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Foreword

The Educational ResourceS Information Center (ERIC) is a
national information system developed by the U.S. Office of Educa-
tion and now sponsored by the 'National Institute of Education
(NIE). It provides ready access 'to descriptions of exemplary- pro-
grams. research and development efforts, and related information
useful in developing more .effective educational programs.

Through its network of specialized centers or clearinghouses, each
of which is responsible for a particular educational area, ERIC
acquires, evaluates, abstracts, and indexes current significant infor-
mation and lists that information in its.reference publications.

The ERIC system has already made availablethrough the ERIC
Document Repri;duction Servicemuch informative data, includ-
ing all federally funded research reports since 1956. However, if the
findings of specific educational research are to be intelligible to

-.teachers and applicable to teaching, considerable bodies of data muSt
.be reevaluated, focused, translated, and molded into an essentially
different context. Rather than resting at the point of making research
reports readily accessible, NIE has directed the separate ERIC
Ciearinghouses to commission from recognized authorities infor-
mation analysis papers iu specific areas.

In addition, as with all federal educational information efforts,
ERIC has as one of its primary goals bridging the gap between
educational theory and actual classroom .practices. One method of
achieving that goal is the development by the ERIC Clearinghouse
on Reading and Communication Skills (ERIC/RCS) of a series of
sharply foCused booklets based on cOncrete educational needs. Each
booklet provides teachers with the hest educiwonal theory and/or
research on a limited topic. It also presents descriptions of classroom
activities which are related to the described theory andassists the
teacher in .putting this theory into practice.

This idea is not unique. SeveraLeducational journals and many
commercial textbooks provide teachers with similar aids. The
ERIC/RCS booklets are unusual in their sharp focus on an
educational need and their blend of sound academie theory with
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tested classroom pi actices. And they. have been developed because of
the increasing requests from teachers to provide this kind of service.

Thpics for these boOkkts arc recotnmended by the ERIC/ RCS
National Advisory Committee. Suggestions for topics to lw con-
sidered by the Committee should lw directed to the Clearinghouse.

Bernard .0'Donnell
Director, ERIC.' RCS



Theory

The college composition class represents one of those few in-
stances in undergraduate education when students have the opportu-
nity to particiPate in a class of less 'than thirty. The commonly
accepted rationale for small writing classes is that instructors must be
allowed time to carefully read and conscientiously mark student
papers: However, many teachers of composition are also aware that

. small class siw can encourage exciting d meaningful interaction
among learwrs during class time. Stud( nts can be split into smaller,
autonomou's groups (or all or part of the hour, an approach which
in this booklet I have.Called the "parceled classroom." Even.though

. this is not a new idea, the 'available literature is often vague about
exactly how college writing teachers can function succeSsfully in a
role so.substantially different f rom that of the lecturer or discussion

. leader. In the practice section of this handbook I describe those
specific grouping techniques and their accompanying teaching
strategies which have worked well in my college composition classes.
This first chapter will introduce the discussion with an explanation of
some of my reasons for combining the inquiry method (sometimes
called the "discovery method") with a group approach.

The group-inquiry method is based on three premises about the
personal process of learning, the social nature of education, and the
role of the teacher. They are as follows:

I. Students can take responsibility for their own learning in' the
classroom, just as they often do outside the classroom.

2. Working in small groups of four to six people encourages
active participation in the learning process by all students.

3. During small-group work in the classroom, the most effective
role 'for the teacher is to facilitate learning by questioning,
listening, and observing.

The anthor wishes to acknowledge the assistance of David Ward in preparing this
section.



9 GIWUP INQUIRY TECHNIQUES

The Personal Dimens!'on.
Let me give you a personal example of learning without a teacher.

I have always been an on-again off-again gardener, the kind who
calk plants by their common names rather than the Latin and whose
efforts at propagation result in as many failures as successes. Yet it
became apparent to me this past winter-that if I didn't prune the
many trees and shrubs around our house, and prune them correctly, I
would lose several of them to frost and crowding through my benign
neglect. As the first step in my self-initiated course on pruning, I
spent an hour in the: library, coming away disappointed that
everything I found on the subject sounded so complicated. Not
completely discouraged, I took a more practical turn in my research
and, pver a period of several weeks, watched professional nurserymen
and gardeners,.including the city's tree-trimmers and the university's
expert horticulturalists, practicing their trade along the streets and
pathways I walked daily to and from campus. This observation of
"pruning in action" was reinforced when I finally purchased a.
reference work which not only gave clear and simple instructions,
but which described the very same operations I had been observing. I
waS ready to. prune.

'Even pow, as Nook back at the way I attacked our greenery, I am
amazed at the confidence and 'sureness with which such a rank
amateur lopped limbs and sawed branches. No one had told
(read: taugln) me whatap..do: _I had talked to no one about how to
prune, taken no courses on thesubject. Yet I had learned what to do,
and Wi th. each clip of the 'shears I was learning more. OUr fruit trees .
survived the frost and are now bearing a bountiful crop; the
camellias, roses, fuchsias, heather, and juniper have grown back in
exactly the shape4 had intended. Could I have learnedso well what to
do by taking someone's course? Maybe, but I seriously dOubt it. The
spontaneity' ;And the timeliness would not be them neither would the-
chance for extensive first-hand observation of such a variety of
capable practitioners; nor would the reading be as extensive or as
appropriate as that-provided by one neighborhood library and six
local bookstores: and, worst of all, I wouldn't have_been allowed to
complete the course in three weeks and then be so rash as to.presume
that I could go out into the real world and actually apply what I had
lea med.

My experiences contained what Carl Rogers defines as ihe five
elements of "significant or experiential learning."'

1. There was a "quality of personal involverneni" in my learning
which engaged both my rational and ernotional responses; I

Rogos. Freedom to I.earn (Columbus: Charles F. M(rrill. 1969). p.5,



IEORY 3

really cared what hdppened to those trees anA shrubs. I was
deeply attached to living, growing organisms, and I felt that /
was sharing the concerns of A those gardeners I had observed.
Piaget would note that I Was learning through interaction with
my physical and social environment.

2. The learning was "self-initiated" simply because I ,needed to
know something; specific information was necessary to solve a
specific problem which I had determir.z.z was significaiitly
important for me to solve: This is the realm of motivation.

3. There was a "pervasive" dimension which made "a difference
in the behavior, the attitudes,.perhaps even the personality of
the learner." As the result of my successfulpruning I saw myself
as a gardener whcAe instincts and abilities could be tritsted to
produce the desired resuIts.

4. My experience was "evaluated,by the learner." I learned what I
wanted to learn about pruning, no more and no less, and
certainly not what someone told me I should learn.. I was free to
benefit from my mistakes, and I was solely responsible for
judging the results in terms of my needs and objectives. There
can be no greater "efficiency.",

5. Finally, there was a creative organic flow to the experience
which tocik it beyond the realm of merely accumulating facts or
producing a product; the whole business of being immersed in
learning something had a meaning for me which went beyond,.
the individual elements. Rogers says of such learning that "Its
essence is meaning ... the element of meaning to the learner is
built into the whole experience." I was certainly getting work
done when I. pnined the trees, but the.learning process I was
involved in was so fulfilling that it transcended any sense,of
physical exertion.

The question would seem to be not should these elements be
present in the classroom experience7-for obyiously they must be if we
are to claim that people are learningbut can a:fey be? For me this
challenge suggested subdividing the classroom into manageable
small groups (five is ideal, though notalways feasible) where there is
arnple time for everyone tO speak. For other teachers the answer is to
"individualize," or, in the case of large lecture classes with hundreds
of students, to turn at least half of the hour over to open but orderly
response from 'the floor with only nondirective, supportive com-
ments from the instructor. Subject matter, circumstance, and oppor-
tunity will have much to do with hoW each of us responds to the
challenge, but I think group instruction is especially appropriate for
the job of teaching the average size composition class (from 15 to 25 or
30 students).

9



GROUP INQUIRY TECIINIQUES

The subjective nature of knowledge makes social interaction
imperative. The implications of this dialectical statement for a
composition class or any curriculum which claims to teach a
communication. skill are profound. Although we are ,very much

alone in our thoughts, those thoughtS tend to be as related to other
people as they are to our own perCeptions. As Piaget has explained,

The adult, even in his most personal and private occupations, even

when he is engaged on an inquiry which is incomprehensible to his
fellow-beings, thinks socially, has cohtinually in his mind's eye his
collaborators or opponents, actual oreventual.... This mental picture

pursues him throughout his tasks. The task itself is henceforth social-
ized at almost every stage of its development.2

While we may be self-centered in our quest forInowledge, we also
must rely on the direction .and feedback we can elicit_from our
fellows, real or ,imagined. I never spoke to the gardeners I was
observing during my investigation of pruning, but I was interacting
with them in a very intense way, both as I observed them and later as I

appbed what I had seen.
In our rapidly changing environment, how we learn takes bn

more significance than what we learn. The historically unprece-
dented expansion of technology and media in this century has sent

our intellectuals and educatOrs on a time-warp back into history to
renew their awareness of learning as doing, a 'stage many so-Called
underdeveloped cultures have never left. As the body of knowledge
about our physical environment expands and makes facts more
mercurial and less quantifiable. we must, like Carl Rogers, look to
the' qualities which characterize our learning experiences for the
meaning -and gignificance which we once so naively .attributed to
objects. I will not be pruning those plants again until next winter,
but if I wait until then before I treat myself to the processes Rogers

defined I will surely be dead.
These two notions, which I have so briefly summarized here, about

the impact of social interaction and process on knowledge, must
inevitably influence what teachers have students spend their time doing.

We are what we do, and what we do is the result of a synthesis between

the personal and social dimensions.

The Social Dintension
It is not unusnal to see elementary grade classes divided into small

groups, with the teacher circulating about the room, touching base a t

each "interest center." In our secondary schools there ate many

Jean Piaget. The Language and Thought of the Child, 3rd ed. (Londoru.Routledge
Kegan Paul. 19;i9), p.39. This pal ticalar passage yas brought to my attention by Ken'

Bruffee, who also let I'm(' to the work of Abeurombie which I cite below.

1 0



THEORY 5

teachers who break their classes into smaller work groups, although
class size andclassroorn design make small group instruction less
common than in loWer grades. By the time students reach the,
university, it is even less likely that they will meet, in a classwhere
they can actively engage in small group learning. As their education
progresses, students grow increasingly more passive and .become
mute Consumers of facts rather than active participants in
community of learners. Their passivity is rewarded and reinforced by
the traditional lecture system. The more competitive students who
are motivated to struggle on to graduate school may possibly find a
seminar or two where classmates can talk and learn together with the
encouragement of an instructor whois able.to inspire more than rote.
learning. Nevertheless, the fact rethains that a large majority of
students find the bulk of their university education an exercise in
uninvolvement. As one student put it, college was "not so much a
preparation as an interruption" in the business of living and
learning.

