................... 7.14 4 

To begin to understand production skills .... 7.56 2 

To learn to become more flexible ........•... 7.60 9 

To develop body/mind co-ordination ...•.....• 8.46 10 

To enrich the total group effort ............ 8.46 14 

To learn about improvisation ...•....•....... 9.10 12 

To appreciate the writings of others ........ 9.30 11 

To extend our general knowledge ............. 10.12 1 

To write more clearly and creatively •....... 11.76 6 

To understand the form and function of drama 12.05 7 

Part Two 

C. Group participation and awareness ......•.. 2.23 
.... 

B. Personality/individual development .•...... 2.37 

A. Language development and appreciation •..•. 3.12 

D. Speech training........................... 3.37 

E. Drama and production appreciation ..••...•. 3.94 

Three statements from Part One made up each of the categories in Part 

Two: 

Part One Part Two 

Statements 3, 8, 14 Category C 

Statements 4, 9, 13 Category B 

Statements 1, 6, 11 Category A 



Statements 5, 10, 12 

Statements 2, 7, 15 

Category D 

Category E 
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When the various statements were combined the rankings of the combined 

statements differed to some extent from the ranking of the categories 

in Part Two: 

Ranking of: 

Combined Statements Category 

B Personal/individual development 1st 2nd 

C Group participation and awareness 2nd 1st 

D Speech training 3rd 4th 

A Language development and appreciation 5th 3rd 

E Drama and prod~ction appreciation 4th 5th 

Histograms were constructed and comments made on the results of each 

statement, the combined statements, and the categories. (Appendix I) 

The results can be summarized: 

1. The writer became aware of problems concerning the 1979 and 

1980 questionnaires and ·results: 

a. It was not possible to relate the results of the combined 

statements to the categories as the links between these 

existed only in the writer's mind. Parts One and Two would 

have to be seen separately. 

b. As the explanations in statements 3, 15, and 8 in 1980 

probably resulted in their being ranked higher than 

similar statements in 1979 the writer could go on 

endlessly devising either variations on statements or 

longer explanations. For example, the 1980 questionnaire 

contained 32 more words than the 1979 one. 
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c. The students responses can vary according to the emphasis 

placed on different aspects of the Presentations by the 

tutors. 

d. As the questionnaires were not exactly the same, the 

comparisons made between them were not proven. 

2. The four highest and four lowest statements in Part One in 1979 and 

1980 were taken to be significant. The four highest ranking 

statements were concerned with self-confidence, relationships, 

and communication. The four lowest ranking statements were 

concerned with written language, drama form and function, and 

general knowledge. 

3.3 Investigations from 1981 to 1982 

In 1981 the Presentations were limited by the boycott activities on 

campus. No research could be carried out in that year • 
.... 

In 1982 the writer investigated qualitative research techniques of 

fieldwork and participant observation as they seemed more suited to 

the type of investigation in hand. 

3.4 Investigations from 1983 to 1985 

In 1983 no closed-ended questionnaires were issued as it was felt that 

by removing the restrictions of that format students would: 

1. comment only on the aspects they experienced, 



2. not be forced to put a value on aspects they did not 

personally encounter, 

3. use their own words to describe their experiences, 
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4. write about aspects which the closed-ended questionnaires 

had not considered. 

Students were asked for written comments i.e. open-ended questionnaire 

on: 

1. the positive aspects of the Presentation, 

2. the negative aspects of the Presentation, 

3. suggestions for improvements. 

(The information derived from 1 and 2 was required by the tutors to 

gain insight into the problems students were encountering in order to 

find possible solutions.) 

There was a 49.5% response. 

In 1984 the students were asked to comment on the benefits of the 

Presentations, as they had-seen them personally, on how these benefits 

might be of use to them in the school situation; and on any links they 

had noticed with the other courses they were taking in the Faculty of 

Education. 

There was a 91,5% response. 

In 1985 students were asked to write on what they had learnt from the 

Presentations. 

There was a 96.3% response. 



95 

3.4.1 Reliability of Open-Ended Questionnaires 1983-1985 

There is an acknowledged danger that respondents might tell you what 

they think you want to know. However, on reading the responses there 

were several factors that indicated that the responses were reasonably 

'honest'. 

1. Although in 1984 and 1985 students had been asked to comment 

only on the positive aspects, some voluntarily included 

criticisms of the Presentation. Most of these were of a 

practical nature, for example, 'insufficient access to the 

stage for rehearsals'. They also made suggestions for 

improvements to the Presentation. 

2. Several respondents wrote about their initial feelings of 

condemnation, fear, and reluctance: 

'Originally, I felt that this production was an absolute 

waste of time.' 

'I just thought I'd die rather than go on stage and act.' 

'Ouch (the Presentation) is a pain in my neck.' 

3. Although the majority of students valued the Presentation 

because of what they had learnt from working in a group, 

nearly half of them voluntarily wrote about the attendant 

conflicts, disagreements, frustrations, and setbacks. 

4. Concrete examples were sometimes included. One respondent 

wrote: 
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' ... I was soft spoken. Together with this kind of voice went 

a shy, withdrawn personality. I used to be a "ja-boer", 

keeping my opinions to myself and hardly disagreeing with 

anybody else's ideas as I was afraid it might hurt or offend 

them.' 

5. There were a number of qualifying statements: 

'I won't say that I've ·suddenly overcome this problem ... But 

I am much better off after the presentation of the play.' 

'I notice my speech is improving slowly.' 

' ... helps one to develop ••. ' 

6. In the English Usage and TLC courses students were constantly 

asked or stimulated to write about their 'real' reactions to, 

or evaluations of, what they were experiencing in those 

courses. An interview with one of the lecturers in English 

Usage, who is also the prime mover in the TLC course, 

indicated to the writer that to a large extent the students 

were expressing what they honestly felt. Since the replies he 

received were personal and confidential it is not permissible 

to quote them here. 

7. Three students stated that they had learnt nothing at all. Two 

others stated that although it had been a process of 

re-enforcing what they already knew, they had enjoyed the 

experience. 

The criticisms and qualificatfons are significant as Matthews (1980) 

holds that: 
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' ... the nonconforming response is much more likely to be the 

fruit of honest reflection.' (p 38) 

3.5 Results of Investigations 1983-1985 

The lifting of the restriction of being obliged to see the 

Presentations through the eyes of other people i.e. through the 

closed-ended questionnaires, revealed: 

1. the students' own priorities, 

2. that one priority was consistent or repeatable over 

a period of three years, 

2. comments that were absent from the closed-ended 

questionnaires, for example, that the experience was 

•fun' , 

3. more specific and concrete comments. 

The difficulty was to categorize the responses. Consider, for example, 

this comment: 'Had the experience of placing myself in another 

individuals "shoes" by playing that particular role.' Would this 

belong to the possible category of •Developing Role Play Skills', 

'Development of Personality', or. 'Creativity•? The categories listed 

in Table 7 were arrived at by: 

1. identifying the broadest possible category for specific 

comments, 

2. noting words which were repeated in the comments. 

The percentages were arrived at by counting the number of times 

students wrote comments appropriate to the categories, for example, in 
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1984, 86.8% of the students commented on groupwork while only 1.5% of 

them commented on organizational skills. 

Table 7 

Qategorv 1.28J 198A 1.2.a5. 

% % % 

Group participation and relationships 98.0 86.8 99.0 

Individual/personal growth 24.25 31.2 55.6 

Responsibility 16.6 26.3 45.3 

Confidence 70.6 61.5 44.4 

Fun, enjoyment, sense of fulfillment 14.7 26.3 39.0 

Creativity (including acting) 24.5 36.6 35.3 

Production and playmaking 27.5 40.0 31.5 

Voice and speech communication 29.0 20.0 15.1 

School productions 2.0 11.2 10.8 

New knowledge 10.8 9.8 7.8 

Organizational skills 11.8 1.5 5.2 
.,,. 

Conflict/tension problems . unavailable 39.5 49.0 

In terms of replication and reliability which is the basis of 

triangulation, it can be stated that the students perceive group 

participation and relationships as the most important aspect of the 

Presentations. 

3.6 Students' Comments 1983-1985 

A representative list of the students' comments is in Appendix J. 



3.6.1 Group Participation and Relationships 

The comments were grouped: 

1. Friendship. There were three sub-headings: 

a. Existent friendships were deepened. 

b. New friends were made. 

c. Initial hostility was replaced by friendship. 

2. Co-operation. There were three sub-headings: 

a. Learning to listen and appreciate other viewpoints. 

b. Tolerance and coping with conflicts. 

c. Learning to open up to others. 

3. Experience of working as part of a group instead of 

individually. 

4. Recognizing the importance of working with others in the 

school situation. 
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5. Learning from each other instead of from lecturers and text

books. 

In all three years this was the most important category. (See 3.5 for 

percentages) 

Two TN were made: 

1. 'Why is this category so significant to them? Isn't this all 

just part of life experiences, domestic life, social groups,· 

etc.? Spoke to a student who said that as he worked with 

youth groups this category was not significant to him. Won't 

go into trying to answer the question as it is a research 

topic for Psychology or Sociology.' 

2. 'If this is an important experience for them, then why 
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Presentations? Alternatives could be doing a selection of the 

numerous simulation games requiring group work, or a field 

trip. This would dispense with vexations like students asking, 

"Why acting?"' 

3.6.2 Confidence 

The comments were grouped: 

1. Increased self-confidence. 

2. Increased confidence in others. 

3. Confidence gained because of supporting instead of undermining 

each other. 

4. Confidence gained because individual contribution met with 

approval. 

TN were: 

1. 'Confidence seems to be a spin-off of groupwork.' 
.... 

2. 'The confidence comments relate to 2 areas: the process of 

working on the Presentations and the public performance.' 

3. 'If confidence comes from acceptance or praise of individual 

contribution(s), what about those whose ideas are rejected?' 

3.6.3 Voice and Speech Communication 

The comments were grouped: 

1. How to speak audibly and clearly. 

2. How to speak expressively. 
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TN was: 

'These comments are predictable because of the nature of the exercise. 

A separate study could be made of this in the future.' 

3.6.4 Individual/Personal Growth 

The comments were grouped: 

1. Changes in ways of thinking. 

2. Confirmation of certain personal characteristics. 

3. Adaptation of behaviour in response to trying circumstances. 

4. Coping with high intensity workloads. 

5. Discovery of unknown potential. 

6. Increased self-regard. 

7. Recognition that the seemingly impossible can be achieved. 

8. Recognition of the importance of using initiative. 

TN was: 
,,,. 

'Looks ljke the question of· "Why Presentations?" (See 3.6.1) might 

be starting to find some sort of answer. 

a. The Presentation is unfamiliar territory (Comments 5. and 7. 

above) in which they are thrown on their own resources to find 

"answers". Simulation games (in which admittedly one can 

get very involved in role play) provide more of a safety 

net, for example, in a survival game, you're not actually 

in danger. 

b. As with the comments on groupwork and confidence note the 

emotional involvement. Writers on educational drama/theatre 

invariably comment on the emotive component in drama work. 
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Educationalists too are concerned with this whether they 

write about it in a limited way, for example, "motivation" 

''involvement" or more directly, for example, "experiential 

learning".' 

3.6.5 Fun, Enjoyment, Sense of Fulfillment 

The comments were grouped: 

1. Responses ranging from 'pleasurable' to 'ecstasy'. 

2. A memorable experience. 

3. Sense of fulfillment. 

TN were: 

1. 'A salutary reminder of Lawrence's poem that there is no point 

in work "unless it absorbs you like an absorbing game" and if 

it doesn't or isn't any fun then don't do it. 1 

2. 'Along with all the homo types we are, Huizinga writes about ..... 
Homo Ludens (man the player of games). Lots of things to 

consider here. Game does not mean only something to while away 

spare time - growing body of educational (including computer} 

games. Our Method and Education courses include simulations, 

role play, groupwork. Maybe students need to relate this 

category more directly to their own teaching.' 
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3.6.6 Responsibility 

The comments were grouped: 

1. Learning responsibility to self. 

2. Learning responsibility to others. 

TN were: 

1. 'This comes as a bit of a surprise. To get to 4th year you'd 

think responsibility would t~ 2nd nature. Maybe they've been 

individually responsible for written assignments and exams but 

responsibility to a group with its dynamic and changing nature 

is a different ball game. Note how in 19xx handout a list of 

duties has been included which suggests element of pinning 

down so can't pass the buck.' 

2. 'Opens up the questions of: 

a. extrinsic and intrinsic motivation, 

b. how much, how little imposed guidelines are needed in 
~ 

activities and why, 

c. the process/product continuum. 

Now these questions also start to answer the 'why 

Presentations' question. As the Presentation is a creative 

activity we•re coming into the realm of creativity with its 

divergent or lateral thinking, trial and error way of working, 

and acceptance of uncertainty, etc.• 

3.6.7 Creativity 

All the comments revolved around the realization, exploration, and 

achievement of creative potential. 
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TN was: 

'Comments show Presentations providing opportunities for creative 

involvement i.e. allowing expression for something they have but 

didn't know they had (or which hadn't been exercised for some time). 

So if education is the ''leading out" definition and is supposed to 

involve the ''whole'' person this can lead to a future investigation of 

how, when, to whom, how much of what is known about creativity can be 

applied to training teachers and teaching. Could be a topic for future 

investigation' 

3.6.8 New Knowledge 

The comments showed that the new knowledge (factual information) was 

acquired by those who had to research the topics they had chosen for 

their Presentations. 

TN was: 

'This category is low on the %s list (See 3.5). Probably applies to 
~ 

those who chose to work with a topic which was unfamiliar or which was 

attractive to them but needed research. Also may depend on how much 

the tutor encourages research. Therefore seems as if majority of 

groups chose to use familiar material but worked into a new format 

i.e. the Presentations. If so, could this be useful in looking at how 

to take text book -information and restructuring it into a lesson 

plan?' 



3.6.9 Conflict/Tension Problems 

The comments were grouped: 

1. Conflict in group: 
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a. These ranged from 'differences of opinion' to 'murderous 

threats', and 'blows'. 

b. Arguments about uneven distribution of work loads. 

c. Resentment over passengers and glory grabbers. 

2. Individual tension: 

These ranged from 'worry' to being 'terrified'. 

3. Withdrawal: 

This was expressed by being 'disinterested' in the 

Presentation or calling it 'a waste of time'. 

TN were: 

1. 'Co-operation is not a Pollyanna affair. Look up something on 

conflicts in group situations.' 

2. 'The individual tension probably applies to the prospect of ... 
going on stage in front of an audience. Spoke to students 

casually about this saying a teacher is also in front of an 

audience but they replied, "Oh, but they're kids." Won't draw 

inferences here but maybe in teacher training we need to do 

attitude tests on students' perceptions of children.• 

3. 'See if similar.intensity of conflict for all groups, when it 

is worst, when resolved. Obviously can't map all this out in 

detail but can get an indication.' 

4. 'The extent of the conflicts was not realized until the advent 

of the open-ended questionnaires.' 



106 

On reading further into the comments it was noted that most of these 

conflicts and tensions were resolved: 

1. During the preparation time, for example, 

'Statements made seemed cruel and unforgivable at the time. 

However these cruel accusations, statements etc. made known 

our frustration, and brought us closer together as a group and 

united us as a team.' 

'The 15 minute presentation was nothing! The rehearsals, the 

fights, the pains, the happiness, the anxiety and the little 

"wars" were more beneficial.' 

2. As a result of the,public performance of the Presentation, for 

example, 

' •.• antagonism dissolved after the success of the 

Presentation.• 

Several students who wrote more fully on the conflicts provided some 

useful insights. These can be noted under the following headings. 

1. Affirmation of individuality within a group, for example, ..,. 
'I think conflict is necessary in any group because it shows 

that we are individuals and therefore do not accept everything 

shoved down our throats.' 

2. Conciliatory response to conflict situation, for example, 

'We learnt that nothing would be achieved by fighting, but 

that we have to·listen to what others propose and if someone 

does not agree, then that person should provide an 

alternative. ' 

3. Resisting knee-jerk response to a conflict situation, for 

example, 

'I felt like swearing those· (sic) who were absent on several 
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occasions but something within me told me to approach them for 

a reason. I discovered that one student had a sick mother and 

had to be home early to prepare meals ,for the entire family.' 

4. Conflict seen as part of life-situations, for example, 

'I think in the end we all emerged as better people - learning 

to accept and live with conflict and criticism and to work 

with and amongst other people.' 

'From the beginning we were at each other's throats -

conflicts, arguments, differences in opinions, insults, 

curses. This might make you feel that we ended being worst 

enemies. You are mistaken. These conflicts etc. only served to 

draw us closer together, to understand each other as no other 

exercise could have hoped to achieve.' 

TN was: 

'Co-operation can be a complex process involving heightened emotions. 

The Presentations precipitate students into an emotional arena where 
. 

conflicts are generated and worked out. The "Why Presentations?" 

question continuing to be answered: simulation games usually last 

about 1 or 2 double periods but Presentations go on over two terms. 

Can see a parallel here with drama being "done" in 1 or 2 double 

periods with all the attendant problems of stereotyping and going for 

quick solutions, and the Heathcote time-consuming approach which 

allows time to build belief and commitment.' 



3.6.10 Playmaking and Production 

The comments were grouped: 

1. Learning about the elements in plays, for example, script 

writing and theatre arts. 

2. Learning how many and varied elements combine to make a 

Presentation. 

TN was: 
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'This knowledge was not taught directly but absorbed by being involved 

in the presentations. The learning depended upon which tasks students 

were either involved in or observed. Raises a question about "learning 

by doing" as a group. The Presentation task is complex and they all 

can't learn everything about this category. Teachers use a similar 

system to get through the syllabus e.g. pupils prepare a topic and 

then share with the rest of the class.' 

3.6.11 School Productions 

The comments in this category related to being able to produce or 

assist with school plays and concerts. 

TN was: 

'Plays and concerts are accepted as educational extra-mural 

activities. Teachers often involved in them. Came across one comment 

that therefore students should be taught more formally about this 

category and not have to rely on the "catch as catch can" knowledge 

acquired from the Presentations.' 
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MN was: 

'Find out if this knowledge is put into use once students are 

teaching.' 

3.6.12 The School Situation 

This category is not represented in 3.5 as only the 1984 students were 

specifically asked to comment on the link between the Presentations 

and the school situation. 

The comments were grouped: 

1. Pupils: 

a. Realization of importance of pupil participation in 

lessons. 

b. Taking cognisance of pupils' feelings. 

2. Staff: 

Helped in communicating and working with staff. 

3. Individual: 
; 

a. Assisted in teaching·lessons. 

b. Able to participate in school assembly. 

TN was: 

'Comments very varied but students are thinking about some of the 

ramifications of being a teacher e.g. encouraging pupils to persevere. 

Also it is bringing home to them things they've already been told e.g. 

importance of researching for a lesson.' 
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3.6.13 Tutors 

The comments varied along a continuum from references to tutors 

providing intermittent leadership at one end to being at odds with a 

group at the other. 

TN were: 

1. 'Most of the comments showed that students appreciated the 

non-interference but supportive role adopted by the tutors. 

Must look into this because it impinges on the teachers role 

in the classroom.' 

2. 'Am starting to realize from their comments in all the 

categories that much of what they say they are learning from 

the experience is not being capitalized on. Once the 

Presentation is over time could be given to this e.g. how 

could the Presentation be used as a teaching model?' 

3.7 Evaluation of Comments 1983-1985 

By the end of 1985 the writer decided that the data could be grouped 

into four areas for investigation in 1986. 

1. Groupwork. The comments revealed that the students found the 

main benefits of the Presentation were derived from 

participation in a group activity. 

2. Verification. The benefits they commented on were varied and 

related to: 
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-their personal development, 

-the multi-faceted responsibilities of being a teacher in a 

school. 

Their perceptions needed to be verified in some way. 

3. Whv Presentations? Although some answers had been attempted, 

the question of 'Why Presentations' needs further 

consideration. 

4. Integration. The necessity of capitalizing on the experiences 

of the Presentations to benefit teaching practice was emerging 

from the data. 

3.8 Summary 

The results of the closed-ended questionnaires 1979-1980 revealed the 

limitations of both the method and its application by the writer. 

However, the four highest and four lowest ranking of the statements in 
; 

Part One of the questionnaiTes in both years were taken to be 

significant. 

The open-ended questionnaires 1983-1985 were more successful in that 

they revealed a category which was consistently and significantly of 

more importance to the students than any other viz. group 

participation and relationships. The students• comments also gave 

details of and insights into their experiences as well as revealing 

aspects which were not present in the 1979-1980 questionnaires. 

Some guidelines for future investigations were established. 
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The next chapter will look at the investigations carried out in 1986. 
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CHAPTER FOUR 

RESEARCH ON THE PRESENTATIONS 1986 

4.1 Introduction 

In 1986 the writer investigated three of the issues that had emerged 

by the end of 1985: 

1. Groupwork. 

2. Verification. 

3. Why Presentations? 

Although the 4th issue, of integrating the experiences in the 

Presentations more closely with teaching practice, was still borne in 

mind, some of the data which appeared in 1986 led to another but 

related issue: 

4. Assessment. 

4.2 Introduction to Groupwork 

In 1986 the writer focussed on five Research Groups: RG/A, RG/D, 

RG/M, RG/0, RG/S. Information was also gathered from the Other Groups 

(OGs) when necessary. (See 1.8} Except where otherwise stated the 

references to 'students' or 'they• refer to the students in the RGs. 

Although generalizations can and will be made about the RGs and OGs it 

must be borne in mind that: 

-each RG and 0G had its own character as will be evidenced 



in this section, 

-there were differing perceptions within each RG. (See 

Appendices K, L, and M) 
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-where generalizations are made they represent the majority 

view. 

Although generalizations are made about the tutors, their individual 

approaches are also noted. 

In order to establish a framework for viewing the accumulated data 

from the RGs and OGs The writer opted to: 

1. establish areas of concern in groupwork by studying the 

data collected from the RGs and OGs, 

2. read up on groupwork and selectively check on group 

theory and skills to see what was applicable to the 

data. 

In this way theory will be checked against the data and vice versa. 

; 

The value of sifting through the data after a period of time is 

referred to in 1.12.2 No.4. As the writer was engaged in working on 

4.2 several seemingly minor points emerged which taken together and 

then reflected on in conjunction with data from Chapters Three and 

Five eventually crystallized into the recommendations in Chapter Six, 

for example, 6.7 No. 6. 

4.2.1 Groupwork 

The writer consulted a number of publications on groupwork. In this 

chapter only two typical books will be quoted: Jaques (1984) who 
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summarizes current theories and research on group behaviour and 

Johnson & Johnson (1982) who also present current information about 

group dynamics, but concentrate more on providing exercises for 

groupwork. Both point out the difficulties of establishing a 

definition of a group. Jaques (1984) proposes that a group should 

possess the following qualities: collective perception, similar needs, 

shared aims, interdependence, social organization, interaction, 

cohesiveness, and membership. Johnson & Johnson (1982) attempt a 

definition by proposing that: 

'A group may be defined as two or more individuals who (a) 

interact with each other, (b) are interdependent, (c) 

define themselves and are defined by others as belonging 

to the group, (d) share norms concerning matters of common 

interest and participate in a system of interlocking roles, 

(e) influence each other, (f) find the group rewarding, and 

(g) pursue common goals.' (p 7) 

The students in the RGs and OGs working on the Presentations can 

therefore be defined as groups because: 

-of their numbers (the average number in a group was 15), 

-they were conscious of their group status (this progressed 

from their feeling like a number of individuals grouped 

together to having strong feelings about group identity 

and cohesiveness), 

-they interacted face to face, 

-they were aware of their interdependence (a recurring 

complaint was how the absence of even one member affected 
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the whole group), 

-they had a shared aim or goal (to work as a group and put 

on a Presentation), 

-they belonged to a group to satisfy a particular need (to 

gain a professional qualification), 

-they functioned according to a set of role definitions and 

norms (as outlined by the handouts and influenced by the 

tutors). 

/4.2.2 Stages of Groupwork 

Jaques (1984) affirms that as there are many variable and complicated 

elements in a group it is never static: 

' ..• it is a dynamic organism, constantly in motion. Not only 

is it moving as a unit, but the various elements within it 

are constantly interacting. A change in procedure will .,,. 
affect atmosphere, which will affect the participation 

pattern, which will affect cohesion, which will affect 

leadership, which will affect procedure, and so on.' (p 33) 

There are a number of theories about the more or less predictable 

phases of group dynamics as shown in Appendix N. Although the authors 

of each theory focus on a different theme they all indicate fairly 

similar phenomena in the early, middle, and later phases. 

The early stages are variously characterized by being individual

centered, dependence orientated, having fight or flight reactions, and 

testing the task or authority. 
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The middle stage variously involves a growing independence from 

authority figures, learning from peers, less self-centredness together 

with confrontation, and conflicts. 

The final stage is marked by growing group cohesiveness and 

concentration on performing the task function. 

Although all the RGs went through all the phases, they did not move 

through them at the same rate. For example, RG/0 worked quickly 

towards the final stage as within a few weeks of the 1st Term they 

were establishing group cohesiveness. It was only in the 3rd Term that 

the harmony of the group was disturbed and serious conflicts arose 

among the members. (See 4.2.10.2 No.4. and 4.2.10.3) On the other 

hand, from the beginning RG/D was subject to conflicts from which they 

found only temporary respites. Eventually in the 3rd Term they were 

united in their decision not to put on a public performance of their 

Presentation. (See 4.2.3 No.4. Lack of sufficient homogeneity) 

At a general meeting of the 326 students at the beginning of 1986, 23 
~ 

lists were circulated for students to sign up for their groups. Their 

choice was limited only to whether they were free at that particular 

time and a request to limit the number in a group to 15. 

At the first meeting of the RGs it was observed that each individual 

knew only a few others in the group. This 1st meeting was 

characterized by formality, reticence, and non-invasiveness or 

neutrality on the part of the students: 

-the students sat in a neat semi-circle, some holding onto 

papers and pen, 

-they looked to the tutor for guidance and approval, 
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-when asked to introduce themselves they spoke briefly ano 

ventured routine information, e.g. name, majors, hobbies, 

-when asked to suggest a topic for their Presentation, they 

spoke briefly one after the other around the semi-circle 

and seldom questioned one another, 

-their eye contact was directed mainly towards the tutor 

and they generally sat fairly still with minimal body 

movement. 

These observations are in line with, for example, Tuckman's theory 

(Jaques 1984) that groups go through an initial stage called 'farming' 

in which one of the characteristics is by dependence on authority. 

From the initial meetings it was clear that students found it 

difficult to respond to being responsible for the Presentations. Even 

at the end of the year RG/D7 still resented Tutor B's instruction when 

he first met RG/D and said: 'On your marks, get set, go.• 

Tuckman's definition of this first stage is also characterized by 

testing. The Observation Note (ON) of the meeting in the first few 

weeks reveal: 

-a growing informality in the groups in their language and 

behaviour, 

-they often preferred to sit on the floor, 

-they started to form and reform their group shape and size 

according to their needs, (See Table 9) 

-there was less dependence on the tutor, 

-there was increased group interaction, 
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-movements and gestures were freer. 

Tuckman's 2nd stage called 'storming' is characterized by intra-group 

conflicts. (See 4.2.6 and 4.2.8.3) 

Tuckman's 3rd stage called 'norming' is characterized by the 

development of group cohesion. (See 4.2.5 and 4.2.8.4) 

The task of choosing a topic will now be discussed in some detail as 

it provides an example of how the RGs and tutors operated in the 

'forming' 'storming' and 'norming' stages i.e. the early and middle 

phases. 

4.2.3 Choosing a Topic. 

There was no pressure by the tutors on the RGs to reach a quick 

decision, in fact, they discouraged this. Their emphasis was rather 

on: 

1. encouraging everyone to participate in suggesting and 

discussing topics, 

2. making it clear that the Presentations would be the 

students' own work, 

3. allowing the students to follow their ideas, but exposing 

problems until the students themselves decided to pursue 

another topic, for example, as happened in RG/A and RG/M, 

4. ensuring, to the best of their ability, that everyone 

agreed on the topic, 

5. attempting to expose incipient conflict situations. 

The data gathered about the selection of the topic will be looked at 

in terms of the seven decision making methods as outlined by Johnson & 

Johnson (1982) (pp 103-109): 



1. Decision by authority without group discussion. 

2. Decision by letting the most expert member decide, 

without group discussion, what the group should do. 

3. Decision by averaging individual opinion. 

4. Decision by authority after group discussion. 

5. Decision by minority. 

6. Decision by majority vote. 

7. Decision by consensus. 
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There is no evidence of any topic being chosen by Methods 1-4 as all 

RGs consulted their members for ideas. A topic became dominant 

because: 

1. all, or most of the members felt strongly about the 

topic, for example, RG/D's decision to do a Presentation 

criticizing aspects of the educational system, which 

included criticism of having to put on a Presentation 

(Method 7), 

2. one member of RG/S felt the topic was important (Method 

5) and gradually persuaded the others to accept the topic 

of nuclear power, 

3. a sub-group was keen to explore an idea and after 

thorough discussion with the others in the group provided 

a script which was worked on and altered by the group as 

a whole, for example, RG/0 and RG/A. 

Method 6 was particularly used by Tutor B to gauge the acceptance of 

an idea. It was a useful tool for exposing problems which then had to 

be dealt with. For example, some members of RG/M were only aware of 

dissension after a majority vote had been called and this led to the 
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quieter ones speaking up and the more vociferous becoming more 

sensitive to other viewpoints. 

RGs felt that their decisions on the topics were eventually chosen by 

Method 7, consensus. The ON show this to be largely true although 

consensus was not always systematically and thoroughly applied. 

Johnson & Johnson (1982) believe that consensus: 

' .•. is the best method for producing an innovative, 

creative, and high-quality decision .•. ' (p 107). 

They characterized consensus as being time-consuming, having more 

conflict among members, more shifts of opinion, and eventually more 

confidence by group members in the correctness of their decisions. 

These characteristics were observed in the RGs. 

Time: The quickest decision was taken by RG/0 - 3 weeks. 

The longest decision was taken by RG/M - 7 weeks. 

Although RG/D reached a decision in the 1st term, it 

changed that decision 5 weeks into the 3rd term, and a 

week later changed that decision. 

Conflict; Although the overt conflicts could be readily 

observed, the writer was unable to observe the more covert 

conflicts. Clear evidence of their existence and nature 

only emerged during the interviews. Covert conflict 

existed within an individual or very small groups, for 

example, friends who would voice their dissatisfactions to 

each other in private, but not in public. 
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More shifts of opinion: RG/A, RG/M, and RG/S provided the best 

examples: 

Within 8 dayst RG/A decided and worked on Topic 1: Reunion 

and then rejected it. They then chose, worked on, and 

rejected Topic 2: Reformation within the next 9 days. 5 

days later they had decided on their final topic. 

RG/M decided on their 1st topic within 2 weeks. They 

worked on it for a further 3 weeks, then within a week had 

changed to their final topic. 

The changes in RG/A and RG/M were precipitated by the 

tutors' constant questioning. 

RG/S discussed several topics before making a final 

decision in the 4th week. Unlike RG/A they 

clarified their topic by th~ir own questioning and 

probing. 

More confidence: It took some time for RG/A and RG/M to adjust 

to the idea that the Presentation was their own and to see 
; 

that the tutor could. be seen as just another resource 

whereas RG/D and RG/S took the initiative more readily. 

RG/0 was without a regular tutor for 3 weeks and for some 

time resented Tutor C's eventual arrival and 

participation. 

Evidence of the students' confidence in their topic 

was seen in the discussions with lecturers, tutorst and 

fellow students after the Presentations when they 

defended their beliefst answered questions, and spoke 

about the information they had gathered but not used in 

their scripts. 
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The ON and interviews showed that, as already mentioned, ideal 

consensus had not been met. Johnson & Johnson {1982) maintain that for 

consensus to be used effectively: 

' ... all group members must contribute their views on the 

issue .•. no one should be allowed to remain silent ... time 

must be allowed for everyone to state her opposition fully 

enough to feel the others understand her - a procedure that 

requires careful listening and effective communication 

by the group members.' (pp 106-107) 

All RGs had ~heir 'silent' or 'passive' members. The writer was only 

able to conjecture possible reasons for this and some of these will be 

noted in 4.2.6. Groups did not regularly check for consensus, for 

example, in RG/M part of the group was carried away with an idea and 

assumed that the others were just as enthusiastic. According to 

Johnson & Johnson (1982) one of the requirements of consensus is that 
.,,. 

time pressure must be minimal. The pressure of time mitigated to a 

certain extent against ideal consensus as the ON show several 

references to getting the script ready by the date indicated in the 

handout. Also the high level of member skill required for consensus 

was not present for the reasons categorized by Johnson & Johnson 

(1982). For example: 

1. 'Conflicting Goals of Group Members' (p 94) 

This arose from a variety of perceptions including competition with 

others in the group, genuine differences of ideas, and individual 

needs which were in conflict with groupwork. In the same group there 
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were students who felt that the only goal was for marks and students 

who accepted the situation they were in and found meaning in it. This 

was seen most clearly in the most conflict ridden RG i.e. RG/D where 

students handed in written comments at the end of 1986 as part of the 

alternative. (See No. 4. below and 1.11.5) For example, RG/Dll 

perceived the Presentations as 'a farce' which was of absolutely no 

benefit to the students except for gaining a mark. RG/05 perceived 

that the 'conflicts and rebellious attitudes ... (were) indeed a 

learning experience which helped me to develop as a person.' 

Appendices K, L, and Mare RG/011, RG/05 and RG/D9's individual 

written comments. They have been included as examples of the differing 

perceptions of students within the same group. 

2. 'Failure to Communicate' (p 94) 

Not all members continued to contribute overtly after the initial 

meeting where the tutors ensured that everyone contributed an idea. 

However, they continued to listen to the speakers and took part in 
~ 

trying out the suggested topics. The reasons for limited overt 

participation lay partly in dissatisfactions being hidden by 

themselves or because their views were dismissed by others - this 

evidence only came out during the interviews and in RG/D's written 

comments. 

3. 'Egocentrism of Group Members' (p 94) 

In the interviews, one student from RG/A and one from RG/M stated that 

when their ideas were not accepted they lost interest and hardly made 

an effort to contribute to the group decision of the topic. 
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4. 'Lack of Sufficient Heterogeneity' <P 95) 

Sufficient heterogeneity ensures that different viewpoints and 

resources will be contributed to the group project. The more 

homogeneous the participants, the less each member adds to the pool of 

resources of the group and eventually the group makes less effective 

decisions. All the groups were homogeneous in that they were all 

university students, all pursuing a teaching qualification, and all of 

a similar age. However there was sufficient heterogeneity in terms of 

sex, background, and personalities to ensure sufficient heterogeneity. 

The only real problem arose with RG/D. All members of the group were, 

to varying degrees, critical of the compulsory nature of some subjects 

in their 4th year courses, for example, the Presentations. However, 

they could not as a group find a satisfactory way to articulate and 

express this in a Presentation. There were 3 sub-groups, each forming 

a homogeny. Sub-group 1 were Art students who conceived visually 

exciting but impractical (in terms of staging and resources available) 

ideas. Sub-group 2 were Speech and Drama students who had excellent 

ideas for a staged Presentation but could not work out and communicate 

how to make these ideas accessible to the others. Sub-group 3 were 

students with no experience of either Art or Speech and Drama and some 

of them found great difficulty in making a contribution. The 3 

.homogenies could not form a heterogeneity in that each sub-group could 

not fully realize how to utilize their information, skills, and 

viewpoints. However, they eventually found common cause in their 

decision not to put on a Presentation but to do the alternative 

activity offered. 
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5. 'Inappropriate Group Size' (p 95) 

The ideal group number for the Presentations appears to be between 8 

and 12. (See 4.2.7) In larger groups a few participants tend to 

dominate and the others are usually passive. All the RGs had over the 

ideal number. In deciding on the topic the most successful technique 

they used for greater participation was to divide into sub-groups of 

about four and then share the ideas as a whole group. (See 4.2.8.1) 

6. 'Leaving Work to Others' (p 96) 

Progress was sometimes slow because members had not brought along work 

they had promised to do. It was also observed that in a whole group 

activity most of the discussion was often left to about 6-7 members. 

7. •Power Differences and Distrust (p 96) 

•Power' was initially put in the hands of those who would ensure the 

success of the project, e.g. someone who was articulate and persuasive 

about a topic or someone prepared to write the script . .,,. 

a. 'Pre·mature Closure and Dissonance Reduction' (p 96) 

Making a premature decision and then reducing or eliminating 

alternative options contributes to inefficient decision making. 

