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ABSTRACT 

This thesis takes up the issue of codiîct as experienced by educators and 

consultants working with adults in groups- ln particular, what is explored is a view of 

individuals which takes into account how location and position influence their behaviour in 

groups. It suggests the importance of recogninng not only dEerences m o n g  individuals, 

but also the notion of people's fiindamentai similarities. 

In addition, this thesis provides a theory of group development which describes the 

contribution individual members make to group process and accepts the normality of 

conflict withui groups. An analysis of how we understand contlict, as educators and 

consultants, reveais how we are likely to respond within learnins environments. Do we shy 

away fiom conflict or do we explore it to seek its meaning? 

This author refers to two bodies of literature, critical pedagogy and psychotherapy, 

and explores how the joining of these two disciplines can enrich and inform the process of 

working with conflict within groups. Such notions as locatedness, basic healthiness, group 

dparnics, and the normality of conflict are offered as the basis for an enhanced practice 

for educators and consultants willing to confiont conflict within groups. Together, they 

offer rich possibiiities for deaihg with the realities of individual location and the social 

manifestations of power. The author's experiences of working with groups help guide 

some of the explorations with codict. 
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C W T E R  ONE 

INTRODUCTION 

My introduction to working with groups of adults c m  as a French Ianguage 
instructor. Aithough 1 was a rather shy person, 1 enjoyed the interaction and chalZenge. 
Over the next fav yeurs, 1 began to explore new w q s  of channeling my eqerlence m d  
attraction to thisfield 

As 1 embarked on my new cmeer as a conslrltm~, my hopes were that I w m  going 
to be able to use my everience and training in edzrcation while using the knaoledge 1 
had acpired about the intricacies of relationships and how they afject OZU working 
environment. 

Soon after discoverhg what kind of work 1 did want to do, 1 was offered a 
contract to teach abont chmging workplace realittes to a group of women who were 
re-enterilîg the worworce. This corrtract included exploring the role of the individual 
wifhin a changrhg work environment. I was pleased and enthz~siastic abozrt the 
opportunis, to do exactiy tvhcrr 1 had hoped for. 

From the beginning of the worhhop, 1 realired that the members of the grozip did 
not want to hem abozrt the realities of the tvorkforce, nor did they want to hem of how 
people relate to each other in thm environment. Their main foms was abmrt findng a job 
that wozrldprovide some senrrity for them and they wanted me to tell them how to find if. 
The infmntioon andprocess that 1 hndprepmed wozrldprobab[y have been qüite 
valzrnble for the transition that they were going to be fucing. Yet, their attention was on 
an entzreb dwerent obiective. 

Even though we were able to negotinte somefhing that had value for both 
objectives, 1 experienced qztite n bit of tension as a reslrlt of whaf I considered tu be the 
participants' zonviIlingrzess and resistance1. 

This story is simikir in one aspect or another to many experiences that 1 and other 

educators and consultants have had. As a matter of fact, when I was working as a 

language teacher, 1 also encountered this same tension as a result of the participants' 

resistance when 1 was trying to implement new and interesting ways of Iearning to speak a 

new language. The enthusiasm 1 had in my new role as a consultant was dampened by the 

fact that 1 was starting to recognize a famiIiar type of confiict and tension within my work. 

I In several parts of *As thesis, appearing in itaiics are anecdotes from my own We that serve as 
starting points for discussion and which locate the thesis wiSiin my life experiences. 



I began thinkuig of ways to discover more about the fact that the same type of 

confiict seemed to repeat itself. I becarne intrigued at the possibility of becoming ciearer 

and more aware of what contributed to this repetition. At the beginning of this exploration 

uito conflict within my worlq I was only able to scratch the surface. As time went on, 1 

was able to take a deeper look at the root of some of the confiicts that arose during group 

work. Looking back, I realize that 1 needed to develop skills and avenues that would 

enable me to begin thinking and taiking about it with some depth and insight. 