Thus we are faced in a college course with helping our students to
unlearn how not to learn while they'are in-school, rather than with
teaching them how to learn (somethfng most have already experi-
enced on their own at some time in their lives outside). How can we
untangle the net of constrieting classroom'aititudes handed down by
our predecessop_and,try on new roles that resemble more the parts all
of us, teathers and students alike, play when we leave the classroom
and-paiiicipate in the world's community of learners?
, I want my students to learn how to write to each other, among a
few close associa tes who are sharing similar processes. The small peer
group provides a close approximation to the way communication
takes place out in the real world, but it is imliortant that the
classroom teacher know how to encourage helpful relationships
among students. Although in many social situations peers can be
cruel taskmasters and rigid conformists, when they work together
within a structured situation on a specific task they can be supportive
of,each other as well as critical; in other words, they can be their best
selves. When peers relate to each other in the parceled writingelass, I
have.observed them engage in the very same processes of significant
learning Which Rogers has described.

I. Personal Involvement. Students care what happens to the
group they identify with. It is a living organism which engages
both the cognitive and affective domains of those involved with
it.

2. Self-Initiated Learning. Rather than being told by the teacher
what they must know, students in agroup-inquiry class build
on what they already know. Every individual taking a college
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level writing course, even the student with very poor command
of spoken standard English, possesses some language skills.
Active verbal participation in the group situation demands that
all members make the most of what skills they have, and with
this new awareness of present abilities comes an informed self-
assessment of individual need. Through interaction with their
peers students make their oWn discoveries of what is important
to know for the writing task. If they really need to find a piece of
information or develop a skill, they will become motivated with
very little external pressure from the teacher.

3. Changes in Behavior and Attitude. During workshop periods
students become teachers and learn how to give supportive and
constructive criticism. Even more important, individuals are
free to accept or reject criticism. They are making observable
changes in the way they attack problems. They are becoming
more flexible learners, better able toadopt or discard a variety of
roles and to utilize all available resources.

4. Self-Evaluation. Being critical of other students' writing makes
students better judges' of their .own writing. Reading and
listening to a variety of their peers' essays, some not aS good as

others, informs students of the range of possibilities between
writing that works and writing that doesn't. Working in groups.
.on writing-related tasks frees individuals to risk making,
mistakes, allowing everyone to benefit from the experience,
With these mirrors for a guide, students can better 'gauge for
themselves if their -writing satisfies their own expectations of
good communication. They learn how, to set priorities, to
separate the essential from the nonessential.

5. The Creative Element. There isample research that shOws.that
human beings at play are engaged in the pretty hard work of
learning. But how to make play work? Students in groups have

so much' fun working together they are typically surprised that
the hour Alas so short and they have learned so much. The
mental exertion goes unnoticed by students who are intent on
their work/play together. It can be very interesting and
satisfying to learn alongside others.

It is absurd and incongruous to 'offer a college class in a
communication skill (writing) and then to teach it in such a way that.

the students in the class seldom communicate with each other. David
Bleich shares my ,feeling about 'much, of what goes on in ihe
university under the guise of teaching "expository prose."

The discussion of communication skills thus grinds onwhile the most
impbrtant motive for writingJWying something to say to someone
elseis considered either too deep or too Obvious for serious attention..
If we remember that a child fitst uses language because she has
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sonwthing of the greatest importance to say to sOrneone of the greatest
importance to her, the first consideration in writing is deciding if one
has something to say, and then to whom it is to be said. Writing is only
a subcategory of talking, and everyone knows that when we talk we
think we have something to say to someone else.5

Linguists have yet to reach a consensus on the precise nature of the
speech act (Is language thought? Is it possible to think without
language?), but I believe practitioners can all agree that when we are
speaking we are thinking, and that in turn our thoughts are
influenced by our language. And since writing is talk recorded,
manipulated, and stylized, it is conceivable that in learning to write
we are also learning to be better thinkers. The speech act precedes and
is vital to written language, and in our attempt to emphasize the valid
and crucial differences between the two we have risked breaking the
Close bond writing has to the way we think. Daily we ask for and are
handed essays that.are exercises in saying nothing to nobody.

Betty Rizzo's success with peer teaching at the City College of New
York demonstrates what can happen when teachers relinquish their
traditional roles and students do the "teaching." Her "disadvantaged
students from the New York city ghetto" teach each other remedial
composition and with her supervision criticize each other's papers.
"The only freedom I have offered these students is significant to
themthe chance to be top-dog instead of underdog.... And, I
would add, the chance to exercise their judgment. As one of Rizzo's
students put it, "'Some professors have trouble explaining ideas in
the simple language that a student can understand; students can
usually-explain things .in simpler terms.'" Althougfi this teacher
does not rely solelY on group work or collaborative learning to achieve
this reversal of roles, she is, I think, striving for similar goals of peer
interaction: "After [a student] has actually taught others, he can face
the astonishing possibility of teaching himself."4 And when you
have learned something from listening to your peers you have
learned something about 'learning.

Structured peer group interaction has important iMplications for
the teaching of standard English composition to speakers of non-
standard English. Groups in a parceled college classroom are
heterogeneous by design if not, by accident, and out of .five or six
individuals in a group there will ordinarily be a congenial mix of
standard and nonstandard speakers. My experience has been that
peers are very accepting toward and appreciative of the rich variety of

3DaWd Bleich, "Pedagogical Directions in Subjective Criticism," College English
(January 1976). p. 960. Bleich's article is a survey of the present state of epistemology as
itapplies to the teaching of English.

4Betty Rizzo, "Peer Teach ing in Eqglish 1." College Composile.:.*: and Com 11 n ica-
lion (December 1975), pp. 395, 396.
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8 GROUP INQUIRY TFA:IINIQU'ES

dialects and ac( cuts; however, as a group they are all very comrrned
with how to write prose which will nmke sense to the majority of
traders. They all know that standard. Englishthe language of
newspapers. magazines, .radio and TV newscasters, lawyers and
businessmenis the best vehicle for reaching a large audience and
just generally taking carc business: what their experience in the
group teaches dwin is the revealing fact that people don't write the
way they speakeven speakers of standard English do not talk like
they write..Everybody in the group-inquiry classroom is engaged in
the business of learning that book language has different convert-
lions than spoken language', and no one is ever forced to go through
the painful and identity-shaking job of -erasing" their spoken dialect
or becoming "bidialectal." The intense verbal interaction in these
pluralistic groups is significant not because a leveling ou t occurs but
because speech and cultural differences become identified, under-
stood, and valued by all. Students are accustomed to having their
speech debilitated and their ideas deflected; for many of them, snmll-
group work is the first time in their educational careers that anyone
in a classroom has listened to them with respect.

In the parceled classroom oral language is freed to serve its prime
function as a shaper of ideas and attitudes. When all students acti vely
participate in the intellectual dialogue at hand, then the social
pressure for sameness of speech is temporarily eased, maybe even
eliminated within the group, in favor of making a mutual effort .
toward solving the shared problem: how to write. Unless students can
talk to each other and discover what it is they have to say to whom
they have to say it, the task of learning to write will be greatly
impe(led.

The Pedagogical Ilimension
It is true that we can learn many things without teachers,

including how to write. What then are teachers for? Let me
characterize the teacher as a special kind of learning companion.
someone who is probably more knowledgeable than the student but
who doesn't find that to be the distinguishing feature of the role.
Rather, a teacher is one who creates a certain environment or
concht ion which gives students the opportunity to make discoveries
which :urf: significant to them. Carl Rogers calls such persons
"facilitators" rather than teachers because they do not tell students
what they think they should know, but keep them company while
they find out for themselves. For this to happen, teachers must view
the authority they carry as that of referees rather than judges.

Tuderstandably, many teachers fear chaos if they should "give up
authority." But in truth no teacher ever willingly "gives up
authority," pr, in other words, relinquishes control over the learning

1 4
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environment._ Classroom climate almost always reflects the teacher's
influence because, to one degree or another, the power is in the hands
of the instructorthe rest is politics in the best sense of ffie word.
Innovators will find it far more productive to discuss what kinds of
control the teacher uses rather than to argue whether or not control
exists. I am advocating that sort of classroom control which includes
the learner in the controlling precess,.so that the self-control of the
student is- complemented and encouraged by the external, more
manipulative control of the teacher. When I teach in the parceled
classroom, my control is modified so that it is not nearly as absolute
as the kind my teachers held over me. Essentially, I am willing to
share control with the students. One very functional form of sharing
control in a writing class is to let small groups of students talk among
themselves on specified topics with only minimal intervention and
participation-as-an-equal from the teacher.

But how does one stimulate students to make their own dis-
coveries? Once students are in their groups, how does the teacher
move among them without creating the usual "top-dog/under-dog"
situation? Organizing small groups and handing -them suitable,
tailor-made tasks doesn't do the whole trick. For instance, one of the
hardest things for most o; s to do is to stop talking all the time and to
learn to ask the right questions. As noted in the graduate assistants'
course syllabus at_ this university, "Learning is a reciprocal process.
As the teacher learns from the learner so the learner learns from the
teacher.... . As the quality of the teacher's questions improves, so.too
does the quality of students' questions; as the teacher demonstrates
that he is listening and interested when others are speaking, so do
students increase their attentiveness to each other; as teachers accede
to, refer to, validate students' ideasso then does student behavior
begin to change."5

The impact of questioning strategies has been widely acknowl-
edged. Yet, "research studieg on questioning as a means of teaching,
both in instructional settings and in empirical investigations, are
rare."6 Most of what has been written centers on the effect of
questions on students in preschool, elementarY, and secondary
grades. Nevertheless, what is 'important for college instructors. to
keep in mind is that the form of the question will have a great

6Sondra M. Napell. "Techniques. of Teaching," Course Syllabus (Graduate
Assistants Teaching Programs.. 258 I.c Come Flail, University of California, Berkeley,
1974). p. 12. For a brief overview of some of.Napell's ideas see her art ic k "Six Common
Non-Facilitating Teaching Behaviors" in Contemporary Educat,,,.n (Indiana State
University, Winter 1976), pp. 79-83.

6Lawrence F. Lowery, "Learning about Instruction: Questioning Strategies," A
Handbook to elcrnmpany:it Personal Workshop (Berkeley: University of california,
School of Education, 1974). p. 39.
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influence on the response.Tbere are at least three general mtegories of

questions. Two of the most connnon types ate of the closed-ended

variety and often intimidate students who fear "giving the wrong

answer." They include f7.ct producing or focusing questionssuch
as "Why does an expository essay need an introduction?" or "What

does an introduction consist of?"and the Socratic series,of ques-

tions, which are designed and catefully sequenced to lead a st udent to

a predetermined response known only to the teacher. The trouble

with the Socratic method, aside from its obvious lack of flexibility, is

that students know the teacher knows the answer and they put more
effort into trying to guess at the correct response than into experi-

encing the thinking process which the conscientious teacher is trying

to demonStrate with the Socratic Method. he third type, the open-
ended question, is posed in such a way that students have to make
their own discoveries, and it is the core of the inquiry method.

"Could you tell us what you look for when you read an author's.

introduction?" "How would you break down the elements of an

introductory paragrapli?" Sound Socratic? It isn't if the teacher is

willing to accept a broad spectrum of answers, including "wrong"
answers, and to allow students to pool their information and
inductively come to their own generalizations.