This was seen, for example, when RGs were choosing their topics 

whether they wanted to find their own way of dramatizing familiar 

themes or expose the audience to new information and insights. All RGs 

were concerned that their Presentation should be interesting and 

relevant and something that they and the audience could identify with. 

They all wanted to hold the attention of the audience, by being 

•exciting' or ·dramatic• or 1 humourous'. 



127 

Premature closure and dissonance reduction resulted in some members in 

RG/A, RG/M, and RG/D feeling left out and resulted in their making 

minimal contributions. However it can have a positive effect as when a 

member of RG/S rejected a political topic, not because it was 

political but because: 'Last year there were so many political 

ones ..• I was bored by them.' The group then went on to engage in a 

topic which was new and exciting to them. 

From the ON it was clear that the RGs were, at differing rates, coming 

to grips with procedures, or ways of working to get things done. 

Sometimes it was tutor directed and had to do with group communication 

and feeling (social dimension), for example, the tutor asking the 

group how they were feeling, if there were any problems they needed to 

talk about, how they were getting on with one another, or it had to do 

with the task dimension, for example, the tutor asking questions like: 

'Have you appointed a scribe?', 'When are you going to meet?' Tutors 

also directed evaluation tasks, for example, 'Write down what you 
; 

thought of today's session.' As time went on students started to 

function more autonomously in the social and task dimensions. 

Although tutors adopted a number of measures in an attempt to ensure 

that everyone was contributing to the group effort, the writer is of 

the opinion that more structured reflections and evaluation could have 

\ been done at some time during or after the final decision on a topic. 

Hyman (1980), Hopson and Scully (1981), Johnson and Johnson (1982) and 

Jaques (1984) all provide information on the functions of members in a 

group. (See also 4.2.6). Jaques (1984) states: 
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• ... if one can outline behaviours in a group as objectively 

as possible, it will be easier for people to accept what 

happens, and change accordingly, to improve group 

process .... Both the quality and quantity of what they (group 

members) contribute to discussion are something of a 

revelation.' (p 14) 

It should also be explained that not all the functions are needed 

equally at all times and that the members should learn to be aware of 

when certain functions are required and to perform them when 

necessary. This should negate the danger of stereotyping and trapping 

an individual according to a function. 

4.2.4 Group Goals 

Jaques (1984) points out that literature on groupwork emphasizes the 

importance of goals. Johnson & Johnson (1975) define a group goal as: 

' ... a future state of affairs desired by enough members of 

a group to motivate the group to work towards its 

achievement.' (p 138) 

The goal of the groups was to experience working co-operatively to put 

on a Presentation for which they would receive individual marks. In 

effect the Presentations combined what Jaques (1984) calls the 

'general' goal i.e. learning from working in a group and the 

'specific' goal i.e. putting on a public performance of the 

Presentation. 
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The marks would be the tangible rewards and Johnson and Johnson (1982) 

write about the importance of individual rewards for group co

operation and that the system of reward giving has to be seen as just 

by group members. 

The merit system gives the highest rewards (marks) to those who 

contributed most to the success of the group endeavour. 

The equality svstem allocates the same mark to all the members of a 

group. Students saw this as unfair as 'passengers' would be as equally 

rewarded as those who put in a great deal of time and effort. 

The need system is one in which those most in need receive good 

rewards and members of a group assist those most in need even at a 

certain loss or risk to themselves. 

The rewards or marks system of the Presentations was a complicated 

issue. Two central questions emerged: 

1. How are stage roles assessed, for example, what 

guidelines are adopted to assess a student who has 
; 

deliberately chosen a"challenging role, but does not 

convince as much as one who chose an easier role? 

2. How does the tutor distinguish, note, and assess the 

contributions 

-to the specific goal i.e. main tasks such as ideas, 

script, role play, and auxiliary tasks such as props, 

music, programmes. 

-to the general goal i.e. contributions towards 

maintaining the group such as encouragement, peace 

making? 

There is also the problem, as noted by students, of those who put on a 

show for the tutor, but actually gave tasks to others and then took 

the credit. 
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By and large students were not in favour of the equality system. They 

were more satisfied that individual marks should be allocated as they 

felt the tutor had sufficient knowledge of who made what 

contributions. The writer also observed that once the students were 

aware of the importance of co-operation, they themselves operated 

under the need system in various ways, for example: 

1. If someone had a need, e.g. family commitment or part

time job they would not only accept and accommodate that 

person's absence at a rehearsal time but during the 

rehearsal would make provision for them and inform them of 

changes etc. on their return. 

2. They would ask the tutor for h~lp when a member was 

causing difficulties and/or make a sympathetic attempt to 

assist the person as far as they could. 

3. If a tutor suggested that a constantly absent person 

could be excluded from the group and left to fend for him or 

herself they did as muc1!..as possible to draw the student 

more into the group. 

4. They constantly supported one another in their stage 

roles. 

This growing awareness of needs and how to accommodate them was part 

of the most important aspect of the groupwork which they characterized 

by comments on how the Presentations made them more receptive to and 

tolerant of others. A cynical interpretation of students helping each 

other could be that they did this only in order to complete an 

activity for marks, but against this the following was observed in the 

RGs and OGs: 
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1. The distress of several students when they felt their 

groups would no longer meet once the Presentations were 

over i.e. being part of a group had acquired a 

significancE; beyond the task of putting on a 

Presentation. 

2. The sense of betrayal when some members of RG/0 felt they 

were no longer a group because of the secret ballot 

episode. (See 4.2.10.3) 

3. Despite frustration and criticism of others not pulling 

their weight, few felt they would want to work with 

~ifferent people if given the choice again. 

4. Socializing outside group meetings and assisting other 

members of the group in other Faculty work. 

4.2.5 Group Functions 

Jaques {1984) states that in working towards a goal, groups functions 
..,. 

operate within two dimensions: 

-social, relating to group building and maintenance and 

-task, relating to getting a particular job done. 

A. Social functions were apparent in the RGs, for example: 

L Encouraging. 

It was observed that initially the tutors provided the most 

encouragement. Also at first students found difficulty in genuinely 

accepting the ideas of others. The most obvious example was in RG/A 

when RG/A6's idea which he was ·advocating with enthusiasm and 
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conviction was suddenly turned on its head by RG/A4. Her innovative 

idea would have disappeared if the tutor had not intervened, praised 

it, and asked the group to concentrate on following this new 
, 

direction. In these initial stages students tended to encourage and 

seek encouragement in sub-groups but gradually this extended to the 

whole group. Encouragement was most obvious once the students were 

actually rehearsing their Presentations. 

2. Mediating. 

Again initially the tutors set the example by questioning, for 

example, in RG/A fifteen different topics were suggested and the tutor 

took the initiative by asking how some of them could be integrated. 

Within a short space of time however students in the RGs were 

mediating for themselves and this proved to be a most time-consuming 

aspect of the Presentations. 

3. Gatekeeping. 

This refers to the way tutors initially made it possible for another 

member to contribute thus acting as a gatekeeper. Initially tutors 

usually set this up by deliberately drawing in students or finding 

ways to exclude students whose domination was having a negative effect 

on the group. As they settled in their groups students began to do 

this for themselves. 

4. Standard setting. This was provided by the handout and the tutors. 

Also students set their own standards. For example, they chose their 

topics and roles. How they directed their Presentations and performed 

their roles was largely dictated by them. They also set standards for 
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the maintenance of the group, for example, acceptable excuses for non

attendance at FT rehearsals. 

5. Following. i.e. going along with the group. This was seen to take 

different forms: 

a. genuine agreement, 

b. agreement for the sake of peace, 

c. agreement just to get things moving, 

d. agreement because not particularly interested in the 

Presentation. 

6. Relieving tension. The most observable behaviour was that of 

attempting reconciliation. Also when students found themselves at an 

impasse they changed the discussion to something they could handle. 

Humour was also employed. 

B. Examples of task functions were: 
~ 

1. Initiating. The ON show numerous occasions when students 

voluntarily suggested new ideas and/or activities, sometimes to the 

point where they became counter productive. Initiative could be 

involuntary, for example, a student who rejected an idea would be 

challenged to suggest an alternative. Students would not initiate 

ideas because: 

a. they did not want to appear foolish or ignorant, 

b. they felt stronger members would override them, 

c. they had already experienced rejection of an idea and so 

withdrew from making further contributions, 
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d. they were bored. 

2. Information seeking. This was more in line with their traditional 

role as students and information was usually forthcoming. However 

social factors also came into play in that sometimes a group brought 

practically nothing to the meeting as they had all relied on others to 

do the work. Information seeking took several forms, for example: 

a. using books and articles, 

b. asking their tutor how they were progressing, 

c. asking another tutor, lecturer, or fellow student in or 

out of the Faculty to assist them. 

3. Opinion giving. Once the groups were underway opinions were fairly 

freely given and considered. The direction moved away from a 'This is 

how I think it must be' one to a 'What about?' or 'It's just an idea' 

one. This procedure was time consuming because of the 'trial and 

error' and 'consensus' framework of the task. 
; . 

4. Clarifying. It was in this area that the tutors, by probing, 

questioning, and restating what the group was considering was most 

effective. RG/M and RG/A were led out of several potentially failure 

situations. However, one of the weaknesses in the Presentations was 

also revealed. Because of pressure to put the Presentations on within 

a certain time limit, there was insufficient time for clarification in 

working out the topic and how to present it, as well as of working out 

group processes and problems. Tutors Band A were particularly 

concerned with clarifying the processes of group dynamics. Their 

approach ranged from general questioning, for example, 'Are you happy 
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in your group?' to specific instructions, e.g. 'Write down what 

happened today.' Tutor B initiated the idea of each student writing a 

personal diary after each meeting but this was not perused. Groups 

themselves recognised the need to discuss conflicts and 

misunderstandings, for example, RG/D and RG/0 had several meetings 

specifically to deal with conflicts. 

5. Elaborating. While some ideas were elaborated on at great length, 

others fell by the wayside. The ON show that generally the RG students 

found difficulty in building and enlarging on an idea. This was 

particularly noticed in RG/S where once something had been suggested, 

others came up with a multitude of other suggestions and a meeting 

would end with no decision in sight. On the negative side it led to a 

'we're wasting our time' perception and on the positive side members 

felt they had had an opportunity to air their views. 

6. Co-ordination. It was the pressure of having to go on stage for a 

public performance that provided the constant motivation to pull 

together, not only ideas and suggestions, but also the group 

relationships. This was most evident in RG/0 who prior to their public 

performance had been split wide open by the secret ballot incident. 

(See 4.2.10.3). About half of them were variously angry, resentful, 

bitter, anxious, and disillusioned. Their on-stage experience they 

described as 'feeling like a group again' and although certain 

disillusions remained, the performance brought about some sort of 

amelioration. 

7. Orientating. Removed from the maelstrom of uncertainties about 

ideas, opinions, and interpersonal relationships, the tutor was 
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helpful in orientating the groups by guiding them to focus on social 

or task functions. This was done mainly by questioning, for example, 

'Is that what you want?' 'What do you want the audience to think?' or 

statements like 'It's coming across like ... ' Gradually the students 

themselves began monitoring their own progress and it was noted that 

on several occasions they disagreed with or contradicted the tutors. 

8. Testing. 'What have you decided on?' or 'What are you going to do 

today?' was frequently an initial question from tutors in the early 

stages. The ON show that sooner or later these questions were no 

longer required as groups would check on their own progress and take 

their own decisions. 

Although social and task functions can be classified separately there 

is inevitably some overlapping. 

4.2.6 Conflicts 

~ 

According to Johnson & Johnson (1982), Deutsch's definition (1969) 

that a conflict happens whenever incompatible activities occur, is a 

widely accepted one. Incompatibility is seen as preventing, blocking, 

interfering with, injuring, or in other ways lessening the efficacy of 

an activity. Conflicts can have constructive and destructive effects 

and can occur within individuals, or between two or more people. 

Conflicts in groups are to be expected, although they are not 

inevitable e.g. several of the OGs said they had a happy working 

relationship with few problems which were sorted out in a friendly 

manner. The conflicts in the RGs were often a result of behaviour that 

can be put into various catego~ies, for example: 
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1. Blocking. Because the Presentation was a complex, creative task 

complicated further by being attempted by people who in the main had 

little experience in this area and further still by people not 

planning, but responding to group dynamic situations as they arose, 

blocking was evident by members going off at tangents, arguing over 

points that had been resolved, and rejecting ideas for self-centered 

reasons. This led to the frustrations described by some students in 

the interviews. 

2. Aggression. This was most evident when students did not attend 

rehearsals so blocking the progress of the group. They became very 

emotional, blaming each other, and justifying their own absences. 

Again, once the Presentation was successfully over, the bitterness of 

these upsets lost their edge. 

3. Seeking recognition. While incidents like boasting and being 

boisterous did not overtly occur, extreme ideas were put forward by 
; 

some members of RG/D but this was more a result of their inability to 

recognise that their ideas could not work in practice. RG/014 and 

RG/A6 were excessive talkers, the former because he seemed to want to 

take part in everything, and the latter because he earnestly felt his 

ideas were the best. Gradually RG/A6 came to the point where he 

acknowledged the efficacy of others' ideas. (See 4.3.1 A.Example 1) 

4. Special pleading. Once the students began growing in confidence 

they challenged those who either tried to push forward their pet 

theories or to speak for others. 
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5. Withdrawing. This was the avenue of escape for those who found 

themselves in a situation they could not handle, for example, 

domination by others, or from disinterest or insecurity. However 

withdrawal was also used as a strategy by RG/Dl and RG/D3 who felt the 

group were not only becoming too reliant on them but also blaming them 

for things that were going wrong. 

6. Dominating. RG/0 allowed RG/014 and other Speech and Drama students 

to dominate to a certain extent as they felt this was in the best 

interests of putting on a good Presentation. (See also 4.2.10.2 No. 

4.) 

The typical reactions of reproach, blame, and counter hostility to the 

behaviour outlined in the above categories were evident. However as 

time went on the groups started to deal with some of them 

constructively i.e. seeing some of the behaviour as symptomatic of 

valid personal needs that were not being sympathetically and 
~ 

constructively handled. The most obvious example happened in OG/I 

where 0G/I12's behaviour was seriously affecting the group but once 

they had persisted in keeping the lines of communication open between 

her and them and eventually talking out the problem to a mutual 

satisfaction, the group started to operate more effectively. (See also 

4.2.8.3) 

4.2.7 Leadership Styles 

Groups were concerned with the question of leadership and styles of 

leadership. The question of the role of tutors as leaders will be 
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discussed under 4.2.9. Lewin's study is often quoted in literature on 

groupwork. He examined three types of leader behaviour: 

1. Authoritarian led groups where policy was determined by a 

leader. They produced a great quantity of work over a 

short period of time but experienced more hostility and 

aggression, more dependence, and less originality. 

2. Democratically led groups where all members discussed and 

decided on policy, assisted, and encouraged by a leader. 

These groups took more time over the initial stages of a 

task but as time went on became increasingly productive, 

were friendly and co-operative, and expressed greater 

satisfaction. 

3. Laissez-faire groups where there was complete freedom for 

group or individual decision and a minimum of leader 

activity. These groups did work which was inferior in 

quantity and quality to 1. and 2. They spent more time in 

fooling around and talking about the task. They were more 
~ 

aggressive than 2. but less than 1. 

Jaques (1984) asserts that while 1. and 3. styles of leadership are 

required in certain situations: 

' •.• in the long run in normal situations groups thrive 

best when the leadership functions are democratically shared 

among the members of the group.' (p 32) 

The RGs and OGs generally worked democratically because: 

1. Members volunteered for or were allocated certain tasks 



e.g. drafting a script, designing a poster. 

2. Tasks were revolved e.g. while some students were 

rehearsing others would help in directing them and 

vice versa. 

3. There was a division of tasks within a group 
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e.g. in RG/O, RG/O14 was acknowledged as the leader of 

the task functions and RG/O4 as the leader of the social 

functions. 

The problems of leadership that arose within groups (i.e. excluding 

the tutor) could have been as a result of their size. Jaques (1984) 

~efers to Davey (1969) who: 

' •.. concluded that with up to approximately seven group 

members the permissive style of leadership seemed most 

productive, but above that a controlling style seemed to 

work better.• (p 35) 

OG/B comprised only 8 members and the writer observed that it 

experienced few problems and was able to cope with problems of 

different personalities and individual needs with minimal hostility or 

aggression. On the other hand OG/R and OG/Q, whose numbers were 17 and 

-18 respectively, were reported to the writer by their tutors as 

working very co-operatively. What contributed to these larger size 

groups working harmoniously can only be conjectured. For example, in 

OG/R, 0G/R9 presented a strong case for a particular topic and 

produced the first part of a draft script after which she insisted on 

everyone participating. This initial direction could have helped focus 
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the group on the task and given them the confidence to contribute and 

explore further possibilities within the topic. Also they all became 

involved in some challenging movement sequences (an area which was new 

to nearly all of them) which might well have contributed to their 

sense of unity. 

Jaques (1984) quotes writers whose opinions about the ideal number for 

a democratic group vary from 6 to 12. (See Table 8) Although the 

writer is of the opinion that Presentation groups should comprise 8-10 

but no more than 12 members, it does not mean that under certain 

circumstances a larger group automatically cannot function 

democratically. 

Table 8 
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2-6 
~ . 

7-12 

12-55 

-

25-? 

Changing 
Characteristics 

Little structure/ 
organisation required; 
leadership fluid . 

Structure and 
differentiation of roles 
begins. Face-to-face 
interaction difficult. 

Structure and role 
differentiation vital. 
Sub-groups emerge. Face-to-
face interaction difficult. 

Positive leadership vital 
to success. Sub-groups 
form; greater anonymity. 
Stereotyping, projections 
and flight/fight occur. 

Jaques (1984) (p 11) 
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4.2.8 Group Engagement 

The values placed on the Presentations via the handouts and tutor's 

comments coincided with those claimed by advocates of the advantages 

of groupwork and included critical thinking, problem solving, 

personal, and social adjustments among the most important. (Jaques 

(1984), Johnson and Johnson (1982), Hyman (1980), Hopson and Scully 

(1981). 

The Presentations required the students to participate in complicated 

and interrelated tasks in which they struggled with a number of 

issues, for example: 

1. They had to work individually, in duos, trios, sub

groups, and as a whole group towards a common goal. 

(See 4.2.8.ll 

2. They had to initiate and clarify rules, roles (i.e. 

mediator etc. not stage roles) and procedures. 

3. They were set seemin"gly clear but actually unclear goals, 

for example: 'Do a Presentation.' - but largely they had 

to decide what this meant and how to do it. 

'Work as a group.' - but they had to find 

out and negotiate how to do that. 

4. They had to face problems concerning themselves, the 

nature of learning, and their relationships with 

authority. 
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4.2.8.1 Working Formats 

Although groupwork was the main activity of the Presentations it was 

not simply a matter of the whole group being involved with one issue 

at a time. Table 9 which represents the typical meetings of RG/S serve 

as an example: 

Table 9 

T=Tutor S=Student(s) 

1 2 StTO 
4 5 

7 8 

1. Whole group discussions. 

2. Sub-groups. Tutor on own. 

3 

6 

9 

Os 

so 
5 t o~OT 

T0~5 

Os 

3. Sub-group discussion or rehearsal. Tutor moves to each 

sub-group in turn. 

4. Sub-group and individual discussion and/or rehearsal. 

5. One sub-group showing work, another sub-group commenting and 
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offering advice and suggestions. Individual working on script. 

6. Sub-group discussion with tutor. Sub-group rehearsing, another 

sub-group observing and directing. 

7. Sub-groups rehearsing/ discussing. Tutors discussing. 

8. Sub-group discussion with Tutor, sub-group outside room 

discussing, others moved off. 

9. Student discussion with tutor, sub-group discussion outside 

room, majority moved off. 

The informal way rooms J045 and J043 were set up i.e. a carpeted, open 

space with chairs which could be arranged to suit themselves, made it 

possible for the RGs and OGs to form, split, then reform in a variety 

of ways, and for peer directing to take place. 

4.2.8.2 Working Styles 

Groups can use various techniques for working on a project: 

1. Controlled discussion i.e. when one person initiates and directs 

the discussion. Although used by tutors at the 1st meeting of the RGs 

it was quickly discarded and thereafter only used as a summing up 

technique at the end of meetings or as a means of checking a group's 

progress or requirements. This is a tutor controlled technique. At the 

1st meeting the students were more amenable to these types of 

discussion but as time went on this changed. If a group felt such 

techniques were helpful they were responsive, if not, they either 

became uncommunicative, or told the tutor they knew what they were 

doing. 
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3. Buzz groups, This is a student orientated technique which was put 

into operation as soon as possible by the tutors. It usually started 

off as groups of 2 but gradually snowballed into sub-groups of and 

then developed into whole group discussion. Thereafter meetings were a 

mixture of individual, sub-group and whole group activities. Although 

this generally worked well the divisions into sub-groups also led in 

some cases to conflicts between the sub-groups. RG/A and RG/D were 

examples where conflicts developed between sub-groups because some 

were forging ahead with ideas while others were less committed. 

4. Brainstorming. This is the best known and most frequently employed 

procedure used to stimulate creative thinking. Johnson and Johnson 

(1982) describe creativity as: 

' ... a process of bringing something new into existence.' 

(p 263) 

; 

The Presentations can be described as a creative activity as they are 

consistent with Johnson and Johnson's (1982) statement that the 

creative process consists of a 'sequence of overlapping phases' (p 

263): 

a. They presented a challenge because they were a new 

activity for most of the students and had an 

unpredictable outcome. 

a. They required pooling the resources of the group members 

involved. These resources were either obvious from the 

start, for exa~ple, in OG/H a student offered to sing a 

solo, or they gradually emerged, for example, RG/Ml who 
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discovered she could do a creditable strip tease (in 

silhouette). The latter was an example of what students 

referred to as 'hidden talent', and usually referred to 

acting, coming up with new ideas, making posters etc. 

c. They required intensive, long-term effort. 

d. They were seen from different perspectives and 

allowed for new orientations. This phase was obvious 

again and again. Diverse points of view were presented 

which led to arguments until eventually new ideas were 

accepted. This acceptance was sometimes 

characteristically accompanied by an emotional outburst 

e.g. excitement or laughter. 

e. There were periods of frustration, tension, and temporary 

withdrawal because of a failure to produce adequate 

solutions. This was especially noted in RG/D. 

f. There was elaboration, detailing, and testing of 

solutions. A great deal of time was taken up in this 

way. 

g. 'Giving the validated solution to relevant audiences.' 

(p 263) For example, putting on a public performance of 

the Presentations. 

Brainstorming is seen as the most suitable method for project work and 

open-ended problems and Jacques (1984) affirms that it is a well known 

and frequently employed procedure to stimulate creative thinking. 

Although students did not follow all the conventional procedures of 

brainstorming the two main principles of brainstorming were operative 

in the RGs: 
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D§ferment of judgement. Decisions were only reached once a group felt 

the possibilities which had been brought up had been thoroughly 

discussed and subjected to a process of trying them out in various 

ways in practice. Of course, there were times when individuals 

covertly thought of possibilities but for some reason did not bring 

them into the open. (See 4.2.5 B.1.) It was not unusual for a tutor 

coming to a meeting to be told: 'We've changed that.' Changes even 

took place at the last moment before a public performance, for 

example, while watching the public performance tutors were sometimes 

heard to say: 'I haven't seen that before.' 

Discussion with RGs and OGs students revealed that changes took place 

the day before or even just prior to the public performance. 

Quantity breeds quality. This means that conventional ideas must be 

worked through or discarded before arriving at original ones. In the 

Presentations some of the conventional ideas were those that students 

had gathered from their knowledge of plays and TV programmes. As a 15 
, 

minute Presentation could not imitate either, the students were 

constantly having to suggest new ways of coping with the particular 

constraints of the Presentation, for example, time, equitable parts 

for everyone, etc. The complaint: 'It's not working.' led them to 

explore other possibilities. 

At first RGs students found it difficult to operate under the 

conditions generally required in brainstorming. They wanted to make 

cut and dried decisions too soon, they were inhibited about coming up 

with 'way out' ideas or in risking exploring an idea, there was 

sometimes a lack of quantity of ideas, and they generally showed 
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little expertise in building on others' ideas or exploring ideas to 

discover new ones. As time went on these difficulties lessened until 

some RGs felt that the constant stream of ideas was inhibiting their 

progress. Following brainstorming ideas can be productive in a single 

session but over a period of time can produce frustration, as happened 

when some students complained of 'getting nowhere' or 'going round in 

circles'. 

4.2.8.3 Conflicts 

This was mainly dealt with in 4.2.6. 

Johnson & Johnson (1982) refer to research supporting the idea that 

many people fear or avoid conflict and feel that by ignoring, avoiding 

or denying conflicts they would go away. They therefore point to a 

need for people to learn how to deal with conflict situations as it 

was not the presence of conflict, but its destructive and inefficient 

management which caused such things as distress, violence, and group 
, 

disintegration. They also point out the values of conflict to group 

functioning. Most of the constructive outcomes of conflict they list 

were observed in the RGs: 

1. Awareness of relationship problems that needed to be 

solved. 

2. An indication of the necessity for change. 

3. Increased emotional and physical energy which was 

utilized to help solve conflict or which sparked 

curiosity and interest. 

4. Challenged individuals to find better backing for their 

point of view. 
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5. Caused the participants to think more thoroughly about 

issues. 

6. Resolved small tensions. 

7. Learnt more about oneself. 

8. Deepened and enriched relationships. 

9. Stimulated creativity or divergent thinking. 

10. Reduced cognitive egocentrism. 

Tutors generally withdrew from the conflicts in the groups, 

encouraging them to work through them for themselves. 

4.2.8.4 Co-operation 

As Jaques (1984) stresses, students do not feel like 'taking the risk 

of making mistakes and learning from themt (p 75) outside of a climate 

of trust and co-operation. In the Presentations the students felt at 

considerable risk having to· negotiate unfamiliar territory and cope 
; 

with the changing dynamics of groupwork. Evidence of co-operation was 

found in the ON and videos of all the RGs and it took various forms, 

for example: 

1. Asking how others felt about ideas and how they would fit 

into the scheme of work. 

2. Demonstrating a possible way of saying a line or doing a 

movement. 

3. Requesting i.e. asking others in the group for help. 

4. Suggesting ideas without being prescriptive. 

5. Observing others difficulties and offering advice. 



6. Encouraging and reassuring especially shyer or weaker 

members. 

7. Complimenting one another. 

8. Stating problems and requesting assistance. 

9. Sharing an interest in others' ideas. 

10. Offering ideas in the reflexive mode e.g. 'I've been 

thinking that ... ' 

11. Compromising. 

12. Covering-up e.g. accommodating students who were not at 

rehearsals for acceptable reasons. 

· 4.2.9 Tutors 
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Although the tutors followed a general pattern of allowing the groups 

to work on their own as much as possible, each tutor had a different 

style and they functioned in different ways for different groups. For 

example, RG/0 quickly developed a group autonomy and on sensing they 
_,. 

resented her open suggestions, Tutor C adopted oblique techniques of 

assisting when she judged it would be beneficial. ·However with RG/A 

the students were amenable to Tutor C's open and direct approach. 

Tutor B took a direct approach in steering RG/M away from a topic he 

judged they could not succeed in. 

The tutors initial meetings with the RGs also revealed their different 

styles: 

Tutor B was in charge of RG/M and RG/D. He made it clear to the groups 

that as they had the Handouts which he called 'a DIY kit' they really 

did not need him. He contradicted the information on the role of the 

tutor as outlined in the handout by saying they should see him 'as a 
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burden', that they would get 'little help' from him and they would 

have to succeed 'in spite' of him. 

Tutor A who took RG/S and Tutor C who took RG/A and RG/0 were not as 

provocative as Tutor B. While being encouraging, informative, and 

reassuring, they made it clear that the Presentations would be in the 

students' hands. 

With regard to Lewin's three types of leadership (See 4.2.7) Tutors A 

and C fitted the profile of the democratic style while Tutor B 

appeared to be laissez faire. Subsequent observations showed that 

while Tutor B did not participate as much in his groups as the other 

tutors, he would assist his groups with his own style of questioning, 

commenting, making suggestions, demonstrating, and provoking the 

students. 

Tutors were involved in the task and social functions of information 

seeking when students asked directly for their opinion or advice. Here 
; 

there was some element of seeking reassurance and tutors had to gauge: 

-whether to give truthful or semi-truthful encouragement, 

-to reverse the situation by asking the students to make 

their own judgement e.g. 'What do you think?' 

-to be directly critical. 

These alternatives had emotional overtones and carried some risks, for 

example, RG/D who eventually did not put on their Presentation (opting 

to do the alternative offered) felt both betrayed by their tutor who 

only told them their Presentation was not working two weeks before it 

was due to go on and elated by the fact that they were the only group 

who, as they perceived it, resisted all pressure to put on a public 
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performance. 

While placing the responsibility for the Presentations on the students 

the tutors were, in their various ways, constantly judging when, how, 

and why they should participate: 

a. in assisting with the Presentations, for example, choice 

of topic, choice of role, how to stage them, 

b. in affecting the dynamics or working of the groups. The 

ON show that the tutors spent more time discussing b. 

with each other than a. By the end of 1986 the writer saw 

a clear need for tutors to work out a policy of 

capitalizing on the groupwork experiences of the 

students. This will be discussed in more detail in 4.5.1. 

What is of importance was not their personal styles or the dynamics of 

their interaction with their groups but the TN which reflected that 

situations arose in the RGs and OGs which resulted in tutors 

reflecting on, debating, and discussing with each other the nature of 
; 

their roles as tutors, the·objectives of the Presentations, and what 

procedures should be followed in assessing the students. 

4.2.10 Speech and Draaa Students 

Part of the rationale of involving students in Presentations is that 

as an unfamiliar, creative project which is not director controlled RG 

and 0G students would explore, negotiate, and define task and social 

functions. For students who had passed Speech and Drama courses as 

part of their previous studies, it was familiar territory. Therefore 

their participation in the Presentations posed two main questions: 
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1. Did they need to take part in a Presentation? 

2. Should they be drawn into one group or not? 

In order to attempt an answer, the presence of Speech and Drama 

students in a group will be viewed in three ways: 

1. How did their absence affect a group? 

2. How did their presence affect a group? 

3. How did they perceive a project which appeared to 

duplicate their degree work? 

4.2.10.1 RGs and OGs Without Speech and Drama Students 

1. RG/S and others felt that if the performance of Speech and Drama 

students was taken as the norm for assessment they would be at a 

disadvantage. This anxiety was eased by the tutors and other students' 

reassurances, and by watching videos of past groups (with no Speech 

and Drama students) whose Presentations were seen by them as 'good'. 

2. Once they began to see they could operate successfully without 
.,,. 

Speech and Drama students, they became more confident in themselves, 

for example, 'See, we can do without them.' and other similar 

assertions appear in the ON. 

3. They felt they were better off without the Speech and Drama 

students as they worked on their own ideas and felt proud of having 

overcome all difficulties for themselves. They said they felt as good 

and better than Speech and Drama students. They also perceived Speech 

and Drama students as having a negative effect as they knew of groups 

where 'They have a deflating effect on people's egos when they say, 

"Why can't you do it? 0 like they want it done.' They expressed 

confidence that their tutors were not prejudiced in favour of groups 
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with Speech and Drama students as 'You've (tutor) seen our talent.' 

They also believed that each Presentation had its own validity and 

could not be compared with the others. 

4.2.10.2 RGs and OGs With Speech and Drama Students 

There are four examples: 

1. In OG/P the tutor reported that although there were two Speech and 

Drama students, a non-Speech and Drama student had emerged as a leader 

figure. The Speech and Drama students did not dominate but 

' .•. contributed just like everyone else.' ON at a rehearsal of OG/P 

confirmed this. 

2. In 00/R the tutor was openly concerned that the one Speech and 

Drama student OG/R9 would dominate the group. The scribe's notes 

confirm that the topic was her idea and she provided the 1st part of 

the script. However after the first few meetings, everyone in the 

group was contributing as evidenced by the scribe's notes and ON of a 

rehearsal where not only was there good participation but OG/R9 was 

challenged on a point and gave way, and where other students were 

issuing instructions to the group. 

3. The Speech and Drama students in RG/D were seen by most of the 

others as trying to lead them into paths they could not follow. RG/D 

suffered from a lack of commitment from some of its members. One 

reason given by RG/D14 was that having Speech and Drama students 

created 'a damaging effect because all group members seemed to look to 

them to do it all.' RG/D10 felt 'useless' and 'scared' in their 
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presence and RG/DS felt 'inferior'. Also together with the two Art 

students they were perceived as 'the big four' and 'the elite group' 

who 'dictated' to the others. Of particular concern to the 'oppressed' 

group was that the 'select' group: 

-only pretended to listen to others suggestions; 

-used laughter and mockery to dismiss others' ideas; 

-accepted their own ideas 'no matter how silly'. 

-were self-justified and intolerant i.e. found fault with 

the others, and saw only their own excuses for being absent 

at rehearsals as 'acceptable'; 

-put on a show of commitment when the tutor was present. 

RG/D9 felt so strongly about the Speech and Drama students that he 

believed they 'should form their own group.' RG/DlS after having 

initially felt happy about Speech and Drama students, came to resent 

their domination as it silenced the potential contributions cf 

creative ideas from others. Although some students stayed negative 

towards the Speech and Drama students, others became philosophical and 
~ 

tolerant about the situation. (See Appendices K, L, and M) 

4. RG/0 This group tended to be dominated by the Speech and Drama 

student RG/014. However the group developed a fairly clear 

understanding that while RG/015 and RG/01 (both non-Speech and Drama) 

supplied the draft-script, RG/014, assisted by the other Speech and 

Drama students would ensure a polished Presentation and RG/04 would be 

the 'father confessor' and mediator among the group members. RG/06's 

experience was typical. At first she felt 'awed' by the Speech and 

Drama students and reserved about expressing her ideas because she 

regarded the Speech and Drama students as having the ideas and ability 
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to.communicate them. As the meetings proceeded she perceived that 

although they came 'across very strongly' it was done to assist and 

not dominate the group and gradually she started to contribute ideas. 

The ON show the Speech and Drama students encouraging others to 

contribute. When it was felt they were being too dominating and 

imposing their ideas, RG/02 attested to the fact they were challenged 

and the disagreements were worked out. They met more often than other 

groups and were taken through various group sensitivity and speech 

exercises by the Speech and Drama students who emphasized the 

importance of feeling like a group in order to operate as a group. 

4.2.10.3 Speech and Drama Students' Perceptions. 

Only one of the Speech and Drama students in the RGs felt she did not 

need the experience of the Presentations. All the others, as well as 

some of those in the OGs, found it had taught them something, for 

example, patience, and tolerance. In the two to three years in a 
; 

Speech and Drama Department they had experienced a common training, 

but in the Presentations they had to learn to adjust to the needs of 

others without that background and training. Until it was suggested to 

them, OG/W7 and OG/W9 were unaware of how intimidating their 

enthusiasm was, but after this had been pointed out to them. they 

started to devise ways to accommodate and incorporate the others in 

the group. 

Despite being somewhat disillusioned RG/Dl and RG/D3 began to perceive 

that the 'group feeling', 'group commitment', and 'magic and 

excitement' they had enjoyed working with homogeneous groups in the 

Speech and Drama Department was not automatic and they learnt 
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something of the complexities, diversities, and skills needed to work 

with non-Speech and Drama students. They felt this was helpful as, by 

giving them an appreciation of •what they had forgotten they did not 

know•, they would be more sensitive to the needs of Speech and Drama 

pupils in the schools. 

The disillusionment of two Speech and Drama students in RG/0 (RG/014 

and RG/011) was of particular interest. From the beginning they 

involved their group in group sensitivity exercises derived from their 

training in the belief that if a group felt like a group they would 

act as an organic whole. The testing point came when they had to 

decide whether to put on the public performance or do the alternative 

offered. (See 1.11.5) At an open group discussion it was decided to 

opt for the alternative. Subsequently some members went to RG/04 who 

they regarded as a mediator and asked him for support in arranging a 

vote on the matter by secret ballot. This was done and the result was 

a decision to put on the public performance. RG/014 and RG/011 were 
; 

disillusioned by this occurrence, not by the particular choice, but by 

how it had been done as they felt the secret ballot negated the whole 

ethos of working in the open, democratic, and trusting manner they 

thought they had been so instrumental in creating. 

4.2.10.4 Participation of Speech and Drama Students in the 

Presentations 

As far as the data collected suggested, the writer drew the following 

conclusions. 
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1. The expertise offered by the Speech and Drama students had both 

positive and negative effects on the other students according to the 

way in which the Speech and Drama students operated which in turn was 

influenced by their personal approach as evidenced in 4.2.10.2. 