At present, my training, experience, education, and sense of cornmuni@ allow me 

to research and write about the thoughts and ideas that 1 have been acquiring through 

encountering resistance in my work. With these skills, 1 will explore in this thesis ways to 

organize and make sense of the learning experiences that have been presented to me 

through contlict in group work- 

The purpose of this thesis is to leam about codict  within groups in order to be 

able to work more constmctively with codict. 1 hope to do this by explorhg patterns of 

codict that occur within groups and by i d e n m g  possible meanings of connict for 

members of a group. Conflict is very rnuch related to how people interact with each other. 

The examination of how people are situated in reIation to the world and to each other will 

serve to deepen Our understanding and awareness of ourselves and others. 

Choosing the Direction of This Thesis 

In the story that began this chapter, it is possible to h d  a multitude of issues that 

mi& have contributed to the tension that 1 experienced as early as the first session. 

Further, the tension and dissonance 1 felt as a consultant seerned sirnilar to the issues that 

af5ected my work as a teacher. With this idea of repetition of familiar themes in mind, as a 

hrst step in directing this thesis, 1 Est below three components and discuss how they arose 

as central for this thesis. 



The role of conflict within groups is of particular interest to me mostly because of 

rny lack of cornfort around it. When 1 speak of conflict in this context, 1 am referring to 

the resistance of the participants and to the tension that is felt around this resistance. The 

most cornmon questions 1 have about confiict refer to why the conflict arose, what the 

conflict means, and why people tend to respond to conflict the way they do. In order to 

address these questions, conflict d be the main topic of this thesis. 

When 1 encounter conflict in groups, the fkst thoughts 1 have are about the 

methods that 1 chose to use. As 1 review the events of a group, 1 try to remember what 

the process of the group was like and how the activities 1 introduced infiuenced this 

process. 1 also wonder how 1 introduced the content and when 1 started to notice that the 

participants were resisting what 1 was presenting to them. My purpose for these questions 

is to find out if1 could have done things dflerently in order to minimize the tension and 

resistance. 1 would like to explore ifand how the process and content of groups contribute 

to the conflict- 

The exploration of issues such as conflict and rnethods identifies the importance 1 

place on my role and contribution to the outcome of the group. 1 wonder about how my 

own agenda and rny history with groups idluence my practice. Explorhg my Locatedness 

as a consultant and educator may allow me to review what I brought with me that shaped 

my theory and my rnethod. In the story of my experience as a new consultant, my 

enthusiasm for doing the kind of work that 1 wanted certainiy innuenced the content of the 

workshop. I had decided what kind of outcome 1 wanted for the group before 1 ever met 

with them. 

rrrved ai  Thae I s s m  

When 1 look back at any of the groups that 1 worked with, 1 c m  usually idente 

the relevance of each of these three issues. Discovering that these three aspects of my 



practice were important to me was an evolutionary process which was developed over 

the, 

As a student, I ofien asked myselfwhat it was about the teachededucator that 

made the ciGerence between my enthusiasm for a class or my Iack of interest in it. 1 

understand now that the conditions of rny life at the t h e  made a real daerence to how 1 

approached the class. Yet, even in the most challenging period of my student Me, there 

were educators who made learning enjoyable for me. At fïrst, 1 imagined it was something 

about thei. personality, and 1 wanted to leam how to capture it for myseK This was the 

beginning of my ongoing search for intereshg and engaging ways of conducting groups. 

As a language teacher, workplace training offered me a collection of activities and 

methods that were meant to motivate learners. I enjoyed trying out my new acquisitions 

but found myseifwanting to know why some groups were more dficult to work with 

than others. 1 dso wanted to understand what it was that 1 was trying to accomplish by 

applying dfirent methods to my classes. 

When 1 first encountered resistance and conflict in my role as a teacher, 1 tried to 

find quick fixes. 1 thought that if 1 found solutions to the problems that were corning up in 

the classes, then everyone would get what they wanted. This approach felt like 

darnage-control and made things more dEcult for me. 