As yon can see, it is not a simple matter to classify questiOns in this

way, and -perhaps that would explain in part why there has been so

little research on the subject. For instance, a "why" question could be

either open-ended"Why do you feel that is a bad poem?"or
closed-ended=lf"Why is it wrong to put a comma there?" The

literature indicates that it is extremely important how you phrase,

sequence, and pace your questions, but I would add that the unstated,

underlying expectations of the teachel are probably almost as

important.
In effect, the problem -is: How do you see your job? Kenneth:

Bruffee, an experienced group instructor, defines his role this way:

A teacher is properly [one].whose responsibility and privilege is to

arrange' optimmn conditions for other people to learn. He creates

relationships between himself' and students, and above all among
.students themselves, in whk h students share power and responsibility

as well as information not peripherally but in the very processeS of

learning.7

:Teacher attitudes 'are based on what teachers think their pupils
should learn. The institution wants a producta certain number of

essays, a certain standard of correctness, etc.but the inquiry teacher

*just as interested in seeing students become adept at the processes of

mind which will serve them in any learning task. As Postman and

F kennti. Bruffee, -The Way Out,- Cullege Enghsh (January 1972), p. 170.
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THEORY II

Weingartner have stated, the goal of the inquiry teacher is "to engage
students in those activities- which produce knowledge: defining,
questioning, observing, classifying, generalizing, verifying, apply-
ing.... All knowledge is the result of these activities."8

Group teaching requires teachers to reorder their instructional
priorities so that they can approach group situations with an attitude
that will allow them to function in ways which will incubate and
sustain Student discovery. Grotips will wither and die under didactic,
teacher-centered methods. You must use a facilitating inquiry
approach While the .groups are in session because your job during
that period of time to listen and understand, not to talk and
explain. The inquiry method informs students that you care about
what they' are doing, that their work is important, meaningful
because it is the work of learning. Without that kind of assurance and
support from you, your groups will greet you with either tidal waves
of silence or avalanches of questions designed to get you to do their
thinking for them.

Cbriclusion
I am not proposing that the group-inquiry method is a panacea for

all the ills currently plaguing the teaching of composition. With.
some students and tinder certain conditions it will not work (see p.21
below). I simply wish to describe these techniques and their
limitations as fully as possible so that instructors will know when
and how to use them. It is easy to tell teachers that they should
circulate freely from grOup to group. Seldom are the specific methods
which create such freedom delineated, and equally rare is the
acknowkdgement that the teacher is noi solely responsible for what
goes on in the 'classroom.. The physical parameters and stude,ms'
expectatiOns are as much a part of the total environment asthe
instructional role. I make suggestions for dealing with these two
realities in the practice section of this handbook.

There is not space enough here to adequately explain the many
.complex waYs in which the group instructor can facilitate the
processes which represent significant learning. I would recommend a
lively regimen of reading and inVestigation for those who are
interested. For the broad view, see the chapter on "The Inquiry
Method" in Teaching as a Subversive Activity. Postman and
Weingartner list eight specific things r hat inquiry teachers do;
however, I do not think it necessary to master all eight before you will
be able to use the method or even before you can begin being effective
with groups. Carl Rogers gives ten brief guidelines for effective

"Neil Postman and Charles Weingartner. Teaching as a Subversive Activity (New
York: Delta Books. 1969), p. 36.
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facilitating in ( haptet seven, "Regarding I.earning and Its
Facilitation," of Freedom to Learn. Much of what I have said up to
this point about peer interaction I 110W find has been said before and
extremely well by 'Kenneth A. Bruffee within the framework of
"Collaborative Lear:ping." And of (ours. Peter Elbow's 1VritMg
without Teacherso is a. seminal influence.

On a more applied level, Ivey and Gluckstern 11 are very specific
about what it takes to be a good li.swner. Both Nape!! and Lowery
identify and classify numerons questioning strategies in terms of
their effect on specific learning processes.. To keep everything in
perspective, study Napell's smorgasbord of teaching methods in
I Tint Six. There she spells out in detail six possible formats
progressing from teacher-dominated learning to .student self-

direction: the lecture, the inquiry method, the large-group discussion
(in some cases dns would be al3ed a seminar), the small-group
probhm-solving method, one-to-cow tutoring, and independent
study. I am arguing here for the necessity of combining the inquiry
method with small-group problem solving. The inquiry approach
tan be used in nearly any educational environment, but successful
small-group instrnction is impossible without the inqpiry method.

The three very helpful and practical handbooks referred to in the
paragraph above were 'all prepared to accotnpany courses or
workshops in teacher training.. They also have in common the use of
videotape for analyzing teaching styles. I think the message from the
practitioners involved in. faculty development and training is that
teachers who want to grow need help on the job, and that this help
should utilize the most advanced methods and equipment and
whatever kind of support our institutions can supply. Thus, my final
recotnmendation is that, even while you're in the midst of reading
and pondering, you try as soon as pissible doing someof the things I
describe in the following chapters. You will find the actual
experience far more revealing than anything yonmight read. As you
attempt to adapt %;.hat you do to what you believe, you will gradually'
find your own style as a facilitator of learning to write in small
groups:

"See Kenneth A. Bill flee, "Collaborat v(' L('a rn ing: S nue Prwt ical Models,- rollev
English (February 1973).

"Peter Elbow, Irrthng witIwut TeacherA ttiew York: Oxford University Press,

1973).
"Allen E. Ivey and Norma B. Glucks tern, "Part kipan t Manual,- from the video-

based program BaAic Attending Skills: An Introduction to Microcounseling and
Helping (Miceli( ra ining Asso( iati.s, Inc.. Box ti41, North Amherst. Mass. 01059, 1974).

p. 2.
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Practice

The Parceled Classroom.

The purpose of the parceled classroom is to give students a total
group experiem e in each class meeting throughout the course. They
will have time ro see their identity as a group develop and'to. fully
explore relationships within the grOup. If you prefer to break your

-class into groups only occasionally, you will find that many of the
guidelines in this practice sectioil can also be used for more casual
formations.

Setting It Up
On the first day,, present. the Mowing material, by first distri-

buting a (filmed list of points for discussion, such as weekly essays.
choosing topics, group itasks on 'grammar, writers' workshop, etc.
Rather than lecture, laity questions on whatever students would
like clarified about the list (it is purposely incomPlete). In this way a

-Afialogue begins at the very start.
'Briefly descrilx-! the philosophy behind the class. (I) Real learning

is self-ibitiated. Each student must take his or her share of responsi-
bility for the direction of the-course. (2) Writing is communication; if
we don't talk to each other we will 1)e witting in a vacuum.
Therefore. the class will work in small groups which will allow
maximum participation by everyone. Each group will choose its own
readings aT,'.d establish .its own essay topics. Other work such as
grammar study of expository structure, and paraphrasing"-
will Ix. assigned according to each group's interests.

A shorter version of this section first appeared. with the help of funds fiom the
University of Gilifornia Regent s Undergraduate instruction Improvement Grant. in
June 1975 and was distributed to the teaching associates in Subject A (remedial
(omposition) at Berkeley. An emerpt.fromThe original j.cmphlet was published in
College Engh.th in its March 1976

12 Fo r an analysis of the effect paraphiasing can have oil 'itudent writing. see Phyllis
Brooks, "Mimesis: Grammar and the EchoingVoice:". College Eng kill (November
1973). pp. 161-69.
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Be honest. "la these neW faces that had it been possible you would
have consulted them on the choice of texts, but orders must be
placed far in advance of registration. However, you have tried to fully
conSider the wishes and needs of former students ih making your
selections so that .your arbittary decisions could be somewhat less
imperfect. From this point on, though. they do have a choice. As soon
.as possible students should stirvey the reader and become familiar
with the contents in order to make reasoned selections of weekly
readings. Introduce the skills necessary for previewing ann skim-
ming.

Find a way to have students write a paragraph or two. My favorite
tactic is to ask Ahem to write on' hoW they feel about being in a-r
required remedial composition course. If you don't need to clear the.,
air of repressed hostility, you can ask them to describe their previous
English courses or to write a short autobiography 6f their history as
readers.

On the second day, establish groups which will stay together for
the rest of the quarter. Groups of five are ideal, but since one
instructor would find it difficult to follow the progress of more than
three such groups during a fifty-minute period, the groups may have
to be extended to seven or eight. I 'find that a group any larger than
that is not much better than having no groups at allthere are really
too many people for all to be active participants. Sometimes I have
formed groups of ten, and the anticipated absenteeism and droP-out
rate have kept them down to a more manageable size.

The groups should be heterogeneous (break up lovers and friends).
The first day's writing sample will help you judge skills level's, but a
longer specimen is desirable. You want a balance' of ethnic back-
grounds, ages, sexes, and writing ability. Call out names and group
people in circles which will allow .you not. Only to move freely from
group to group, but alsO to have full access to each merhber of each
group.

Room arrangement is crucial if you are to avoid the typical
hierarchical positions which both instructors and students f indit so
easy to assume. Sadly, few institutions have flexible seating in the
classrooms, and you will have to improvise toward separate tables
for each group. If you're so unlucky as to be in a room with
bolted down desks, try placing students in- a geometric shape
such as a square or a triangle with a couple of empty seats in the
middle of the shape. They "can then eithenwist around.in their seats
or, if the desks are strong enough, sit on top of the desks and face each
other.

Although the groups are being organized for the first time, the
steps you are taking. them through are the same for the days to follow.
Students form their groups as soon as they get in the room. Early

20



PRACTICE 15

arrivals; including the instructor, can be the furniture movers if it is
necessary to rearrange seating.

I. General announcements and passing out paper; gro:ip tasks are
assigned and explained. (19 minutes)

2. Groups work on assigned tasks. (20-30 minutes)
3. Report period. (10-20 minutes)

When you first in trocluce students to this routine, put an outline of
dailY activities, such as the one above, on the board so that 'tlley will
know what to expect, both now and in the future. The second day's
group task isto set up an operational framework which will support
and faciliuite the daily routine. Specifically, their assignment is to:

1. Select a chair. This should be done democratically. No drawing
of straws. ThiS iS a leadership position. The chair INill keep
discussions on track and report to the class.

2. Select 'a secretary. The one qualification is leg;ble handwriting.
The chair will depend on the secretary's notes for help ,in
making reports. The instructor will use the notes to follow each
group's progress. When the chair is absent, the secretary will
appoint .an acting t-hair.
Name the group. It is easier and pleasanter 'to call a group by
name rather than number. The name should come from the
world of literature or from some part of the writing process.
Some possibilities: The Twa ins, The Persuaders, The Gerunds,
The Infinitives, The Poets, The. _Dangling Modifiers, The
Rewrites, etc.
Compile a list of group members and phone numbers. The
instructor will give each group a notebook in which the
secretary will maintain a daily log of group activity, and the

-group list Will be the first entry. Now is a good time to stress thai
the notebook must be returned to the instructor at the end of
each class. It will be one of the teacher's resources for deter--i
mining daily. assignments. The list of names and phont
numbers Will be duplicated and distributed, and students axle
encouraged- to call' members of their -group for missed assign-.
ments or other general information.