2. The main benefit for the Speech and Drama students appears to have 

been that they learnt to unlearn what they had learnt i.e. to see the 

Presentations from the point of view of the beginner. This experience 

would benefit them in the school situation where the pupils would also 

be novices. Even in RG/D where their effect was seen as the most 

damaging, the ON show they made some attempt to reach out to the other 

students. 

3. On the other handt the Speech and Drama students were faced with: 

a. having to overcome the other students' perceptions of them as 

'elite' just because they were Speech and Drama students, for example, 

they possessed special skills and they had a corporate image on the 
. ; 

campus (usually expressed by being labelled 'extroverts') acquired 

from being in a Speech and Drama Department. 0G/R9 was the most 

successful in breaking down the negative perceptions of the students 

in her groupt 

b. unwittingly reinforcing the other students' negative 

perceptions merely by being enthusiastic and, without realizing the 

effect it was having, being in close proximity to each other while 

operating within their groups, as was the case with OG/W7 and OG/W9 

who were constantly together. 

Exposure to the experiences of a. and b. brought to their attention 

that as teachers they would have to deal with the pre-conceived ideas 
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of school staff and pupils of a Speech and Drama person. This is of 

particular importance as Speech and Drama was only introduced into the 

Indian schools as an optional subject in 1983 and its future will 

depend partly on school principals being convinced of its value in 

their schools. 

It is therefore the writer's opinion that Speech and Drama students 

should continue to take part in.the Presentations and that they should 

not form a separate group. 

4.2.11 Summary of Groupwork 

The data collected was checked in terms of the theories outlined in 

Jaques (1984) and Johnson and Johnson (1982). It was seen that the 

Presentations gave the students an opportunity to experience and learn 

from working in an open-ended project both in terms of task and social 

functioning. The RGs moved through the predicted early, middle, and 

later stages of groupwork. The following statement, which is 

essentially the same as the perceptions of the 1983-1985 students, 

were noted as among the most important results of the Presentations. 

During the process of the Presentations students: 

-worked in a creative manner, 

-acquired confidence in their abilities, decisions, 

and potential, 

-acquired tolerance and respect for each other, 

-formed friendships which operated over and above meeting 

for the Presentations, 

-learnt how to compromise, 
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-learnt about the complexities of the task and especially 

the social skills of group dynamics, 

-learnt to operate as a group which included handling 

conflicts and criticism, 

-learnt to listen. 

The writer is of the opinion that although theory, for example, the 

tutors' use of 'discovery learning' had informed the practice of the 

Presentations, the practice had developed to a stage where a re

investigation of theories of groupwork would benefit the practice. The 

theory would also provide the framework for future investigations. 

4.3 Verification 

Several attempts were made to try to verify the perceptions of the 

students about the Presentations by using triangulation. (See 1.6) 

4.3.1 1986 Students 

The writer looked at the statements of students by tracing what they 

said in the interviews back to data in the ON and the TP reports of 

the 1st and 2nd Block sessions, to see if what they claimed in the 

interviews could be verified by reference to these other two sources. 

The following examples will be prefaced by reference to students' 

perceptions which were established in 3.5 and 4.2. 

A. Participation in the Presentations was for most students an 

experience in learning to listen to and accommodate or respect others 

points of view and feelings. 
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Example 1 : RG/A6 

The ON show that RG/A6, a pleasant, articulate, and enthusiastic 

student constantly pressed for and defended his ideas. In the 

interview he acknowledged this: 

'I wanted to be everything .•• ! wanted my views to be 

accepted by them.' (i.e. the others in his group.) 

However, from the 7th meeting he was starting to listen to and 

acknowledge other points of view. The ON record him saying: "I think 

that•s a much better idea' and in the interview he said: 

' ••. they didn't accept my views .•. and the thing came out 

much better than I thought so it made me realize ..• mine is 

not the only view ... I'm not the only one around.' 

The group effort of what he called •merging' was seen by him as 
~ 

'vital' in teaching, i.e. pupils' views must be accommodated and 'when 

they speak ... they (must feel) they are not in the wilderness •.. people 

listen to them.' In the interview he said he tried to put into 

practice what he had learnt i.e. that schools are not indoctrination 

centres and teachers •are not there to impose.' The writer consulted 

his TP file where the lecturer commented that in the 2nd TP Block 

session his lessons had indeed become less teacher dominated. 

Example 2: RG/S10 

A similar pattern was seen in this student. His interview statement 

that he was not 'very accommodating' in the 1st TP Block session is 
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borne out by the lecturer's comment on his teaching in this session 

where it was noted that although he provided stimulus material for the 

pupils, his comments and questions restricted and controlled their 

answers. Also in the interview he referred to his experience of the 

'authority figure' in education, for example, in a school play 

everything was 'okay' if he 'did as the teacher told' him. This 

attitude was obvious in the opening group meetings e.g. he asked the 

tutor 'What exactly do you want us to do?' and although he found the 

tape/slide session (when students were shown examples from past 

Presentations) 'enlightening' he wanted it to be 'a bit more 

explicit'. Looking at the ON and the videos it was noted that although 

he was quieter than the more vociferous members he was involved in the 

give and take of negotiations. He was assessed by one of his lecturers 

as 'intellectually bright' and 'well able to hold his own in 

discussions'. In the interview he said that the Presentations took him 

away from 'individual selfishness' and helped him to show 'more 

concern for others ... for the pupils and understanding their point of· 

view.' The report of his performance in the 2nd TP Block session bear 

this out: 'You encouraged pupils to think and work out answers for 

themselves.' 

B. Students commented on how the Presentations helped them become more 

confident. 

Example 1 : RG/S6 

Her lecturer in the 1st TP Block session refers to her being 'too 

factual in approach' and 'too formal'. In the interview she often 

referred to how the Presentations, by being 'relaxed' and 'casual' 

where she felt 'free to speak'.and there was 'just a free flow of 
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ideas with no restrictions' helped her to become less inhibited and 

'more extrovert'. The ON and videos show her participating in the 

group activities and in the 2nd Block session the lecturer notes she 

had made 'tremendous progress', was 'more relaxed', and that she 

allowed for more pupil involvement and had a better relationship with 

the pupils. 

Example 2: RG/S11 

Her lecturer in the 1st TP Block session commented that her shyness 

was affecting her relationship with her pupils. In the interview she 

called herself a 'reserved, quiet person' who benefitted from the 

socializing aspect of the Presentations: 'I enjoyed the company, the 

humour ... ! found the most important thing was my improved 

communication.' The report of the 2nd TP Block session indicated that 

she was less shy and had a 'good rapport' with her students. The ON 

and videos show her participating animatedly, and her self-confidence 

improved to the point where at one rehearsal she took over another 
; 

student's line who agreed that she could say it more forcefully. 

In the interviews only six RG students from RG/0, RG/M, RG/A, and RG/S 

felt the Presentations had been of no particular value to them. RG/D 

students were not interviewed as they handed in written comments of 

their perceptions as part of the alternative to putting on a public 

performance. These comments confirm the comments concerning this group 

in 4.2.10.2 No. 3. (See Appendices K, L, and M) 
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4.3.2 Results of Questionnaires to Ex-Students 

At the end of 1986 open-ended questionnaires were sent to teachers who 

had been 4th year students in the Faculty in 1983, 1984, and 1985. 

(See Appendix 0) They were asked: 

'Of what value has the Speech Presentation been to you 

during your years of teaching after leaving UD-W?' 

This was undertaken because the writer became aware of the necessity 

of inviting comment on the Presentations from those who were outside 

the authority of the Faculty and therefore were in a 'no risk' 

situation. 

The questionnaires were sent to try to establish: 

1. Whether or not the value{s) students had attached to 

the Presentations were operating once they were 

actually involved in the school situation. 

2. What factors became of greater value to them once they 

were in the teaching situation i.e. whether other 
, 

aspects of their experiences of the Presentation might 

come to the fore. 

155 out of 627 replies were received i.e. 24.7%. 

16 out of the 627 were returned 'Address Unknown' i.e. 2.6% 

The replies were examined with a view to establishing categories as 

was done with the responses from the students from 1983 to 1985. (See 

3.5) Several categories were established and these are itemized in 

Table 10. Percentages were worked out according to the scheme outlined 

in 3.5. For example, of the 155 replies, 42% wrote that the confidence 
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they had gained from being involved in the Presentations was of value 

to them in their teaching. 

Table 10 

Confidence 

Productions at school 

Experience in Presentations which parallel 

those in teaching 

Useful in specific lessons 

Of little or no value 

Speech/communication 

Unable to supply the required information 

42.0% 

40.0% 

39.4% 

24.5% 

18.1% 

15.0% 

8.4% 

Criticisms and suggestions. It was not possible to put a percentage 

value on this category as it was often closely allied to the category 

of 'Of little or no value'. 

Confidence 

Confidence was seen as significant in the teaching situation: 

'Self-confidence ••. is an important trait for a teacher.' 

The confidence gained was seen as operative in the classroom 

situation, in speaking at assemblies, in taking part in public 

functions held at the school (e.g. speeches to parents, giving 

demonstration lessons, presenting seminars), and communicating with 

other teachers. It was particularly useful to a new teacher: 'when I 

was transferred to three different schools and faced three different 

groups of teachers as well as pupils.' 

Confidence gave the teachers a belief in themselves, courage to tackle 

challenges, and a feeling of ease in the classroom situation. 
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froductions at school 

It appeared that not only the Speech and Drama, and language teachers 

were expected to do productions, e.g.: 

'It was .•. compulsory for each teacher to prepare an item for the 

school concert.' 

The replies showed that teachers of Physical Education, Economics, 

Science, Art, History, Home Economics, and Mathematics were all 

involved in productions. 

46 out of the 62 teachers who wrote about productions at· school were 

actually involved in productions. 

15 out of the 62 said they would be involved if given the chance or 

they mentioned having gained knowledge and experience of production 

work. 

1 out of the 62 said the Presentation 'was of no benefit whatsoever in 

my preparation for our School Plays.' 

~ 

From the responses received from the ex-students it appeared that 

drama is one of the recognised extra-curricular activities at 

schools. Mentioned in the replies were: school play, variety 

concert/show, end of the year social, drama club/society, Lunch Time 

Theatre, weekly 'Funtime' programme, Activity Period, and Open Air 

Theatre. 

The teachers mentioned examples of the skills they had acquired: 

selection of cast, acting, theatre arts, organization, and script 

writing. 
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Parallel situations in schools 

The teachers drew attention to how they were able to apply the 

learning experiences of the Presentations to the school situation. The 

majority of these comments related to how they applied what they had 

experienced and learnt from being in a group to the school situation, 

for example, co-operation, tolerance, seeing another's viewpoint, 

ability to organize, and handling different personalities. 

Examples of the data will be presented in note form: 

Il 

T followed by a number will denote the teacher, 

P will be their remembered experience of the 

Presentation as students, 

Swill be the present parallel school situation. 

P: The Presentation made demands (role playing in front of an 

audience) which were 'nerve-wracking and horrifying.' 
; 

S: 'we as teachers constanrly make demands on our pupils. The Speech 

Presentation course tacitly taught me to be more realistic in my 

expectations of pupils and imagine and understand their possible 

dilemmas/problems.• 

P: Everyone had to play their part for the Presentation to run 

smoothly. 

S: The running of a school depends on the sense of responsibility and 

co-operation of its members. 

r: Learnt tolerance and consideration of others. 

S: 'different people have to be treated differently and with caution.' 
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ll 

P: 'learning to cope with the stresses of human relationships' in a 

situation where students are given freedom to create and achieve. 

S: pupils are placed in a similar position of being given the chance 

to display and nurture talents with the help of the teacher who 

understands and helps pupils to overcome the difficulties. 

P: Gave the opportunity to work in a group. 

S: 'As a teacher you function in a group and not as an isolated 

individual. To come to grasp (sic) with the basic technique, method, 

manner, with regards the values, ethics and morals of functioning 

within a group is very significant to a teacher.' 

P: 'to become aware of the importance of speech as our chief means of 

expressing thoughts and feelings and communication with people.' 
.,,. 

S: 'I was able to create tnis awareness in my pupils and heighten 

their creative imagination and general sensitivity and perception.' 

T74 

P: 'our play dealt with indoctrination, compartmentalization of the 

teaching process.' 

S: 'I am now aware of the results of stereotyped teaching and try not 

to be so - but to be aware of new trends and methods to improve.' 

P: 'worked under pressure.' 
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S: 'has given me a great outlook on things here in school, of how 

pupils think and work under pressure.' 

T122 

P: 'the course made me aware that there are many interpretations to a 

"message".' 

S: 'the teacher has to think carefully about the presentation of the 

lesson. In the time available he/she has to get the same message 

across to many people, to aim at a common interpretation.' 

Useful in lessons 

Teachers found the presentations useful in the teaching of various 

subjects. Ideas from the Presentations were used in English in oral 

work, creative writing-, literature, sight reading, group discussions, 

and improvisational work. 

Role play and dramatization were used in teaching History and Home 

Economics. 

Speech/communication 

1. Teachers felt that they were able to speak more clearly, project 

their voices, avoid being monotonous or boring, and avoid vocal 

strain. 

2. They used their voices expressively and with dramatic effect. 

3. They made use of gesture to make lessons more exciting and dynamic. 

The reasons they gave for the importance of good speech and 

communication were: 

-for the enjoyment of the lesson, 
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-to hold pupils' attention, 

-'because inspectors, principals and HOD's comment on the 

teacher's speech and language.' 

Qf little or no value 

With the exception of T86 whose reply was 'None', teachers gave 

reasons why it was of little value to them. The reasons were: 

-the effects of the experience wore off, 

-they resigned from teaching, 

-it would only be useful if they were teaching English or 

were involved in producing plays, 

-they were unable to put their ideas into practice, 

-there were other ways of achieving confidence and 

experiencing the benefits of groupwork than through a 

Presentation. 

Suggestions and complaints 

Although not required, some teachers offered a variety of suggestions 

ranging from utilizing the time for more Method lectures to extending 

the time spent on the Presentations and learning specific drama 

skills. Their suggestions and criticisms closely paralleled those made 

by students at the end of their 4th year. (See also 3.4.l N0.1.) 

4.3.3 Comparison of Comments 

The writer was able to compare what 46 teachers wrote about the value 

of the Presentations at the end of their 4th year, with what they 

wrote as teachers after 1-3 years of teaching. This was done to see if 
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there were any notable discrepancies between the two responses. As 

what they wrote as students and as teachers was in the form of open 

comments, it was not possible to make any quantitative comparisons. 

T86 was the only reply which negated the response given as a student. 

As a student T86 responded with two pages of commentary which stressed 

the value of 'self-sacrifice, unity and patience'. As a teacher, the 

response was one word, 'None'. 

As a student T114 wrote about a number of problems relating to co

operation in the group and also mentioned the positive experiences of 

working in a group. However, as a teacher, T114 expressed the view 

that the broad aim of the Presentation, for example, co-operation, 

sharing, establishing good group relationships, had not been met. The 

only learning that could be utilized in the school situation was to 

help the pupils in planning and making displays and posters. 

The other 44 comparisons revealed that values the students mentioned 

while they were at university were also mentioned in their replies as 

teachers, for example, confidence, learning from being involved in 

groupwork, opportunity to realize creative potential. Obviously some 

of the learnings they commented on as students were not mentioned in 

their replies as teachers, and some of the points which they made as 

teachers were not mentioned in their student replies. 

4.3.4 Results of Questionnaires to Pupils and Teachers 

In the interviews students stressed the importance of teaching 
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as a two way communication activity where pupils potential should be 

encouraged, their feelings taken into account, a good relationship 

established, and where groupwork and creativity should be encouraged. 

They said the Presentations had helped them to experience these in a 

practical way. The writer therefore carried out a small survey of 241 

Std 9 pupils and 51 teachers from 3 Indian schools in the central 

Durban area to see how these issues were viewed in practice. (See 

Appendices P and Q for the questionnaires, and Appendix R for details 

of the results) 

The results can be summarized: 

1. Pupils divulged that the qualities they would like in their 

teachers were understanding, friendliness, and a sense of humour. An 

ideal profile would be a teacher who could motivate and encourage 

learning, and treat the pupils like human beings by respecting them, 

and being open-minded, and tolerant. 

Teachers questioned about tl}..e most important quality a teacher needed 

stressed 'dedication' and an ideal profile would be a teacher who 

would 'be able to put the subject matter across', be patient and 

accommodating, and 'treat pupils like human beings, not animals.' 

2. The aost undesirable qualities in a teacher were identified by the 

pupils as those reflecting physical and emotional abuse e.g. hitting, 

insulting, condemning, and intolerance. Also disliked by pupils were 

teachers who acted in a superior, self-centered, and authoritarian 

manner which belittled them, and those who taught poorly. Also 

disliked was favouritism towards high IQ pupils, gossiping, and 

backbiting. 
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In response to the question about the worst quality they observed in 

teachers, the teachers made practically the same comments as the 

pupils. For example, they wrote of 'degrading a pupil', 'intolerance', 

'arrogance', and poor teaching. 

This investigation of pupils and teachers perceptions supported the 

view that pupils should not be seen as empty vessels into which 

knowledge is poured, but they should be allowed to participate in the 

learning process and be treated with consideration. In the interviews 

-the students pointed out that although they were exposed to these 

ideas in lectures and discussion groups the approach was mainly 

theoretical, whereas in the Presentations the theory became practice, 

for example, groupwork in the classroom was seen as desirable, but the 

experience of being in group gave them a better insight into the 

complexities of organizing and sustaining groupwork for the benefit of 

the pupils. This issue of 'learning by doing' will be further 

discussed in 4.4. 

4.4 Why Presentations? 

The writer looked at this in two ways: 

1. How did the students perceive the Presentations to be 

different from other work in the Faculty? 

2. Was there an alternative to the Presentations? 

4.4.1 Differences between the Presentations and Other Courses 

The whole 4th year was perceived by the students (who offered the 

information) as being different from previous years especially in 
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gaining confidence, being open to change, being exposed to new ways of 

learning, coming to terms with different viewpoints, and being exposed 

to groupwork. They saw these mainly as a result of English Usage 

lectures, the Teaching Practice component called TLC (a double acronym 

meaning both teacher, learner, ~ontent and tender loving ~are), ~nd 

the Presentations. As it was a complex and integrated learning 

experience it was difficult to quantify exactly what particular 

exercises were responsible for what particular insights. 

The writer therefore had to consider the question of whether the 

Presentations could be dispensed with or not because of duplication of 

these in other courses. The interviews provided information that 

suggested that clear differences existed between the experience of the 

Presentations and that of similar exercises in other courses: 

1. While being challenging and stimulating the English Usage 

lectures did not fulfil the requirements and therefore 

the opportunity for groupwork, for example, with over 200 

students there was little opportunity for intense face to 

face interaction. 

2. The TLC sessions were geared to groupwork, but, distinct from 

the Presentations, 

a. they were purely discussion meetings, 

b. the discussions centered around set readings, 

c. the proceedings were too formal, 

g. the TLC tutors were sometimes too much in control, 

d. they lacked the creative element, 
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e. discussions led nowhere i.e. they were not geared to 

eventually finding a goal in which all could share, 

f. issues could not be thrashed out, consensus or 

compromise could not be attempted because individuals 

could state, protect, and remain comfortable in a 

viewpoint without having to acknowledge the challenge 

different perspectives, 

h. students could not talk freely and informally, 

i. students would say things just to impress the 

lecturer, 

j. they did not generate the closeness and depth of 

interpersonal relationships, 

k. there was no activity, 

1. there was no end product towards which all could 

contribute and share in its success, 

m. there was no emotional high, fun, or excitement • 

.,,,,. 

4.4.2 Alternatives to the.Presentations 

of 

A few students voiced the opinion that an alternative to the 

Presentations should be found. Also, of the 22 out of 46 lecturers in 

the Faculty who responded to a questionnaire, (See Appendix S), only 

one saw no value in the Presentations and suggested that the time 

\ would be better spent on subjects 1 ike First Aid, ·Woodwork, Public 

Speaking, and Special Methods. Although this was a minority view it 

provided the motivation to consider·alternatives, for example, 

simulation games, field trips, a social weekend, the other arts 

(music, dance, art). This could only be attempted theoretically as no 
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experimental and control groups were set up. Such a study could be 

done in the future if necessary. 

1. Simulation Games 

These allow for discovering many of the positive aspects of groupwork, 

for example, co-operation, learning from each other, and learning 

about oneself through role play. However, games are structured for 

groups and not by them. They usually deal with situations like 

survival from an air crash, trade union negotiations, and industrial 

planning. Although players can get very involved there is a sense of 

the game being either non-real or heavily protected, for example, 

Monopoly is fun because one can lose a fortune without having to live 

out the consequences. A Manage the Ecology game can lead to 

destruction of life and land without taking any responsibility. 

The Presentations were a real life situation which had real 

consequences i.e. it carried marks, and as noted in the 1983-1985 
, 

comments the students said 'they had learnt about being responsible to 

others by having to persist·with and complete the Presentations. 

2. Field Trips 

Here, unlike simulation games, the students could be involved in a 

real life situation by choosing the site, compiling worksheets, making 

the arrangements, writing up reports, etc. Tasks for which the 

students can be individually and collectively responsible and receive 

marks can be clearly identified. Even role play could be utilized 

either in the pre-planning or evaluation phases. There are other types 

of field trips, for example, the Wildlife's Umgeni Valley weekend 
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which involves students in group dynamics and discovery learning. It 

would be useful in future to attempt a comparative study of that 

particular field trip and the Presentations. However the Presentations 

were essentially a creative activity which constantly involved the 

groups in responding to unexpected turns, twists, discoveries, and 

difficulties. The students were structuring and restructuring both the 

format and role play component of the Presentations, and their 

relationships within the group. 

3. Social Weekend 

If this included a field trip it could involve all its features noted 

in 2. above plus more opportunities for responding to the unexpected, 

for example, coping with a sudden rainstorm or an accident. However it 

would lack the opportunity for students to be creative in the sense 

that they noted they made something from nothing. There was the 

experience of, through their own efforts, creating a Presentation 

which they performed before an audience who enjoyed and appreciated 

their creation. 

With regard to 1. 2. and 3. above an essential factor in the 

Presentation was the time factor. The Presentations extended over half 

the academic year allowing time for the creative process and the 

working out of the dynamics in the group. If they were given less time 

both the creative and the group processes could be devalued, for 

example, expedient decisions taken, conflict situations glossed over, 

co-operation cheaply and unrealistically bought. Also the 

Presentations were seen by the tutors as an unlearning experience, for 

example, unlearning that knowledge is only something outside oneself 
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that can be memorized from a textbook by an individual brain in a few 

hours to be regurgitated in a test the following day. If the process 

of acquiring knowledge is seen as an activity in which people make and 

negotiate meaning (i.e. the meaning of the topic of the Presentation 

and the meaning of groupwork) as a long and often difficult process 

and if the Presentations were used to demonstrate this they must not 

be hurried otherwise they could be counter productive. 

4. The Other Arts 

As far as creativity is concerned none of the other arts has the 

advantages of the Presentations. Music demands a certain technical 

expertise and knowledge of the subject before one can experiment and 

improvise. An art work such as a mural could be planned, but once the 

design is approved there is little room for continued negotiations. 

There is also the question of logistics - where could one place 23 

murals in the Faculty? Dance is the closest possibility, but again the 

level of expertise needed would in all likelihood make it too 
, 

difficult for the students to accomplish. Students are more likely to 

anticipate that some of their needs as prospective teachers are likely 

to be met in a Presentation than involvement on one of the other arts. 

Moreover dance/movement, music, and art can all form part of a 

Presentation. For example, 4 of the 5 RGs and a few of the OGs had 

dance/movement sequences, a few of the OGs had group or solo singing, 

and all the groups were involved in designing posters and programmes. 

Also all three arts do not really have an opportunity for speech and 

the Presentations alone have the potential for drawing on, combining, 

and developing the raw talents of a group of ordinary people in a 

creative activity. Schools, clubs, and various social societies all 
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dabble in or take pride in putting on anything from skits to plays 

using their ordinary members while musical items, dance, and art 

exhibitions are usually the preserve of the specially trained. 

While writing the above, the writer became aware of several 

unsatisfactory aspects of points raised in 1.-4. above. These will be 

addressed in Chapter Six, as together with several other aspects that 

emerged in the data, (See 4.6} they pointed the way to the 

recommendations in Chapter Six. 

4.5 Assessment 

Students knew that the Presentations were assessed: 

1. As a product i.e. they worked towards an end product. This 

perception was encouraged by statements in the handout. 

2. As a process. This perception was encouraged by the tutors when 

discussing the Presentation with the groups. 
~ 

Although the question of assessment was an issue tutors discussed with 

each other, the necessity for a thorough critique of this way of 

working was either glossed over or avoided because the system seemed 

to work i.e. students seemed to accept that an external examiner would 

give a group percentage for the end product, and the tutor would 

moderate that mark for each member of the group according to their 

assessment of the individual contribution to the process. As it was 

for examinations this mark was not revealed to the students. 

The inadequacies in this system were brought into sharp relief when 

RG/D opted to do the alternative and not to put on their Presentation. 
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They claimed that what they had learnt from the 'process' was of most 

value to them, and to put on a public performance would just be going 

through the motions 'for the sake of marks'. This incident, together 

with comments made by Tutor A on the disadvantages of a public 

performance which is seen as an end or final product, prompted the 

writer to continue observing the groups for a longer period than 

planned in order to collect more data for evaluating the assessment 

system. (See 1.4.3 No. 3.) The final stimulus for the opinions 

expressed in 4.5.1 and 4.5.2 came during the RG interviews where 

students claimed that being asked to reflect on their Presentation 

brought what they had learnt from it into sharper and clearer focus. 

4.5.1 Evaluation of the Assessment System 

No matter how democratically a group may have worked and no matter how 

much the tutor assumed the role of facilitator, the allocation of 

marks was in the hands of the external examiner who supplied a group 

percentage, and the tutor who moderated that mark for each student in 

the group. Jaques (1984) attests that the most serious difficulty in 

assessing project work is assessing the individual students whose work 

has been done in a group. He provides an overview of the different 

approaches by various British educational institutions in tackling 

this problem: 

Example 1 

Richardson (in Jaques, 1984) brought the subject of assessment out 

into the open with students and worked through the anxieties 

engendered in them by her dual role of facilitator/assessor. She found 
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that this application of the self-disclosure technique triggered a 

more open climate of communication which led to an improvement in task 

and social functioning. 

Example 2 

At the University of East Anglia, grades for members of the group were 

determined by two essays, but no marks were awarded unless students 

handed in a file containing an account of their work in the group, the 

themes, and arguments raised in each meeting, and a summary of their 

own developing views written at set intervals. 

A consideration of these examples underscored the importance of re

considering the assessment question of the Presentations, not just as 

how to arrive at a mark, but more importantly how to improve the 

quality of the learning process. The writer is of the opinion that: 

-students should be involved in the assessment through a process 

of reflection and self-appraisal, 

-this process should start from the first meeting and continue 
. 

well after the public performance, 

-a handbook of guidelines, approaches, and techniques should be 

produced for tutors to use according to their teaching styles 

and the needs of their groups, (See 4.5.3) 

-students can choose or develop methods of assessment to suit 

their immediate situation or needs, 

-the whole process of assessment should be tackled in a more 

organized manner, (See 4.5.3) 

-issues raised in the assessment process should, as far as 

possible, be related to their other course work especially 

Teaching Prac~ice, 



182 

-where possible tutors and/or students should inform Method 

lecturers (who see the students teaching in schools) of task 

and/or social issues with which they are grappling. 

4.5.2 General Procedures for Assessment 

The consequences of assessment should be learning and change as 

opposed to a judgmental procedure i.e. assessment should lead to an 

improvement of task and social functioning. As such there are several 

factors which should be borne in mind, for example: 

-it must be conducted in a climate of openness and trust, 

-it must be organized as a co-operative act in which students 

and tutor articulate their experiences and both learn from it, 

-everyone should be clear about the rewards whether they be 

needs or marks or both, 

-there must be opportunities for members to develop, change, and 

therefore benefit from the assessments, 
; 

-tutors must·be aware of the bias inherent in any method used 

and subject the 'results' of assessment to discussion where 

these can be supported or challenged, 

-tutors must consider or submit to group consensus the ways in 

which the 'results' of assessment are'presented. 

Other factors that tutors need to. be sensitive to are: 

Unlearning i.e. shedding acquired expectations and stock responses and 

acquiring new ways of listening, perceiving, and acting in groups. 

Jaques (1984) refers to Miles (1981) who believes that although this 

is not easy for adults, it is more possible if the group itself is 

used as a learning medium. 
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Presence of antipathetic members. A few cynics can contribute to the 

healthy functioning of a group but if they are persistently negative 

their effect can be destructive. 

Developing a climate of mutual trust and tolerance. Participants 

should feel free to take risks, admit failures and anxieties, and 

experiment with newly learned behaviours. This could develop naturally 

or through the use of exercises. 

Using distancing mechanisms such as role play, assessing an unknown 

group on video, or a video of their own interaction some time after 

its recording. 

Placing emphasis on examining social rather than personal behaviour 

i.e. examining how people relate to each other should take precedence 

over personal criticism. 

4.5.3 Examples of Methods for Assessing Groupwork 

In using any of the following a group must agree on the method to be 
; 

used, and must face and answer questions like: 'Who is it for, how is 

it to be used, how honest can we be?' 

Observation. The most useful one is the fishbowl technique where sub

group A observes and assesses sub-group B, and then they reverse the 

procedure. 

Diaries in which students record ideas, concepts, principles and 

information, what they have learnt of their communication abilities, 

their contribution to the group process, and how they saw the group as 

a whole. These comments can be shared on a selective basis. 

Report back from the previous meeting. This provides a sense of 

continuity of what happened and what was gained from the previous 

meeting. 
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Checklists. The group devises its own criteria and marking system for 

assessing specifically identified issues. 

'Do it yourself' checklist. By using the snowball technique groups 

identify and note key statements about the groupwork (task and/or 

social). The advantage of this is that salient features can be rated 

so differences and/or agreements are made apparent. 

Interviews could be conducted in various ways but the purpose is to 

help students reflect intensively and comprehensively to integrate 

their learning, and note how effectively or otherwise the group works 

in order to facilitate future action. 

Pass-round questionnaires. The tutor identifies particular areas for 

students to make written responses. These responses are shared with 

the group and critiqued by them, after which they add further comments 

to their original responses. 

Self-made assessments. The group is split in two. Each sub-group 

devises a technique for assessment for the other group and then 

actually administers it. This could happen during or at the end of the 

group project. 

Video playback 1. A group at work could be recorded and later viewed 

by them. Preferably an outsider should be brought in to ask 

facilitating questions whenever the tape is stopped. 

Video playback 2. Two groups view videos of each other's public 

performance followed by a discussion. 

Although the tutors did spent time reflecting on and discussing ways 

to improve the social and task functions of the groups and although 

students were encouraged to some extent to reflect subjectively on 

their experiences, there is a need for them to assess their 
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experiences more objectively via the frameworks offered by theories 

and research findings of writers on group dynamics. 

4.6 Selection of Data to be Used for Recommendations 

While writing this chapter several issues arose which pointed the way 

to changes of direction which the Presentations could take to maximize 

their efficacy in a teacher training course, for example, the subject 

matter of the topics. assessment methods. the disadvantages of the 

public performance as it exists at present. and what could be learnt 

from considering altebnatives to the Presentations. These points 

should come into clearer focus after linking them with the information 

to be presented in Chapter Five. 

4.7 Summary 

During 1986 the writer was able to investigate the RG and 0G students' 

perceptions of groupwork via the theories offered by writers on group 

dynamics. Verification of students' perceptions were sought by using 

triangulation. The question of whether Presentations were the most 

suitable medium for attaining their objectives was briefly examined. 

The methods of assessing the Presentations were also considered. 

The next chapter will look at the value of the Presentations in the 

context of educational drama/theatre and teacher behaviour. 
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CHAPTER FIVE 

THE PRESENTATIONS IN RELATION TO CERTAIN ASPECTS OF EDUCATIONAL 

DRAMA/THEATRE AND TEACHER TRAINING 

5.1 Introduction 

The Presentations will be related to selected issues which are found 

in: 

1. Educational drama/theatre. These are: 

-drama/theatre as a learning medium i.e. apart from 

learning about interpersonal relationships and 

group dynamics, 

-drama/theatre as a means of personal and social 

development, 

-changeability, 

-drama/theatre skills. 

2. Teacher behaviour. 

In this chapter, unless otherwise stated, the term 'the students' and 

its equivalents refers to the students from 1983 to 1986. 

5.2 Drama/Theatre as a Learning Medium 

Students chose a wide variety of topics which were of interest to 

them. Observation of the RGs revealed that students learnt about the 

subject matter of a topic: 
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1. as a result of lecturers questioning them about their choice of 

topic and how it would be presented, 

2. as a result of their listening to and accepting the proposals of a 

few students who felt deeply about a topic. For example, in RG/S it 

was the enthusiasm of RG/S3 warning people about the threat of nuclear 

weapons which led RG/S to explore and present this topic. As the rest 

of the group knew very little about nuclear power, the planning of the 

Presentation provided them an opportunity to become more informed 

about it, 

3. as a result of students reaching agreement on an idea and then 

researching it to find the material for the script, for example, RG/D 

and RG/M. 

Although students were always encouraged to research whichever topic 

they chose, this did not necessarily occur either for everyone in the 

group or to the extent that the tutors might have wished. However this 

does not mean that learning about the topic in some form did not take 
~ 

place, for example: 

1. GP/A chose a topic that was familiar to them as student teachers. 

They contrasted two styles of teaching, one 'good' and one 'bad'. They 

drew on information from other lectures, their life experiences, and 

their expectations of the standards they would be required to meet as 

teachers. In the course of the interviews several RG/A students told 

the writer that although they had learnt in didactics about 'good' and 

'bad' teaching methods, the realities of their effects on pupils only 

struck home after they themselves had been involved in acting out the 

classroom situations. Also a number of the students who had to role 
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play Std. 6 pupils found difficulties in putting themselves in role. 

During the Teaching Practice session before the Presentation they took 

a fresh look at the behaviour, language, and interests of Std. 6 

pupils and came back with a better understanding of pupils at that 

age. 

2. The Presentations were part of the English Usage course in which 

Teaching as a Subversive Activity by Postman and Weingartner was a 

prescribed textbook. Students generally found difficulty in 

understanding many of the concepts,in this book. They had, in the time 

honoured way, learnt parts of it 'by heart', but with limited 

understanding. One of the central statements in the book is about 

McLuhan's 'the medium is the message'. The Presentations provided an 

opportunity to 'live through' the meaning of this statement: 

a. Again and again in the RGs, the tutors faced the group with 

variations of the question: 'I know what you want to say, but how are 

you going say and show it?' 
; 

b. Although students enjoyed discussing their ideas, and could often 

readily reach agreement on what they wanted to convey, they discovered 

that finding the right words, movement, and images to convey their 

idea(s) to an audience was a different matter. 

3.2.2 No.2. and 3.5 showed that 'new knowledge' came fairly low on the 

list of priorities for 1979-1980 .and 1983-1985 students. Also, 

according to the interviews, it did not figure highly as a learning 

component for the RGs in 1986. Although the point could be made that 

the Presentations offered an opportunity for students to clarify and 

extend their knowledge about topics which were of interest to them, 
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there is insufficient evidence that this was done in as rigorous a 

manner as possible. The writer was aware of a small but growing 

dissatisfaction with this aspect of the Presentations from Tutors A 

and C. This will be discussed in more detail in Chapter Six. 

5.3 Drama/Theatre as a Means of Personal Development 

Social and personal development is of concern to the students as 

evidenced by Du Plessis's (1985) survey of students in the Faculty. 

With reference to a teaching practice curriculum, they were asked what 

skills they would like to acquire. She found that: 

'Most of the activities proposed by students themselves 

seem to be of an interpersonal nature. One of the most 

amazing discoveries of the survey was that more than a 

quarter of the respondents suggested that they be taught 
; 

"confidence" •.. As well as confidence they proposed other 

themes related to interpersonal skills: Communication, 

Human Relationship, Social Interaction, Personal Elements, 

Open-mindedness, Relationships between teachers, etc. There 

also appears to be a common need among students to under

stand themselves better.' (p 257) 

Behr (1987) notes five areas that need to be considered in counselling 

first-year entrants at university. The two which support Du Plessis's 

findings are: 

1. The identity formation dimension. Students need to be counselled to 

help them cope with 'identity confusion'. They are at a stage when 
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they experience many struggles in their attempts to form a coherent 

self-image and meaningful stability. 