Ask -them to have this .work completed within fifteen minutes.
The unstated aim of these exercises is beYond setting up a

superficial structure for expediting chores. Students will be getti,ig
acquainted, beginning a dialogue which -will last for many weeks,
and.discovering their audience of peers. Although these first twodays
of class may have an air of "fun and games" about them, it is hardly
wasted time when you consider the benefits that will .accrue from
what the students have already learned about working with one

3.

4.
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anpther. For the report period on the second day the chairS should
announce what each group has decided to call itself and why they
have chosen the name. Then the others in the group. can be
introduced to the whole class, either by themselves or by the chair,
and each student can briefly describe his/her background.. Before
dismissing the class the instructor -can reiterate that it is the
responsibili ty of the students to form- t hese groupseveryday, and tha t
the secretary should turn in the notebook.

The Instructional Role: Three Aspects
During thairSt ten minutes of class you will find yourself being

directive, maybe even delivering a mini-lecture to prime the class for
the task you are going tb assign. Once groups get underway you will
switch to inquiry techniques to facilitate discussion. Finally, you
will be called upon to facilitate the report period by using a creative
mix of nondirective and directive teaching strategies. Most of what is
described in the following sections under body movement, listening,
and questioning will serve you well when you are encouraging the
exchange.of information in the report period. However, there will be
one extra dimension to your role: some of the facts voiced may he
irretrievably wrong and you will have to explain a point or two,
unless you can get someone.else to do it. When a group has found a
correct solution-make it clear to everyone in the room that you feel it.
is an excellent response. Ask the chair to repeat it. Your support of the
best work of the day should be apparent to all, whether they agree
with ypu or not. Wi thorn your firm direction olthe discussion during
this important titne, many students might be left swimming in a sea

of .contradictory data.
Don't allow any one group to dominate. If the exercise was one of

several parts, rotate from chair to chair for the answers. Encourage
groups to question each other's responses. Before they leave, ask them
what they_thOught of the day's task and where they thin k..they should

go from here.

Making It Work
At its best the ;econd day of class is when pertinent questions about

why students are working in groups are raised and answered, though
probably answered tentatively. In order to select a chair, students will
want to know what the responsibilities of the position are, which will
lead to a discussion.of what the chair reports on and hence to what the_

groups will be doing. Naming the group elicits discussion about
what the members see as their major concerns in the class, and such
issues as grammar versns content are raised. A good reinforcer of this
introduction to working together is to give students a handout they
can take home which distills in a few paragraphs the philosophy
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PRACTICE 17

behind group work. Students have a right to know what you are
expecting of them, and it helps to have it in writing.

At its worst the second day may find a group avoiding the issues
w hich are implicit in the tasks. There are two extremes here. The first
sees someone precipitously volunteer for the chair with no concern
about the duties. Similar strategies of "let's get it over with" are
adopted for choosing a name and secretary, and students get a list of
names and phone numbers which are unattached to any.real beings.
Under the guise of total agreement, the whole process is finished in
under five minutes, and students read tneir newspapers or listen to
the other groups at work. The second extreme sees a group unable to
agree on anythingnobody wants to chair, everybody wants to be
secretary (if you're taking notes maybe you won't have to talk), and
nobody likes anybody else's suggestion for a name. When the fifteen
minutes are up students may barely manage to complete the list of
Members.

The instructor can intervene to deflect these or similar impasses.
In the first instance there is very likely an underlying hostility toward
group involvement,of any kind. "We did this in high school:" "I just
want my C in this_course, nothing else." "The instructor's trying.to
get us to do his job for him." You can't really deal with such all-
i nclusive biases, and any debate of them would be counter-productive
and ultimately unfruitful. Instead, ask questions which focus
students' attention away from gripes and anxieties and onto the work
at hand. Ask thevolunteer chair if she knows what she has let herself
in for. What are her qualifications? How can she best represent her
group? Do they really want to live for the next ten weeks with the
name that they choose? (They'll see and heariteVerYday.) Be careful,
though, that students don't con you into doing their work for them.
Ask your questions and move on to another group.

With the second type of extreme evasive maneuvering there may
also 1r some underlying hostility, but from my experience it is more
often likely that students are trying to be too democratic. They want
to excise the executive and judiciary branches of government in favor
of a cOngress of knaves where no one makes the final decision. Some
ways of solving this dilemma incluide instituting a co-chair with two
people sharing the responsibility, or suggesting a chair-a-Week plan
with everyone having a go at it at least once, or, after observing who
may be an enierging natural leader, making the appointment your-
self. In any case, the group must be made aware thaceven in the most
liberal democracy there has to bc an individual who is ready and Willing
to make an arbitrary decision whenever it is necesSary. With the
instructor's encouragement a leader will emerge in the group and
members will learn tO settle their differences. When they cannot, their
chair will Make his or her own decision for the group.
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In the second instancel think it is po.ssible to evolve a healthy
group organism which learns.t6 work together and produce tangible
results. With the first type"let's get it over with"I have occa-
sionally had to concede defeat and disperse the members among the
other two groups in such a way that they will do the least harm, Their
apathy is seldom infectious, for they are also those students who are
mOst likely to miss class,often and to be passive while in class. They
fade into the background, a singular disappointment to the instruc-.
tor .who is trying to involve everyone. However, I remember some
instances when a rebel has been unable after several weeks to
continue resisting the pull of. the group and has voluntarily joined
in. I have taught -enough parceled classes to have experienced
repeated] y the rewards of full participation and to con tin tie believing

-that group teaching is a fine method; yet, there have been times when
I've felt the need for the wisdom of Solomon.

How lo Cope
There is nothing static about group interaction; therefore, the

unexpected is to be eNpected. Unlike students in a more traditional
classroom, participants in a parceled class feel less inhibited and are
generally quick to speak up. For instance, Sarah W. saw that there
would.be added responsibility and work for the chairs and secretaries.
She asked, "What incentive is there for anyone to take one of these
positions?" I was caught off guard and had no ready answer, so I
.asked her to qualify her question: "Sarah, are you talking about
extrinsic or intrinsic rewards?" Her answer was,Intrinsic." I had
offered no payoff either in .money or grades. My next facilitating
move was to ask her what she thought the inherent benefits of beinga
leader were. "I guess we'll learn something about how we can handle
that kind of situation, whether or not we can relate to people through
those kinds of roles. It'll bean experience." The group agreed that the
extra work was worth the effort if one Were a person who wanted the-
leadership or record-keeping 'experience. Sarah, had brOught forth
information that was vital if the group was to 'make a reasoned
decision. .

This student was not objecting so much as aSking for help,
expressing a need to clarify things in her own mind. Though
momentarily unsettling for me, hers was a pretty .straightforward .
request rather than an evasion. I find, however, that most calls for
help are disguised by some surface behavior whiCh is often puzzling. I
can remeMber having an uneasy feeling about the way one class was
dealing with the charge to elect their officials, sensing that they were
not really coming to grips with the task. During the.report period it
struck me that all the groups had elected . men to the chairs and
women to be secretaries. Placed in an unfamiliar situation in the
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classroom, they had called on old, comfortable stereotypes for
reassurance that things were as they should be. I let it go for the
moment and waited a few days until everyone felt less uptight about
being in small groups. On Nonday of the second week I asked the
class if they had ever met a male secretary or nurse, a female doctor
or boss. That was enough to open up a discussion which eventually
led to a more equitable distribution of duties among the sexes.

As the quarter or semester wears on, you will notice students
taking on roles in the group which either expedite or block the
completion of a task. It may be worth class time to talk about what
people are doing. Once a behavior is identified, the group can decide
whether, it should-be reinforced or discouraged. Avoidance roles are
common, surfacing blatantly in students reading the newspaper or
doing homewOrk for another class during group time, and less
obviously by someone who's always changing the subject to un-
related to-pies. Normally several leaders besides the chair and
_secretary will emerge, functioning in very specific ways: to keep peace
in a group, be a good listener, provide useful data, stimulate and
probe,for ideas, upset and revitalize tired thinking, resolveclashes of
opinion, summarize and/or paraphrase the positions of others, or be
the trailblazer who holds the light high and keeps everyone on the
same path. All these informal leaders are just as critical to the success
of the group as are the appointed leaders.

In addition to spending some time talking about individual roles,
you may have to deal with broader questions of group organization.
At ,mid-point in the quarter one of my classes decided that all of the
groups ought to be disbanded and reconstituted. I agreed to devote a
half hour of class time to consider the merits of the proposal and to
make the change if that's what everyone wanted. This Particular class
had been very successful with their group Workin fact, that was the
problem: class time had been top 'intense, and after five weeks
everyone was burned out. I argued for keeping the groups together by
pointing out specific instances when each of the groups had worked
extremely .well together, and I praised the facilitating roles of
individual members. They all agreed that they enjoyed working
together and that each group had a strong identity. From this re-
evaluation of their effectiveness, they concluded that the problem was
that they were simply tired and needed a rest before they turned
completely stale. It would be nearly as much work to form new groups
as it would be to continue with the present ones, so. we decided on a
change of pace instead. I would lecture for the next two days, and one
day each week thereafter either I would lecture or the class would
work as one unit on a task; thus, some of the pressure the groups felt
Would be eased. "

You will sometimes encounter an individual who honestly feels

25



20 /atom' INQUIRY TECHNIQUES
(3.

tnisplaced-and who will, elcsire to be transferred to anotlwr group. If
you determine that the student iS in fact not able to function within a
particular group, it is usually possible to accommodate such a single
request without disrupting the 'harmony of any of the groups or
precipitating ,a snowball effect. The most important consideration,
however, is not whether or not,the old group will miss the studenf,-
but whether the new group wift be accepting. I recall.one instance
when I came into class and noticedthat Robert B. had left The Twains
and was sitting with The Rewrites. They had adopted him, and
everybOdy was, pleased with the arrangement.

If you sense that either boredonior:exhaustiOn is setting in, there
are several things you can do, in additiOn to lecturing or conducting
full class sessions, for a change of pace. Breakingout of the confines
of 'a single classroom helps, and you can devise tasks suitable for
"field work." For instance, yOu can give the following exercise in
conerete descriptive writing. Groups leave the classroom and either,
go to separate classrooins in the same building or disperse to separate
quadrants of the campus. Once in their new location their task is to
write. a cooperative descriptioh.of an unfamiliar object in the area
without using the real name of the object (a nonsense word such as
"wriglet" works fine). When the'grchips reconvene for the report
period the descriptions are read aloud by each chair, and those in the
other groups who have not seen the object are asked to draw a picture
of the object based scilely on the description they aye listen'ing to. The
pictures are then compared for accuracy. This test of writing lucid
details is a physically active, invigorating exercise which effectively
helps students to take a new look at their environment and their own
powers of observation:.

Another taetic for shaking up jaded or worn-out groups is to
temporarily_ change the routine patterns they've been following.
There are Many .possi b1e'6ria dons OA the group theme. Consider the
f011owing:

1. Pass out.numbers to members of each group. Inform them that
only the people who got an odd number may talk for the first
ten Minutes of group work, then they must be quiet while the
even numbers talR for the last ten minutes.
Designate one of the three groups as "observers" whose job will
be to not participate but rather to monitor the work of the other
two groups during the task period. They are not to talk to each
other during this time but should keep written notes on the way..
groups approach the assigned task. The observers use part of
the report period to summarize their findings for the whole
class.

3. Announce that you are reorganizing the grotips for one day.
Have students draw coded slips of paper'from a box so that their
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new arrangement will be as arbitrary as possible. Reconvene the
regular groups the next day. If this experiment works well, it
might be useful to cLo it once a week.

1. Freedom of choice might be the key.to fullei participation when
things seem to be dragging. Clear the desks ,away, from the
center of the room and have everyone stand up and-mill about.
When you feel that people are loosening up, ask them to break
off into three, separate groups of any makeup that seems
natural. Don't rush them. Dispense with the regular con-
ventions of choosing a leacVr and diveright into a task.
Eliminate the report period if that seems right.

Try to remember that the weight of responsibility for their own
learning in a classroom setting will be new and hard to bear for many
of your students. Be prepared to give them time to adjust and, when
they're drained, time to recharge.

In three years of using the group-inquiry method I have had only
one case of a student who openly refused to have any part of a class
which was not "taught" by the instructor. Carl F. sat off to one side
and refused to participate in a group; he used the first report period to
condemn my. methods and tried to get the class to band against me.
His peers rejected him, and he ;a ter came to my office and asked to be
released from the obligation to attend class, offering to do indepen-
dent study to complete the composition requirement. I adamantly
refused to excuse him from regular attendance, and instead loaned
him several books on teaching methods with a charge to write each of

ert his essays that quarter on different techniques of instruction. To help
him along with his task, I made him class historian. He not onlyhad
to participate in the group he was assigned to, he also had to present a
brief written report to the class every Friday-which summacized the
week's report periodsin essence, capsulizing what we had learned
that week. His role as Devil's Advocate kept all of us from becoming
complacent. I never succeeded in converting Carl to group instruc-
tion, but he did become an accomplished report writer, and his essays
on teaching methodology, though strongly biased and dogmatic,
were.. thoroughly researched.

Teachers are no more able to do the inipossible than any other
professional, and it is important that we understand precisely what
our methods can be expected to accomplish. As with any other
methodoldgy, there- are ..times when small-group inquiry will not
work. I know of at least five circumstances in which I would not
attempt to teach a parceled class;

I. When you cannot depend on regular attendance of the full
'class.

2. Wheria student does not possess the minimal skills necessary to
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build on. The student wla) has never read will not have a notion
of how to write. ln a college composition class, there Would be
few advantages to placing unyone reading below the eighth
grade level in a group which is building on more advanced
skills. That student needs intense remedial tutoring. Many
poorly prepared students with special strengths do very well in
groups. but ,.ou can't go all the way back to the cradle in your
efforts to compensatethe rest of the group won't put up with
it.

3. When, for reasons beyond your control, students are deter-
mined to do as little work as possible in order to get their C. For
example, certain students resent composition requirements
because they firmly believe that they won't ever need to do any
writing to get by either in or out of college. If their other courses
do in truth require no writing, you will have a 'hard time
.changing their minds. Such students will never make a
commitment to an individual effort, let alone a group effort.

1. When there' is a bulk of new concepts and facts to present, as
with a beginning ESL class; in this case, lecture and drill are
probably best.

5. When some extremely shy or insecure students really need to
have close one-to-one relationships with an instructor who can
foster confidence building. It might-be a painful experience for
such students to be forced into a group.

With a judicious knowledge of when not to expect miracles from
small-group instruction, I think it is possible'to go confidently ahead
and apply the methods I am describing with a reasonable assurance
that yOu are treating your students to the best kind of learning
environment. Certainly when Freflect on my own educational career;
both -as student and teacher, I find that -my most memorable
experiences have been with small group'of people, all of whom were
involved in the processes of significant learning: They were commit-
ted, self-motivated, self-evaluating, flexible, and creative.

I would like to note that I have purposely stayed away from any
attempt to deal with the significance of human psychology and the
roles we adopt in group situations. I want to caution teachers against
seeing their groups as encounter or sensitiVity training sessions.
M.L. J. Abercrombie has also been careful to distinguish between
therapy and teaching:

However, although the themes that were dealt, with are of course
deeply rooted if] past and present human relationships, they were not--
treated, as they would be in a therapeutic situation, at an intimately
personal leeI. 'Private lives' were not discussed and only exception-
ally were sPecifit personal interactions which 'occurred within the
group or outside it. It is in this respect that this kind of group
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discussion differs most sharply from the work done in therapeutic or in
sensitivity-training groups."

Most counselors and therapists are more interested in the health of
.-._the individual psyche than the well-being of the social group. While

,we sometimes find ourselves .taking on parts of the counseling role
wherl we: talk with students during office hours, teachers in the
cla'ssroom must keep this distinction between the private and the
public in mind. We may want to change attitudes and behaviors of
our students, but only as they relate to learning in our specific fields.

Making. Discoveries

Most competent teachers know more than their students will ever
need to know. How can you select from your storehouse of
knowledge those facts and ideas which will be most useful to your
students? If you subject them to a verbal barrage of information, will
they be able to singlehandedly select for themselves what is important
for them to know? How can you be certain they really comprehend?

The inquiry method is particularly well-suited to teaching in a
parceled classroom because it relies on students' responses. The
instructor's prime tool is listening and questioning rather than
explaining. Daily tasks alc designed so that students reach generali-
zations inductively and so that a variety of solutions are possible.
Inquiry questions differ from Socraticquestions in that there is no set
answer to which the student is being led. The questions invite
students to discover for ihemselves hoW something is done.

Jeff: Is this the way this
1',sentence should be?

.Teacher: How does it sotMd to you?
Jeff: I don't know. \

\ .
.

Teacher: Try doing a few More examples and see if you can find a
pattern which will give )\?u a clue. Compare your answers,with
others in your group. I'll come back later and ask youwhat you see.

t

Under our present c al system the instructor must arbi-
trarily shape the basic course co tent and structure through choice of-
texts, written dialogue on studer\t papers, and the overseer duties of
enforcing university and department deadlines .and requirements.
However, the teacher can allow st dents to shape the course if each
daY's task assignments are based op isSues raised by the students in
xecent group discussions. The inq ,ry teacher reserves judgment on
what any particular class will need' o know or how they will learn

13M. L. J. Abercrombie, Aims and TechniqueS ofGroupTeaching, 2nd ed. (London:
Society for Research into Higher Education, 1971), p. 33,
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best until after listening to them, and he or she keeps no secrets from
the studentsabout the rationale for daily taskswhen they do a task,
they know why they are doing it. Students can also discover for
themselves what their group's needs are through the weekly process
of selecting a reading from the assigned anthology, exploring its
implications in open discussion, and determining and writing their
own essay topics. The instructor circulates freely from one group
cluster to another, typically answering a question with another
question so that students may make their own decisions, find their
own answers, and become confident independent learners.
Alceste: I think misplaced modifiers like this one are so funny. They

should be left alone. [The example in question: "Byron, as it
happened, was asked to eventually leave the household." The
reason the word is misplaced will be revealed below.]

.Wanda: That depends on what you want your readers to think about
yon. I wouldn't care to look a fool.

Alceste: But you wouldn't. This doesn't look foolish, it's just funny.
Teacher: What do the rest of you think?
lng: Sometimes it's okay to plaY with words if you don't care about

getting some precise fact across.
Maurice: It's foolish because no.one would be sure of your meaning.
Teacher: What does meaning have to do with grammar?
Maurice: In this case I don't think you can separate meaning from

grarnmar. Byron was either asked to leave now or he was told to
take his time and leave eventually. Taken in context, I don't think
his mistress's husband was inclinre zo let another man stay on
indefinitely. It should read: "Byrol,, as it happened, eventually
was asked to leave the household."

,Wanda: I think Alceste just wants us to be confused.
Alcesle: Being so exact is boring.
Ricardo: Well, rd rather be bored than frustrated by silly sentences.

Let's look at the next sentence and straighten it out.
The instructor quietly moved oh to another group while Maurice
was talking. Later, Maurice was asked to paraphrase hispoint about
grammar and meaning for. the rest of the class.

You want your questions to bring your srudents beyond the stage
of simple recall and into the realm of inference, analysis, judgment,
and application: BloOm's taxonomy indicates that the realm of
advanced cognitive learning needs facts to build on, but if the
learning remains fixed at this lower ievel you will never reach
Rogers' realm Of significant, experiential learning. Here are some
guidelines for bringing theimpact ofyour questions on small groups
above the base line of recall.
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I. Phrase your questions so that they cannot be answered with a
simple "yes" or "nO1'

2. Wait a sufficient length of time, at least ten seconds, for students
to respond.

3. Don't ask questions which contain hidden answers: "Is there
anything in Malia's logic.which destroys the persuasiveness of
her essay?" "What about the syllogism she's using?"

4. Be slow to acknowledge right answers. You may know it's right,
but your. too quick reinforcement can have the effect of cutting
off the thinking of other students in the group.

5. Instead of answering your own unanswered questions or
applauding an answer you like, turn to other members of the
group and let someone else respond.

6. Try never to interrupt a student who is talking, no matter how
halting or slow the response.

7. As in the above sample dialogues, sequence your questions so as
to move the discussion from narrow concerns with minute data
to larger concepts and broader issues. Go from "What is true?"
to "Gould this be trne?" .

8. Balance your questions. There is nothing wrong with an
occasional recall question, but dependence on any one type of
question will stifle students' responses. Make the question fit
the moment.

9. Never answer your own question. That's a very rhetorical
statement, but I think the emphasis is justified. The purpose of
.listening and questioning strategies is to aid 'students in
clarifying matters in their oWn Minds. Try not to unwittingly
steal away that opportunity. Sometimes an unanSwered ques-
tion which is left hanging in the air can serve to focus the whole
discussion onto.a specific problem.

10. When an, explanation is given, either by you, the text, or
another student, test students' understanding by asking some-
one to paraphrase the concept. Be wary of the,eaSY-to-say and
face-saving claim, "Yes, I understand." Ask-for proof.

II. Model good paraphraSing yourself by restating cogent points
made by students. Such a technique also demonstrates that you
are listening carefully and that you value the statements of
students.

12. Use summaries sparingly, and keep them short. It is facilitating
to pull many points together .into a brief review when the
disciission has been wide-ranging, but surnmarizing minor
points every few minutes can shin down any furtherthinking
on the subject. Summaries tend to give the impression that the
matter is settled and that further inquiry is not necessary.
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yout ego. When a studt.nt very directly puts you on-the
spot--f hom, what can I do to make this paragraph more
logical?"share the spotlight with the group: "Well, I'm not
sure. Let's go around the group and see what other people can
suggest."

1.1: Be specific. Catch-all questions generally catch nothing but.
silence: "Are there any questions?" Your questions should
clarify, not obi-Um-ate; facilitate. not, intimidate'. "I still feel
uneasy, like I'm not certain we all agree on the point Orwell is
making in his essay. Does anybody have a suggestion for
another wav to look at his ideas?"