2. The interpersonal relatedness dimension. When students are at the 

self-centered stage they focus on their own needs. There is a 

superficial openness in dealing with others and often a lack of trust. 

*The highest form of interpersonal development is the 

intimate level. It is reached when the student comes to 

appreciate the intrinsic value of reciprocity in 

relationships. A sense of commitment, autonomy, trust, 

openness and self-awareness is attained, resulting in 

mutual satisfactions in inter-relationships.• (p 47) 

These concerns are understandable in the light of Erikson's theory of 

the stages of human development. He formulated the theory of 'eight 

stages of man'. Each psychosocial stage is accompanied by a crisis or 

turning point that arises from physiological maturation and social 
; 

demands made upon the person. Hjelle and Ziegler (1981) point out 

that: 

'Erikson has emphasized that life is constant change. 

Resolving problems at one stage of life is no guarantee 

against their reappearance at later stages - or against 

the discovery of new solutions to them.' (p.127) 

The students age group puts them in the late period of the 5th stage, 

a stage which Erikson regards as significant in the individual's 

psychosocial development. In it the adolescent and late adolescent is 
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confronted with various social demands and role changes that are 

essential for meeting the challenges of adulthood. The individual 

experiences conflicts and confusion between 'ego-identity' and 'role'. 

Not only is the student teacher in the midst of these crises, but the 

training itself is orientated to equipping them for the adult role of 

teacher. 

The types of benefits which the students (1983-1986) stated they found 

in the Presentations were more concerned with social and individual 

development than with the acquisition of new knowledge. The types of 

benefits which the ex-students found, having been established in their 

roles as teachers for one to three years, showed a greater concern for 

using the skills acquired in the Presentations in school and classroom 

activities. This shift corresponds to Erikson's 6th stage which 

extends from late adolescence to early adulthood (ages 20-24). During 

this time the young adult is orientated towards enriching his vocation 

and settling down. 

In considering whether the Presentations met the needs of individuals 

in their growth as social and individual beings, the writer considered 

the theories of two psychologists, Maslow and Murray. 

Maslow describes five innate human desires which, in an ascending 

hierarchy of priority or potency are: 

-physiological needs, 

-safety needs, 

-belongingness and love needs, 

-esteem needs, 
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-self-actualization needs. 

Maslow refers to students at college as needing a group experience to 

fulfil the need for belongingness, love, and recognition. The data 

presented in Chapters Three and Four with regard to 'group 

participation' showed the variety, extent, and depth of the group 

experience. For example, they enjoyed the feeling of being part of a 

group, some of them battled with fears of rejection of their ideas 

from the group, they fought to establish their identity in the group, 

they learnt respect for others' ideas and feelings, they found they 

were able to face criticism, they felt stronger as individuals through 

the group experience. The image that was used by some students was 

that they felt the group was 'like a family', and generally they 

established strong ties of affection with members of their group as 

the process of planning and rehearsing for the Presentation provided 

the context for the 'living through' of learning about and satisfying 

the belongingness and love need. Evidence has been presented that this 

experience was especially appreciated by students who had previously 

experienced the learning situation at school and at university to be 

an isolated, almost totally individualistic one. (See Appendix J and 

4.4). 

The 'self-esteem need' was also evident from the students comments. 

The success of the public performance was the most evident factor in 

engendering this feeling. But their self-esteem needs were also met 

during the preparation time when they had their ideas accepted and 

worked on by the group. As one student stated, it was the fact that 

his idea was seriously considered, and not its eventual acceptance or 

rejection that mattered. 
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The 'self-actualization need' was evident in the comments that 

students stated they discovered latent talents and that the 

Presentation was the catalyst through which they reached achievements 

they had not previously thought possible. 

Maslow 1 s theory is that each individual must be studied as an 

integrated, unique, organized whole. Educational drama/theatre 

stresses the importance of considering the whole person. The 

Presentations provided for students to be physically, emotionally, and 

intellectually involved. 

One of Murray's central concepts is that of 'need'. In order not to 

suggest too simplistic a view of his theory it is necessary to note 

that Murray sees a constant, dynamic interplay among all the needs he 

identifies. He proposes 12 'viscerogenic' (physiological) and the 28 

'psychogenic' (nonphysical) needs. Of these, 6 were clearly met in the 

Presentations: 

Need 

Achievement 

Affiliation 

Exhibition 

Nurturance 

Order 

Definition 

To accomplish something difficult, to 

overcome obstacles, to improve oneself. 

To draw near and enjoyably cooperate or 

reciprocate with an allied other. 

To make an impression, to be seen and 

heard, to excite, fascinate, entertain, 

shock or amuse others. 

To help, support, console, comfort. 

To achieve arrangement, organization, 

balance and precision. 
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To have one's needs gratified by the 

sympathetic aid of an allied object, to 

be supported, sustained, protected, 

advised, and guided. 

{Summarized from Hjelle and Ziegler, 1981:158) 

5.4 Changeability 

Hjelle and Ziegler {1981) summarize the positions held by various 

psychologists with regard to changeability: Freud and Adler were 

convinced that the personality undergoes no fundamental changes after 

the first 5 years of life. However, the theories of subsequent 

psychologists such as Erikson, Skinner, Bandura, Kelly, Maslow, and 

Rogers all depict people as constantly evolving, changing, and 

growing. Murray and Allport take the middle road and state that while 

there is room for growth and evolution, there is a basic core of 

personality or personality traits which remain fixed, stable, and 

unaltered. 

Education for change has become a particular concern of the 20th 

century. Postman and Weingartner (1969) explain that although human 

beings have always had to deal with change, what is of significance 

today is the degree of change i.e. it is more rapid than ever before. 

' •.• change - constant, accelerating, ubiquitous - is the 

most striking characteristic of the world we live in ••. We 

maintain ..• that the abilities and attitudes required to 
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deal adequately with change are those of the highest 

priority and that it is not beyond our ingenuity to design 

school environments which can help young people to master 

concepts necessary to survival in a rapidly changing 

world.' (p 13) 

The students' perceptions of their experience of the Presentations 

showed that most of them underwent some degree of change. The main 

change was in relation to interacting with other people. Through the 

context of having to reach agreement on what topic to present, and 

then on how to present it, they learnt to be more open, flexible, 

receptive, patient, and tolerant. These are significant changes for 

young adults, who, in evolving towards adulthood and establishing 

their own identity are about to enter a profession which demands a 

mature handling of the development of hundreds of young people. 

5.5 Drama/Theatre Skills 

The Presentations allowed opportunities for students to learn skills 

such as scriptwriting, selecting suitable material, finding images and 

ways of putting across their message succinctly and memorably, putting 

themselves in someone else 1 s shoes (they described this variously as 

- 'acting' and 'role play'), use of voice and speech, and production 

techniques. 
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5.6 Teacher Behaviour 

A brief overview of some of the research and opinions of the past 40 

years on teacher behaviour as it affects pupils will be presented. 

Also the component of the Teaching Practice course known as TLC will 

be outlined. (See 5.6.6) This information will then be related to the 

Presentations. Information from the lecturers' questionnaire will be 

used in this section. 

5.6.1 Teaching Styles 

Although they are only limited indicators, several categories have 

been established to identify the managerial styles of teachers. Lewin, 

Lippert, and White did a well-known study in 1939 on leadership 

styles. (See 4.2.7) They observed the effects on 10 year old boys 

doing craft work in a club situation under 3 types of adult 

leadership: 'authoritarian', 'democratic'. and 'laissez-faire'. The 

results showed that under the 'authoritarian' leader there was greater 

absorption in the work, but also apathy and aggression. In the 

'democratic' group, the boys were friendly, co-operative, group 

minded, less hostile, and displayed more originality. In the 'laissez 

faire' group, the desire of some of the boys to accomplish something 

was frustrated by lack of adult supervision and a great deal of time 

was spent in aimless activity. Hargreaves (1972) feels that these 

results predispose the reader to think of 'authoritarian' as 'bad' and 

'democratic' as 1 good 1
• He cites Anderson and Brewer (1945) who 

investigated the teacher-pupil relationship in class and came up with 

the classification of the 'dominative' teacher who was characterized 
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by working against the pupil, and the 'integrative' teacher who worked 

with others. 

Teaching styles have been classified by: 

-giving them role names, for example, patriarch, kindly 

adult, bully, 

-providing models for classroom management, for example, 

Socratic discussion, town meeting, guided tour, 

-providing analogies for the teacher, for example, lamp-

lighter, filler of empty vessels, gardener. 

Hargreaves (1972) points out the difficulties involved in the question 

of the definition of a 'good' teacher, for example, it involves 

complex philosophical and moral questions and it would be extremely 

difficult, probably impossible, to assess. With regards to effective 

teaching, Morrison and McIntyre (1973) assert: 

'The evidence concerning relationships between styles and 

pupil achievement is quite inconsistent.' (p 165) 

Souper (1976) quotes I.A. Dodes: 

• ••• there is no decisive proof that any particular method 

of teaching (inductive, deductive, individual,group) or any 

particular philosophy of teaching (teacher-dominated 

lesson or socialized lesson) will guarantee better results 

than any other method or philosophy as far as achievement is 

concerned,' (p 107) 
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Good and Brophy (1978) concur: 

'There is no concrete formula for specifying good teaching 

because research examining teacher behaviour has not 

yielded a definite set of teaching behaviours that are 

always clearly related to student growth.' (p 383) 

What Morrison and McIntyre (1973) do point out, however, is that 

supporters of various styles should not argue for one method or the 

other but: 

' .•. rather to point out that different styles are likely to 

have different objectives and outcomes; that these are not 

really comparable on some simple dimension of achievement; 

and that we need to pay more attention to teachers varying 

their styles to suit various achievement or achievement

orientated objectives.' (p 165) 
; 

Hargreaves (1972) makes a similar observation: 

'It is impossible to prescribe a particular role style 

since the effectiveness of a particular role style depends 

on its appropriateness to the teacher, the pupils and the 

situation. Each teacher has to consider the uniqueness of 

every teaching situation in which he finds himself and 

chose the role style that (a) he can execute well, and (b) 

is the most appropriate to the pupils, the nature of the 

task and the general classroom situation.' (p 153) 
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To summarize: Research in education recognises that there is no one 

ideal teaching style or method. 

In the Presentations the students were not offered any rigid formula 

to follow, and were offered minimal guidance by the tutors. Through 

discussion, trial and error they had to find their own way. ElO who is 

also Tutor A writes: 

'They begin tentatively, ranging widely and wildly then 

gradually define their ideas and actions, depending, to a 

large extent, on their own critical bent as they go along. 1 

DB remarks: 

'This form of experiential learning demands cognitive 

changes in perception, awareness and thinking. Students 

are forced to adapt, compromise, combine, re-formulate, 

hypothesize and integrate as they work on scripts (or, of 

course, they can cWose not to?)' 

Comment: Although what the above lecturers wrote was discernible in 

the Presentations, there was only limited follow-up on this experience 

to encourage students away from the idea of following set teaching 

techniques which they believed were 'the answer' to teaching. Also 

where several groups put on Presentations to do with a similar topic, 

for example, 'Education' there was also no in-depth follow-up 

discussion on the use of the different styles of staging a similar 

idea, and also there was no discernible attempt to relate a student's 

way of working in the group to the teaching style he/she was 

developing. This could be achieved if the tutors made more contact 
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with the Method lecturers who have specific knowledge of the students' 

performance in the classroom. 

5.6.2 Social Context of Teaching 

Martin (1979) finds that, although there is a reportedly low 

correlation between teacher behaviour and pupil learning, there are a 

number of investigations which suggest t.hat one of the most critical 

variables in the learning process is the teacher's behaviour towards a 

student: 

'If the total picture from the evidence presented has 

been read correctly, research indicates tentatively that 

certain teacher behaviors do make a positive difference in 

bringing about desired changes in students. Moreover, it 

would seem that this "pay-off" is not only in such things 

as higher than predicted gains on standardized 

achievement tests and in reading achievement, but seems to 

be also present in more elusive characteristics as better 

discipline, improved creativity, liking for others, and 

self-confidence.' (pp 61-62) 

Souper (1976) expresses a similar point when he states that: 

• .•• a teacher exercises his art in a social context.' (p 97) 

Downey and Kelly (1979) elaborate on this point: 

'Education, as most teachers, parents and pupils will 
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agree, is essentially a social process. When children come 

to school, they do not simply learn a given body of 

knowledge ... Rather they learn from other people, both 

teachers and peers, by sharing their knowledge and 

experience, by seeing the world through their eyes and by 

developing an understanding of what others consider 

important and worthwhile. Their learning is not only 

cognitive but also social, emotional and moral.' (p 1) 

Souper (1976) quotes Getzels and Thelen's image of a classroom: 

1 It is not the image of a social system in equilibrium. 

It is rather the image of a system in motion or, if you 

will in dynamic disequilibrium ... It is through (the) 

experience of reorganizing and dealing with complexity, 

conflict and change in the classroom situation that we 

can educate children to take their places as creative 

and autonomous participants in the other social systems 

that constitute the larger social order.' (p 97) 

The teacher then has to be skilled in interpersonal relationships as 

part of the learning management of the pupils. Badenhorst et al (1987) 

sums up teacher training: 

'Those who train teachers have a unique task, namely to 

make the student teacher aware of the balance between being 

task-orientated and being person-orientated.' (p 72} 

Good and Brophy (1978) are of the opinion that: 
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' ..• much of teaching is still an art and we contend that if 

teachers are to be successful, they must develop a way to 

see, comprehend and respond to the complex, rapid flow of 

classroom behaviour.' (Preface: p xii) 

From the above it would appear to be widely accepted that teaching and 

learning take place in a social context. The school is a social system 

within which pupils do far more than learn about the subjects on the 

curriculum. For example, parents who want their children to go to a 

'good' school are concerned not only about the quality of teaching, 

but about the effects on their children of mixing with and learning 

from their peers and the teachers. Also, sport and other extra-mural 

activities are seen as part of the social learning offered by the 

school system. 

To summarize: Research in education recognises the importance of ;:. 

interpersonal relationships between teacher and pupil. 

The Presentations provided a laboratory-type situation during which, 

as E3 wrote: 

'It's the only time in their 4 years at UD-W that they are 

compelled to co-operate with other students in their group 

for better, for worse, in sickness, in health, on sunny 

days, on rainy days, when absent or present, in harmony or 

in strife until stage fright is passed.' 

68% of the lecturers commented.on the group or social value of the 

Presentations which they felt was an important experience for student 

teachers. 
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Groups went through four stages: forming, norming, storming, 

performing. (See 4.2.2) Just to form a group is not to automatically 

secure co-operation and an easy access to the learning of 

interpersonal skills. The experience was an emotionally troubling one 

for many of them. The groups were more or less left to fend for 

themselves, although the tutor was always there. One student described 

it as a 'sink or swim' situation. They generally had to grapple with 

their own problems and find their own way. In the Presentations 

students were exposed to the complexities, difficulties, and flux of 

building relationships. From the information given by students and ex

students in Chapters Three and Four the majority of them benefited in 

some measure from working in a group. 

Comment: Again, the writer is of the opinion that this experience, 

valuable as it was, was not sufficiently reflected upon in relation to 

the theories they were exposed to in English Usage, TLC, and 

Didactics. For example, the Rogerian theory of 'acceptance' can be 

introduced as a frame through which to recognise and modify their own 

behaviour when the group reached a crisis point in their 

relationships. Each group had a different dynamic at work, influenced 

by the unique inter-relationships generated by its particular members. 

Also the relationship between tutor and group differed from group to 

group. Tutors often took their cues from the groups themselves, giving 

some groups more direction than others. Groups should come together to 

discover and reflect on these differences because, as teachers, they 

themselves will be facing and will have to handle and adapt to 

different group dynamics. 
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5.6.3 The Affective Factor in Learning 

Morrison and McIntyre (1973) suggest that teachers should be trained: 

' ... towards a fuller understanding of the effects of the 

interaction of pupils and teachers upon the working 

relationship established in the classroom, and upon the 

quality of thought and feeling shown by pupils.' (p 168) 

They review the work of Rosenshien (1971) who classifies two main 

groups of teaching behaviour: 

-the affective characteristics of teachers 

-the cognitive characteristics of teachers. 

Martin (1979) quotes Weinstein and Funtini: 

'Unless (cognitive) knowledge is related to an affective 

(feeling) state in the learner, the likelihood that it will 

influence behaviour is limited.' (p 62) 

Martin continues: 

'Moreover, when greater attention is devoted to the 

emotional well-being of students, educators may well 

achieve a double victory. They may facilitate the 

development of both a more secure human being and, at 

the same time, one who learns more efficiently and 
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effectively. Research on self-concept, for instance, 

has indicated such a relationship between the 

"affective" and achievement: when positive self

concept increases, cognitive learning increases.' (p 62) 

Fullard (1984) discusses the importance of the work of Paulo Freire in 

Brazil: 

'His methods for education were born of his attempts to 

tackle the appalling illiteracy that existed in many 

parts of his country .•. orthodox teaching methods had 

little success and (the) policy of awareness-building -

a group process in which the first task was to make people 

believe in themselves - emerged. Freire decided that his 

method would have to begin by creating and building 

self-confidence ... Freire tried to create ... a situation in 

which the individual s.!,.ops being a passive object crammed 

with information by his teacher.' (pp 28-29) 

B~hr (1986) points out that: 

'Besides intelligence, there are other traits which affect 

one's learning efficiency. Among these motivation ranks 

highly. Three types of motivation are currently described 

in the research literature, viz: competence motivation, 

intrinsic motivation and achievement motivation .•. 

Achievement motivation •.. is that striving for success 

which "feeds on perceived success and boosted self-
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confidence" (Kozeki 1984).' (p 49) 

The affective factor has to be taken into consideration in the 

learning process. Motivating pupils in the classroom is not only a 

matter of using interesting teaching aids to capture the interest of 

the pupils, but is also concerned with engaging or tapping the pupils' 

emotional responses and needs. 

Research in education has established the importance of the 

affective content of learning. 

The students' comments gave ample evidence of how their emotional 

reactions governed the way they operated within the group. For 

example, if they felt ignored or put down or misunderstood or had 

personal clashes with another member of the group, they tended to 

withdraw. They resented carrying passengers, they felt inhibited about 

expressing their views, and they generally disliked being dominated. 

All these feelings had adv~se effects on the process of the work. All 

these feeling, and others, were similar to those experienced by pupils 

and affected their learning in the classroom situation. (See 4.3.4). 

Conversely the students experienced support, sympathy, and 

understanding from their fellow students and they commented that this 

was of great benefit to them. 

Comment: These negative and positive experiences need to be related 

more directly to the teaching situation through reflection and 

discussion. 
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5.6.4 Negative Socialization in Schools 

There is sufficient evidence of the negative side to the socializing 

process at schools. Hargreaves (1972) points out that children are 

forced to go to school and the power differential between teacher and 

pupil is weighted heavily on the side of the teacher. Downey and Kelly 

(1979) provide an example by referring to the questioning techniques 

employed by teachers: 

'Cross questioning, interrogation, and correction which 

would cause consternation, bewilderment, or indignation 

in everyday life are the general order of life in the. 

classroom.' (p 18) 

'By learning to give the teacher what he wants in terms of 

answers, they (the pupils) are being socialized into a 

world where knowledge is possessed by those in authority.' 

(p 19) 

Downey and Kelly cite Holt, and Barnes and Rosen as critics of: 

' ••• (the) teacher's use of questions to determine what 

counts as valid knowledge in school.' (p xx) 

Holt is particularly known for his observations on how negative 

socialization in classrooms results in children using their minds 

badly. 

Fullard (1984) asserts that: 
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'The problem with much formal education is that people 

are often in environments that constantly reinforce the 

skills of the teachers and the lack of skills of the 

learners ... The avoidance of the giver-receiver, teacher

learner, subject-object approach to education and the 

focus on making people believe in themselves, in their 

potential, in the things they could do, is one to which we, 

in Western education, have long paid lip-service.' (p 30) 

What is particularly insidious in the classroom situation is, as Good 

and Brophy (1978) found, that studies show: 

' .•. that teachers are unaware of or misrepresent their 

behaviour in classrooms.' (p 22) 

For example, although most teachers do not subscribe to teacher 

domination, it has been shown that they monopolize communication in 

the classroom and are proba'"bly more directive than they realize: 

•students tend to conform not so much to what the teacher 

says as to what the teacher actually expects ..• To avoid 

this, teachers must carefully think what they really expect 

from their students and then monitor their own behavior to 

see that it is consistent with their expectations.' (p 169) 

The perception of the negative aspects and inadequacies of the 

schooling system has led to the publication of books which advocate 

alternate forms of education, for example, Education for a Change by 
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C. and M. Ball who propose involving schools in community action, and 

Deschooling Society by I. Illich who proposes abolishing the 

institution of schools altogether. (Appendix T lists some of the 

negative effects of schooling). 

To summarize: The importance of oarticipative education i.e. actively 

involving the learner in the learning process, and self-confidence is 

stressed as an important factor in education. 

As evidenced in the handouts and the fieldwork the work of the 

students in the Presentations was largely self-directed and 

autonomous. Lecturers commented on the value of the Presentations in 

developing confidence. The writer is of the opinion that this was not 

just the result of performing on stage before an audience. It also 

came as a result of: 

-the willingness to take on roles, 

-the willingness to take risks, 

-having a chance to take responsibility for their own 

learning, 

-achieving success at something that was origin~lly 

thought of as impossible, 

-being involved in a creative activity which involved a 

chance to be original, innovative, and imaginative. 

ElO who is also Tutor A expresses a similar opinion: 

' •.. essentially students see the presentations as something 

they own; they guard .their independence rather jealously. 

There is a tautness between their usual expectations of 
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emerging sense of their own freedom and ability. Both 

tutors & students have to take risks in this exercise. 
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I had to learn to trust my students, to believe in them. 

I agonized over the freedom I was giving them, but had to 

learn to let them go, to have confidence in their sense of 

judgement.' 

Comment: These are experiences which need to be thoroughly discussed 

with students who are being encouraged to make their own teaching 

pupil-centered, and whose training stresses the enquiry method of 

teaching. 

5.6.5 Improving Teaching Skills 

Morrison and McIntyre (1973) maintain that student teachers acquire 

management styles: 
; 

-through experiences when they were pupils, 

-from lecturers conveying methods and ideologies, 

-from class teachers during teaching practices. 

Good and Brophy (1978) suggest that although training can supply 

information and practice in skills for teaching, the student teachers 

should be starting the practice of self-evaluation to improve their 

teaching, a practice which should continue throughout their 

professional career. They remark that unfortunately, the teachers' own 

socializing process, acquired from their own education, inhibits this 

self-evaluation process: 
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1. the socialization process has taught them that once a 

project is finished, it can be ignored as there is no 

time to rethink it, 

2. education has stressed analytical thinking, not 

synthesis which is the process of taking the facts and 

looking at a topic in a different way and developing 

constructive alternatives, 

3. evaluation is strongly associated with negative 

consequences such as fear of exposure, 

4. as well as evaluation producing anxiety, it is usually 

a non-productive experience in that it is concerned 

more with analysis of the work and less with giving 

positive suggestions and making time for improvements. 

Good and Brophy (1978) propose that this past socialization mitigates 

against teachers openness to self-evaluation and searching and 

experimenting with teaching methods to suit the classroom situations 
~ 

they are faced with. 

Martin (1979) finds that: 

' ••• the research also suggests that teachers need to be 

flexible - perhaps the single word most closely 

associated. in research with effective teaching. They need, 

for instance to be able to adjust to a variety of 

instructional situations, objectives, and a variety of 

socio-economic backgrounds so that they can assist pupils 

to significant learning and personal growth.' (p 62) 
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Badenhorst et al (1987) look at another dimension of flexibility when 

they state: 

'Each novice teacher should ask himself what his . 

personality traits are and how he can use these to the best 

advantage of his school and thus of his pupils.' (p 23) 

In an age when adaptation to change is seen as essential for survival 

(Postman and Weingartner 1969, Morton 1983), teachers must develop the 

critical faculty to judge which changes will be beneficial to their 

profession and the flexibility to incorporate changes into their work. 

Good ideas in teaching are always available, but unless the teachers 

are willing to adapt to changing demands, nothing can come of even the 

best ideas. 

To summarize: One suggestion from the literature on improving the 

teaching skills of student teachers is to encourage self-evaluation 

and flexibility. 

The Presentations allowed the students to be open and flexible, to 

give and accept criticism, to continually evaluate, to look at a topic 

from different perspectives, and to change what they were creating. 

These are valuable experiences as they work against past 

socializations (identified in 1-4 above) that inhibit the performance 

and growth of teachers. Generally this was a positive experience for 

them, although a few found it difficult to be free from past 

socialization and wanted everything safe and finalized as soon as 

possible. This is a possible explanation for students whose behaviour 

was seen as passive or minimally co-operative. 
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Comment: As previously noted, students generally operated in a 

flexible way in the Presentations, the assessment/evaluation 

procedures need to be changed to reflect on this process and to link 

it to classroom practice. For example, the public performance should 

not be seen as an end but the beginning of a new phase of learning. 

This point will be elaborated on in Chapter Six. 

5.6.6 The TLC Course in Teaching Practice 

Part of the 4th year Teaching Practice Course is called 'Campus-Based 

Teaching Practice'. Component A of this course is called TLC. The 

students are given a book of readings in which the course is outlined 

and the work for the year, readings, etc. stated. The 1986 book will 

be used as the source of reference. The introduction criticizes the 

teacher-dominated classroom and invites the students to enter into a 

course which will open to them 'Perception Change'. It states that as 

teaching cannot be separated from the nature and personality of the 

teacher, student teachers must look into themselves and find answers 

to questions such as: 

'Who am I? 

Why do I think and act the way I do? 

What do I believe in? 

What are ~Y values? 

Where do I get them from? 

What am I prepared to change? 

Where do I stand fast? 

What and how shall I teach?' (p 13) 
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The ideas in the booklet have 6bviously been influenced by Rogers. For 

example, his texts, A Modern Approach to the Valuing Process and 

Learning to be Free are part of the prescribed reading: 

'IF you are without the TLC that permeates all the 

exciting ideas that Carl Rogers writes about •.. may 

we suggest that you consider getting yourself another job?' 

(p 44) 

Hargreaves (1972) finds himself in essential agreement with Rogers 

when he writes: 

'Learning is not merely the acquisition of knowledge, but a 

pervasive process of change which affects how a person sees 

himself, the world, and his relationship to the world. 

Rogers calls such learning significant learning: it is 

learning which is self-discovered, self-appropriated, 

I 

learning which contributes to and enhances the structure 

of the self.' (p 206) 

He sees Rogers as providing a solution to the teacher-pupil 

relationship: 

'The teacher must try to promote a relationship which is 

characterized by acceptance •.• For in accepting another, one 

has to offer him a non-threatening atmosphere in which he 

is valued as a person. He must be given "unconditional 

positive regard".' (p 207) 
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In the final unit of TLC the following appears: 

'We desperately need, today, whole people, whole in 

themselves and in their relations with others and society. 

Confidence is the vitamin of personal growth. When 

education fails to build confidence, its effect is anti

educational.' 

'In this TLC course we have tried to take you to the very 

heart of education. We believe that if teachers first get 

the heart right then pupils will be able to reach their 

full potential in their own way and in their own time ...• 

Attend to the heart and you will have a class of 

confident, happy and fulfilled children. A moment's 

reflection should convince you that this ideal state of 

affairs won't just "happen". It wi 11 depend on how you build 

and maintain good relationships in the classroom.' ..,. 

To summarize; Bearing in mind the reservations expressed in the 

comments from 5.6.1 to 5.6.6, the ideas in TLC generally support the 

selected issues discussed in this chapter. For example: 

1. Drama/theatre as a learning medium. Choosing and exploring topics 

which were of interest to them involved the students in examining 

their beliefs and values. TLC asks, 'What do I believe in?' 

2. Drama/theatre as a means of personal and social development. This 

assisted students in finding out more about themselves. TLC asks, 'Who 

am I?' 

3. Changeability. The students experienced changes in themselves and 

also made decisions about what they were would 'stand fast', for 
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example, RG/D who decided to do the alternative and those in RG/0 who 

engineered the secret ballot. TLC asks, 'What am I prepared to 

change?' 

4. Drama/theatre skills. Involvement in this area allowed the students 

to discover creative potentials within themselves. This relates to the 

"Who am I?' question in TLC. 

5. There is no one ideal teaching style or method. Especially in the 

rehearsal stage of the Presentations students experimented with 

different ways of performing their ideas. Also when a group found out 

that other groups were handling the same topic, for example, 

education, they wanted to change their topic. However they were 

encouraged by their tutor not to change as they were assured their 

ideas and style would be unique to their group. This was confirmed for 

them when they saw the other public performances. TLC clearly 

advocates that the teaching style depends on the individual teacher. 

6. The importance of interpersonal relationships between teacher and 

pupil, the affective factor in education, the issue of negative 
~ 

socialization, and improving teaching skills are all inter-related. 

They stress the importance of openness to others, self-confidence, 

self-evaluation, self-knowledge, flexibility, ability to think 

critically, and the willingness and ability to make changes. The 

Presentations involved students in experiencing all of these in 

various degrees. They are also seen by TLC as essential for relevant 

and positive education. 

Comment; The writer is now in a position to formulate several 

questions about the place of the Presentations in the Faculty. 

1. What view of education informs the Presentations? 
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2. What questions and problems are emerging from the 

fieldwork and the information in this chapter about this 

view? 

3. How can the conclusions to 1. and 2. be used to find ways 

of improving the Presentations? 

5.7 Summary 

The benefits that are found both in educational drama/theatre and the 

Presentations were described. Links were seen between what the 

students stated were of social and individual benefit to them and the 

theories of selected psychologists. 

An overview of certain aspects of teacher behaviour in the last 40 

years was described as well as the TLC course in the Faculty. Links 

were noted between these and the Presentations i.e. they complemented 
; 

the theoretical work by providing a training ground or laboratory type 

situation in which theory could be put into practice. 

It was felt that more should be done:· 

1. to explore ways of assessing a topic which offer the 

students timeous opportunities to critique it, 

2. to relate the way in which the critique is done to teaching skills, 

3. to link the practice of the task and social functions as they 

operate in the groups back to theory, 

4. to establish more connections between what is done in the 

Presentations to other learning areas in the 4th year courses, 
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5. to inform lecturers about the aims and practices of the 

Presentations in the hope they will volunteer information 

which might be helpful to the development of the students. 

These suggestions are related to the questions in 5.6.6 Nos. 1. 2. and 

3. 

The next chapter will present the conclusion and recommendations. 
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CHAPTER SIX 

CONCLUSION AND RECOMMENDATIONS 

6.1 Introduction 

The methodology employed in this investigation was triangulation. In 

keeping with the nature of qualitative research, issues emerged from 

the data as the investigation proceeded, for example, integration 

which will be discussed in 6.2. Groupwork was established as the most 

important feature of the Presentations. The Presentations were related 

to issues in educational drama/theatre and teacher behaviour. This 

chapter will deal with the view of education which informs the 

Presentations, some of the questions and problems emerging from the 

data, and how the Presentations can be improved, but not necessarily 

in this strict order. 

6.2 Integration 

1. When 'Speech' was established as a course for teacher education in 

this Faculty it was concerned mainly with the technical skills of good 

speech. Even so it did not exist in a vacuum, but related these skills 

to teaching. (See 2.3) One way of testing the skills was by entering 

the students in the local Speech and Drama Festival. 

2. When the Presentations were introduced their raison d'etre was that 

they assisted 'in the professional growth of the student teacher' 
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(Naidoo et al., 1969) and that they themselves integrated speech 

exercises, sight reading, discussion, and groupwork. (See 2.9) 

3. Further integration was noted in 2.10.2, for example, students 

involving their audiences in puzzles, organizing outside speakers, and 

discussing their ideas with their audience, i.e. the beginning of a 

commitment to the Presentations as a two way process. There was also a 

growing interest in relevant and regional topics. (See 2.10.2 

No. 6.) 

4. The data presented in Chapter Three and especially Chapter Four 

specifically refers to the integrative nature of the Presentations, 

for example, they were seen as putting the theory of 'discovery 

learning' into practice. 

5. The 1979-1980 investigations (See 3.1 and 3.2) and all of Chapter 

Five established how the Presentations are part of educational 

drama/theatre and teacher behaviour. 

Despite the inadequacies revealed in this investigation (See 4.5.1 

last para. and 5.7), the Presentations are in line with Behr's 

statement in 1984 which appears in 2.2: 

'The general principle adopted in designing teacher training 

courses was that intellectual competence, human 

understanding, and desirable educational attitudes had to be 

fostered over and above the mastery of specific 

methodological skills.' (p 18) 
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For example: 

-skills, in speech and play production, (See 3.5 Table 7) 

-educational attitudes, such as teacher behaviour, (See 5.6) 

-human understanding, from involvement in groupwork, 

(See 4.2.8.3) 

-intellectual competence, from working on a topic. (See 

4.2.8.2) 

However, the Faculty is now historically at a point at which the 

combined pressure of the political situation in South Africa, the need 

for accountability, and the growing numbers of Black students has 

necessitated a re-evaluation of its goals and functions. In order to 

examine its own philosophies and methods, the Faculty has embarked on 

a Staff Development Programme to face the challenge of the future. 

This self-evaluation is part of a larger scenario. South Africa's 

state, business, and industry sectors are becoming more seriously 

concerned with •rationalization•, 1 privatization', 'motivation' and 

'the pursuit of excellence'...,.with its offshoot •corporate culture' 

(which has been taken up by business and industry as a way of 

maximizing efficiency and productivity, for example, Volkswagen's 

image as 'family'). Universities in South Africa are also examining 

curricula and methods and are moving towards establishing their 

statements of intent or mission statements. The University of Durban

Westville was established as a one-race institution during a period of 

'high apartheid' and now, as a multi-racial institution, is making 

steps towards defining its policies for a post-apartheid South Africa. 

For example, in The Year at UDW 1988, a publication of the Dept of 

Public Relations and Development, UDW, the Rector, Prof J.J.C. 

Greyling writes: 
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'Events over the past year demonstrated that a university 

cannot stand aloof from the economic hardships, anxiety, 

turbulence and friction experienced in society.' 

To compile a mission statement and a set of operating procedures all 

students, staff, and members of Convocation have been invited to 

participate in the process of searching for a future as a non-racial, 

relevant, and democratic university. 

It is now appropriate to return to the 1st question asked at the end 

of 5.6.6: 'What view of education informs the Presentations?' 

The answer emerges from the references in previous chapters to terms 

like 'learning by doing'/'relevance'/'discovery method'/'pupil 

participation' and can be summed up in D8 1 s reference in 5.6.1 to 

'experiential learning': 

'This form of experiential learning demands cognitive 

changes in perception,· awareness and thinking.' 

6.3 Introduction to Experiential Learning 

The methodology chosen for this dissertation is one that is 

appropriate for investigating social action. More and more throughout 

the chapters the data has led to and reinforced the point of social 

action. For example, 'Speech' in the Faculty started off, in practice, 

as being technically and individualistically orientated. The 

introduction of the Presentations marked the introduction of 
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groupwork. In the beginning, the content of the topics was derived 

mainly from texts and the tutors were mainly directors. By 1986 there 

was a definite shift, students wrote most of their own scripts, more 

of their topics reflected a concern about the South African situation, 

and the tutors were less directive. For example: 

-in 1978 several items for Adventures Through the Land of Poverty 

and Hunger were taken from Shakespeare, Moliere, Dickens, and 

Lawrence, but in 1986 Old Woman in a Shoe dealt with the forced 

removal of squatters in the Durban area. 

-Tutor B's perception was that there was for some years 

a sense of competition among the tutors as to whose group 

put on the best Presentations. This gradually disappeared 

as students became more involved in directing. 

This shift can be interpreted as a move towards educational practices 

which gives the learner a more important role in the learning process. 