15. Be willing, at least temporarily, to accept "wrong" anSwers.
Ihis is one of the distinguishing features of discovery question-
ing. A wrong answer, in objective textbook terms, might be a
right answer in terms of a particular student and the stage that
student is at in his/her develoPment.

You can evalua.te the effectiveness of your facilittiting in small
groups by comparing your performance to the nuxiels below. (Video
or au(Iio tape would help you to be moe objective about yourself.) If
the students response behavior is like that in model A, you are not
using the inquiry metluid successfull). Model B behavior represents
the desired results in a group inquiry classroom.

Model A:
Builds "fear" of teacher.
Minimizes value of student
thought.

A/ode/ B:
Increases teacher credibility.
Increases student self-respect.

Teacher Teacher

Student Student Student Stuck tit Stuck 11i-4.4-Student

'The dialogue on page 24 is an ,examPle of model B talk.

Body Talk -

In the parceled classrooM you can move your body in ways which
will communicate more than words can. During the task period your
movement between and among the groups is unrestricted, which is
reason enough to be conscious of some of the positive and negative
effects of your personal kinetics. Add an extra chair neat' each group
which should be kept vacant for your visitations.

3 2



pkAGT10E 27

Mood-Making Moves

Depending on your goals, you have two bas.ic moves to consider.
Sit at a distance from the groups. Select ars inconspicuous

location. This position will allow you to watcli aul groups simul-
taneously, observing which ones are fluid, which arc sttick . such a
perspective is a necessary prerequisite before yoti move to help
anyone, especially when those who are stuck wen't admit it or don't
know it. When all groups are fluid, it may be gO4C1 for you to stay
away.

Join a group. If you're not actually respoadiog t° a call for
assistance, you may sit down with a cluster of st-ndents either because
there's some obvious trouble coming down or 6,ecau5e the di scussion
sounds interesting and you're getting bored sitting in the corner. But
beware! In either instance when you move in, th e. grooP might want to
concede leadership to you and stop talking with each other. Unless
you can remain an equal partner (bridle your en tbusiasm),go back to
your`Corner. Some less independent groups will ( eh- Plever corn ly
comfortable with the idea of having a teacher who spares Pourer with
them and who participates in discussions as kit equal contributor.
Remember, you're dealing with behavior patterns tovard established
authority which have been ingrained by twelve years in the
system.

In any event, while the groups are working- on their tasks don't
stand in the middle of the room, at the front of the Pon), behind a
podium, or in any place or position which clra tention to
yourself. Either hover on the periphery or sit wi th a gro -think ofup,
yoorself as a ghost who can move in and out of the &Aerial world at
will. Students are more likely to direct talk to their grouP
than to an elusive target who is moving from place to Place. Thus,
you will get fewer calls for help. If they can't fins' yoti, the.y , Will have
to try to solve their own problems. ..:

Problem-Specific Moves
.The quiet one. Sit next to the insecure student. He or she will feel

more confident because of your close proximity 2incl vial be less likely
to indulge in comfortable evasion tactics. You're thete next to hirn
he can't avoid you, ergo he can't avoid the discussion. Make a
comment and chances are he'll respond. Soon he'll gain confidence
and begin to get involved as the conversation .pasos around him.
Support his contributions by asking others if hey heard his remarks
and understood them. Ask him to repeat. Paraphrase him frequently.
When you move on to another group, tell him you'll he hack in a few
minutes.

I only have eyes for you. This student looks ai arid directs all her
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speech to the teacher. Your tactii. is to look away . while she's
speaking, pretending you don't know she's looking at yont. If you
.direct your gaze intently at one or twO other students you may be
successful in deflecting her in their dire(:tion.

This tactic is also) very useful during report time. when the
temptation will be great for the chairs to report to you rather thanthe
class. Sometinws something stronger than looking away will be
called for. I have had sotne goOd lesults by turning my back toward
the speaker and facing the other students, or by moving into a
position behind the speaker.

Ilvperactive, tense, or irritable student. Place .a hand on his
shoidder or gently jostle him. I have never found a student, male or
female, who was djeply offended by being touched. Supportive,
friendly physical contact has a cahning effect. Reciprocate by letting
him touch you if he wants to..

Low, student. Whisper in her ear. Noise is self-multiplying;
people talk louder to be heard over other noise. Let yourself be the first ,

to talk softly. A hush will fall as they struggle to catch your words.
The noise threat is a general problem when working in classrooms
which were not designed for group 'teaching. When the groups are
straining your tolerance level, .go to each cluster except the noisiest
and ask them to observe one minute- of_.silence. In the ensuing
vacuum the loud group's noise will become patently absurd to all,
and you can resume at a more sensible votime.

These are only a few of the possible uses of body talk in the group
environment. The.nonverbal messages you send with your body tell
.students something about how closely you are attending to them. For
example, sensitive use of eye contact is an indispensable element in .

letting people know that you are listening to them. Sometimes,
however, our words say one thing while our bodies say another. If
Y'ou tell students you worild.like to hear their opinions, and then you
proceed to wipe your glasses or comb your hair while they, are
talking,. you are not being very facilitative. Group-inquiry teachers
need to be aware' of what they are saying with their bodies.

Peer Criticism

The study group is not a new idea, but it is'Seldom encouraged to
flourish in the classroom. Here are some ways to help students help
each other.

The Regular Workshop
In my class-there is an essay.due every Friday, and that is when I

hold the writers' workshop. One or two people in each group are
asked to bring photocopies of their two-page essaYs for each member

3 4



PRACTICE 29

of their group. (This will cost students between 50(t. and $1.00 each. If
that is a hardship- you can ask everyone to buy a copy from the
author.) No one.student will have to photocopy more than twice in
ten weeks. Initially people.can volunteer, but they must be people
who plan to turn in their papers on time or the day of the workshop
will be a gloomy affair. If no one wants to volunteer, you can quickly
get your quota by announcing that everyone will have to be criticized
by their peers sooner or lam-. Thus, your first volunteers will
probably be the ones who warn to get it over with. Until the first few
-workshops are behind us, don't try to be nice about this business of
"Who's on the chopping block this week?" Sometimes I simply
"assign" .volunteers; few students are eager to submit themselves to
what they expect will be ridicule or, far worse, indifference. Even the

--fact that the workshop authors have the privilege of rewriting their
essays after the due date and possibly earning a higher grade is not
e,tough imentive at the start (no one expects to improve that much in
one week). The workshop has to be experienced, the students have to
bcr:ome trusting of each other and sure of their own responses, and
they have to become adept at the very special process you.are going to
teach them.

During the first few workshops you establish this pattern:

t. reading
2. spoken feedback,
3. written feedback.

Write these steps on the 'chalkboard each week until the process
'..omes second nature. If you don't you may.find that many prefer to

s!, ip step twothat is, avoid talking to the author and confronting
him or lier about ideas and form. Spoken feedback is the spine of the
workshop, the real. "work" of the hour.

The student should follow these guidelines:

1. Read. Go over the paper twice if necessary, butdon't write any
rsponses yet. After the silent reading, the author will read the
essay aloud.

2. Spoken feedback. Talk to the author. Tell him or her about the
good things in the paper, the parts yoU especially liked. Be
supportive. There is nothing really bad about any piece of
writing, only parts which may not make sense to other people.

Talk .to each other. Do your perceptions of the author's
message 'and its expression square with your, fellow students'
,reactions? Will another reading bring you closer together?

Listen to the author. There may be parts he was wondering
about himself and now that he has a captive audience he can ask
you if you have understoOd his point.
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Make any 'Marginal notations that occur to you during the
discussion.

3. Written feedback. Stop talking. The .auihor needs a written
record to remember all.your comments. Expand your marginal
notes and On the last page write some general observations
alxmt the whole essay. Your larger view of the paper will be
more helpful to the author than the spelling or punctuanon
errors you've noted..

Each week's contributing authors have the option of rewriting
their essays with the aid of their peers' sugestions. They can take
their piipers home and refine them, turning them in a few days late
with no penalty. Have students turn in both the new draft and all
copies containing peer comments. When marking the essays first..
read and criticize-the author's final draft. Then, when you feel sure of
your evaluation, respond in writing on the photocopies to the notes
of the peer critics. (Once I know my feelings about the essay it only
takes an extra five minutes for.me to mark the peer copies.) I usually
agree with most student comments, disagree with a few, and often
change my mind because of soMething a peer has written. When I
return this bulk of papers I tell the author, "Here's your bible."
Rarely do any of us, professional or student, get a manuscript
returned with a three;Way dialogue in the margins: several peers
responding to author, instructor responding to author, and instruc-
tor responding to peers:

The workshop will work if:

a. The instructor refuses to read the whole essay in class. Your
Comments come later, 'when they can't possibly corrode 'or
intimidate peer opinion. Your job during the workshop is to
reinforce .the three-step procedure and answer questionsabout
basic mechanics of writing: "Should you put a comma before or
after but?" .

b. Most of-the time is spent giving spoken ,feedback. At twenty
minutes per 500-word essay there can easily be a good ten
minutes of talk between students..

c. Everyone knows what's happening. Later, when I return a
"bible" to an author, I hold up .the stapled bundle and leaf
through it so e%;eryone can see the plethora of fruitful ex-
changes. I announce that what was originally a D paper is noW

a firni because the author rewrote after the workshop. Before
the next volunteers are asked for I poll the last week's work-
shop authors for Olen responseS. Was it helpful? Were you
embarrassed? Would you do it again if.you had the chance?

By the time you're ready for the third workshop you shouldn't
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have to even ask for volunteersthey'll be booking themselves far in
advance.

The Improvised Workshop
This is a variation of the regular workshop for those instructors

'who either do not wish to devote a whole class period to peer criticism
or are not inclined to construct any sort of fixed framework for
teacher-peer=author interaction. It is more flexible and would also be
suitable where regular attendance cannot be counted on (the regular
workshop won't work if no one but the author comes to class).

With the improvised workshop any two writers (three if they can
read the same essay (ogether) can be paired up to perform the three-
step function of reading, talking, and writing. In this case you would
want the written comments on a separate sheet of paper. Nlo
volunteers arenecessary; everyone reads someone else's paper, but no
one gets a chance to . rewrite extensively at home (unless you want
several late papers). Since no photocopying is necessary, you can
conduct an improvised workshop whenever enough students bring
papers iuon tiaie. If you are not already teaching the class in distinct.
groups, this method will work best because people can pair up
arbitrarily 'and there is no need to establish a prior group identity.
Just announce, "fveryone exchange papers with.someone else." Any
arrangeMent is possible, and you can steps in to pair up wallflowers.
However, groupings of more than three are not workable when there
is only one copy of each essay. In order for snidents 'to get a wider
range-of opinion you can try switching pairs if time permits.

Task Making

Whether you teach groups on the 'parceled classroom model or
occasionally break up your class into smaller units for special :
projects, it is important to observe certain fundamentals of assigning
tasks. Groups, like individuals, generally tend to work more effi-
ciently if they know they must finish their work by a certain time.
Depending on the nature of the task and the amount of:report time
that will be needed, tasks can be budgeted from fifteen to thirty
minutes. On certain days I break the hour in to even smaller units. For
instance, each friday the first ten minutes are spent selecting a
reading from the text for Monday's discussion, then twenty-minute
segments are devoted to criticism of each of the two student essays in
the writers' workshop. A complete turnabout occurs each Monday
when at least forty minutes are spent discussing ideas 'and issues
raised by the reading and generating topics for the weekly essay.

The task- itself will suggest what is the most reasonable time
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needed tosomplete it, but if the groups are not ,kept within the

specified limits you will find that very little work gets done. Of course

it's hest if students meet the deadline through their own self-
disd pl int., but you should be prepared to step in. For instance, if near

the end of the hour on Monday a group has not yet agreed on at least

three essay topics ( individuals in the group may choose any one of the

three to write on), I remind thern that something else is planned for

our next meeting and that they'll have to live with iheir limited
selection if they don't get busy and do something about it. After a few

hair-raising experiences such as facing an essay assignment on
nothing or having to report to the rest of the class that they

accomplished nothing, students begin to adopt More productive

tactics. These tactics include:

I. urging each other to stick to the point,
2. insisting that someone keep accurate notes,
3. double checking or rewriting solutions,
4. making sure everyone has dbne their at-honie reading assign-

ments,
5. supporting their leader's decisions,
6. making compromises,
7. soliciting everyone's opinion-.

In addition to budgeting .time for tasks, you may, want to

distinguish between regular and*,flexibla tasks. For instance, every
Monday my parceled class roeds no directions because they know

that is the day On which they discuss the readings they haVe selected

and write their essay topics. One advantage to regular tasks for fixed

groups is that a class eventually becomes quite self-sufficient on those

days and, should you be ill orotherwise indisposed, they can carry on

withbut a substitute teacher. Since I've adopted this approach I have

had to cancel fewer classes because of personal einergencies. As a

matter of fact, I was recently out of town for four days in ihe middle of

the quarter and the groups voluntarily conducted their own sessions

while I was gone. They held discussions on essay style and on
conventions of usage, and ra'n the weekly writers' workshop, all

without direction from me and with some obvious:positive results.

Many of them found their voice that week, and the following papers
were grea tly improved. I have come to drink that it is a salutary tactic

for the parceled classroom teacher to plan an occasional absence or

tardy arrival in order to giVegroups that have been together awhile a

chance to experience total responsibilityand also to air differences
which might have been submerged while the instructor, was there.

The flexible task can be used with casual groupings of,students as
well as with fixed groups. The instructor who uses casual groupings

Will base tasks on cues from students' papers, individual conferences,

and recent class discussions. But the parceled clasSroom instructor
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will learn more quickly what students ileed to know froM listening to
the permanently established groups at work than he would froin
spending hours in personal conferences and reading weeks of essays.
.Nevertheless, the flexible group task; like the improvised writers'
workshop, can function in any classroom. It can be adapted by any

. instructor mho simply wishes to create temporary groupings of
various sizes to work on specific exercises. Matters of sentence;
paragraPh, and essay mechanics can be:introduced- in whatever

'sequence and at whatever pace seems appropriate for a particular
class. .

Sorrie tasks breed cooperation among groups While others stimu-
late a competitive spirit. When students Are asked to find the right
solution, such as .deleting the pronoun reference errors which you
have planted in a passage by Hemingway, the competition to see
which group can return the passage to Hemingway's original is
intense, and audible cheers and hisses arise during the report period:-
On the other hand, when the task-is open7ended, .with a.variety of
possible solutions, cooperation is essential for piecing together a
coherent lesson. When students work n the often ambiguous
Probleths of punctuation, -eacli group finds during report-time that
some of the rules that they've arrived. at inductively are either
confirmed or modified by the discoveries of the other groups and that
all the .groups have to pool their information to get functional
guidelines for,punctuation.

Cooperation may also dominate ;when each group works on a
different but complementary task. If each is assigned one side of the
rhetorical triangle (voice, argument, audience) to define and illus-
trate, there will have to be a considerable exchange of inforination

. during the report period because of the organic way in which each of
these concerns overlap and influence each other. But competition is
also possible when groups work on different tasks. Ask two groups to
prepare and present a case either for or against an a uthor's argumen t
and then ask a third group to judge the ensuing debate. If it is an even
match you may have to rescue the judges and.declare a tie.

.
Thus, depending on the mood and pace you desire, you will

l'consider both -design and content when you select tasks:

Cooperation
A. Same Task

no simple solution
(e.g., punctuation, us-
age, etc.)

B. Different Tasks
pieces of 'a pie
(e.g., rhetorical triangle)

Competition .
A. Same Task

only one possible answer
(e.g., the way Heming-
way wrote it)

B. Different Tasks
opposing arguments
(e.g., for or Against an
essay's credibility)
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Sample Tasks
It is an easy matter to convert the exercises from a conventional

grammar or composition workbook into group tasks if you omit or
simplify the lengthy rules and explanations which.usually introduce
the material. When errors of one kind are groUped together, patterns
which are apparent to nearly every student will inevitably emerge. As
much as possible the students should be led toward making an induc-
tive leap and coming tO some, generalization about the specific
problems they've been working on. As long as they can feel that some-
thing is amiss in a sentence and go about improving the situation,
they shouldn't be burdened with terminology and legions of excep-
tions and variations to a rule. When I choose tasks it is always with
the wish to involve students directly inrproeesses during class time
which parallel, reflect, or characterize.some of the processes which
occur in the act of composition. Personally, I find that rewriting the
work of famous authors Oi other public figures-is the most exciting.
source of grammar exercises.Loading a paragraph by Margaret Mead
with subject-verb agreement errors and asking students to unravel it
is the kind of exercise that comes very close to what "real" writers do.
Other tasks on essay form, rhetoric, argumentation, etc., are only
limited by youl imagination:

Some Cooperative Grout) Tasks
I. Same task for all groups.

a. Correct the dangling modifiers in the sentences I have
dittoed and try to arrive at your own definition of a dangling
mddifier. [Prepare students by briefly clarifying what modi-
fiers are and how they work. You might prefer togive them a
succinct handout on modifiers the night before.]

b. Find the transitional words or phrases which link the
paragraphs of the process-analysis essay which you read last
night. Categorize as many types of transitions as you can
find.

c. Survey the writing habits of those in your group'and prepare
to report on what, in your opinion, conStitutes the writing
process. [A good way to get at the issues of outlining,
rewriting, and proofreading.]

d. Use commas, semi-colons, or dashes to punctuate the
sentrnces I am handing out (some may need no punctua-
tion). Each sentence that requires punctuation is an ex-
ample of one or two specific punctuation rules. What rules
can your group come up with?

e. The skills of sending communications (writing, speaking)
seem to receive more of our attention in college than the
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skills of receiving communications (reading, listening). Yet
you have all heard that good readers make good writers.
Explore the relationship between reading and writing and
describe the effect each has on the other.

2. Separate task for each group (with 3 groups).
a. Define "voice" .(group ), "argument" (group 2), and

"audience" (group 3). Discuss your group's side of the
triangle in terms of your cOncerns as student writers, and
give two-or three specific examples which illustrate how it
works within the rhetorical triangle.

b. Each group has read and discussed several selections in the
iext which none of the other groups has read: Go down the
liSt of your group's -readings and rate each (scale of I to5)on
its suitability as a source of essay topics. Report on your
group's criteria for selection a readings. [The pooling of
information is vital to all groups if they are to make wise
selections in the future.]

c. -In each of these excerpts from three speeches, the orators
(Martin Luther King, Jr., George Patton, and Fidel Castro)
are using several devices of persuasive rhetoric. Identify the
deVices in the passage I hand your group, and explain the
psychology or logic behind them.

4. I want one group to makea list of the differences between the
spoken and the written word, anotlwr group to list the
similarities of speaking.and writing, and the third group to
define and illustrate nonverbal communication. [The report
period Will reveal that each modeof communication has its
Conventions, but that writing relies more heavily on arbi-
trartradi tions.1

e. There are, three levels of expertise to, consder when you
think aboni-in@oving your writing: (1) thehere and now:
satisfying the Criteria of thiScobrse; (2) the near future: other
required undergraduate composition courses: and (3) the
distant fnture: gradUate and professional demands. You
should have some idea Of where you are now and where you
want to be in ten weeks, one year, four years, ten years.

Each group will take one of these. three .levels and
-investigate the criteria used to judge performance by those
Who are competent on each level. Your job is to bring to class
.tOmorrow samples of outstanding work from each level. You
may leave early loday if necessary to start visiting depart
ments and instructor. When you have your samples,

. analyze them and present the class with a list of the
evaluation criteria.
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Some.Competitive (;roup Ta
I. Same task for all groups.

a. I will give you a paragraph from George Orwell's essay,
"Why I Write." Mr. Orwell is a sophisticated .builder of
complex sentences who deftly uses coordination and sub-
ordination to mold his style and content. However, I have
remove(1 all conjunctions and subordinating adverbs from
this passage, reducing it to a series of shOrt,' choppy
sentences. Restore it to its original form.

b. In this paragraph from Albert Schweitzer's "Relierence for
Life". he uses twenty-five pronouns. I have changed them all
to nouns or phrases. Return the pronouns, avoiding both
ambiguity Of reference and awkward repetition (Schweitzer
uses repetition gracefully).

c. Benjamin Franklin, in his "Letter to a Young Man," lists
eight reasons for choosing an old woman for a mistress.
'fake the opposite tack and list eight reasons why a young
woman should choose an oldnian for a lover. Your list must
reflect an indUctive process that justifies the generalization
that old men (I mean really old) are best for a workable love
affair. [May also be used to teach satire.]

d. Consider the following statement: "What you have to say
and to whom you wish to say it determines hoW you will say
it." True or false? Support your decision. with 'specific
examples. [Could turn out to be cooperative if students all
agree with the statement.]

e. What makes a good essay topic?

Separate task for each group (3 groups).
a. ,Change words and phrases in this speech by Richard Nixon

(on the naval blockade of North Vietnam) in order to modiry
a. reverse the slant. Slant the message as though it were
being delivered by a hawk, a dove, the enemy. Be as
convincing as possible.

b. Choose a theme and produce a newsletter around it. The
subject' may be anything you like, but it ,will have to be
interesting enough for people in other groups to want to buy
copies ( ICC apiece). [This project can take up to a week, with
each group doing its own writing, editing, layout, proof-
reading, and reproduction.]

c. The essay, "The Crisis of American Maseu lin ity," by Arthur
Schlesinger, Jr., posits cause and effect relationships which
may or may not be true: I, want group I to prepare a
challenge to Schlesinger's evidence, group 2 to prepare to
support his evidence, and group 3 to decide how best to

2.
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'PRACTICE 37
organize, conduct. and judge the debate within the limits ofour fifteen-minute report period.'

.1 have called these, "sample" tasks" because nothing like an L.exhaustive presentation of the possibilities can be attempted in apublication of this size. Additionally. this pamphlet is chiefly abouthow to teach, not what to teach. These samples should suggest waysto create group tasks which will serve as appropriate vehicles to teachwhatever elements of composition you consider important.