Although a study of Western education shows that, from Socrates who 

encouraged his pupils to find meaning through question and answer to 

Rousseau who emphasized free play and the importance of creating a 

proper environment for natural growth, it is aware of the importance 

of the learner's contribution and potential, the 'lip service' Fullard 

remarks on in 5.6.4 is still evident: 

'The avoidance of the giver-receiver, teacher-learner, subject

object approach to education and the focus on making people 

believe in themselves, in their potential, in the things they 

could do, is one to which we, in Western education, have long 

paid lip-service.' (p 30) 
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The Presentations fall into the ambit of educational practices that 

have been described in various ways. Take as a starting point 

'participative education' which is valued by and promoted in the 

Faculty. For example, 'pupil participation' is high on the agenda as 

evidenced for example, by its appearance on the Teaching Practice Form 

TPOl (Appendix U) and lecturers' comments to students during their 

Teaching Practice. (See 4.3.1 A. Examples 1 and 2, B. Example 1) 

Participation is one of a whole cluster of value terms assigned to the 

concept of learner responsibility. Others are 'autonomy', 

'involvement', and 'self-directing'. Now learner responsibility 

itself, whether intended for pupils or adults, can be practised over a 

wide continuum ranging from giving topics to people and telling them 

to 'research it for yourselves in the library' to working in such a 

way that people will voluntarily become involved in some kind of 

social action. In an article on adult education Saddington (in 

Criticos, 1989) explains: 

'Participative learning focuses on the process of learning, 

and actively involves the learner in the learning process 

(Wright, 1970). Whilst there are different varieties of 

participative education, the basic core is that learners 

acquire a self-directing competency and staff engage in a 

consultative and collaborative relationship with the 

learners (Heron, 1974). This self-directing competency is at 

the core of "learning how to learn" which is a primary aim 

of education (Rogers, C. 1969).' (p 187) 

He further points out that participative education assumes that 

learning is facilitated when the learner is trusted to be responsible, 
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is actively responsible for his/her own learning, is involved in the 

discovery of knowledge, and does not depend on staff, for example, 

lecturers, for providing this knowledge. The Presentations as 

evidenced by the data presented in previous chapters can be classified 

as participative education. However, participative education in turn 

belongs to the concept of experiential learning. 

6.4 Definitions and Forms of Experiential Learning 

Lazarus (in Criticos, 1989) shows that experiential learning has 

different interpretations: 

1 (It) is a process in which an experience is reflected upon 

and then translated into concepts which in turn become 

guidelines for new experience' (p 6) 

'(It) is the learner making sense of and sorting things out 

for her/himself. 1 (p 66) 

'Kalb's experiential learning theory ... distinguishes four 

aspects of the cyclic experiential learning process: 

concrete experience, reflective observation, abstract, 

conceptualization, and active experimentation.' (p 66} 

• •.. learning is facilitated through an experience-based 

model which involves critical reflection and analysis as a 

basis for action.• (p 66) 
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She explains that reflection is regarded as a key element and that 

there are different ways in which it can be interpreted. It can: 

-be self-reflective, 

-be aimed at understanding educational subjects, 

-provide an opportunity for learners to reflect on their 

ideological constraints for the purposes of emancipation. 

This is sometimes overtly political. 

An example of the last interpretation can be seen in SACHED's (South 

African Committee on Higher Education) statement in their publication 

Write Your Own History (1988): 

'The SACHED Trust is an educational organization which aims 

to counter the imbalance created by the apartheid education 

system. The Trust is committed to establishing 

participatory, non-discriminatory and non-authoritarian 

learning processes. It seeks to transfer skills and 

resources in such a way that organizations, communities and 

individuals are empowered to take charge of their own 

projects.' (Outside back cover) 

Lazarus's (in Criticos, 1989) article is about action research and she 

points out that in many instances the terms 'experiential activity' 

and 'action research' are interchangeable: 

'The processes and fundamental principles are basically the 

same, although educational/research terminology may at times 

appear to separate them.' (p 67) 



227 

Taking this as a given, the Presentations can then be viewed as action 

research. 

Experiential learning can take various forms. Criticos (1989) quotes 

Weil and McGill (1989) who conclude from the proceedings of the First 

International Conference on Experiential Learning in 1987 that: 

' •.. not only did the term experiential learning have 

different meanings but that people represented different 

"constituencies" and have very different values about 

experiential learning.' (p iii) 

Criticos defines the various concerns of the four 'villages' that were 

identified at the conference as: 

-accreditation of prior learning, 

-alternative methodologies,in mainstream education, 

-social transformation, 

-personal growth and development • 
.,. 

All these concerns are identifiable in the Presentations. (See 

Chapters Three, Four, and Five) 

His analysis points to a clear dichotomy between the dominant North 

American understanding which places experiential learning 'as an 

additional methodology within a repertoire of practice', and the 

approach as practised in the South and in countries undergoing 

national reconstruction, which is transformative or radical. The 

writer must point out however that, like many dichotomies, the issues 

are complex. For example, in South Africa, the North approach of 

experience based learning and practical training is pursued in 
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educational institutions, in organizations like the Boy Scouts, and in 

industry. This does not detract from the fact that South Africa is 

starting to undergo social and pedagogical changes. Radical 

experiential education came in through the window of history that was 

opened by Black opposition to apartheid educational policies which 

then sought to establish non-formal and alternative educational 

practices, the most well known of these being 'People's Education' 

(Alexander, in Criticos, 1989). However, in a radical climate, 

educationalists need to be clear-sighted about the dangers of 

polarization and its propensity to discard anything which does not fit 

into its 'image'/ 'ideology'/ 'charter'/ 'corporate culture'. At a 

time of transformation, mission statements, and a proposed Bill of 

Rights, the writer is of the opinion that it would be wise to remember 

the words of the man Clark (1969) calls the greatest humanist of the 

mid-sixteenth century, Montaigne: 

/ 

'In trying to make themselves angels, men transform 
; 

themselves into beasts.' (p 161) 

Yeats' poem The Great Day can also apply to radicalism: 

'Hurrah for revolution and more cannon-shot! 

A beggar upon horseback lashes a beggar on foot. 

Hurrah for revolution and cannon come again! 

The beggars have changed places, but the lash goes on.' 

(p 358) 

While Ashley (1987) acknowledges the positive sides of People's 

Education, he calls attention to three implications which need to be 

addressed: standards, the critical intellect, ethnicity and culture: 
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'Achieving the necessary standards to ensure competence is an 

extremely difficult and arduous process, and certainly the 

burying of individual talent in a sea of mediocrity will 

positively hinder it.' 

'Minds that question are invaluable, because through their 

challenge of accepted assumptions stagnation is avoided and 

progress made possible .... Furthermore, one-party or military 

cliques, unchallenged in their domination, invariably rule 

over dismal societies which lack political, economic and cultural 

vitality.' 

'Groups surely have a right to ensure the protection of their 

language, religion and culture, provided in so doing they do not 

gain huge advantage over others, or engender group hatreds and 

hostility. In South Africa, to attempt to ignore group 

differences entirely would be folly, even though the viewpoint is 

being forcibly expressed that ethnic differences are dangerous 

and divisive.' (Sunday Times, 1987) 

(See also 6.7 No. 3. b. and c.) 

It is the writer's opinion that as experiential education is one of 

the significant areas in the arena of discussion on education in post

apartheid South Africa it needs to be included in the present 

discussions in the Faculty. The Presentations fall within the ambit of 

experiential education and the data presented in this dissertation 

could prove helpful in assisting the understanding of the complexities 
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and problems of experiential education. Forms of experiential 

education obviously already exist in the Faculty, for example, the 

emphasis on pupil participation mentioned earlier. Also lecturers use 

it in various ways in their work with the students, for example: 

-the 1 hands on' training in learning about teaching aids or 

resources, 

-asking students to find out from pupils how they learn, 

as well as reflecting on their own learning strategies as a way 

into the subject 'Theories of Learning', 

-in science courses. 

-in arranging field trips, and so on. 

6.5 Features of Experiential Education in the Presentations 

Some of the features of experiential education will be examined in 

relation to the Presentations. Moulder (in ~riticos, 1989) defines 8 
; 

dimensions of experiential learning: games, responsibility, 

participation, co-operation, creativity, self-esteem, values, and 

questioning. 

1. Games. Moulder (in Criticos, 1989) defines a game as: 

' •.• a structured activity in which one or more participants 

seek to achieve their objectives by making and implementing 

a set of decisions.' (p 137) 

Putting together various pieces of data the writer has concluded that 

all the groups would benefit from being involved in game activities 
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from their 1st meetings. Lists of games could be drawn up for tutors 

to use at their discretion. These could also be evaluated and related 

to their other courses. The data which suggested this conclusion is: 

a. Until the advent of the secret ballot episode, (See 4.2.10.3 

para. 2) RG/0 was observed as being the most integrated of the 

RGs in that the members defined and worked their task and social 

functions in a spirit of co-operation. Some of this was the 

result of their being involved in group exercises which drew them 

together. 

b. As a group, RG/D was split into two main factions with 

Speech and Drama students forming part of the elite group. 

The problems of students who feel left out (See 4.2.10.1 No.3.) 

can thus possibly be ameliorated by involving the group in games. 

c. The process of students becoming comfortable with one 
; 

another was a long one and games such as ice breakers might 

assist in facilitating this socialization process. 

Obviously the danger exists that games can create a false sense of co

operation as happened with RG/0 but if properly handled they can 

assist in initial socialization and could also be used as a means of 

looking at and working out any serious conflict in the group. This 

means that they will become part of the assessment process advocated 

in 5.4. 

2. Responsibility. Moulder (in Criticos, 1989) states that Rogers 

(1983) believes that teachers, pupils, parents, and members of the 
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community share responsibility for the learning process. Saddington 

(in Criticos, 1989) explains that a major way of practising learner 

responsibility is to give the learner an active role. The potential 

·areas he identifies for active involvement by the learner (planning, 

operation, and assessment) are operative in the Presentations in that 

students were given the responsibility to plan, formulate, select, 

conduct, put into operation, assess their public performance and 

evaluate the role of the Presentations in teacher training. However 

the writer concluded that the whole question of responsibility needs 

to be critiqued in more detail. 

a. Planning. This can be looked at in two ways: 

i. As. the Presentations require involvement in an 

activity which is unfamiliar to most of the students, 

it is an ideal opportunity for 'learning how to 

learn' which Rogers (1969), referred to by Moulder (in 

Criticos, 1989)~ sees as a primary aim of education. 
~ 

Although this is experienced by most of the students, it 

is not subject to sufficient reflection, evaluation, and 

connection to the classroom situation and so does not 

realize its full potential. 

ii. The tutors made the students aware that the Presentations 

were a practical working out of the theory 'the medium is 

the message'. (See 5.2 para.4) This could be extended to 

other real life situations which inform and influence 

people such as newspaper reporting, television (news, 

sitcoms, documentaries), For example, the students, by 

being involved in: 
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-learning about, the what, why, and, how of newspapers, 

and then. 

-producing a news bulletin which is distributed to the 

other 4th year students, 

-and finally forming a panel to deal with questions from 

the floor (the audience}. This would involve them in an 

extensive and demanding activity which can be more 

easily related to the classroom teaching of any 

subject. 

b. Operation. At present students bring their own 

experiences to bear on their topics as well as finding 

material from other sources. It was noted that 'new 

knowledge' was a minor result of the Presentations. 

This is a matter of some concern. Linne! (1985) acknowledges 

the criticism that the public performances of young people do 

not extend their th~nking, but merely confirms present 

attitudes. However she argues that this 'may be no bad thing': 

'Society needs to have some means of reinforcing what is 

fundamentalt by playing it out and sharing it publicly .... 

and it is very important that they (young people) have 

occasions on which to make their own selection of material 

to represent their view of society. If this produces cliche 

and stereotyped thinking, thent ..• we have to understand 

that this is a valid way of looking at the subject ... that 

the young performers are not ready to express anything more 

subtle ..•. Ideally we will be able to encourage a more 
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perceptive view, but it is surely more important to allow 

people the opportunity of expressing opinions--however 

limited they may appear ... ' (p 9) 

Despite her argument and the valid claims by the tutors that 

during the process the students grow in their understanding 

of the complexities of their topic, this is not good 

enough for university students who will be influential in 

affecting the minds and attitudes of their pupils. Also the 

students grew up at a time of confrontation in South Africa 

and are familiar with the language and action of protest. The 

present situation in the country is one which is moving 

towards negotiation and this will be part of their future and 

the future of their pupils. It would be ironic if they 

became trapped in the confrontation mode and developed 

the inflexibility they now so ardently criticize. It is the 

writer's opinion that, as part of teacher training, the 
, 

Presentations should not only help students overcome 

the socialization of the past (See 5.6.4) so that they 

will not drift back to teaching as they were taught, but 

should also expose them to new ways of thinking. The 

Presentations succeed in the former as, by giving them 

more freedom of choice and action than in any other 4th 

year course, most of them gradually unlearn some the 

patterns of the past. (See 4.3.1 A.) However, the topics are 

not as thoroughly critiqued as they could be. A starting 

point could be a variation on the questions asked in TLC, 

for example, what values and beliefs are you portraying, 
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how, and why. An obvious limitation is that even if a 

topic is thoroughly investigated, the 15 minute time 

limitation lends itself to reductionist practices. An 

example of how this could be handled appears in a.ii. above. 

At the heart of any recommendations lie the questions, what is change, 

what changes does the Faculty want from its students and itself, how 

can change be effected, why do people resist change, can change which 

takes place in one activity be transferred to another? The data in 

previous chapters affirms that change can and does take place. 

However, Allen (in Craig, 1987) makes two cautionary points: 

' •.• when a new behavior is taught and then comes into 

conflict with an old, established behavior .•• the old norm 

nearly always wins out.' (p 181) 

'Working on a single norm influence is not likely to bring 

about change. It is necessary to work on many, if not all, 

of the influences simultaneously if significant change is to 

be developed and maintained. Too often we work on a single 

influence .•• and are then disappointed that the action we 

have taken does not bring about the desired results.' (p 190) 

Also, in the foreward to Teaching Drama (1987) O'Neill states that 

despite the fact that drama strategies have proved extremely useful in 

teaching many subjects, the reality is, that in America and Britain, 

there is an almost complete lack of drama activities of any kind. She 
/ 

concludes: 
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'Those of us engaged in the initial or in-service training 

of teachers in drama must ask ourselves why, in spite of 

courses, workshops, handbooks and resource materials, drama 

in education has made so little impact on the practice of 

the majority of teachers in our schools.' (p v) 

Although it is outside the scope of this dissertation the point must 

be made that the theatre in South Africa, in communities, in the 

workplace, at cultural centres and festivals, and at universities is a 

tool for propagating social and political change. 

Linnel (1985) affirms that: 

' .•• one of the most potent forces for propaganda is the 

theatre •... it is not just a public platform ••• it is the 

artistic process of theatre that is important, simplifying, 

and selecting symbols and statement, until the power of the 
; 

final product is evident to the whole assembly.' (p 9) 

To use Linnel's phrase, this may be no bad thing, if the use and 

process of using propaganda/manipulation is itself critiqued. 

3. Participation. Not only is the learner involved in the creation, 

direction, and assessment of what is being learnt but he/she is 

learning through the process. As well as the leaning of content, there 

is also learning in and through content. Moulder (in Criticos, 1989) 

refers to Fromm (1979) who identified 'the having mode' where 

participants acquire information to be used to achieve a goal, for 
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example, learning facts to pass an examination, and 'the being mode' 

where participants· use the information they acquire to stimulate their 

own thinking and so create new ideas. The Presentations put the 

students in a situation in which they cannot rely on learning a set 

body of knowledge, but acquire their learning through a process of 

making and working through their own decisions. 

4. Co-ooeration. Moulder (in Criticos, 1989) mentions Johnso.n and 

Johnson (1975) who: 

• .•• came to the conclusion that co-operative learning 

encourages positive interpersonal relationships; it 

decreases the anxiety that participants experience when 

learning; it encourages open, effective and accurate 

communication; it decreases the apathy of the participants; 

it encourages peer learning; it facilitates conceptual 

learning; and it promotes divergent thinking.• (p 138) 

Chapters Three and Four show that these results of co-operative 

learning were all present in some degree in the Presentations. 

5. Creativity. Oehrle (in Criticos, 1989) refers to experiential 

learning in the creative process by looking at Dewey's five stages of 

the creative process: 

'To outline briefly his method; stage one provides an 

experience through which one may explore ideas and materials 

and note interactions; stage two, arising out of this 
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experience, a problem begins to emerge; stage three involves 

making suggestions on information and observations as to 

what one might do to solve the problem; stage four is 

testing and developing solutions which occur in an orderly 

way; and stage five is testing the final solution by 

application (Dewey, 1916).' (pp 157-158) 

In the Presentations tha students drew on their experiences, brought 

in information to assist the development of their ideas, tested and 

developed solutions by improvising around and rehearsing their ideas, 

and finally tested their solution by putting on a public performance. 

6. Self-esteem. Positive self-esteem is necessary for effective 

learning. Moulder (in Criticos, 1989) agrees with Canfield and Wells 

(1976) who showed that cognitive learning increased when the self

esteem of the participants improved. Also the more self-esteem one 

has, the more one is prepared to take chances and risk failure. Oehle 

(in Criticos, 1989) notes that Dewey (1916) and Bruner (1966) both 

emphasize that self-esteem or confidence is important in creativity 

which they see as an essential part of education. The Presentations, 

by putting the students in a situation where they had to create their 

own scenario put them in a situation where they experienced growing 

positive self-esteem and they perceived they had been successful at 

something which was independent of total reliance on book knowledge. 

7. Values. The phenomenological approach holds that nothing is vatue 

free. Moulder (in Criticos, 1989) outlines the approach of Raths, 

Harmin and Simon (1966) who place the emphasis on what it is to value 

rather then trying to define what a value is. He explains that: 
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' ... a value is a belief that one has chosen freely 

from alternatives; that one is prepared to act upon and live 

by; and that one regards as enabling one to enhance one's 

well-being, one's development as a human being.' (p 139) 

Learning about values involves answering questions such as: were 

personal choices made from a range of alternatives, were the 

consequences of the choices considered, and were the choices reflected 

in behaviour and attitude? The Presentations reflect the values of the 

students, but these values need to be more rigorously examined. TLC is 

concerned with students becoming more aware of their values and this 

is an important part of teacher training which the Presentations could 

do more to contribute towards. 

8. Questioning. Westarn capitalist society has been labelled 'the 

consumer society' and one that uncritically absorbs what it is 

offered. The overwhelming advance of technology has tended to make the 

man in the street feel a certain helplessness which increases his 

dependence on the experts. Questioning is of course not the exclusive 

domain of experiential learning. In the Presentations the students 

asked and were asked questions which helped them to expand their 

knowledge, to discuss and clarify their feelings and values i.e. 

questions about both task and social issues. It is here that the 

Presentations could also be improved. Questions about their choice of 

topic and the material they choose could be more searching. Once they 

have formulated a topic they could open up their ideas to others, for 

example, another group, a lecturer, an outside expert. The experience 

of contacting and preparing questions for an outside expert will in 
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itself be of value, and could be an exercise they might repeat in the 

schools. 

6.6 Conclusion 

The main finding of this research is that investigation into 

experiential learning and action research may provide the means by 

which the Presentations could become a powerful tool in training 

teachers to meet the educational needs of a future South Africa. This 

future investigation into experiential learning should include an 

evaluation of the many strategies and techniques which are used in 

educational drama/theatre some of which are summarized in Appendices 

V, W, X, and Y. 

6.7 Recommendations 

1. If what already exists and what is hoped to be achieved in the 

Presentations is to be of any real significance it must not be 

effected in isolation as cautioned by Allen in 6.5: 

'Working on a single norm influence is not likely to bring 

about change. It is necessary to work on many, if not all, 

of the influences simultaneously if significant change is to 

be developed and maintained. Too often we work on a single 

influence ••. and are then disappointed that the action we 

have taken does not bring about the desired results.' 
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The Faculty is working towards a clearer understanding of itself and 

unless clear links are established between what is done in the 

Presentations and students' other work in the Faculty, the influence 

of the Presentations will be marginal or peripheral. Change in all its 

facets, for example, what to change, how to change, what not to 

change, how to cope with change, is of vital concern in all education 

and basic questions need to be asked: 

a. Are the insights and approaches inculcated in the training in 

fact put into practice in the teaching situation? 

b. Are the changes advocated by a majority of staff reflected in 

the Faculty's teaching, research, and intersubjective 

relationships? 

c. What is the Faculty doing in order to facilitate such change, 

both in students and staff? 

The evidence in this dissertation suggests that to some extent 

students do change as a result of the Presentations, but it is the 

writer's opinion that the question of how to transfer the learning 

gained by participation in the Presentations to the learning in their 

other courses and how that in turn can be transferred to teaching 

practice has still to be addressed. 

2. Terminology must be as carefully defined as possible. For example, 

what one Method lecturer means by 'participation' can be quite 

different to what another means. There is much healthy diversity in 

the Faculty and students should be clearly aware of the various 

viewpoints, different interpretations of terms and how they operate in 

order to develop their own teaching style. As Anning (in Calderwood, 

1988) says: 
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'Teachers should share accounts of their thinking in order to 

clarify the terms and concepts loosely defined by their talk.' 

(p 145) 

3. Experiential learning and action research is receiving more and 

more attention in South Africa. The various interpretations and their 

limitations must be carefully examined. For example: 

a. Lazarus (in Criticos, 1989) refers to Habermas's (1971) framework 

of cognitive interests (technical, practical, and emancipatory). This 

framework is being advocated as a method of teaching in schools, 

(Hoosain, Lecture given in May, 1989). However, Lazarus {in Criticos, 

1989) notes that the Habermasian over-emphasis on rational processes 

of change has received a great deal of criticism. She states: 

'In addition, the educational process posited by this 

approach has been criticized for its over-emphasis on the. 

individual's ability to become ideologically unconstrained, 

and to effect change processes. The political limitations of 

the educational stance to social change is therefore 

recognized. Within the South African situation particularly 

this approach needs to take more cognizance of structural 

issues if one is to develop an approach that has serious 

possibilities for change in. this context.' (p 71) 

b. Alexander (in Criticos, 1989) summarizes Freire's view that 

education: 
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' ... must help the learner{s) to objectify the world, to 

understand it critically and to act to change it.' {p 5) 

He points out that although Freire's pedagogy is more or less the same 

as other theorists who proposed methods of renewing education, for 

example, the various empiricist approaches, Freire is fundamentally 

different in that he insists on the link between personal and social 

liberation which he calls conscientization. His views are therefore 

appealing to organizations like the Black Consciousness Movement and 

broader liberation movements. {See SACHED's policy statement above) 

However, Alexander reveals that Freire's methods: 

' ... have been co-opted .•. in the pursuit of ruling-class, 

status-quo-preserving projects. This, indeed, is one of the 

criticisms made against the uncritical acceptance of the 

Freirian method by various authors •.. ' (p 6) 

~ 

and that in Brazil his techniques have been used to do just the 

opposite of what he intended. The same can be said of educational 

drama/theatre. Morgan and Saxton (1987) point out that the elements of 

drama and theatre are the same: focus, tension, contrast, symbolism. 

They advocate using these to harness the inner world of meaning to the 

outer world of expressive action, to bring about a change of 

understanding which can be communicated to others. However, Johnson 

(1983) illustrates how Hitler used the same elements in his propaganda 

music-dramas with utmost professionalism: 
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'Hitler's artistic approach was absolutely central to his 

success.' (p 130) 

'One of the reasons Hitler admired Wagner was that he learnt 

so much from him, especially from Parsifal, which became the 

model for his political spectaculars.' (p 131) 

The change of understanding brought about in the German people led to 

the action of World War II. Johnson (1983) also points out the 

dangers: 

' ... of allowing academic life to become politicized and 

professors to proclaim their "commitment". Whether the bias 

is to the Left or Right the results are equally disastrous 

for in either case the wells of truth are poisoned .... 

Instead of encouraging self-criticism and scepticism, the 

(German) professors called for "spiritual revivals" and ; 

peddled panaceas.' (pp 125-126 

c. Concepts such as the tutor as facilitator need careful examination. 

The current de-emphasis of the teacher as the authoritative, 

dominative figure who adopts a top down style can lead to an 

adumbration of professional responsibility. Educational drama/theatre 

practitioners and Freire-type educationalists are conscious of this. 

For example, Heathcote (1982) addressed this point in her lecture, 

Drama Teacher - Manipulation or Facilitation? Morgan and Saxon (1987) 

offer interpretations of manipulator, facilitator, and enabler and 

state that all three stances are appropriate in the drama classroom. 
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Bolton (1982) sees the drama teacher as poised between opposing 

forces: 

' .•. he seems to offer choice with one hand while taking it 

away with the other; he seems to respect the perspective his 

pupils have of the world while tightly structuring for 

change; he seems to build up his own authority while giving 

power to his pupils. Somehow or other good drama teachers do 

find a logic within all these contradictions. It seems to me 

that the art of teaching requires this degree of flexibility.' 

(p 42) 

Alexander (in Criticos, 1989) quotes Youngleman: 

' ... Freire shows a profound ambivalence. His dilemma lies in 
, 

how to relate the authority the teacher derives from a 

correct theory to his humanist antagonism to imposition . 
. 

(Youngleman 1986, p.177)' (p 5) 

Lazarus's (in Criticos, 1989) experiences in action research 

highlights two major issues which relate to the Presentations: 

i. With reference to the uneven power relationship of learner/teacher 

which can exist if the facilitator assumes an expert role, she 

advocates that if all the resources, including the teacher/academic's 

skills and knowledge are equally respected, this need not occur. In 

the Presentations there is no evidence of tutors imposing on the 

students beyond the responsibility of their office. Indeed RG/D 
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students perceived the opposite when they accused their tutor of only 

telling them outright a few weeks before their public performance was 

due, that their Presentation was not working. In response to their 

perception of a group's needs tutors operated as 'reflective 

facilitator' (acting as a sounding board) and, to a lesser degree, as 

'critically reflective facilitator' (directing students' attention to 

a need to examine their work more critically). 

ii. She questions how far the role of the teacher should extend into 

the action phase of the experiential learning cycle. She concluded 

that the facilitator's major role was as a reflective support and 

resource linkage and that other people with more appropriate skills 

and experiences should engage the learners in the action phase. 

However teachers could use their skills and experiences in the action 

phase when appropriate. With reference to the Presentations the term 

'action phase' needs to be examined. It can refer to: 

-the action of the public performance, for example, when a tutor 

overtly directs a scene when a group lacks the necessary 

experience to do it themselves as happened in RG/M and RG/S, 

-the action of relating the task and social experiences of the 

group to their other studies and their role as future teachers, 

-the action of inviting experts in to inform a group about 

aspects of their topic they had not considered, 

-the action of finding out more about themselves and their topic, 

-the action of having a public performance and inviting comment 

from the audience, 

-the action of students in interviewing experts for information 

about their topic. 



The above can be interpreted as part of 'resource linkage'. 

However, action can also refer to: 
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-the action of using the knowledge gained in the Presentations, 

for example, being able to help in a school production, 

establishing a better relationship with peers and pupils, 

-the action taken by a group as a result of their Presentation. 

As far as the last action is concerned, the students often expressed 

the view that they wanted to 'make people aware' or 'make peopie 

think'. This seems to be in line with their perception that one of 

their roles as teachers would be to expose their pupils to different 

viewpoints, to sensitize them, to conscientize them, and then allow 

them to make their own decisions, and take their own action. This 

issue has implications which go beyond the scope of this dissertation. 

However, the writer's opinion is that: 

-the emancipatory perspective of experiential learning which is 

aimed at helping participants understand how their practices are 

socially constructed and historically embedded is one that needs 

closer examination. For example, although the students believe that 

they have made people more aware of the issues in their topics, they 

themselves did not fully engage in what is termed 'deconstructing' 

their own practices, social and task (which includes the way they look 

at the topic), in the Presentations. Although it could be said that 

RG/D, by initiating a petition which resulted in students having the 

choice of an alternative examination, was action, they themselves were 

more engaged in the discussion and rehearsal phases, in working out 

how to put across their idea than in deconstructing the idea of power 

relationships which was at the heart of their topic, Passive 

Participants, 
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-the students' professional training would be enriched by taking 

action outside the safety of the university. Two possibilities would 

be: 

i. Put on their Presentation for an outside audience who are 

likely to respond differently than a student audience. For example, 

RG/M could show Woman: The Nigger of the World to groups who would 

argue that men are more exploited by women than vice versa or that 

women's own misinterpretation and misuse of their gender leads to 

their exploitation. 

ii. Put into practice an issue arising out of their topic. For 

example, RG/D who would have had a compliant audience because of their 

criticism of imposed educational practices, could have been encouraged 

either to devise and execute a small section for one of their own 4th 

year courses, or to devise and execute a workshop for Heads of 

Departments or Principals who would in turn critique their workshop. 

4. From discussions with tutors, proposals should be outlined, and 
; 

detailed wherever necessary: Changes which have taken place to the 

Presentations should be examined in order to respond to and anticipate 

problem areas in the new proposals and also to be in a stronger 

position when motivating for resources or making requests to the 

Faculty to facilitate the new changes. Changes to the Presentations 

have taken place as a result of numerous events and influences. For 

example: 

-the public performances were reduced to 15 minutes to mollify 

complaints that they interfered with the students' regular work, 

-the increase in original scripts took place after the resignation of 

a tutor who was director-orientated, 
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-there have been two Heads of Department for English Usage. The 1st 

attended all the Presentations and gave fairly lengthy public 

adjudications which became, however unwittingly, entertaining 

performances in themselves. The groups rather resented this but 

nothing was done until the advent of the 2nd Head of Department who, 

when he could attend, offered briefer comments relating more to the 

subject matter of the topics and how they had been handled. This led 

to the far more productive practice of inviting interested parties to 

talk to the group privately. This resulted in the group listening to 

various opinions, listening to the parties debate their opinions, and 

engage in debate with them. 

5. As the writer is a tutor, this investigation involves self

evaluation which O'Dowd (in University of the Orange Free State, 1989) 

believes is: 

• ... almost certainly the only form of evaluation which can be 
~ 

validly and successfuily done ••• in tertiary education 

institutions ..• ' (p 63-64) 

The information in this dissertation must in future be critiqued 

because: 

-of the bias of the writer as a Speech and Drama graduate, as a 

lecturer in the Faculty, and as a tutor in the Presentations, 

-the close links that exist between educational drama/theatre 

and teacher training need fuller investigation. 

The results of this investigation should be presented to: 

-the tutors involved in the Presentations in order to 
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discuss the conclusions and plan for the future, 

-the Faculty as a contribution to the Staff Development Programme 

referred to earlier in this chapter. 

6. The data collected for this investigation must be kept available as 

it can be useful for future changes to the Presentations. For example, 

some proposals will now be ventured upon on the basis of several 

pieces of data: 

-2.3 refers to insufficient time for the students circa 1969 to engage 

in group activities. 

-2.9 refers to the Presentations gaining pre-dominance in Speech. 

-2.10.1 refers to more groups creating their own scripts. 

-2.10.3 refers to the problem of the Presentations becoming too time-

consuming. 

-3.5 shows the low ranking of 'new knowledge' which suggests that the 

previous efforts to 'broaden knowledge' have not taken place. 

-4.2.5 A.1. notes the importance of a tutor's intervention in 

discussing a topic. 
.,,. 

-4.2.5 A.2., 4.2.5 B.4., ana 4.2.5 B.5. all refer to the 

problem of time. 

-4.5 brings up the point of the Presentations as a process and Tutor 

A's remarks that the disadvantage of the public performance is that 

the students then perceive it as the end of thinking about the 

topics. 

Johnson and Johnson (1982) emphasize the importance of groups being 

given sufficient time to develop enough maturity to function with full 

effectiveness. From the data presented in 4.2 the Presentations 

allowed sufficient time for students to work out the social functions. 
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The question of the task function i.e. the topic, is a different 

matter. The positive side of the proliferation of original scripts is 

that the students gain confidence in their own abilities, but on the 

negative side it can lead to handling the topics in a stereotyped, 

reductionist way. 

At present the tutors have three ways of inviting groups to reflect 

more critically on their topics: 

-when the tutors ask questions in the planning and rehearsal 

stages, 

-when lecturers discuss the topic with a group after their public 

performance, 

-when two groups view each others Presentations on video and then 

engage in a question/answer session. 

However, more could be done in this regard. Also if the public 

performance is promoted, not as an end, but as part of the process, 

for example, the beginning of a new phase, the topic can continue to 
; 

be investigated and so involve the students in other skills which are 

important in training as teachers. For example, it was noted that 

students had perceived knowledge as something vested in lecturers and 

text books. {See Appendix J) Method lecturers counteract this by 

encouraging students to prepare lessons using alternative sources like 

magazines, newspapers, films, TV programmes, objects, etc. Pre- and 

post-public performance investigations can extend this range and focus 

on developing skills through using educational drama/theatre methods. 

{See Appendices V, W, X, and Y) Another way would be to combine groups 

whose Presentations had similar topics in discussion after the public 

performances and even asking them to draw up a new script, which would 
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not necessarily be performed. Instead of a script they could explore 

other ways to present the topic, for example, a documentary. 

7. The investigation of the Presentations revealed tensions that have 

to be addressed in any teaching situation. Physical science shows that 

too much tension causes a material to break and too little tension 

results in a material becoming slack to the point of inefficiency. 

Bronowski in The Ascent of Man and Clark in Civilization both point 

out that the tension of the day to day struggle for survival inhibits 

a society's development, and that exhaustion and a feeling of 

hopelessness are the main contributors to the collapse of a society. 

So the tensions, as long as they are held in balance by energy, 

vitality, and confidence, and free from the sapping effects of fear 

and self-deceit, are to be welcomed. Some of the tensions which 

emerged in this investigation are: 

-process/product, 

-facilitator/manipulator, 
,; 

-individual/group, 

-competition/co-operation, 

-diversity/common purpose, 

-to hold on/to let go,_ 

-trusting oneself/trusting authority, 

-diversity/quality, 

-propaganda/commitment, 

-certainty/uncertainty, 

-structures/trial and error, 

-directed evaluation/discovery evaluation. 

Ideally a university, with its emphasis on the pursuit of truth and 

knowledge, its resources to critique what informs knowledge and 
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opinion, and its capacity for caring about what happens to people and 

the society it serves, is in a position to explore and judge its 

actions, to question, to change, and to improve. 

6.8 Summary 

The writer has spent some years evaluating an ostensibly minor course 

in the fabric of the UHDE and B.Paed.IV courses as a whole. The 

research methodology employed is known as triangulation and it makes 

use of both quantitative and qualitative methods and techniques. A 

history of the Speech course was given which traced the development of 

the Presentations from their inception to 1986. The research was 

initially undertaken by way of closed-ended questionnaires which were 

answered by the students in 1979 and 1980. From 1983 to 1985 open

ended questionnaires were employed to gain information on the 

students' own perceptions of the Presentations and it was established 

that group participation and relationships was the most imortant 

aspect of the Presentations·..,.for the students. In 1986 fieldwork was 

chosen as the most useful method for obtaining data: 

-about the social and task functioning of the groups, 

-to attempt to verify the students' statements about the personal 

and professional benefits gained from participating in the 

Presentations, 

-to follow up on issues that had emerged from the Theoretical and 

Methodological Notes. 

Fieldwork included the use of participant observation, open-ended 

questionnaires, interviews,, and discussions. Besides the 1986 

students, others involved were: lecturers on the Faculty staff, ex-
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students, Standard 9 pupils, and teachers currently working in 

schools. 

The Presentations were evaluated in terms of selected issues in 

educational drama/theatre and teacher behaviour. Kvaluation of the 

results was then reviewed in the context of experiential learning and 

self-evaluation. The conclusion of the work was that the Presentations 

constitute a valuable part of teacher training and that in view of 

this the Faculty can confidently support a development and refinement 

of the concept with the proviso that such development is in line with 

the overall goals of the Faculty and in line with the Staff 

Development Programme. 

The way is now partially cleared for those involved in other aspects 

of Faculty work to embark on similar investigations at this moment in 

time when education in South Africa is both responding to change and 

attempting to initiate it. Heraclitus says that: 
; 

'There is nothing permanent except change.' (Peter, 1977: 75) 

What is critical is how human beings respond to this permanent state 

of affairs. As a result there are few who initiate real change. There 

are many responses, for example, fear, avoidance, resistance, 

compliance, adaption, becoming overwhelmed and thus rendered helpless 

and hopeless, as well as riding the wave of current ideologies or 

precipitating a change which is inevitable. However, Whitehead points 

to a way in which change can be approached: 



255 

'The art of progress is to preserve order amid change and to 

preserve change amid order.' (Peter, 1977: 75) 
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APPENDIX A 

SPE:&::H TRAINING EXAMINATIOBS 

NOT~ ON SPEECH PRODUCTION 30 SEPT!MBER 17 OCT~ -----------------------------------------------~------
PRODUCTIONS 

1. DECISION-MAKING 

, Students often find difficulty io deciding on theme programmes and plays. 
As this is the first time tb.a.t ma."ly are involved in 1N.Ch e. group project 
it is understandable that some tim,2 be spent discussing and deciding on 
the groups ability or preference f1Z;r a par+..ieular theme. However too 
much time is often wasted in slow decision-!l:.Llting. Students should try 
to decide as soon as possible and ate.rt rehearsing the material thus 
al.loving themselves time to understand and master the material before 
the examinations. Remember that one month's speech time equals only 
8 periods? 