EValuaqon

The officially approved objectives of a course determine howinstructor and student performance will be evaluated. As Dr:.Wal terLoban has frequently stated, teachers will teach what they will beevaluated on. Yet it is possible that students learn much that is notevaluated. For instance, in many of my colleagues' traditional classesstudents are learning to write just as satisfactorily as they are in mygroup-inquky class, and we areal! being evaluated on Whether or notwe can bring the students' writing Up to the level of acceptablecollege prose. However, in traditional
lecture-discussion classesstudents may also be learning such things as how to second-guess the__teacher..shut out most of what they hear, and tell the teacher what theythink the teacher WiiiitS to-hear-rather-than what they reallyhave ontheir minds. In group-inquiry classes students are learning suchthings as how to learp collaboratively with peers. discover what theyneCd to know, say what's on their minds, and evaluate their Ownprogress. Everything that is learned in the parceled classroom, notjust the end Puxhict of reaching a certain skills level, represents thefulfillment of valid educational objectives.

ConVentional evaluation forms place the onus of responsibilityentirely on the teacher, often putting stUden ts in the double bind ofknowing it was their fault or through their efforts that somethingoccnrred. but having to fill in the blank which assigns blame orpraise to the instructor. Were the instructor's explanations mis-understood because they were unclear or because the student was apo4., listener? Was the subject matter interesting and stimulatingbecause the instructor made it so pr because the student was interestedto begin with?
In the parceled classroom the students have just as much responsi-bility for the effectiveness of the course as does the teacher, and the

"Some of these tasks were adapted for group work from materials supplied byseveral of my colleagues in the Subject A Department (remedial composition) atBerkeley. Notable contributors were Kimberly Davis. Frank Vittor. Phyllis Brooks.and Steve To nelson.
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evaluation forms which are Idled in at the end of the quaiter should

give students a chance to reflect On their influeme over the quality of

the work just completed. So, for one quarter (Winter 1975) I

experimented with the form on the facing page in an effort 'to-

supplenwnt. not repla( e, the department's standard form which

essentially asks students only to evaluate how well the instructor

helped them to improve their writing skills.The twenty-one students

were asked to fill in both forms, but to make their written conunents

only in response to item I) on the experimental form.

Results
Responses to items A and C were the mOst revealing. Average

response to item A. where 5 equals excellent, was AI Average

response-S to item C were as follows': "yourself"-51.2 percent: "your

peers"-13.8 percent; "yoUr instructor"-35 percent. The '1.1 figtire

appears to be a very ccmservative rating; in their written comments

they were generous in their praise for group instruction. The

corresponding item A on the departmental form asks the student to

-rate the Overall effectiveneSs of your instructor on the following

scale [of 1 to 5]." While the majority of students gave the same rating

to both the instruCtor and the group aproach, the seven who gaVe

separate ratings all rated the instructor higher than the approach.

That could mean severaLthings, but I take it as further evidence that

'undergraduates are conditioned to minimize their own accomplish-

ments and tend to defer credit to the instructor. However, they were

more assertive on item C. It's as if they were saying, "No matter what

the approach or who the instructor is, it's still up to me." A realistic

-as well as a mature outlook, and a valid educational outcome. As a

group-inquiry instructor I can think of no better result than having

students claim that .they took responsibility for their own learning

while in tny course. I am not surprised at- the low attribution of

learning to the efforts of peers: it is still a very foreign notion to most

students that they might be able to learn from one of their own in a

classroom setting.
I did not tabulate the responses to i ftni B because of the lengthy

interpretation the data would require. Instead, I have Collected a

representative cross section of student reactions to item I) and other

get wral remarks on the group approach front the standard forms I've

used over the past three years. Thequestions in item Bpi-any form are

probably more useful in the way they raise issues and stimulate

thinking than inany numbered answer they elicit. After ref leCt ing on

and answering the questions in item B. most students have a great

deal left to say on the back of the form. I encourage them to write at

length on their ideas about mulling methods.
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Evaluation of Our Group Performance

Instructor's Name COurse & Section

Quarter/Year Your Major Your status

Most conventional instructor evalnation forms emphasize tradi-
tional teaching models (lecture, discussion) and place little responsi-
bility .on the student for either the structure of the course or the
classroom atmosphere. In order to supplement tlw standard fOrm,
would like your evaluation of wacher-student roles in group taught,
discovery-based classrooms such as ours.

A. How would You rate the overall effectiveness of the group
teaching approach? (Circle one)
Excellent Good Average Fair Poor

B. Raw tlw following questions on a scale,of 1 to 5 as follows:
3 1 3 2.

Nearly Always Most of the'Fime Sometimes Rately Almost Never

a... How often did you talk with your group?
b. flow often did they listen to you?
U. How often did you Iisten to. them?_
d. Were the group tasks ckarly .defined by the

instructor and did you understand tlwir intrpose?
e. Did the tasks fit your needs and interests?
f. Did the instructor listen attentively to you and-

others?
g. Did you fed intimidawd during hislwr pres-

ence in your group?
h. Did he/she dorninate group discussion?
i. Do you feel that he.,"she asked stimulating ques-

tions during group time?
-j. Were his/her summaries of student work brief

and accuraw?
k. Did he/she allow a variety of responses?
I. IThen you reported on v:pur group's dis«weries,

.did you speak to your peers in the larger class
and did they wspond to you?

C. -What percentage of your learning in this course do you attribute
to the efforts of: Yourself % Your Peers
Your Instructor

D. Please write a brief comment on what you see as the role of the
instructor in this class (use the other side if necessary).
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Student Comments On the' Gmup A pproach

Iiit insuuctor's role was one of keeping the class in some semblance of
only!. trynig to make the assignments flow easilyany problems and he
would n y to snaighten them out. We worked much on our own.. and got
assistance only when he In we deemed it net essary.

I think the tolebf the insnutim is one Of an organiter.-I IeO!gJll!/.es and
interjects sparks of let tilitywhen a gtoup has become somewhat sterile.

I do not i.ale foi the group method of teaThing. I loweyer. I believe that this
class was very effective. Given lllV choke, I would still take the conventional
type class. Tlw instructor plays the role of the coordinator, which I feel may
take away from his duties as a teacher. I did feel that the approach was good
for this c0u15e..11w lass, for the most pin was ableto follow without-in uch
difficulty. I believe everyone in my group imploved.

The instructor is guide and'ilistigatm.
His role is to let us learn in an atmosphere in which 'there ate no boring.,

lectures but stimulating di.scussions.
The itisti tit tor didn't play the usual stermtyped role. I've found in the

university that many instructorsare very impersonal.The instructor was just
the opposite.

When I hist entered Subject A and found that we would be working in
gioups, like I had-done Ill gmde school, I dunight this would be a very boring
class. I was wrong. I found this class so interesting that I attended it more
often than all my other classes.'l have enjoyed th is English class, something
I've never done before.

I 'enjoyed this class bec.a Me I was givyn personal attention by the
insirtulor and I was able to air ay viewpoints in groups.

It is my belief that no teachercan teach a person to write; hecan only point
the way and supply the work that needs to be done.

Tlw role of the instructor. as I saw it, was to be tlose by to offer assistance,
to motivate,. tour thoughts. and to help find and straighten out problems. I
panic ularly feel that the group idea worked quite well and was beneficial to
my learning experience.

In the groups I never felt like the instructor was shoving the subject matter
down our throats. He first tried to find out what we needed to know.
. The instructor should make the students feel welcome mask questions on
anything. they dtm't understand. He is here as a "tmil of knowledge- that
students can use to build up their writing capabilities. I liked the format of
breaking up into sM:iller groups. Also, since the students were allowed to
think up their own essa y. topics they were able to learn better how to answer
such questions. I had a good time and learned a hell of a lot more than I
thought I would.

"Hie class was very relaxed, and the way in which the students were set into
groups made it even more relaxed. It was ill experience in h Utilan nature
(getting to know and respect other people's i(leas) as well as a method for
improving writing skills.

The groups within tilt class have functioned effectively. helping indi-
vidnals. bridging communication gaps that might be found with a large
group of twenty-five or more.

4 6



ACTIc. 41

.,.. I seemed to benefit most when my wt i iing was preseattl!
to °Lir group tor

their suggestions for improvement. I'd suggest more
or.rpostur tO this type of

,.
.feedback for two reasons: first, So the student can overtillneaa auxiety about

others reading his written work;
second, so that he isktle to hear front others

what the strong and weak points of his writing are. to bctter define

_the problem areas.
I wondered from time to time what the purpose of the 11tret' 141-011Ps wasIf

we were divided so that there would be a wide varieti of eoit)-$ for readipg,

II 11°115

-then fine. But what were we supposed to get- out of it? I feet that the classasa

whole could have had meaningful discussions. Mayhe
the grot I i

more of each. individual.
The instructor made the class very

enjoyable antl at thesanIt:;;;I:emztlanad;dt

us a lot! I really like the way our groups worked on structorc and granny:1r.

He gave us a sheet with the incorrect structuresand tve had K) find mtd correct

them. This was very helpful as was our Friday work,4liop
optra,-e we evaluated

each other's
essays,and got to rewrite them over the %-cckerlia' ' iquAv fora fact

.

that I have never
learned so much or liked fin Englili kiwis as I did this one. I

actually looked
forward to the class.

When I talked to him on a one-to-one
basis I know

,ot more vs

in the classrooM
where I felt a lot of my-lime was ..vasted. I flid not like the

idea of being taught in groupswe
weren't ahle to Of"' our personal

opinion for it was always drowned out by the majority
of the. ers"

group." know there are better ways for us to voice ()lir
ot..er than in a.

group When the groups were opened I could srust tr

amongst the people -tooso I think the groups vere a major...flaw to this

course..
One of the most valuable assets of this course Ivrer the gmt:: tovolvement

progratn. I feel this was very useful in the fort/Anion oh ideas and the

.
teaching of grammar.

,..

Unlike other courses, we were allowed to work withi OtIr

This is the only class I have ever had wlice Elie utscussious really

"worked.-

.

fellow students.

It would have been to the benefit of the entire class
ji ik'e h it d had more time

for open discussions' in which the class as a whole parliciPated. Working
in

small groups all the time isn't terribly effective, 1-1o0/cver,
the use of small'

groups did contribute a j.::reat deal to the developthent of my writing,

particularly the weekly criticism of essays.
.

The grOup method of doing classwork. is,ekcellept.
Working in groups

made the classdynamic, not boring. Many times ve foond that out- gronp ran

out of time discussing the topics and
exercises; this j5quifr the opposite in

many other boring classes
where you run out of atscuoionand have plenty of

f retogfi
:11:

time. Overall the class helped meexpress in words who( I fhouRht (provided I

..: had some thoughts to express). It ako benefiteOne
in the r*ect

.

that the

class taught me to listensomething I believr vast-1'f 01"le of my attributes

when the class first began. This is what teachiog is all aboot: helping you to

teach yourself.
Everything I learned in this course was the TOW/ Of lily Own efforts. The

instructor was no help:at all.
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