2. RESEARCH 

Theme p~csre.n:mes involve research in order to obtain relevant and in
teresting material which will work as a~ production. It is the duty 
of each individual in the group to contribute material to the programme. 

3. GROUP RESPONSIBILITY 

In order to present a theme programme each individual owes it to the 
group to contribute material and ideas, to come prepared, to word 
hard, and to be sensitive to the needs of others. 

4 • ATTENDANCE 

The progress of the entire group is held back if a single student does not 
attend a class. Late attendance also means that the entire group has to 
wait for a particular individual before they ,can begin working. Remember 
that your unpunctuality does not only affect your perfor!.!S.nce and !.!!arks, 
but that of your.fellow students as well. 

5, ORGANIZATION 

Groups are expected to organize the.selves ns effectively as possible. 
It helps if the group allocates tasks to specific individuals eg. 
typing and collecting material, ccstumes, set, slide selection, prog:rarnne 
cover design, programme layout and notes, worksheets, steges management, etc. 

6. LEARNIN'.:: OF WOP.DS 

Learn yo".X!' w:::rc.s as soon as possible. You CANNOT gain in confidence, 
technice.J. and drama.tic pro~iciency .until you have learnt your wcrds. 
Without a thcrouch knowledge e.nd understanding of the words your ccI:ll!lu
nication is t..alf-baked and m1satisfactory to yourself and your auiience. 
{If you've experienced going to a lesson at school ill-prepared you kr.ow 
the only too vc:l.) 



7. 

2 

REHEARSALS AND PRACTICE 269 

Students are expected to practise and rehearse at home and work on, 
suggestions. Time-tables havE..· · been put up outside J1 o4 so students 

. can book tree times to rehearse ·(otherwise rehearse in other empty 
rooms in J block}. 

18 groups e.re being examined so everyone is .. 1asked to vork as respon
sibly in the room as possible. All grou::.,s have stage managers vho 
mu.st see that J104 is left neat e.nd tidy (both back and front stage) 
after U:se. 

Cupboard space in front bas been provided for ea.ch group a..~d backstage 
there is another cupboard to b.a.nd costumes. Do not vs.it Wltil the day before 
your examinations to experiment with lights, soWld, costume, set, slides and 

music. Ensure that you have at least 3 technical rehearsals before 
your examinations. Lighting and sound vill be handled by the tutor 
at your direction and students are responsible for ma.king out a lighting 
script, providing the tapes for music and sound effects and slides, etc. 

8. INSTRUCTIONS AND "1)IREX!TIONS 

Come to each class with your own text and pencils. Take time to write 
down directions, and moves, so that you do not forget where you should be, 
what you e.re expected to do, and how you should do it. 

9. PREPARATION OF AIDS 

Requests for ·slides, together with the material from which slides are to be 
taken, must be ma.de vell ahead of time. It takes some time ( about 3 weeks) 
to take photographs, post films to Johannesburg and get them back. A:ny 
material required cenpnly be ordered.on the 1st and 3rd Monday of each 
month. You therefore·need to be veil organized, know what you want and 
where to get it well ahead of time. In order to place an order you require 
the full name of the shop or dealer and the address, a detailed description 
of the item, a clee.r price list, the discount allowed to the University, 
and remember, add on the sales tax: 

Art, Stationers and Eooksellers 
73 Beatrice Street 
DURBAN Tel: 316-249 

10 sheets chart paper, white (610 cm X 930 -=m per sheet) 
at 30 cents per sheet 
Less 10% 

Add 4% G S T 

R 3,00 
30 

R 2.70-
• 1 1 

R 2.81 

All this information must be ready by the Friday before the 1st or 3rd 
Monday -in each month. 

10. PROGRAMMES 

The Programmes provide students vith an opportunity to:-

a) 

b) 

Sum up the research material, the background information, the ideas 
that have gone into devising a script for production. 
experience devising a progra:rnne eg. hov to formulate a cast list, 
a synopsis of the scenes, acknowledgements. 
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c) Use skills on the wider and deeper implications of their script 

c) Use skills learnt in A-Vin another fomat. 
d) Focus on the wider and deeper implications of their script by 

formulating a stimulating 'worksheet' for the programme. 

11. DISPLAY IN RESClJRCE CENTRE 

There will be a display in the Resource Centre of all the progra.nm.~s. These 
programmes have tc be handed ln about 3 weeks before the examinations begin 
as a properly completed progra.rr.:.1e shows that a group has a firm and tote.l grasp 
of wha.t their production is about and what they want to communicate to an 
audience. With the programme work behind them the groups can concentrate fully 
on the production work. The programme therefore Blso e.cts e.s a stimulus to 
the greater production effort. 

A board will be set aside in the Resource Centre for students to pin up their 
Col!!!!lents on the productions: the theme/content; overall achievement of the 
group; individual achievements; effectiveness of visual aids {slides, costumes, 
lighting, set) music, production, etc. 

Howe¥er it is also hoped ~bat sustudents will also join in the general discussion 
at the end of each production. 

12. WHA'I' .ARE THE EXA.'1-.!I?'l"ERS LOOKING FOR? 

Basically they look for:

Concentrat ion 
Visualization 
Communication with an audience through speech and movement 
Programme content and presentation 

.,.. 
Although this part of the Speech Exatlination is in the form of a production, 
the criterion is not acting ability. The examiner looks behind and beyond 
the role of character, narrator, prose/verse speaker, member of a chorus 
or whatever persona in the proauction, to how well you are developing, 

m mastering and integrating your t:ente.:::., imaginative, creative and physical 
powers to project a concept and ~ake it an iIIIl!lediate and living reality for 
your listeners and watchers; f~r as ~uc~ ~s you can do this so e.lso will 
you be a successful teacher. To get dc • .-:n to some of the ways in which this 
is ma.infest: Good voice and speech; concentration on the role in hand? 
awe.reness and control of oneself and one's reactions, working as part of a 
group, understanding tbe effect you are trying to achieve as an individual 
and e.s a group, doing nothing to detract from the tote.l impact the production 
is ccnveying. Bemog on stage is like being under a microscope where the 
slightest movement, attitude, sound assumes tremendous significance. A good 
teacher is one who is extraordinarly aware of how he can make his presence 
in tbe hothouse atmosphere of the classroom signif~cant to the pupils. 

13. AREAS WF.ERE S':'UDDITS HAVE FALLEN SHORT 

a) Words not thoroughly learnt 
b) Unprepared and under-rehearsed 
c) La.ck of concentration and visualization 
d) Poorly devised progra.mr::ies 
e) Poor speech (indistinct, soft, rushed, poor pronunciation, poor 

articulation, monotonous speech etc). 
f) Poor organization - manifest in what is terned 'am.e.teur behaviour': 
P People peering through curtains e.t the audience; false starts to 

the production, w~isperinE and noises backstage, lcng waits and noise 
cf :frantic disorean-izatici: between sc-enes. people bumping 'ir:to curtains. 
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cluttered entrances and exits, people being seen in the wings, frequent and 
lou~ prop:r:rting, looking for friends in the audience, laughing at your own 
perfor-...Lnce, ga..ing vacantly.around when not actually speaking, etc. etc. 

STUDENTS liAVE RECEIVED HIGE t,-1'.ARKS FOR 
-------------------------------------
a} Well presented programme 
b) Clee.r and expressive speech 
c). Good Organization 
d} Good Discipline 
e) Audience contact 
f) "'Concentration and Visualization 

EXAMiml'I'IONS 

Durio- the examinations those cooing to watch are earnestly re~uested rmr 
to come in latea es this is extremely disturbing to the students being examined. 
Once the performance has started a notice rill be displayed outside J104 
stating that examinations are in progress and aksing people not to enterth 
the roo~. As each production is scheduled not to exceed 45 minutes (and will not 
run into l~cture times providing the groups start on time) audience is requested 
not to leave before the end as si.1ch disturbances adversely affect the 
performance of those on stage. 

16. GENERAL 

When a performance is completed the curtains will be opened and a member of 
the group rill act as chairman for a brief discussion period. Students are 
invited to com!:lent on and question various aspects of the production eg the 
content of the theme or play, what particularly appealed to you, what you did 
net like or agree with, ~~at puzzled you. (NB Remember any adverse criticisr:is 
you give will not affect the students' me.rks) • .,. . 
Several groups are arranging panel discussions on the themes of their scripts. 
These will take place in J1o4 at lunch times from 20 O!.rtober. The students are 
me.king arrangementf for F.ducation lecturers and other lecturers and students from 
the campus to take part and you are e.11 invited to come e.long arid join in the 
discussions. 

17 • NOI'ES ON SIGHT RE.4.D ING 

The teacher is one of the most powerful forces in actual teaching and the success 
of his teaching is largely dependent upon his ability to expressh himself 
through the spoken and written word. Whether he bee teacher of Economics, 
Science, or English, he is called upcn to illustrate and support his theories 
with some written text - to sight read a section on Napoleon, theories of land 
use, school reports, announcements, newspaper extracts, sport fixtures e.r..d re
sults etc. The more enterprising the teacher the great·er the number of relevant 
articles from ve.rious journals,books, ms.~azines, publications, and news-
papers he sight reads to the class. I"C follows therefore that in order to 
share these in a competent menner, the teacher should be equipped with the 
be.sic techniques cf sight readinc a::id he shol:2.d strive to improve these to make 
reading the dynamic and vigorous i;_r':lccss t:, 0 ."C cr..ould be. 

However there is another aspect. Sight reaiing involves the individual in the 
oost exh~ustive e;FPloration and demonstration of the expressive range of the 
human voice. His voice must be free from un-m.:cessary strain and tension, he 
must be able to use bis resonators at will, he must be in control of and be able 
to use e.11 the vocal technical skills - pa.use, pitch, inflexion, em:;:-Jhasis, pace, 



272 

5 

etc. He must be able to visualize and. convey the ful.l meaning of what he is 
saying so that even if' he does not read toe. class these skills are in
dispensible to him the moment t he opens his mouth in tbe classroom. 

18. NC11'ES ON DISCUSSION ------------
Macy of your problems and tasks as a teacher are concerned vitb Meeting 
people and pupils and listening to their idee.s and communication vitb yours. 
However attractive you may be to look e.t or however well-dressed. 1 it will be 
your voice and you:r speech and movement which vill convey all the cOlll!)leri
ties which e.d.d up to you. 

If your voice is drab, pupils will think you are drab, if your speech is 
careless and sloppy, pupils will think that you are careless and sloppy 
and they might lose confidence, rightly or wrongly, in your ability to 
carry out a job with care and precision. The objective of the Discussion is 
to enable you to express and. support your opinion, to engage in open . 
discussion and to listen to and comment on the points of view of others. 
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The Speech Traininc aection of the Engli•h Uaage course ia exaained in three section• 

I. Presentation 

2. Diacussion and Debate 

PRESENTATION 

When you think of a at&&e pre_aentation you probably iaaediately think in tel"as of a play and 

your id.ea of a play ia probably a draaatized atory with a clear sequence of events, a becinninc, 

aiddle (developaentl and end (cli.Ju.x or re1t0lution) told thro~h the action, interaction and 

developaent of characters on atqe, 

However puttin1 on a play•• deacribed above i• not the ailt of thia section of the Speech 

Traininc courae, The aia ia to involve the atudent in a creative activity and to provide 

an opportunity for the atudent to deviae and take part in a preaentation, We do not hope 

to aake of the atudent-teacher a profeaaional actor, auaician or artiat but to aake hia/her 

aware of the creativity and exciteaent which he/ahe should strive to bring into the claaarooa. 

1. The tiae factor imposes liaitatione, Even a one-act play needs approxiaately 40-45 

minute& and the preaentationa are liaited to 15 ainutea. 

Z. The lon&er a preaentation the aore tlm ia needed for preparation• and rehearsals and the 

tuie you have available (even with extra tiae for planning and rehearsals) is liaited. 

J, The time problem ia exacerbated by the tiae lapae cau.aed by the Easter holiday& and the 

1st Block T.P. aeaaion (eee Schedule of Work), The problem of insufficient tiae ia aainly 

(but not exclusively) aa a rM\ilt of croups leaving too aany thinga to the laat aoaent and 

of coaing unprepared to planninc and rehearsal aeaaions. Also tiae is wasted when indivi

duals do not attend extra aeaaiona. 

4. Date• have been aet for the coapletion of taaka: acripts/diaplays/progra-es (See 

Schedule of Work). Get all your_projecta in on the due dates. Do not fall into the 

trap (a• atudenta have done in the past) of leaving too auch to the last ainute. A. 

presentation ia a far acre coaplex activity than you realize and unless the group works 

at it froa the beginning it will find itself lacging badly behind and unable to aake up 

tiae. 

(llB.: Students are STRICTLY REQUIRED to attend all the~r lectures and claaaea during 

the weeks prior to and of the Speech Exaainationa.) 

5, Co-ents fro• students in 1984 indicated that although the presentations were tiae con

SWlling they were well worth it and also gave students practice in cettinc to do aoaethini 

in a limited tiae; tested the efficiency of atudents to cope; prepared students to adjust 

to high intensity workloads i.e. situations that teachers often find theaselves in, 

6. Because your acript will not be aoaething aet but developing as you iaprovise, as you try 

out ideas, as you constantly.feed in new aaterial, it will take TIME to coaplete. 

During this crucial developinc at.ace the groups will have to work very hard to have the 

scripts completed by the due date. If this aection of the work is tackled responsibly 

and enthusiastically it will be auch easier for you to cope with the pressure of the 

final weeks before and during the exaaination. 
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B. .!E_lli 

1. It is extremely difficult to find a play which can acco.,..,odate all members 

of the group and also give them all more or less equal opportunities. 

2. You therefore need to work out a script that does not follow the conventional play formula, 

You need a aimple, clear idea which can be co-unicated verbally and non-verbally to an 

audience. 

J. the starting point for this kind of development ••• can be al.aost anything - an 

incident, a story, an object, a phrase, a suggestion which all those who have the 

courage to involve themselves can explore and develop for themselves.• 

4, Here are aoae alternatives to the conventional or already written play: DocUJ11entaries; 

Improvised Sketches As A Basis of a Developed Work; Work Based on a Plot/Myth/Legend/ 

a Character/a Personality/an Historical Figure/ a Theme; Work Developed from an Idea 

in a Written Script; Mixed Media Anthologies; Puppet.a (Glove, Rod, Shadow, Marionettes); 

The Sound Ballad. 

5. However if you wish your presentation can take the form of a slide preaentation; lecture 

presentation etc. - it does not need to be a dramatic presentation or to have a theatrical 

format. 

C. 

1 • 

2. 

IMPROVISATION 

improvisation is still one of the best ways to (devise and) explore a script,• 

"Improvised work cannot normally hope to be anything more than a short sketch as the 

unity of structure needed for an extended play can only come if one person has complete 

control. But it is possible to use a series of improvised sketches, skits or vignettes 

linked together by an -bracing framework, to create a longer work. 

The aubject or theme should be within the knowledge and experience of the people taking part 

ao that they are 1.111consciously enabled to contribute something of themselves in a 

colloquial and 1.111affected way:" 

3. "'The artist, painter, writer or composer always starts with an experience that is a kind 

of discovery,• writes Joyce Cary, Improvised work in drama can be the genesis of this 

discovery in the theatre. But in order to explore and give this shape, some form of 

expreaaion, dictated by the nature of the original experience, will have to be divised." 

D. fil!1!Q 

1. A conventional play required character acting and this is not always within the capa

bilities of the members of a group besides which Speech Training is not meant to be a course 

on naturalistic acting. 

2. The alternative mentioned in B4 require non-naturalistic acting. Stylised and 

naturalistic acting is invariably unsuccessful (with amateur groups). Plays with 

elements of fantasy and symbolism are often a success ••• • 

3, "Amateurs succeed with plays within their grasp as people. It i.s the reality of their 

own lives that amateurs contribute to performances whose scope is within their 

imaginative and emotional range. Where actors can identify without indul~ence or 

insincerity, where human understanding and personal involvement are paramount there are 

fine performances." 
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E. §£!.!!:.! 

1, Writing a play is usually most successful if done by one person but this places_ too 

auch responsibility on that one person. One of the aims of this course is for ill 
members of a group to contribute in some way to the final script and format of the 

presentation. {•script" does not equal "a play•). 

2. Paul McCartney of the Beatles describing his first efforts to aake a film said, •we didn't 

worry about the fact that we didn't know anything about aaking films and had never made 

one before. We realized years ago you don't need knowledge in this world to do anything. 

All you need is sense, whatever that is.' His thoughts echo an idea of Malesherbes, which 

is, in effect, (that) .•• 'Much more could be done if people believed leas was impossible.• 

3. Do not try for an adaptation of an existing play. Re-foraulate the idea from the play that 

interests you and make sure it suits your group and your circwnstances. 

4, • ••• whatever a group should decide to do must stem from conviction rathe~ than fashion 

or aimless experiment. Once the aims of the work are clear - and these can only be 

worked out by a process of trial and error - whatever fora the drama takea should be a 

precise expression of those aims.• 

5. A •free, untrammelled attitude .••• can produce unexpected and vigorous results. No 

F. 

l. 

set script : a story or scenario ••• can be developed as the work proceeds. No 

'rehearsals', but a shaping process in which everyone is involved; for each work, far from 

being the reproduction of something which already exists, is a unique synthesis of the 

talents, the enthusiasm and the resources of the actual people involved. And at the end 

of it a performance where the work is shared with an audience. 

There is no rule-of-thWllb technique for doing all this; it ia, ••• a matter of an attitude 

of mind, a determination to work without an author's script, to iaprovise for oneself. 

Sometimes it ia best to work out a 'script' as one goes along, sometimes a 'script' can 

be written first and adapted as the work proceeds ••• But in every case one is free to 

respond to the immediate challenge to make something new ••• The only criteria we have, 

for creating and appreciating, exist in our own unique sensibility.• ..,. 
PRESENTATION 

Aim for a simple, effective presentation which commu.nicates honestly and with vitality. 

Don't panic or try to be competitive when you aee or hear of the preparations of other 

groups. Your tutor (who knows the quality of your preparation work) moderates the examiner's 

mark i.e. the final mark you receive (individually) is a combination of the mark the 

external examiner gives to the final presentation and the conti~ual assessment mark your 

tutor allocates for your contribution throughout the first half of the year. Marks 

for the three assignments are included in the continual assessment mark. 

2, The 1985 budget allows for very little money for these presentations (probably about RlS 
per group which' is negligible). Where the Division can help it will, but the easiest 

solution is to use what is available and/or keep the staging as simple as possible by 

using your own or borrowed clothes and resources. 

J. "The strength of (amateur) work lies in its sincerity : its uncomplicated honesty and 

freshness of approach, its directness and vigour. These qualities are obscured when a 

spurious faith in 'professionalism' encourages a concern for externals (imitation of the 

box-set, the proscenium stage and so on) at the expense of an endeavour to create real 

drama out of the very things that amateurs are best· at.• 



G. 

l. 

2. 

276 

4 

CREATIVITY 

• ••• the -ateur group can dwell upon the business of creating, so that everyone involved 

can get as auch from the preapration as-from the actual performance.• 

Be prepared for the frustrations of trial and error. You will have to learn to live 

with a changing (sometimes radically changing) script from week to week until it is 

finalized; with the frustration of spending time and effort on ideas which are scrapped; 

with the frustration of finding the group at a dead end and having to start all over again. 

3. •Trial and error, the confidence to take risks, and the freedom from any rule-of-thwt1b 

method are a necessary prelude to lively activity," 

4, •so let things Happen. Create, Create, Create!" 

H • .!£1.Q!! 

1. The tutor plays a part •By throwing out ideas, suggestions, ways of approach, by initiating 

improvisations and encouraging each person to have the courage to aake his own contribu

tion; by fanning/a group's enthusiasm and interest •••. and then helping them to shape 

what is thrown up, 

and inspiration,• 

He is co-ordinator, collaborator, clearing-house, sounding-board 

ANSWERS TO PERENNIAL CRITICISMS FROM STUDENTS 

(a) Insufficient time to rehearse on stage, This is a problem as there is only one 

stage for about 23 groups and once the examinations begin things become even more 

desperate. 

A schedule will be put up on the notice board outside JZ showing the times when the 

Movement Room, Tutorial Room and Theatre will be available for extra rehearsals. 

Groups can book these extra times by putting the name of their presentation in the 

empty spaces. 

If you do this you find you will have sufficient (though limited) time to work on the 

stage. Don't book a time and then not come. 

{b) Insufficient space in theatre for audience (overcrowding), True, but at least there 

ia air-conditioning. When J2 was being built there was an alternative: 

{i) make the theatre and tutorial room one space with a dividing section in between 

which could be opened up to provide more space for larger audiences when 

neceasary. 

(ii) build it as it stands today. 

(ii) was chosen because the voice projection, speech and action of teachers should 

be sufficient to carry and be expressive in a classroom so the more intimate envi

ronment of a small theatre is preferable. Putting students into a aituation which 

is too large can lead to what could be termed 'insincere col!1lllunication'. In the 

19th century large theatres were built and this (although wonderful for grand opera) 

encouraged a declamatory, often stilted style of acting. 

The presentations we try to encourage are group deviaed; relevant to the group's 

interest or convictiop; encourage and utilize the groups potential and talents; 

seek a closer audience/performer relationship and are therefore more suited to an 

intimate setting. 
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Also there would be ineufficient eound proofin& between the two areas when there 

were aroups workinc in the rooms at the same time, 

(c) Why not use the Asoka Theatre/ 

This was partly answered in (b) (ii), Aleo it is not practical aa the Asoka Theatre 

is not available for the amount of time the 23 or so croups of Education students 

would need for rehearsals snd perfoMllances, 

Even if you argued (and it was remotely possible) just to.put on the final performance 

in the Asoka, you can't rehearse and make everythine for the J2 etace and suddenly 

transfer it onto another stace with different dimensions, demands and equipment. 

Also ask the Speech and Drama students about the amount of voice projection they 

have to use in order to be heard in the Asoka. 

2. PUT ON PRESENTATIONS AT THE END OF THE YEAR 

We've tried this in the past but it interfered too much with the etudenta' preparations 

for their final examinations. 

J. PRESENTATIONS ARE TIME CONSUMING 

See P• l. A. 

4, STUDENTS TO CHOOSE THEIR OWN GROUPS 

This is not possible because of the time-table. However 

(i) If a particular group of students is dedicated to putting on a particular 

presentation this could possibly be arranged. 

(ii) Within the first few weeks students are always free to move to another group 

if they experience insurmountable problems. 

(iii) See Schedule of Work 'Groupings•. 

{iv) Will you be able to cb,c)ose the adults and pupils you will have to co-operate with 

in your teaching career? 

Quotations fro111 New Directions 

and John Lane. 

Waya of Advance for the Amateur Theatre. Peter Burton 

NOTES ON SPEECH PRESENTATIONS (TO BE EXAMINED DURING 17 TO 28 JUNE) 

l, DECISION-MAKING 

Students often find difficulty in deciding on procraJlll!lea and plays, As this is the 

first time that many are involved in such a croup project it is understandable that 

so111e time be spent discussing and deciding on the group's ability or preference for a 

particular theme or play. However too much time is often wasted in slow decision

making. Students should try to decide as soon as possible and atart rehearsing the 

material thus allowing themselves time to understand and master the material before 

the examinations. Remember that one month's speech time equals only 4 periods: 

2. RESEARCH 

Compiling a good programme involves research in order to obtain relevant and interesting 

material. It is the duty ~f each individual in the group to contribute material to the 

presentation. 
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3. GROUP RESPONSIBILITY 

4. 

In order to present a aucceasful presentation eachindividual owes it to the group to 

contribute aaterial and ideaa, to come prepared, to work hard, and to be sensitive· 

to the needs of others. 

ATTENDANCE 

The procress of the entire group is held back if a ain1le atudent does not attend a class. 

Late attendance also aeans that the entire group has to wait for a particular individual 

before they can begin working, Remember that your unpunctuality affects not only your 

perfor111ance and aarka, but that of your fellow students as well. 

S, ORGANIZATION 

6. 

Groups are expected to organize theaaelves as effectively_aa poasible. It helps if the 

group allocates tasks to specific individuals eg. typing, aaterial collected for the 

presentation, elide preparation, collation of sound effecta/auaic, progr.._e .and notes. 

LEARNIMG OF WORDS 

Learn your words aa aoon as possible. You CANNOT gain in confidence, technical and 

dramatic proficiency until you have learnt your words, Without a thorough knowledge 

and understanding of the words your co111.111unication ia half-baked and unsatisfactory to 

yourself and your audience. (If you've experienced giving a leaaon at school ill

prepared you know the feeling only too well!) 

i, REHEARSALS AND PRACTICE 

Students are expected to practise, rehearse and work on suggestions in free time. 

!l. IJSE OF J2 

9. 

A large nW11be of groups are being examined ao everyone is asked to work as responsibly 

aa possible in the rooms. All groups cust aee that both the front and back stage areas 

are left neat and tidy after uae..,. Cupboard apace will be provided for each group. 

Do not wait until the day before your examinations to experiment with lights, sound, 

aet, alidea and auaic. Enaure that you have at least 3 technical rehearsals before 

your examination. Li1hting and aound will be handled by the tutor at your direction 

and atudenta are responsible for making out a lighting script, providing the tapes 

for ausic, aound effects, alidea, etc, 

INSTRUCTIONS AND DIRECTIONS 

Come to each claaa with your own text, pencil and rubber. Take time to write down 

directions and movea ao that you do not forget where you should be, what you are 

expected to do, and.how you should do it. 

10. PREPARATION OF AIDS 

Requests for slides, together with the material from which slides are to be taken, must 

be made well ahead of time. It takes aome time (about 3 weeks) to take photographs, get 

the films developed and collate the slides for the presentation. Refer to date in 

Schedule. 
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PROGRAMMES 

The Procra-ea provide atudenta with an opportunity to:-

a) Sum up the reaesrch material, the background infor111ation, the ideas that have 

cone into deviaing a acript for presentation. 

b) Experience deviainc a programme ea, how to fol"tllulate a caat list, a synopsis of 

the acenea, acknowledcements. 

c} Use akilla learnt in A-Vin another for111at. 

12. DISPLAY IN TUTORIAL ROOM 

There will be a diaplay in the tutorial roo• of all the procra-ea and posters. Your 

display auat be aounted by 7 June, Marks for your diaplay will be included in your 

aark for Campus-Baaed T,P. 

13, ~ 

Each group must aubmit the script of their presentation during the week 13 - 17 May. 

14, WHAT ARE THE EXAMINERS LOOKING FOR? 

15, 

Baaically they look for:-

Communication with an audience through speech and movement 

Visualization or imaginative involveaent 

Concentration and aelf and group discipline 

Preaentation content and production 

Although this part of the Speech Examination is in the fol"tll of a presentation, the 

criterion ia not actine ability. The examiner looks behind and beyond the role of 

character, narrator, prose/verse speaker, aember of a chorus or whatever person in the 

preaentation, to how well you are developing, mastering and integrating your mental, 

imaeinative, creative and physical powers to project a concept and make it an immediate 

and living reality for your _l1steners and watchers. To get down to some of the ways in 

which this ia manifest I good voice and apeech; concantration on the role in hand; 

awareness and control of oneself and one's reactions; working as part of a group; 

understanding the effect you are trying to achieve aa an individual and as a group; 

doing nothine to detract from the total impact the presentation is conveying. Being 

on atace is like being under a microscope where the sli&htest movement, attitude, sound, 

asst1111ea tremendous significance. A good teacher ia one who is extraordinarily aware of 

how he can make his presence in the hothouse atmosphere of the classroom significant 

to the pupils. 

AREAS WHERE STUDENTS HAVE FALLEN SHORT 

(a) Words not thoroughly learnt. 

(b} Unprepared and under-rehearsed. 

(c) Lack of concentration and visualization. 

(d) Poorly devised progralllllles. 

(~) Poor speech (indistinct, soft, rushed, poor pronunciation, poor articulation, 

monotonous speech, etc). 
( f) Poor organization - manifest in what is termed 'amateur behaviour' people 

peering through the curtains at the audience; false starts to the presentation; 

whispering and noises backstage; long ~aits and noise of frantic disorganization 

between scenes, people, bWllping into curtains; cluttered entrances and exists; 

people being seen in the wings; frequent and loud prompting; looking for friends 

in the audience; laughing at your own perfor111ance; gazing vacantly around when not 

actually speaking; etc. etc. etc. 
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STUDENTS HAVE RECEIVED HIGH MARKS FOR 

(a) Well preaented work. 

(b) Clear and expreaaive apeech. 

(c) Good discipline. 

(d) Good organization. 

(e) Audience contact. 
(f) Concentration and visualization. 

EXAMINATIONS 

8 280 

During the examinations thoae c011ing to watch are earnestly requeated IOT to come in 

late aa this ia extreaely disturbing to the atudents being exaained, Once the 

perforaance haa atarted a notice will be diaplayed outside atating that exaai~ations 

are inprogreas and aaking people not to enter the rooa, As each preaentation is scheduled 

not to exceed 15 minutes {and will not ru.n into lecture tiaea providing the groups 

start on tiae) the audience is requested not to leave before the end aa auch disturbances 
adveraly affect the performance of thoae on atage. 
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GROUPS AR£ THER.£FOR£ llEQUillED TO MEET WITH THEIR TUTOR AT ARRANGED 

TIMES THROUGHOUT TH£ FIRST SEMESTER AND TO WORK ON THEIR OWN, 

A TIME-TABLE WILL BE PUT UP OUTSIDE J2 FOR THIS PURPOSE 

EXAMINATIONS 

Examinations will take place during the lecture periods and in the afternoons. 

Because so many groups (23 in 9 days) will be u.aing the theatre in J2·IT IS ESSENTIAL to 

keep the theatre arts aspect of the Presentation (set, costuae, etc.) AS SIMPLE AS POSSIBLE, 

Again you are reminded that during the examination weeks you MUST ATTEND ALL YOUR OTHER 

LECTURES. 

If you have followed the instructions to keep your aet, coatuae etc. SIMPLE you will have 

time within the 55 minute Speech period; 

to prepare yourselves 
to put ,on your Presentation 

for discussion with exaainera 

getting out of cost11111e etc. } 

*ASSIGNMENT l 
ft-ASSIGNMENT 2 
, ASSIGNMENT 3 

There will be !Q. extension of 
TIME 

granted for these ASSIGNMENTS 

20 MINS 

15 MINS 

20 MINS 
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8CIIEDULE OF WORK 1985 

FIRST SEMESTER 

lat Week 

2nd Week 

3rd Week 

4,th Week 

Sth Week 

6th Week 

7th Week 

8th Week 

9th Week 

10th Week 

11th Week 

12th Week 

13th Week 

14th Week 

GROUPISGS 

Monday 25 February - Friday 1 March 

GroupinJ•• Handout. on 1'r••ent•tion•, Yoice lmd Speech. 

Monday 4, March - Friday 8 March 

Tape/Slide ahov. Diacuaaion of Handout. Voice & Speech. 

Monday 11 March - Friday lS Ma'.N:lh 
Voice, Speech. Speech work t.o be prepared for followinc week. 

Di•cuaaion on Pre•nt.ation. 

Monday 18 March - Friday 22 March 

Speech work. Iaprovia•tion. Diacuaaion on Pre•entation. 

Monday 25 March - Friday 29 March 

Shaping of Preaentation/Preparation of •cript, 

Monday 1 April - Wedne•day 3 April 

Shapin& of Preaent•tion/PreparatiO'tl of •cript. 

VACATION: Thuraday.4 April - Sunday 14 April 

Monday JS April - Friday 19 April Student• at achools) 

ShapinJ of Preaentationa, Preparation of Seripta. 

ALL SCRIPTS TO BE DRAFTED BY FRIDAY 19 APRIL 1984 

lat Block Seaaion 22 April - 10 May 

Monday 13 May - Friday 17 May 
Finalization of acripta*and alidea. 

(Thuraday 16 and Friday 17 - Public Holidays) 

Monday 20 aay - Friday 24 May 

Rehearaals. 

Monday 27 May - Fridar 31 May 

Rehearsals 

Monday 3 June - Friday 7 June 

(Friday 31 - Public Holiday) 

Rehearaala. Each croup to arranee time with tutor to put up publicity display:* 

Monday 10 June - Friday 14 June 

Rehearaals. Prorrammes to be completed.-" 

Monday 17 June - Friday 21 June 
EXAMINATIONS 

Monday 24 June - Friday 28 June 

EXAMINATIONS 

(Thursday 20 - Public Holiday) 

Please put your name on the lists in the Resource Centre. 

There must be no more than 10 students in each rroup. 

EXTRA TIME FOR PREPARATION OF SCRIPTS AND REHEARSALS 

As you can see from the schedule you h~ve a limited time (compounded by the problem of 

Public Holidays) in which to complete the Presentation Examination. 
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E~aminations ~ill take pldce during the lecture periods and in the afternoons. 

e,~c~115u ~u many grou1,s (:3 in 9 days) ~ill be using the theatre in J2 IT I~ ESSESTIAL to 

k~ep the thPatrP arts aspect of the Presentation (set, costume, etc.) AS SI~PLE AS POSSIBLE. 

!gnin you are 1·umindrd tha~ during the ex3mination vreks you MlST ATTESD ALL YOUR OTHER 

!.~Ct!RE.0 •• 

1( you hav~ followed the instructions to keep your srt, costume etc. SI~PLE you will have 

llml· »ithin th(1 55 ml.nute Speech period; 

tu p•n:. o.\ you:-- Presc-~tat ion 

fer discus5it,n ~it·h examiners 

grtling out of costu~e etc~ } 

Th,·r-r, 1;i11 be l-'O extension of 

TrnE 

gr3nted for these ASSIGSME~TS 

I M P O R I A S T 

20 ~IISS 

1 5 ~!] ss 

l, If you look at your schedule of work you will see that you have only about 11 weeks 

to prepare for your Presentation. 

THIS AMOnT OF TL'iE IS SUFFICIE!\! IF lOt:R GROUP STARTS orsci:ssnG 

A\D PLASSISG IS YOUR FREf TIME FROM THE VERY FIRST WEEK. 

If you hav. worked hard at your Presentation FROM THE BEGISSISG and do not leave anything 

to the last minute; you will be able to cope with your final rehearsals and examination 

plus your usual lecture schedule. 

J, There is a problem that students tend to neglect their routine Faculty obligations 

(attending lectu·res, doing assignments) just before and during the Presentation 

Examinations in June. 

Althou~~ your lecturers are supportive of the work you do in the Presentations, they 

would be failing in their obligation to you, as a stµdent, if they did not worry about 

your over-neglecting your other work. 

4, r;,, o.,;:i.n has instructed that any student who is excessively absent from lectures during 

the time ot the Presentation Examinations should be reported to him. 

3. The Pre•cntations will be videoed and you will be able to see them after the July Vacation. 

Note: Only the last three pages of 
been included as up to 
as the 1985 handout. 

that 
the 1986 handout 

point it was the 
have 

same 



j,.,,. ',,1·,..·k 

l \", ~ h ',-...... ~. 

l 3th 1-.-,ek 

5CHEDlLE Of \,1JRK 

Introduccions. Overview of t~pi~s 

~lond.:iy j -'!arc-h - Friday 7 .'larch 

\'erb.:.tl Dynamics. Improvisation 

~Ion day l 0 .\.larch - Friday 14 .'larch 

\·erbal Dynamics. lmprovis.ation 

Monday 17 March - Friday Zl March 

Shaping of Presentation 1 Preparation of script 

Munday 24 .'larch - hcdnesday 2~ March 

Shaping of Presentation!Preparation of s~ri11t 

VACAfIOS - lhursday 27 March Sund.1y 6 April 

Monday 7 April - Friday ll April IKednesday 9 

Shaping of pre5•?ntations.1Prcparation of scripts 

\LL ::'CR!PT5 1 OE DRAFfED DY fRID\Y 11 April 

284 

Students at school) 

~!011dC1y 'i .'lay - 1,edn,,sday i May t 1hursda~ ?: and Friday o - Public Hul iday~ J 

fi11;1liz;ttjor1 of scri11ts~ ~nd ~lides 

~li)nd.:1y I \i ~l,.1y 

Rehen rsa l ."> 

Rehe.J.rsals 

frid,1y to ~l:iy 

Friday 30 May 

M~nday 1 June - Friday 6 June 

RelH-:~'lrs.11.s 

1uesday 10 June - Fr'iday lJ June 

Reh.-arsals. Programmes to be completed 

Monday 16 June - ~riday 20 June 

EXA~IIS.>HI0,'3 

~Dnday 23 June - Friday~, June 

EXA'll 'i AT I OX S 

'' ,,...,.. 

Scribes cum Reigstrars to hand in registers and notes bi 
FRIDAY 27 JUNi 1956. 
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;:::11E::it·u: FOR DISTR1 BUT 1n, ,,F Dt:TIES 

J.·l::t-. ,;re :,.OrH· of ... >..: Cut.it::S you "-"ill t~ke on for the ?rc:H.~ntation.s.. Delete those not 

.1ppr opri.:1-:.r,, for your g,~oup and add tho:;e appropriate to your· group. 

~,c!""''"h ~-,,.,r· nam,;- 1,;ill app<>ar opposite a particular duty d•ities please help wit.h other 

a,·~Js if nnd ~hen nece~s~ry. 

All "TZ"DE\15. '.ll'3f CO\TRlBt:TE to..-.Jrds deciding on a topic, gathering materi,1], helping 

t,o put, the product ion t:og-ethcr. 

DlTi" !>:A:,tE ( 5 I 

Script (co-ordinator(sl 

Specinl i~e~~~t·ch 

! . 

.-:.-1 ting IK 0-cp it SI~IPLf.) 

Prog.r-.,mree 

Seri b,· r.1i1: -eg-istrar fnr extra rehearsals 

ln the past students found that if someone in the group is not pullin'g their weight it 

\ is usually bec.:use they have a particular problem or difficulty ,.-ith the ,Presentation. 

A~ a grou? try to help that person(s) and things should go more smoothly. 
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Presentatjons jn 1977: 

The Long and Wjndjng Road 

Look at Yourself 

To The End Of The Road 

The Weaker Sex 

The Elephant's Child 

Telephonjtjs 

A Pleasant Change 

F,dry Tales 

Helmut 

Gjaconda 

Somethjng to Talk About 

Here Today 

Struggle 

Presentatjons jn 1980· 

The Chimney Sweeps 

Pjckwjck v Bardell 

Let's Be Devjls 

Here Today 

Anjmal Farm 

The Matchmaker 

Alice jn Wonderland 

Musjc 

Djsneyland 

Money· 

African Wanderer 

Courtjng Through The Ages 

286 

Play 

Play 

Play 

Play 

Play 

Play 

Play 

Play 

Play 

Play 

Play 

Theme Programme 

Theme Programme 

Play 

Play 

Play 

Play 

Play (adaptatJon) 

Play ( adaptaU on) 

Play (adaptatjon) 

Theme Programme 

Theme programme 

Theme Programme 

Theme Programme 

Theme Programme 



The Criminal 

Juli-ate Roh-me oh 

Olympic Games 

The Dooley Family 

UFO 

Presentations in 1983: 

Starting Over 

The Thistle in Donkey Field 

The Beggar and the Slave 

All Aboard the Ark 

Mind Your Language 

The Devil and the Cross 

War 

The Jungle Book 

Ramayana 

Winnie the pooh 

Diseases 

Roles of Women 

The Frogs 

Survival of the Artist 

Whose Life is it Anyway? 

Body Talk 

Todayland 

As the Pendulum Swings 

Strike 
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Original Script 

Original Script 

Original Seri pt 

Original Seri pt 

Original Script 

Play 

Play 

Play 

Play 

Play (adaptation) 

Play {adaptation) 

Play (adaptation) 

Play (adaptation) 

Play (adaptation) 

Play (adaptation) 

Theme Programme 

Theme Programme 

Original Script 

Original Script 

Original Script 

Original Script 

Original Script 

Original Script 

Original Script 



Presentatjons jn 1984: 

The Chjmney Sweeps 

Anarkalj 

The Flawed Hero 

Yoroboshj 

The Poets of Farralane 

Sath Santosh 

To Kjll a Mockjngbjrd 

The Snow Goose 

Jonathan Ljvingstone Seagull 

Boys for Sale 

Aspects of Vjctorjan Moraljty 

The Torch 

Thjrd World 

Vjctorjan Fashjons 

Death For Sale 

It Never Ends 

Rasputjn 

AU Baba 

Stajns of Stajnbank 

Can Man Play God? 

Presentatjons in 1985: 

The Mjstakes of a Njght 

Fusani 1 s Trjal 

Freedom'· Chj ld 

Africa. 1986 
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Play 

Play (adaptation) 

Play (adaptation) 

Play (adaptation) 

Play (adaptation) 

Play (adaptation) 

Play (adaptation) 

Play (adaptation) 

Play (adaptation) 

Theme Programme 

Theme Programme 

Theme· Programme 

Orig:inal Script 

Origjnal Scr:ipt 

Or:iginal Seri pt 

Original Seri pt 

Orig:inal Script 

Original Script 

Original Script 

Origjn·al Script 

Play (adaptation) 

Play (adaptatjon) 

Theme Programme 

Theme Programme 



Conning Your Way Through 
Education 

The Wall 

It's A Mad, Mad World 

The Battlefield 

For The Better of Mankind 

Suffering, My Nation's Badge 

Academy Awards for Teachers 

It's A Swindle 

The Dispossessed 

Lift-Off 

The Curse of the Pharoah 

Let's Be People 

The Aristocats 

Ebony and Ivory 

Labour Pains of Men's 
Liberation ; 

Of Forces Beyond Control 

There's A Twist in the Tail 

All For Love 

Youth Violence 

Presentations in 1986: 

Original Script 

Original Seri pt 

Original Script 

Original Script 

Original Script 

Original Script 

Original Script 

Original Script 

Original Script 

Original Script 

Or:iginal Script 

Or:ig:inal Script 

Original Script 

Original Script 
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Original Script 

Original Seri pt 

Original Script 

Original Seri pt 

Original Script 

Heaven Can Wait Play (adaptation) 

Invisible Walls Play (adaptation) 

Woman' The Nigger of the World 

One Life, One Place, 
One Chance, .. 

Two Tribes 

The Biri-Arrny 

Original Seri pt 

Original Script 

Original Script 

Original Script 
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Rebirth of Darknness Original Script 

Light Lies Original Script 

It's Still Happening Original Script 

? Original Script 

The Journey To ... Original Seri pt 

Five Minutes More Original Script 

Dead men Tell Ko Tales Original Seri pt 

Just When You Thought It Was 
Safe To Go To School Original Script 

Anoeba Syndrome Original Script 

For Heaven '.s Sake Original Script 

Flying High Original Seri pt 

Famine and Farce Original Script 

Should We Decide? Original cript 

The Child Is Father Of The Man Original Script 

Old Woman in a Shoe Original Script 
.,,. 

A Gift of Life Original Script 

Passive Participants Original Script 

Note: The use of upper case and lower case in the titles 
is according to how they appear in the invitations 
to the Presentations. 
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APPENDIX E 

Name ..................... Sex .... Reg.No ........ Course ........ . 

Sp. Methods ...... · ............. title of Sp. Prag ............... . 

Rate the following statements from 15-1 (15 for the highest 
priority) 

The benefits from participating in the planning and performance 
of Speech Programmes are: 

.... 1. To become involved in and create believable char.acters 
on stage . 

.. .. 2. To become more imaginatively aware of other people, 
situations and experiences; and to see life in other 
contexts . 

.... 3. To recognize and come to terms with differing 
personalities in a group and to allow for their 
development . 

.. .. 4. To ident~fy and appreciate the various styles, rhythms 
and usage of language in literature . 

.... 5. To understand the complexity of skills and organization 
which must be integrated in order to present a 
production e.g. script; casting; rehearsals; aeting; 
production; tha~tre arts; audience; etc . 

.... 6. To develop voice and speech to communicate thought and 
emotion . 

... . 7. To develop one's personality by exploring and developing 
one's potential through creative work . 

.... 8. To become helpfully and constructively critical of 
others' efforts for their benefit and that of the 
group . 

.... 9. To apreciate how ideas can be conveyed through the 
skilled use of language by studying the writings of 
others . 

.... 10. To be able to write more clearly, correctly and 
creatively ourselves . 

.... 11. To develop response and co-ordination of movement with 
thought and speech i.e. body/mind co-ordination . 

.. .. 12. To develop self-confidence. 

13. To enrich the total group effort by individual striving 
no matter how small the task. 
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14. To begin to understand the form and function of drama. 

15. To become more critically aware of the part played by 
theatre arts in a production e.g. seting, costume, 
lighting, properties, sound effects, etc. · 

--------------------- -------------------------------------------
Now rate Sections ABC DE from 5-1 (5 for the highest priority) 

The benefits from participating in the planning and performance 
of Spech Programmes are in: 

.... D. Speech and Drama training . 

.... E Drama and Production appreciation . 

••.. A Language development and appreciation . 

.. .. B. Personality/Individual development . 

. . . . C. Group participation and awareness. 

F of E/D of S 09/79 
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APPENDIX F 

Aims for learning through educational drama/theatre tend 

to fall into two broad sections: 

Section 1 

Section 2 

To enrich students' learning and lives. 

To enhance students' abilities in the 

dramatic art form. 

These sections can be sub-divided: 

Section 1 

Section 2 

Language and literature. 

Personal development. 

Human relationships and social adjustments. 

Form, skills, and techniques of drama/theatre. 

Performance and appreciation. 

Section 1 - Language and Literature 

To extend language skills and promote language awareness -

reading, writing, research. 

Encourage clarity of expression. 

Encourage and improve social language i,e, discussion, 

coming to terms with differing ideas, communication 

with others. 

Script writing - transl&ting understanding of certain 

concepts into dramatic terms. 

Deepen understanding of particular themes, topics, and 

issues. 

Apperciating other's dramatic statements and productions 

how they use dramatic symbols to convey and present 

ideas, perceptions, and feelings. 

Develop students' critical appreciation and enjoyment of 

their own work and of drama in a wider context. 

Develop critical appreciation and enjoyment of literature 

and writings - myths, legends, plays, newspapers, biogra

phies, novels, poetry, new writings, etc. 
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- Personal Development 

To help people to know and to enjoy what it feels like to 

use the creative part of thems~lves. 
Develop self-confidence. 

Exercising, extending, and integrating one's physical, 
. mental, emotional, and imaginative powers. 

Build initiative and decision making abilities. 

Exploration of o~n ideas, abilities, and personality. 

Self-expression which is concerned with the individual and 

his personal relationship to the world rather than 

facts, and giving him/her an opportunity to objectify 

the emotion. 

Develop self-imposed discipline. 

- Human Relationships and Social Adjustments 

Encourage co-operation with and understanding of other 

people. 

Explore moral issues. 

Greater sensitivity to how others react and awareness on 
· sh~ 

the part of the individual of how h~functions in 
a group. 

To work with others on a production and to be aware of 

the effect they as individuals have on its ovealll 
success. 

To encourage integration between other aspects of society 

such as art, music, film, T.V., radio, science, 

civics, religion, history, geography, and drama. 

Increase ability to work with others in real and symbolic 

terms i.e. improvement in corporate decision making; 

giving, modifying, accepting, and developing ideas 

together; acting together. 
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Section 2 - Forms, Skills, and Techniques of Drama/Theatre 

The realization of a concept or idea through the form of 

drama. 

To arrive at a sense of reality, of truth, by presenting 

the inner life of a character through external 

manifestations by a process of imitation and 

assimilation. 

In the process of acting the individual opens himself more 

to outside stimuli by drawing from within himselfh~rself 

and finding a new kind of involvement and new 

responses. 

Developing vocal and bodily skills to convey and to 

repond to the dramatic concepts. 

An involvement in and appreciation of the elements which 

make up a dramatic presentation. 

Involvement in the education of feeling. 

An understanding of how drama is the battle of the individual 

to master himself/h~.s,d f · 

- Performance and Appreciation 

The importance of 'living through' before reaching and 

establishing an interpretation. 

A successful production gives pupils a satisfaction 

that enhances their self-confidence. 
Gives the opportunity of creating a shared experience 

(both with fellow performers and an audience). 

An opportunity to question and discuss the quality of 

work put on by themselves and others. 
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To develop the imagination by listening to and watching 

others' interpretaions of concepts and ideas. 
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APPENDIX G 

Histograms for 1979 questionnaire 

The x axis represents the number of students. 
They axis represents the ratings from 15-1 (reading 
from left to right) with 15 for the highest priority and 
1 fol"' the lowest. 

Ratings 15-11 will be regarded as high or positive. 
Ratings 10-6 will be regarded as middle or average. 
Ratings 5~1 will be regarded as low or negative. 

Category D: 
Speech and Drama Training 
Statement 1: To become in
volved in and create believable 
characters on stage. 
:x 

7.44 

Most students gave a ratinjof 10-E (average). More students 
rated it at the lower end of the scale (negative) than the 
higher (positive). 

Category D 
Statement 6: To develop voice 
and speech to communicate 
thought and emotion. 

x 
10.75 

A significant number of students gave this a high rating from 
15-11 with the rest in the middle ratings and some in the lowest. 

Category D 
Statement 11: To develop response 
and co-ordination of movement 
with thought and speech i.e. 
body/mind co-ordination. 
x 

9.5 

This shows a nearly average distribution of ratings but inclined 
+,.,,.._,._,.._,_,,.:,_ ,._",,.....,,.., ._.,,...,,.....!.;,..~..,. .. - C"Y"IO~ 

l 



Comparison of: 
Statements 1, 6, 11 
combined 

" 
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Category D 

-
--

-

The patterns are inconsistent. _ 
The histogram for the combined statements indicates a positive 

trend while the histogram for category D indicates a negative 

trend. This indicates that the specific statements brought 

about an overall positive response but when the general term 

"Speech and Drama Training 11 was used it meant something 

dJfferent to the students and drew a negative response. 

j _......,_........,,~L-1...i...J-.J....1.-LJW 

This shows an almost 
rating the statement 
areas. 

'j ......_.l.-.L.....L...L....L...1..~...J._J-L...;L..J....J 

Category E 
Drama and Production Appreciation 

Statement 5: To understand the 
complexity of skills and organiza
tion which must be integrated in 
order to present a production e.g. 
script, casting, rehearsals, a 
acting; production, theatre arts, 
audience, etc. 

X 
8.87 

average distribution but with more students 
in the high than the average or negative 

Category E 

Statement 14: To begin to under
stand the form and function of 
drama. 

X 
4.09 

The lar~e majority of students rated tn· 1.·s 
from 5-~- in the low area 
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Category E 
Statement 15: To become critically 
aware of the part played by theatre 
arts in a production e.g. setting, 
costume, lighting, properties, 
sound effects, etc. 

X 
5.21 

Again. most students gave this a low ratin~. 

Comparison of: 
Statements 5, 14, 15 
combined 

-
-

-

--
- -. 

--------

Category E 

-
-

--

~ 1......__......__ 

The patterns are similar i.e. both show the greatest response 
in the negative area. 

Category A 
Language Development 
and Appreciation 
Statement 4: To identify and 
appreciate the various styles, 
rhythm and usage of language 
in literature. 

X 

6.59 
~ore students rated this in the low area 5-1 than in the 
average or high area. 
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Category A 
Statement 9: To appreciate how 
ideas can·be conveyed through 
the skilled use of language by 
studying· the writings of others~ 
x 

8.87 
This shows a nearly average distribution of ratings with a 
slight tendency towards the negative. 

Category A 
Statement 10: To be able to 
write more clearly, correctly 
and creatively ourselves. 

X 
4.29 

The large majority of students rated this negatively. 

Comparison of: 
Statements 4, 9, 10 
combined 

. -
...... -...... ...... --

-----
,--

-

' 

Category A 

X 

- -
..... -

...,_......,__, 
The patterns are inconsistent. The general term •Language 
Development and Appreciation• received a response towards the 
positive but the combination of the specific statements 
received a negatively inclining response. 
'I1his seems to indicate a need to find out more exactly what it 
is that the students gained in terms of language. 
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Category B 
Personality/Individual 
Development 
Statement 2: To become more 
imaginatively aware of other 
people, situations and 
experiences and to see life in 
other contexts. 
x 

9.88 
Few students gave this a low rating and more students gave it 
a high rather than an average rating. 

~ 

Category B 
Statement 7: To develop one's 
personality by exploring and 
developing one's potential 
through creative work. 
x 

9.75 

Although there are some peaks in the negative and average 
areas the histogram shows a tendency towards the positive. 

~ 

Category B 
Statement 12: To develop 
self-confidence. 

X 
10.88 

The pattern shows a positive response. 

Comparison of: 
Statements 2, 7, 12 
combined 

X 

Category B 

·:x. -

-
--

'j .............................. 

showir::? a::. 
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Category C 
Group Participation and ~wareness 
Statement 3: To recognize and 
come to terms with differing 
personalities in a group and to 
allow for their development. 
x 

9.35 
The number of students rating this in the high and middle 
areas were about equal. 

Category C 
Statement 8: To become helpfully 
and constructively critical of 
others efforts for their benefit 
and that of the group. 

x 
7.64 

The majority of students gave this an average rating. ~ore 
students gave it a rating in the negative than the positive 
area. 

Category C 

Statement 13: To enrich the total 
group effort by individual 
striving no matter how small the 
task. 

X 

7-69 
The result is similar to that of Statement 8. 

Comparison of: 
Statements 3, 8, 13 
combined 

--,_ 
.- .,_ -

._ 
~,- - -- -... 

,... 

Category C 

--
-

..... 

~ ~ 

The patterns are similar but Category C shows a little more 
of a positive response. 



303 

APPENDIX H 

Name.. . . . . . . . . . . . . . . . . . . Sex .... Reg. No. . . . . . . . . Course ......... . 

Sp. Methods ..................... Title of Sp. Prod .............. . 

Rate the following statements from 1-15 (1 for the highest 
priority) 

The benefits from participating in the planning and performance 
of the Speech Productions are: 

.... 1. To extend our general knowledge and to see life in 
other contexts . 

.... 2. To begin to understand the complexity of skills which 
must be integrated in order to present a production e.g. 
script; casting; rehearsals; production techniques; 
theatre arts; etc . 

.... 3 •. To recongize and come to terms with different 
personalities in a group and allow for everyone's 
development thus fostering better relationships and 
communication among students . 

.... 4. To become more responsible, conscientious, and to 
develop organiz~tional skills . 

.. .. 5. To develop voice, speech and gesture to communicate 
thought and emotion . 

.... 6. To be able to write more clearly, correctly and 
creatively (production plus programme work). 

7. To begin to understand the form and function of drama. 

B. To be able to give and accept criticism within the 
group situation so that it is not construed as 
personal and destructive but as a prime movtivator for 
imporvement . 

.... 9. To learn to become more flexible and creative in one's 
approach to a subject/topic . 

.... 10. To develop response and co-ordination of movement with 
thought and spe~ch i.e. body/mind co-ordination . 

.... 11. To appreciate how ideas can be conveyed through the 
skilled use of language by studying the writings of 
others. 

12. To learn how improvisation can be used in drama and to 
see its possibilities in other learning situations. 
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.... 13. To develop one's self-confidence and personality by 
exploring and developing one's potential through 
creative work . 

. ... 14. To enrich the total group effort by individual striving 
no matter how small the task . 

.. .. 15. To become involved in role play and characterization in 
order to become more aware of a wider spectrum of human 
problems, reactions and relationships. 

Now rate Sections ABC DE from 1-5 (1 for the highest priority) 

The benefits from participating in the planning and performance 
of the Speech Production are : 

A. Language development and appreciation 

D. Speech Training 

C. Group participation and awareness 

.... E. Drama and production appreciation 

.... B. Personality/individual development 

F of EID of S 10/80 
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APPENDIX I 

Histograms for 1980 questionnaire 

The x axis represents the number of students. 
They axis re~resents the ratin::rft.rom 1-15 (reading from 
left to right) with 1 for the highest priority and 15 for 
the lowest. 

Ratings 1-5 
Ratings 6-10 
Ratings 11-15 

will be regarded as high or positive. 
will be regarded as middle or average. 
will be regarded as low or negative. 

1. The histograms for the 15 statements are presented in order 
from the highest to the lowest ranking. Comparisons are 
made to the rankings and histograms of 1979. 

2. The histograms comparing the combined statements to the 
categories are presented and compared to those of 1979. 

.,. 
:,..__...__.__._ ................................................. ........ 

Category B 
Statement 13: To develop one's 
confidence and personality by 
exploring and developing one's 
potential through creative work. 

x 
4.77 Ranked 1st 

This is a combination of two statements from 1979 where the 
11 confidence 11 statement ranked 1st and the "personality" 
statement ranked 4th. 

Category C 
Statement 3: To recognize and 
come to terms with differing 
personalities in a group and to 
allow for everyone's development 
thus fostering better relationshipa 
and communication among students. 

X 
5.00 Ranked 2nd 

The statement is similar to that of 1979 but with the addition 
of "thus fostering ••• students 11

• Ranked 5th in 1979. There is a 
more positive response to this statement in 1980 and the 
additional explanation to the statement might have helped make 
the dif.ference. 
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Category D 
Statement 5: To develop voice, 
speech and gesture to communicate 
thought and emotion. 

x 
5.7 Ranked 3rd 

The statement is the same as the one in 1979 but includes 
•and gesture•. It was ranked 2nd in 1979. 

Category E 

Statement 15: To become involved 
in role play and characterization 
in order to become more aware of 
a wide spectrum of human problems, 
reactions and relationships. 

x 
6.47 Ranked 4th 

The statement in 1979 read 'To become involved in and create 
believable characters on stage.• and was ranked 11th. 
Although essentially the t!'Bme statement, the introduction of the 
term "role play" and the explanation of what it can achieve 
possibly makes the difference. 

'i L..L.....1-1--L-..l-.l.~.L...L.--'--............... 

_Category C 
Statement 8: To be able to give and 
accept criticism within the group 
situation so that it is not con
strued as personal and destructive 
but as a prime motivator for 
improvement. 

Ranked 5th 
The statement in 1979 'To become helpfully and constructively 
critical of others' efforts for their benefit and that of the 
group.' is practically the same but ranked only 10th. Re~wording 
and explanation probably made a difference. Also students and 
tutors were more actively engaged in this area in 1980, the 
students being encouraged to make more decisions and take more 
responsibility for the presentations. 
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Category B 
Statement 4: To become more 
responsible, conscientious and to 
develop organizational skills. 

x 
7.44 Ranked 6th 

This statement was not present in 4979. Included because students 
bad commented on it as beneficial. 
About the same number of students rated this in the high and in 
the middle areas. 

- - -
.... - - --

-

- -
- .... 

--

Category E 
Statement 2: To begin to understand 
the complexity of skills which must 
be integrated in order to present 
a production e.g. script; casting; 
rehearsals; production techniques; 
theatre arts; etc. 

j x 
7.56 Ranked 7th 

Practically the same statement as in 1979 when it also ranked 
7th. The 1979 histogram has a simila~ up/down pattern. 

- -- --
- -

-

~ 

.... -----

-
-, 

Category B 
Statement 9: To learn to become 
more flexible and creative in 
one 0 s approach to a subject/topic. 

X 
8.64 Ranked 8th 

This statement was not present in 1979. Introduced because the 
writer was attempting to make a connection between the 
Presentations and teaching. 

':I ._._.i....l.....J......l.~I....I....J....1......1-.l..J....,;LJ 

Category D 
Statement 10: To develop response 
and co-ordination of movement with 
thought and speech i.e. body/mind 
co-ordination. 

x 
8.46 Ranked 9th/10th 

The statement was exactly the same in 1979 when it was ranked 6th. 
Preference for the new statements in 1580 might account for the 
drop. However the result is still in the middle or average area. 
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Category C 

Statement 14: To enrich the total 
group effort by individual 
striving no matter how small the 
task. 

x 
yw...J....J-.J.,....J,_.J.....l-...i...... ..................... _._. 8.46 Ranked 9th/10th 

This statement was exactly the same in 1979 and was also rated 
9th. 

'J '---'-...1-.JL.....l.....l.....l.--'-.L....L...J_l-L--l....J...J 

Category A 

Statement 12: To learn how impro
visation can be used in drama and 
to see its possibilities in other 
learning situations. 

'.f" 
9.1 Ranked 11th 

This statement was not present in 1979. 

.x. 

.,,. . 

Category D 
Statement 11: To appreciate how 
ideas can be conveyed through the 
skilled use of language by studying 
the writings of others • 

X 
,;._._ .......... __,_.......,_........_._.__. .......... ......., 9.3 Ranked 12th 
The statement is the same as in 1979 when it ranked 8th. The 
reason could be that it was displaced in the rankings by the 
introduction of Statements 4 and 9. 

-- ~ - -,_,...... --

.., r 

-
~ 

- --

Category B 
• Statement 1: To extend our general 

knowledge and to see life in other 
contexts. 

·x 
10.12 Ranked 13th 

Here it is interesting to compare the 1979 statement which read 
'To become more ima~inatively aware of other people, situations 
and experiences; and to see life in other contexts• which ranked 
3rd and Statement 15 in 1980 which ranked 4th. It appears that 
it is the involvement with other students which drama offers 
that is of prime importance. 
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Category A 

Statement 6: To be able to write 
more clearly, correctly and 
creatively (production plus 
programme notes). 

x 
11.76 Ranked 14th 

The statement is similar to the one in 1979 but the words in 
brackets were omitted in 1979. It was also ranked 14th in 1979. 

X. 

'J-1.....1..,1...J...J......,..__,_..,__. ____ .................. 

Category E 
Statement 7: To begin to understand 
the form and function of drama. 

x 
12.05 Ranked 15th 

The statement was the same in 1979 when it also ranked 15th. 
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Comparison of Histograms of Combined Statements and Categories 

Comparison of: 
Statements 1, 6, 11 Category A 
combined Language Development and Appreciation 

-
i,.. 

--- -
,_-

-- ·---
.... 

J-
J ~ 
The histogram of the combined statements showed a dominance in 
the negative area whereas that of the category showed a dominance 
in the average area. This suggests that students do find benefits 
in the category but that the specific statements on the 
questionnaire do not reveal these. 
In 1979 the patterns were also similarly inconsistent. 

Comparison of: 
Statements 5, 10, 12 
combined 

-- -- ----i-
r-- --- - -

..... 

Category D 
Speech Training 

,.. 

-
--

-

~ ~--......... --
The histograms are inconsistent. In 1979 they were also 
similarly inconsistent i.e. the combined statenents indicated 
a positive leaning while the category showed a negative leaning. 
It appears that the term •speech Training• is probably seen by 
students in its narrowest interpretation and it would advised 
to either ensure their understanding of a broader interpreta
tion or change the name of the course. 

--·--·- -<·-,,-----~:5~..,..,.-- •'·'."'.' 



Comparison of: 
Statements 3, 8, 14 
combined 

,-
X. 

-- ..... -
-- -

- I- - -- -- -
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Category C 
Group Participation and Awareness 

-

--

~ ~~~l 
The patterns are similar both showing an uneven but steady rise 
towards and into the positive area. In 1979 the patterns were 
similar but overall not as highly positive as in 1980. Therefore 
in 1980 there seems to be a shift in a more positive direction 
as in both years the statements were either very similar or the 
same. However this interpretation cannot be taken as conclusive 
as the questionnaires were not identical. 

Comparison of: 
Statements 2, ?, 15 
combined 

-

-- - -
- - - -._ -- - --

Category E 
Drama Production and Appreciation 

,.... -

J 
There is some inconsistency in the results as the positive area 
in the combined statements histogram is stronger than the 
positive area in the category histogram. This is probably due 
to the positive responses from Statements 2 and 15 and 
especially the rewo~ding of Statement 15. 
In 1979 the histograms were similar both showing an overall 
negative response. 
It appears that the responses to the statements have been more 
positive but that viewed as a cate~orv it maintains its low 
ratin~. ~ " 



Comparison of: 
Statements 4, 9, 13 
combined 

-:x. 

-- -- - -- - --
--

-
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Category B 
Personality/Individual Development 

-

-
--

n 
The results are consistent, both combined statements and 
category showing a response towards the positive. 
In 1979 the results were also consistent, both showing a 
response towards the positive. 
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APPE~DIX J 

Representative List of Students' Comments 1983-1985 

Group participation and relationships: 

'made new friends' 

'got to know old friends even better' 

'can make friends with anyone even those that you dislike 

initially' 

'learnt co-operation' 

'learnt to respect (accept, appreciate, or be sensitive to) 

different points of view (or ideas)' 

'test of tolerance and patience' 
1 able to take and give criticism' 
1 coping with curses in the group' 
1 learnt to listen to others' 

'consensus through controversy 1 

1 opened up ourselves to others' 

'became more flexible' 

'acceptance of others' faults' 

'learnt to trust and confide in one another' 

'never ignore what so~~body has to say' 
1 it 1 s about the only time students really got together; 

university life tends to alienate people but (in the 

presentation) you begin to feel that you belong to a 

group instead of an isolated individual' 

'appreciate and respect opinions of pupils' 

'get on with different types of people at school
1 

'group work in class leads to co-operat~on between teacher 

and pupils and pupils themselves' 

'As pupils we were indoctrinated to believe that the 

teachers were the only persons pupils could learn from. 

Also at University it was the reference material and the 

lecturers from whom students sought knowledge. For once 

students learnt from 'each othe~' 



Confidence: 
I 

increased my self-confidence' 

'feel can teach with more confidence' 

'came out of my shell' 

'less inhibited' 

'feel good about myself' 

'less shy and nervous' 

'not afraid to face an audience' 

'confidence in myself and others' 
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'lost inhibition and fear of interacting with one another' 

'leamtto be more outspoken' 

'gained confidence through helping and not mocking each other' 

'writing the scrip~oosted my confidence in that people 

found my writing meaningful' 

Voice and speech communication: 

'speak more effectively and clearly' 

'how to animate words in textbook' 

'more articulate in presenting a lesson' 

'to be audible' .,. 
'how to say things is important in interacting with others' 

' aware of the possibilities of the human voice' 

Individual/personal growth: 

'personal awareness and perception' 

'I discovered my own inner self' 

'learnt to justify my ideas' 

'my style of thinking has changed' 

'I do have potential for independent thought' 

'more aware of myself in positive ways' 

'know limitations' 

'learnt that I am not always right' 

'my authoritarian natur~ is not totally a negative 

characteristic ... it can be truly instructive and purposeful' 

'learnt to be an "open" person rather than containing 

frustrations' 

'learnt to curb one's anger' 

'how to handle obstinate individuals' 



'cope with working under stress and pressure -

emotional development' 
'how to cope with high intensity workload i.e. 

situations. teachers often find themselves in' 
'can achieve anything if take the initiative' 

'nothing is impossible - we limit ourselves' 
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'made me believe in myself and others in that what in the 

beginning we thought was impossible ... was made possible' 
'never underestimate one's potential' 
'developing a positive attutude if you want to succeed' 

'go out there and make it work' 

Fun, enjoyment, sense of fulfilment: 
'fun' 
'joy' 
'excitement' 

'pleasurable' 
'pride' 

'delight' 
'happiness' 
'fulfilling' 
'elation' 

'memorable' 
'one sheer moment of ecstacy' 

'fantastic only because WE had done it' 

Responsibility: 
'learnt responsibility to self and others' 
'discipline' 

'given/responsibility and brought out the best in me' 
'motivated to take more initiative and responsibility' 

'commitment' 
'learnt punctuality' 
'reliability' 

'understood the concept of sied responsibility' 

Creativity: 

'explored unrealized creativity' 
'amazed at hidden potential' 
'brought out hidden talents' 

'capable of doing things never dreant of' 
'chance· to b~creative and alive for once in my life' 
'expressed ourselves creatively' 
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'learnt something about acting' 
'the old creative juices started flowing again' 

'became more artistic and creative' 
'increased our imagination' 

New knowledge: 
'did research' 

'shared information' 

'sought answers' 
'now know more about ... (Subjects mentioned were: Hinduism, 
Blake, class structure of Victorian England, Jonathan 
Livingstoen Seagull, forced removals, the struggle for 

liberation in South Africa, etc.) 

Conflict/tension problems: 
'fights' 
'insults' 
'at each other's throats' 
'showdowns' 
' bickering' 
'skirmishes' 
'flaring of tempers' 
'frustration' 
' tension' 

'unpleasant' 
'raising of voices' 

'rivalry' 

'grievances' 

'murderous threats' 
'anguish' 
'worry' 

'squealing' 

'passengers in our group' 

'shouting often came to blows' 

'non-attendance at rehearsals' 

'conflicts' 
'arguments' 
'squabbles' 
'differences in opinion' 

'pain and anger' 
'personality clashes' 
'I was terrified' 

'anxiety' 
'dread' 
'nasty encounters' 

'temper clashes' 

'sulks' 
'suffering' 

'disturbed state' 
'waste of time' 

'nightmares' 
'panic' 

'half the group totally disinterested' 
'push work onto others and take che credit' 
'arguments about who was doing more or less than the 
others' 
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Playmaking and production: 
'learnt about production of plays' 
'ensure play had essential ingredients for success' 

'communicating an idea via action, via movement' 
'how to communicate your message' 
'requires a lot of hard work and dedication' 

'learnt about the technical aspects' 
'learnt about costumes and sets' 

'aware of complexities of a production' 

'how to write a script' 

School productions: 
'will be able to assist in school productions' 

'can assist with the school concert' 
'can produce playlets with the class' 

'can assist in production of plays/sketches at schools' 

The school situation: 

'helped me to communicate and work with staff at school' 
'prepares us for working with others in the teaching 

profession' ; 
'good social relationships are important in school' 
'cope with challenges of survival at school' 
'pupils must take part in lessons if learning is to take 
place' 

'learnt importance of perseverance and will encourge 
pupils not to give up hope' 

'should be concerned about feelings of p~pils' 

'to tap talents of the pupils' 

'how to handle groupwork in the classroom situation' 
'pupils should be creative' 

'importance of working flexibly' 

'researching subject matter for lessons' 

'could deliver a speech •at school assembly' 
'can project my voice in the classroom' 

'in the classroom, every geature, movement and expression 
is noticed' 



Tutors: 

'assumed leadership when needed' 

'non-interfering' 

'spoke out against tutor if I disagreed' 

'OK'd our ideas' 

'gently steered us to a good decision' 

'our tutor practically disowned us' 

318 

'was very intereste'4brought in books - none of which we 
read' 

'students realized that the own initiative, effort and 

ideas were governing factors in the group, and not the 

lecturer telling us what to do' 

'accommodating and inspiring' 

'did not dictate and earned our respect' 

'finally worked out our differences with our tutor' 

'offered suggestions' 

'not much help' 

'helrf ... d. 
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I~~ iiea c~ 3;eect tr~!ni~g acd t~e pro6ucticn of plays is a 

farce. jhP:, I ask, is the cbject of s;eech7 Yccr ridiculcus 

6 nsYer wculf be 6evelcpment, growth, btosscming. How can you 

ycu be certAin ttRt speech woula lesd tc growth Rnt development 

cf the person? 

For those tutcrs 1nvulved in spee~h training, the course is e 

divine ens. You pretend tc oe Goes, showing us the light, 

helping us tc grow an~ develop. Although you may be sincere in 

yuu.:: ei'fc,I'ts, they are futile. 

Sc ~uch talk ?tout freecos in TLC. What choice have we been giveL? 

If people are co~pelled to do somPthinE, they will never 6c their 

best •• is course has been shovec co~~ o~r t~~oets. Students 

tEv~ r~~cted to ttis cc~pulsion. It is oovious thdt this course 

h2s fc:.iled t::is yeBr. 'l'here will be reaction tc t.tis course in 

futu:-e years. Eut knowing this departn.ent anc. university so well, 
.,. 

any opposition en the part bf stutents will be crushed. Just 

remember that people oo not oppose what they know is good fer theo. 

Cpposition to this course suggests that there is something 

orestic:::lly wrong with it. 

Our group is a unique one. !-~o one knows mor,e ebout our group 

then the nestrrs thecselves. Frcim the very first tioe we met 

it wes obvious that there was going to be conflict in the group • 

What 1 s more , our tuto~helpec to exacerbate this conflict. I 

woulc like to call our group a group but it wesn 1 t. There were 

two groups in this on~ lerie group; one the elite group enf the 

ether the oppressee • 
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o~os were always &t lo~3erhearis with each otter. ThF 

elite grcu; i=;ose~ their ifeas. Ahat they prcposed was good fo~ 

everyone. If anyone free the o;presse~ grcup suggestef anything, 

their ideas w1;;re rejected. There csme a time when the o:ppressec 

group begen to retel. They challenge~ the elite group ane began 

to push forth their ice;s, assert themselves and ~eo0 te ioeas the 

elite group suggeste~ that they were not very keen on. 

Fin8lly scrr:e sort of r~i:;pcrt w;s est;iblisr:ec between the two groups. 

Finally th 0 entire group agreed to ~o a play thet woul~ be a reecticn 

against school atf university e~ucation. le protuce such a ~lsy 

w;s not going to be an easy task. Many ideas were proposed. =hey 

out. Some wcrkef enf were inclu6e~ in the rley. Me~y 

were thro•,ff: out. 

tc t.he 

t h:..s, 2 o~· i: lii':.e this, net like tb..c:t. 
,, 

run th Gr e. Jc this , net tr~a t. ~ V'2ryor:.e was telling ~e what tc 

not an easy task. 

. . t . 3:rri c~ec, frustrateC. I ccul~ never be a 

tutor iffipcsee hi3 e~t~ority 2nd insists~ I do t~e ~art. I 

became on object cf his w~ll. ! have no tcubt whatscever that he 



BGt ~ c .:.c~~ : c.oulo not be. T 

cou:1sellc~. riCicul~us ~c:e wo~ld 

I re net knc· .. ,. 

321 

was goi~~ to do it, 

mys el-='. ·'t . -1 ... r:..ec 

ass t :ne in tt::..3 

tc 

res !=·ect 

l C!':.g b!' eak, cur play WES in a1sar~ay. 3ut ~e 

ccul~ have ~icked UJ frcra whs=s we hab le~t B~t our tutor fslt 

er.d. 

T .t... +,,... r, '.~ - '- """"' ..., __ s :..:~ 

r::cr:t::s tc .se-s t::at this pls:: was iicomea tc fail.. \·ihy 6::.d:i: t he 

tc see how we wcul.d succu::.b ·tc tr.e presst.:.:"~. We '.iere usec. we 

just fer research purpcs~s. We had ir. 

b~cc~e guine.s . 
~1gs. 

the sp1;ce cf three wee~c.s .It was o::ivict::.s th::t. thi.3 t,ss:-:. was imposs i~le. 1 

3ut we wcr'(.ec hare tho n·o·· -lrle.., --'" .;.,_ "' e:'ter school turi~g T? 

a;et tho new 2ut it tock si:{ wcnths just 

t c fcrcul a:te the 0- .... 1 ,·,.,,,.. ""1 .... 
- c• ..1..._•:..... :'-- c::.;/ • ':c get tr.::s :;:l~::- on .st;ge i!1 three 

weekJ wculd be a miracle. 
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i e3k, why did s6 meny groups decide to gc ahead with the plsys 

in spite of .s igr.ing the pet it ion. They cic it for the mark. 

}.'n tutor gees on about ?.obert Bolt's " f. 1:an for all Seasons r: 

ane Richie Rich selling his soul for Wales. I just want to say: 

11 A man can sell his soul for the entire worlc, but for 2 play, 

for a mark. 11 

\ 
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APPE~DIX L 

I reme~ber, quite clearly, the fi~st speech group meeting. I 

wal~ed into the room not k~owing what to expect, and being 

t~ere ~2ae rne even ~ore con:used t~~::: ever. Ho,·tever, the 

dif:erent peo~l~ from different ~ac~grou~ds. At first so~e 

~eo~l0 ~ere shy, but throuJh the later sessions they grRdually 

c~ne a~t o~ tiei= shells. Duri:::g t~e initial meetings I 

sile:::t ti=es because I believe that 

I can learn ~ore about others from listening than talking • .,. 

I realized ~hat I was not the cnly person who was lost in 

the initial meetings, because jud6ing from the confused 

ex~ressions on the faces of other students I knew th~t they 

(name omitted} 
were in a similar situation as ~e. Our tutor, 

iid not give us any guidance, in fac:, he added to my confusion. 

At first his m?..nner or udon't ca.re" attitude we,s quite frustre.ting. 

iiow, h.sving g:rown fz-,om mJ e;.: :perience ~:1i th hi::1 and others in the 

g~oup, I realize that what he was doing was really for our 

banefit. 
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In fact his "don't care" attitude was really an area of concern 

because he w~nted us to cone up with ideas, assume leadership 

roles, make goals, and work towards them. As such ~e would 

be responsible for 0ur o~n direction and actions. 

As a result we all put together om- thou;-hts and feelings anc- we 

came up ~ith so~ething fro~ absolutely nothin;. This in itself 

was a lear~in~ ex~erience. It showed what couli be don~,~ ~e 

wor~ed tcset~er as a tea~. It hel~ed ce tc develop in ~y Fersonal 

rel~tionshi?s, to accept others for what they are and value their 
.,. 

opinions wni~e I still ined r.:y own. 

At first the idea o: wor~ing to~ards a play was exciting. ~any 

ideas were put forward, suggestions were made antl fe:lings ~ere 

expressed. ~e finally decided to make a satire on the educational 

system our theme. It was decided th~t each indi7idual should 

write a short scene which could then be shaped into a single script. 

However, this idea did not seem fruti:ul because we all began to 

depend on each other and as a result nothing was being done. 
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name.s. omitted 
Two other ~e~bers ( ) and I decided to ta~e the 

initiati7e an~ ~rite a scene. This set the basis for more 

scenes but soce oi them did no:: work and had to be dropped. 

I had no ill-feeling or discontent ~hen certain speech and drama 

c..~.;,:.... a~t st:id.er ... t3 ~ssumec. leadership roles. In fact, I sal:,' it 

as bein5 a go.:::. idea since they :·1e:!"e r:.ore e :q::erienced, 

an::. tl::eo:-y. soon became noticeable 

::hat grou? c1c not feel tho sane way. Gradually, 

to resen~ ~he attitudes disFlayad by these le~ders • 

.,,. 
I sup~ose, I cannot really bl~me them for acting the way they 

did because our tu.tor was real~y impressed by_ their works 

and t2.le:::ts 2.n:::. consistently praised ther.i, anC: this r.mst 

h~ve gone to their heads and given thee a sense of su?eriority. 

\ 
At the same time I ado;ted an inferior attitude towards my 

potentialities anc I just allowed them to dominate the speech 

gro~p me~tings. I have grown-out ot this ex~erience and 

learnt that I w2s ·.,rong in thinking in an in:erior manner and 

that they a:!"e no better than ~e. 
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There was a large degree of dissatisfaction, fru3traticn, and 

complacency a~on;st group rnernbers shich led to con~licts and 

llious attitudes. There \·;ere times ~-;hen I felt like 

it up, but my endu=ance has taught me the ~eaning of 

tolerance. 

I felt torn between t~o sides. On one side there ~ere the so 

called leaders and en the other ~ere t~ose who were diss~tisfied. 

T realized that I could no lor:ger re~2in =assive and ac:e v 

f?.ce v,,lue. I realized that everyone h~d a rc:.e 

'!::o play i~ ere.er to make the pl...-y a success and I was no·,: more 

determined than ever to do rn~,r best ir: l'.:l::.:dn5 r:.y contributions to 

the tlay an~ add to it2 success. This self-realization was a 

turning point in my e :q:ieriences within the s:9eech g!·oup. I 

had learnt that it was not right to de~end on any person to do 

what I thou~ht I could not do, 
I -

but it is more to t~ke 

the initiative and do what I had not done before. In a sense I 

eo a leader in~~ o~n right and I need to have co~fiden~e in 

~y actions. To me this is a reflection of my personal deve 

U~fortucately, (or should I say fortu~stely), the C:id not 

not sor~ ~~~t well anc eve~tu~lly h2~ to be ! fe :l 
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::,,lc.:r· C:iG. not c: .. the ne;c. tive feelings 

adort2d by stuCents. In fact, my deter~ination had also been 

reduced because o: the l2ck in cooper~tion fro~ me~bers and 

the sor:ie·.,h~.t re;ulE:",r a:::sentee rnte. 

~o~ev~r, the ~bandonment of the play tie~anded for a new script 

':c oe -.ci tten. ':le met in f;TO:lps u.u:-ing the blcci< ses:;ion 

Since we met in ~wo different 

areas 1~ ji~ferent grou~s, the air o~ dominance of certain 

ner:1cers .:ere cut and active i!'ldividuc:.l participation e.nd 

co-o-cera tion beca!:le a necessity. When ·.,e came back to campus 

I found that there w~s a new spirit o~ team work, a new feeling 

of wantins to be with each other and c~ke things work. I 

e::,.perienced all these feelings ano I found that I could identify 

myself with a grou9 which becaoe a part of ce. 

\ 

I feel that all my e~periences in .... , . .. nis speech group he.s drawn 

~e closer to the grou? members. At one stage I could not 

toler~te sorae c~ them, but now I accept them for what they are 

even i~ they were or still are doing things out of ignorance 

or arrogance. It is bec'.·Use of this acc::::9tance I see a S:firi t 

o! uni~y ex1s~1ng ~ithin ou~ is clearly ocse:::-vabl'.= 
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in our a~ited decision not to staie a rlay but ~o au~~it an 

assignoent. We have ~ade a decisior. and because o: ~y 

perso~~l ex~erience and develo;ment within the group I a~ 

pre~ared to st~ni by the deci3ion th~t se had made even if 

the cor.se-uer.ces turn out to be unfavourable. 



APPENDIX M 

RG/D9 

330 

The predicament that we are placed in is reflected in the 

first title of the first play 'To play or not to play' I 

feel sad that I will have to miss~~~:highlight of my final 

year i.e. to go on stage and act. Well .... (everyone can't 

be lucky - some achieve luck whilst others have luck 

thrust upon them). 

The group or rather groups that I'm involved in are unique. 

From our first meeting it was evident that 2 groups were 

present in one group - sounds dilly but true. The big 

four, was the dominating group~ they were on one side 

while the rest of the group was on the other side. Whatever 

the big four believed in or said (no matter how silly the 

idea) it was final. They were not prepared to listen or 

even if they did listen it was clear that they did so for 

the sake of doing it. On numerous occasions when I or the 

other members tried to put our suggestions forward, these 

suggestions were turned down before they were completed. 

. .,,. 
Recently we had\aprobl~m concerning the changing of scene. 

To me a good idea was to darken the stage and have a spot

light on one side of the stage where the end of a 

particular scene was taking place. This will enable the 

audience to concentrate on that part of the stage while 

the 'actors' for the next scene could get ready on the 

other side of the stage. 1n my attempt to put forward this 

suggestion I was turned down 'Oh not spotlight' laughter 

broke out. My anger showed - laughter stopped and I told 

who it concerned that I'm sick of talking to people who 

act like they listen. After a few seeonds I was asked to 

repeat the idea. I ask~d myself "What's the purpose? 11 

I'll only be turned down again. 

For the first play 'To Play or Not to Play' we had 

numerous sections of verse. I felt that by the whole 

group saying out these words at once the message was 
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being lost. I suggested that we break the group and each 

group should say part of the verse. But no attention was 

given to my suggestion. A few weeks later my tutor made 

the suggestion I made previously and this was accepted and 

the dominating group felt this to be a good idea - confused 

me - I laughed inside because my idea was a good one but at 

the same time I was sad because my idea was .given.no 

thought at first maybe because I was not a speech and drama 

student - Who knows? 

The purpose of the Speech group was to get students to work 

together tfchieve a common goal (a production). But in the 

group I belonged to it was evident that more rifts and 

conflicts were started. Members were blaming each other for 

the downfall of the first play - the dominant group kept 

finding fault with other members. Reasons like absenteeism, 

lack of commitment were given by the dominant group members. 

But these reasons actually belonged to them, they were 

absent on numerous occasions and they were less committed 

than the other members of the group. The reason given by 

them were always 'acceptable'. , 

To me the whole speech session was not a failure but a note

worthy experience. I saw people under my very eyes transform 

from introverts to extroverts, from shy to more open. 

Working in the group I learnt about the members in the group. 

I learnt what made members tick. Some people do things for 

the sake of doing it, while others do it to please people. 

Everytime we had sessions with the lecturer I found that the 

big four were acting busy trying toput the play together but 

when we had sessions without the lecture~ they showed little 

concern and on numerous occasions they were involved in 

their own conversations. The split could be clearly seen 

during these sessions. 

I personally believe that speech shoLld stay but the basis 

of grouping students should be changed. For two to three 

weeks pupils should go to their groups and if they are 
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experjencjng djffjculties they should be free to go to 

grouµ;where they feel comfortable. If the student is 

comfortable he wjll gjve off his best. I feel strongly 

thatSpeech and Drama students should form their own 

group. Thus the experience for students jn writing 
\ 

their own scripts, trying out ideas wjll be a 

fulfilling one. 
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NAME UD-W REG. NO. ................ 
NAME OF SPEECH PRESENTATION (1984) : ........................................ 
WOULD YOU LIKE AN INDICATION OF THE RESULTS OF THIS RESEARCH? 

MARK YOUR ANSWER WITH AN X. I YES 
Of what value has the Speech Presentation been to you during your years 
of teaching after leaving UD-W? 
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STUDENT QUESTIONNAIRE 
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It is not necessary to give your name or the name of anyone in 
this questionnaire. It is totally anonymous and your answers will 
be used purely to write an M.A. dissertation on teaching 
techniques. 

1. Please recall the best lesson or series of lessons you have 
ever had in your school career. Best does not necessarily refer 
to academic content. Any reason why you felt it was the best 
lesson will be suitable. 
What was the subject? 

2. What made it special? Single word or just a few words will 
do, in other words, what elements contributed to the enjoyment or 
success of the lesson/s? 

3. How did you participate in the lesson? 

4. Do you remember the teacher as a special teucher as a result? 

S. Why? A few words will suffice. 

6. What quality in a teacher do you admire the most? 

; 
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7. What quality in a teacher do you dislike the most? 

8. If there was one quality you would like all teachers to have, 
what would that be? 

9. Have you noticed any special technique used by any teacher 
you have liked or found beneficial? 

10. Have you ever felt that the learning experience was a mutual 
group experience i.e. for everybody in the class including the 
teacher or have you always felt yourself in the lectured to, non
participant role? 

Thahk you for your co-operation. It is very much appreciated. 

Yours sincerely 

CA McCarthy (Mrs) Lecturer. 



\ 

APPENDIX Q 

UNIVERSITY OF DURBAN-WESTVILLE 
FACULTY OF EDUCATION 

TEACHER QUESTIONNAIRE 
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It is not necessary to give your name or the name of anyone else 
in this questionnai~~. It is totally anonymous and your answers 
will be used purely to write part of a M.A. dissertation on 
teaching techniques. 

As a teacher and as a unique individual you have a special 
contribution to make in the classroom situation but your 
effectiveness is dependent upon the degree to which your 
uniqueness as an individual can be made an integral part of your 
teaching techniques, in other words, there are certain things 
that you alone can contribute to make the work that you do 
special, not only for yourself but for your pupils. Some examples 
would be to be able to speak fluently; to use your charisma; to 
be confident in your presention; to feel freedom to express 
things in your own way and.still achieve the desired goal; tc 
nuture and encourage input from the pupils; to control the 
emotional dynamics within the classroom so as to facilitate a 
group learning experience. 

1. ,Were you taught any techniques like 'these in your teacher 
training course? 

2. Would you like to have been taught them? 

3. Please list the elements that you would have liked help with 
e.g. to feel confident in front of a class. 

4. Would your early introducton to the profession have been 
facilitated and eased by this sort of help? 

I 
I 
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5; What elements or skills have you observed in colleagues that 
you admire and that you believe make them good teachers? 

6. Do you believe that input, not necessarily factual and data 
but perhaps emotional or opinion is a desirable part of the 
classroom experience? 

7. When this does happen do you find that this responsiveness on 
the part to the students makes you feel better as a teacher? 

8. What is the most important quality you believe a teacher 
needs? 

9. What is the worst quality you have observed in teachers? 

Thank you for your co-operation. It is very much appreciated. 

Yours sincerely 

CA McCarthy (Mrs) Lecturer. 
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Results of Questionnaires to Pupils and Teachers 

The pupils who answered the questionnaire were Std, 9 pupils 

from higher and lower academic ability classes from three 

Indian schools in the Durban area. The replies totalled 241 
They are therefore only a small sampling. 

The teachers who answered the questionnaire were from the same 

three Indian schools in the Durban area. The replies 

totalled 51. They are also only a small sampling. 

Desired gualities in a teacher 

Pupils were asked what one quality they would like all teachers 
to have. The most desired qualities were: 

Understanding 

Friendliness 

Sense of hu111our 
Also mentioned were: 

'respect for pupils' 
'tolerance' 

'considerate' 

'patience' 
'openrnindedness' 
'get work done' 

.,. 

'should enjoy teaching' 

'act human and natural' 

'make lessons interesting' 

23 0% 
10 4% 

8 3% 

'concern' 

'sympathy' 

'encouraging' 

'helpful' 
'dedication' 

'calm' 
'welcome questions' 

'approachable' 

'good communication between teacher and pupils' 
1 treat pupils like human beings wih f eeli.ngs' 
'to make us learn because we want to not because we have to' 
'make you undrstand the subject and at the same time enjoy it' 

'a teacher should be friendly, funny and serious about work' 
'treat all pupils equally no matter how unintelligent she may be' 

Teachers questioned abou_t the most important quality a teacher 

needs stressed 'dedication' They commentecifon a need for: 
'patience' 'understanding' 
'consideration' 

'flexibility' 

'express things clearly' 

'firm and caring attitude' 

'versatility' 

'forcefulness' 
'accommodate pupils' 
'win confidence of pupils' 



'credit pupil for his opinion' 
'be able to put subject matter across' 
'make pupils feel confident themselves' 

'love of subject and vast knowledge of it' 
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'humanity - to treat pupils like human beings, not animals' 

Undesirable qualities in a teacher 
1 The most undesirable quali~s identified by pupils are 
those which reflect physical and emotional abuse. 

BEHAVIOUR PERCENTAGE 
Hitting: 7.5 
Insults: 'pick on students shape and size', 'call 

rotten names', 'words hurt a great deal', 

'insults student's intelligence', 'insults pupil's 10,0 

family and upbringing', 'calling us weird names'. 
Descriptions such as: 'bullying', 'vicious', 'violent', 

'cruel', 'abusive', 'nasty', 'feared', 'scared', 
'torment', 'unnecessary punishmnet', 'harsh', 

'sarcastic', 'mocks', 'callous', 'condemns', 
'all hell brakes (sic) loose', 'abuse of power', 
'temper', 'anger' 

i e 41 2% wrote of this~type of behaviour, 

2 Less harsh, but none the less undesirable were: 

23,7 

'moody', 'embarrasing', 'rude' ,'abrupt', 'unpleasant', 
'inconsiderate', 'scolds', 'grumbles', 'unfriendly', 
'intolerant', 'impatient', 'no compassion', 'not 

realize we have feelings', 'not take pupils 

problems into consideration', 'pick on us when we 

can't answer', 'not understanding', 'most of them 
are cynical and not worth trusting' 

3 Acts superior and authoritarian: 

'high regard of himself', 'not want to mix with us', 
'arrogant i. e, ask's for work which she never told 

us about', 'self-centered', 'wants final say', 
'b~lieves his opinion is the right and only one', 

21.6 I 
I 
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'acts great and push their weight', 'dictator', 
'loves authority' , 'domineering' , 'dogmatic' , 19 .1 
'refuses to give thought to your idea but just 
dismisses it abruptly' 

4 Related to teaching: 
'gives notes and does not explain properly', 'not 
check if pupils are following', 'poor explanations', 
'does not teach properly - eats nuts~, •expects 

pupils to know without explaining properly', 
'boring', 'evasive on questions', 'teacher in class 
for sole reason of teaching and not listening as 
well', 'giving up "I can't teach this class, just 
ao it on your own'", 'spoonfeeds', 'offended if 16.0 
disagree with her', 'teacher merely to complete the 
syllabus', 'sticks to the books all the time', 
'when a teaher tells us "I don't care if you pass or 
not - I will still get my pay cheque " This happens 
very often', 'enters classroom, does his work and 
leaves' 

5 Favouritism: 
'favours high IQs', 'pays more attention to stronger 
than weaker pupils', 'uncaring about weaker pupils' 8.3 

6 Gossiping and prying: 

'spying', 'uses gossip against you', 'inquisitive', 
'spreads problems of student to staff room', 6.6 
'backbites what you tell them' 

7 Nothing to dislike~ 3.3 
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In response to the question about the worst quality they 
had observed in teachers, the teachers made prctically the 
same comments as the pupils They wrote of: 
'intolerance', 'calling children names e.g. idiot, donkey', 
'gossiping', 'favouritism', 'I am here only to do my work', 
'insensitivity to pupils problems', 'arrogance', 
'authoritarian', 'loosing their temper', 'indifference' 
'stereotyped teaching', 'stifling individuality of pupils', 
'laziness', 'degrading a pupil' 
They also wrote about: 
'dishonesty', 'fraterinizing with pupils', 'an overtly 
friendly relatinship with pupils that leads to a lack 
ofrespect', 'spending time on record keeping at expense 
of teaching', 'jealously', 'hypocrisy', 'lack of discipline' 

Note: The percentages in this appendix were arrived at by 

using the method outlined in 3.5. 
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QUESTIONNAIRE 

To: 

Dear Colleague 

344 
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FAKULTEIT OPVOEOKUNOE 
Oirekte lyn . 820-2464 

I am working on a research project which is investigating the place 
and function of the Speech Presentations in a teacher education 
pr-ogramme and I .would be most grateful if you would assist me by 
responding to the following. 

A. In order of priority (if possible) list the qualities you think 
an ideal teacher should possess. (No. 1 on your list being the 
most important.) 
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B. What do you consider to be your most important contributions 
to the teacher education programme in this Faculty? 

C. What do you consider to be the value of the Speech Presentations 
in the teacher education~programme in this Faculty? 
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On what do you base the opinions expressed in C? 

Signature : .................... . 

Department: .................... . 

1. Please be assured of the confidentiality of your replies. 

2. If you do not wish to respond to aparticular section(s) please 
fill in N/R (No Reply). 

3. I enclose a blank page in case 
A. B. C. D. are insufficient. 
indicate where the response(s) 
A. B. C. D. 

the spaces allocated under 
If you use this page please 
belong by iabelling it/them 

4. I would very much appreciate it if you would respond to this 
questionnaire and let me have your replies by 5th December 1986. 
My postbox in the Faculty is No. 18. 

Yours sincerely 

c.;.. ;1~c:ARTHY .................. . 
DEPARTMENT OF GE~ERAL DIDACTICS 

•/fp 
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FACULTY OF EDUCATION I TP 01] 
R E P O R T -----------

TEACHING PRACTICE 
SCHOOL· BASED 

MR/l"lRS/MISS : .....................................•....•.•....... 

COURSE : . . . . . . . . . . . . . . . . . . • . . . . . . . . . . . . REG. NO. : •..•.......... 

SCHOOL: 

SEMESTER (STATE 1st or 2nd) : ................•.....•••..••...•.. 

1. TEACHING PERFORMANCE: (Preparation, Presentation, Pupil Involvement, 
use of Resources, Speech and Language) 

2. RELATIONSHIPS AND SCHOOLWORK: (Relationship with principal, 
teachers, lecturers) 

3. FURTHER COMMENTS (Include weaknesses, if any): 

4. ATTENDANCE: (To be filled in by school Principal only) 
Dates on which absent and reasons 

Total Number of Days Absent: 

5. OVERALL ASSESSMENT: 

ASSESSMENT PERCENTAGE: 

. . . . . . .. . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . ...... . 
PRINCIPAL/ LECTURER DATE (SCHOOL STAMP) 
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Educational Drama/Theatre Methods. Morgan and Saxton. 

Strategies: 

1 . 

3. 

5. 
7. 

9. 

11. 

13. 

15. 

1 7. 

Games 

Depiction (tableau) 

Mime 

Sound (verbal) 

Story 

Script 

Choral dramatization 

Readers theatre 

Ensemble theatre 

19, Ritual 

2. 

4. 

6. 

8. 

10. 

12. 

14. 

16. 

18. 

Movement exercises 

Dance drama 

Sound (non-verbal) 

Interview 

Monologue 

Choral speaking 

Story theatre 

Chamber theatre 

The play 

20. Anthologies and docudrama 

21. Puppets, masks, and craftwork 

22. Showing, sharing, and demonstration 

23. Discussion (the meeting, the confrontation) 

24. Role playing (simulation, dramatic playing, mantle 

of the expert, role drama, improvisation) 

Techniques: 

1. Reflection 

3, Slowing down 

5. Building volume 

7. Unifying 

9, Narration 

11. The report 

13, Trapping-in 

15. Speaking diaries 

17. Making a contr~ct 

19, Silence 

21. Questioning 

.,.,,. 2 . 

4. 

6. 

8. 

10. 

12. 

14. 

16. 

18. 

20. 

Distancing 

Filling in 

Crystallizing 

Voi ce-ov·er 

Summing-up 

Universalizing 

Voice collage 

Imagin'g 

Releasing the end 

The tangible 

22. Enlarging working atmosphere (focus, tension, 

contrast, symbolization) 
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Drama Modes 
1 Warm-Ups 
(physical) (See Clive Barker Theatre 
Games; Anna Scher 100+1 Ideas/or 
Drama) 

2 Games 
(See Donna Brandes Gamester's 
Handbook) 

3 Exercises 
(Acting, speech, thinking, gesture) 
Short, brief, teacher-controlled; specific 
tasks; or movement-based sequences of 
action. Teacher directs, often corrects, 
evaluates. 

4 Mime 
Either individual or group, with or 
without speech, i.e. 'Pretend you're 
working in the castle, let's see what you 
do'. 

5 Tableaux 
Frozen moments, i.e. still pictures, solo 
and group. 

6 Drawing 
(Drawing done during the session, 
rather than previously or afterwards) 

7. Writing 
e.g. plans, letters, journals, messages, 
recording information. 

8 Showing Group Play 
i.e. 'Make up a play in small groups 
about .. .' · 

Pros 
Can 'gel' a class. Gets them moving. 
Releases pent-up or 'unuseful' energy. 

Useful initially to build 
trust/confidence. Icebreakers for 
insecure teachers/learners. Useful in . 
restricted space or with 'wild' group. 
Rules are clearly defined and necessary. 

Useful as 'bricks' building towards the 
centre of the drama, for establishing 
technical points for later use, i.e. mime, 
tableaux, interview techniques; also as a 
starting-point for lesson, revealing 
existing attitudes and understanding. 

Useful as 'business'. Helps younger 
children feel drama is 'real'. 
Encourages economy of expression, 
selectivity of symbol - can be powerful 
emotionally. Reveals nonverbal ways of 
communicating. Requires precision and 
children have some autonomy. 
Undemanding, relative to other forms. 
Satisfies children'~ de~ire to be (Si C) 

.; 

Useful for introducing idea of images; 
focusses attention on a panicular 
aspect. Way in to deciphering images. 
Encourages selectivity and economy of 
expression. Develops symbolic thought, 
awareness of spatial representation. 
Encourages discussion about meanings 
'behind' actions. Stops action, giving 
time for reflection. 

Helps give credibility to situation. 
Establishes time and place. A familiar 
form of representation for children. 
'Fixes' imaginative ideas. 

Helps deepen response. Gives · 
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Cons 
Often inhibiting, considered childish by 
many children. Usually meaningless in 
themselves. 

Tend to substitute for 'the real thing' -
quickly run out of ideas. Seldom 
require responses from the 'whole 
person'. Again, considered childish. No 
chance for reflection from within the 
activity. 

Limited opportunity for discovery of 
meaning. Exposes individual strengths 
and weaknesses. Tends to result in 
stereotypic/cliched work. Difficult for 
teacher to assess what's happening. 
Tums children into puppets controlled 
by puppeteer, unless sensitively 
introduced and a part of the overall 
context of meaning, i.e. there must be a 
purpose for the participants. 

Abstract form. Difficult to develop 
without becoming too technical. Can be 
disorganized and messy. May descend 
into playground mimicry. A voids the 
real demands to vocalize in appropriate 
register. Requires some techniques 
which participants may not possess. 

No opportunity for role development. 
Avoids interaction, particularly 
dialogue. Short-term specific goals. 
Lacks tension of an ongoing drama 
situation. 

An 'accessory' to drama rather than 
what it's all about - time consuming. 

credibility. Writing as 'memorable 
spe~:h'. Slows down pace of thinking. 
Wntin~ for 'a real purpose', i.e. 
extending/affecting the drama. 
En7<:urages reflection. Quiet, meditative 
ac11v1~. Instrument for recording 
experience. 

Introduction of writing seen perhaps as 
being indicative of the teacher's real 
priorities? Reveals individual strengths 
and weaknesses - gets in the way of 
action. 

Useful for 'summarizing' work that has 
gone on. Social advantages of working 
together without teacher. Develops 
confidence and a sense of audience 
Allo_ws children to work as artists, i.e. 
finding shape and language for their 
own ideas. Useful to inexperienced 
teacher. Possibility of building up a 
series of related scenes to illustrate a 
single theme or development of an idea. 

Children tend to show what they 
already know rather than discover new 
meanings as a result of improvisation. 
Tend to be stereotypic and cliched. 
Problem of 'the loner'. 

Work subject to peer-group pressures 
and attitudes. Danger of 
sexist/racist/infantile response. 
Difficult for teacher to intervene and 
shape ideas whilst work is in progress. 



9 Interviews 
i.e. media/local government/authorities 
etc. 

JO Documentary 
i.e. presenting information about some 
topic (may include a variety of modes, 
e.g. tableaux/interview etc.) 

I J Simulation Situations 
i.e. 'A is ... , Bis ... , C is .... They 
are stuck in a lift - what happens?' (See 
John Seely Drama Kits/Play Kits.) 

12 Meetings 
Parish, village, tribe, local government, 
protest, experts, social workers, 
teachers etc. 

13 Whole Group 
Improvisation with Teacher-in
Role 
(See Dorothy Heathcote/Gavin Bolton 
Towards a Theory of Drama in 
Education; Geoff Davies Practical 
Primary Drama; Rosemary Linnell 
Approaching Classroom Drama. See 
also Chapters 4 and 5 in this book.) 

Aids reflection. Useful in documentary 
drama. Reveals media-attitudes.· 
Involves consideration of relevant 
questions as well as pressure of . 
supplying relevant answers. 
Accessible/familiar form for children. 
Encourages serious response. Gets a 
response (in pairs work) from everyone. 
Possibility of perspective. Points-up 
contrasting viewpoints. Pressure of 
being questioned in-r_ole - tests 
commitment. 

Allows possibility of expert-roles. 
Encourages wider research and some 
measure of factual accuracy. Possibility 
of collage - approaching meaning in a 
variety of ways. Small groups 
contributing their own interests and 
enthusiasm. Consideration of forms of 
presentation. Useful as a teaching 
resource for other groups. 

Very controlled, useful with difficult 
groups and inexperienced teachers. 
Particularly useful with 14 + . Makes 
vocal demands without acting out. 
The teacher can control the situation 
and set its limits. Good for establishing 
different viewpoints, looking at 
registers and roles. Good starting-point 
for discussion. Focus is limited and 
defined. 

Easy way of getting groups into role. 
Role as a demonstration of 
attitude/viewpoint. Possibility of 
teacher-in-role as chairperson. Structure 
of meeting - i..e. agenda, speakers, 
speaking through the chair - acts as a 
control. Can be dramatic: 'We mu.st 
have a meeting about this!' Useful with 
different age-groups, i.e. nine to adult., 
Useful way of introducing a 
'disturbance' into an established order, 
encouraging suggestions for dealing 
with disturbance. 

Closest way of working to real 
experience. Often best chance of 
discovering new meaning. Involves 
everybody simultaneously. Teacher 
controls from within the drama. 
Pressure of facing here-and-now 
situations: Creative partnership between 
teacher and group, shaping and crafting 
as they go on. 'The way of working in 
whic~ participants are most likely to 
quesuon, accept challenges, make 
decisions, realize implications, go 
beyond stereotypes and discover new 
depths of language - as a direct result 
of their involvement, in role, within the 
imagined situation.' (O'Neill and 
Lambert} 
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Separates response from its context of 
action. Difficult to articulate 
spontaneously without some 'real' 
pressure to do so. Need to balance 
abilities of interviewer /interviewee. Best 
as a means of recording what had already 
gone on. Difficult for teacher to control 
what is happening without breaking 
belief. 

Often seen as 'assembly material'. 
Factual accuracy can swamp personal, 
intuitive response. Bits and pieces 
approach can be very confusing. 

Few risks for learner or teacher -
undemanding. 

Closed nature offers little chance for 
inventiveness. Outcomes tend to be 
predictable. 

Reflection unlikely 'within' the drama. 

Understanding of role limited to the 
particular situation. 

Children 'rent' teacher's ideas rather 
than forming (owning} their own. 

Can be dominated by most vocal 
members of the group. Teacher
directed. Language tends to be 
discursive and formal. Static, 
chair-bound activity. Group often 
too inhibited to participate in 
such an exposed situation. 

The most demanding and complex of all 
drama structures. Requires considerable 
expertise and experience on the 
teacher's part. Often frustrating for 
children and teachers alike. Requires 
ability to 'plan-on-your-feet'. Difficult 
to sustain after 14 +. Tends to be 
dominated by group leaders unless 
careful. Teacher often gives up due to 
early Jack of success. 
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I I I 
Ran~dng I 

I I 
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Setting 

Writing Caption,:; 

T~abellin,; (pictures) . 

!,!ess2.ges ( s1~.gg;ested by visuals) 
I 

.. I 
Describing photogr2,.phs 

Critical appraisal 

l'sing books (skills for use) 

Using no\·els and f,O•:i!l.S 

Evaluation ( ,..,uestion qL1.:1lity/ 
presentar.ion i 
Magazi:11:·s, Comics, Pr-nblem pages 

Mental map.;; l 
Time Lines 

InterviP\:S I I 

' Role-pbying ' : 

I I I 

ar>tifacts ! I 
Brainstorming ! ! I 
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Extract from An Exoe en 1.kfApproach to the Text by F, Hoosain 
Paper given at Soeech and Drama Orientation Course for the 
House of Delegates 1:Tniyersity of Durban-Westville. March, \989. 

'fk..:. Patrice Pa.-is approach to 

1. General discussion of performance 

(a) what holes elements of perf ormat1ce 
together 

(b) relatior:ship be:ween systems of staging 
(c) coherer.ce or incoherence 
(d) aesthetic princioles of the production 
(e) what do you fir.d disturbing about the 

production: strong moments or weak. 
boring r.,omen:s 

2. Scenography 

(a) spatial for:-:-:s urban. architectural. scenic, 
gestural. e:c. 

(b) relationsh1
1:::; be:ween audience space and 

ac:ing s;3.ace 
(c) s·rstern of coicurs and their connotations 
(d) principles cf ,::,rganization of space 

rela,icns;-,;p between on-stag-: and 
off-stage 
- lini<s bet\t.·een space utilized and fiction 
cf the stagec: dramatic text 
- what is sh1wn and what is impli_oc 

3. Lighting system 

4. Stage properties 

tyoe, function, relat;onship to space and actors' 
bodies 

5. Costumes 

how they work; relationship to actors' bodies 
- " 

6. Actors' performances 

(a) individual er conventional style of acting 
(b) relation between actor and group 
(c) · relation berween te~t and body, bet'.veen 

actor and role 
(d) quality of gestures and mime 
(e) quality of voices 
(f) how dialogi.:es develop 

a pfay 

(b} 

(c) 

pace of cer:ain signifying sys:ems (light
ing, costumes. gestures. etc.) 
steady or broken pace 

9. Interpretation of story-line in per

formance 
(a} what story is being told 
(b) what kind of dramaturgical choices have 

been made 
(c) what are ambiguities in pe,formanca and 

what are poir.:s of explana:icn 
(d) how is plot s~ruc!urec 
(e) how is story constructed by actors and 

staging 
(f) what is ger.re of dramatic tsx: 

10. Text in performance 

(a) main features cf uanslation 
(b) wha! role is give:-, to cr2:-r:a:ic :ext in 

productior. 
(c) relationship ::etween tex: ar:::: image 

11. Audience 

(a) where does performance take place 
(b) what expectations did you have of 

performance •· 
(c) how did a1.1dience react 
(d) role of spectator in prodL!ction of meaning 

12. How to notate (photograph and 
film) this production 

(a) how to notate performance technically 
(b) which images have you retained 

13. 

(a) 

(b) 

What cannot be put into signs 

wha! did rot r;;ake sense in yot.:r interpret
ation of the production 
what was not reducib!e to signs and 
meaning (and why) 

7. Function of music and sound effects 14. (a) Are there any special problems that 

need examin:na 
(b) Any com~en:s, suggestions for further 
cate,;;cries fc,.. the questiorra:re and the 8. Pace of performance 

(a) overa!I pacs produc:ior. 11 / ••. 