II reminds me of when Ifirsf started to teach. My classes were mostly made up of 
miiifary men. I used to blzrsh very frequen fly while I was teaching. The more I tried to 
d e  it stop, the more self-conscious 1 feZt and therefore, the more 1 6Zushed 1 needed to 
find another way of coping with this blushing. m e n  1 sturted to look ai? blushing as n faci 
of ZiJe for redheads; it seemed tu get easier for me. Now, it is no longer aproblem for me. 

This example describes my tendency to see things as problems to be solved. Most of the 

time as a language teacher, I was focussing on decreasing the amount of conflict in my 

practice rather than understanding what was going on and how F could benefit from it. 

Trying to find activities that would not result in codict  or that would minimize it 

did not address the nature of conflict, nor did it enhance my practice. Studying adult 



education provided me with theories that explained many approaches to working with 

groups. Within these theories 1 found words and a language to describe what it was that 1 

was seeking. 1 found many of my ideas woven through both critical and feminist 

perspectives on education. My thoughts and my professionai goals were fkally starting to 

take shape as 1 exarnined the work of other people. 

As 1 began to understand that it rnight be threatening to try something new in the 

context of learning, 1 wanted to ilnd a way of making the transition easier for the 

participants. 1 had hopes that the adult education programme that 1 was enroUed in would 

provide me with ways to make learners feel at ease with new ways of leaniing. Wanting 

skills and tools for this transition is normal, but part of my search was aiso related to the 

desire to control the outcome and corne up with solutions. As in the story of my blushing, 

my main focus was on stopping sornething (codict and tension) that I now understand to 

be normal and highly probable. 

While the study of adult education gave me insight into theoretical perspectives of 

working with groups, my studies in psychotherapy offered me insight uito working with 

individuah- It is the latter which has created for me a whole new dimension of my 

exploration of group process. 1 have discovered the wealth of information that is available 

to me by paying attention to the reactions and responses of the participants and by 

heightening my awareness of the nature of rny own responses. 

In accepting that conflict does happen and in learning to decipher the messages 

behind the participants' and the consultant's reactions, 1 have found many possibilities for 

growth as a consultant and educator. By respecting the messâge and the messenger, 1 am 

open to recognizing that the reactions of the participants and the consultant offer vaiuable 

information and ches to what is needed and wanted. Being open and listening for this 

information takes me one step further in my search for ways to conduct groups which 

honour the wants and needs of everyone involved. In the story above, accepting blushing 

as natural allowed me to go beyond trying to correct something within me. 



Organizing the Thesis 

As 1 step back and review the evolution of the issues that are important to me, 1 

notice that the questions 1 was asking as an educator and consultant began with what was 

externd and ended with an internal examination of myselfas an educator and consultant. 

First, 1 asked questions about what I did as a consultant: the methods. Then 1 asked 

questions about why 1 did what 1 did: the theory. Lastly, 1 asked questions about who 1 

was: my locatedness. Developing my practice in these steps enabled me to get a more 

in-depth analysis of my practice. When I began applying the insight that resulted fiom my 

questionhg process, 1 found that I was using my locatedness to develop my theov and, in 

turn, using this theory to shape my work and methods. 

Since 1 wish to use this thesis as a way to fiirther develop rny practice, 1 have 

chosen to keep in mind the way that rnethods, theory, and locatedness have been 

interconnected for me. The body of the thesis will explore each of these sections in detail. 

By the end of the thesis, 1 hope to be able to, once again, iink these three together in order 

to  give me added insight into my practice. 

Thesis Overview 

C hapter Two (A View of Individuals) explores two key concepts: "Iocatedness" 

and "basic healthiness". The first part of Chapter Two defines "locatedness" through the 

work of other authors, examining what individuals bnng with them when they either 

participate in a group or lead a group. The purpose of this section is to farniliarize the 

reader with the term as well as to show the meaning it has for educators/consultants and 

participants. The second part of the chapter explores the notion of basic healthiness. This 

notion serves a parde1 function to locatedness. Because this concept has helped me 

develop a respectfùl perspective towards individuals, I wish to examine its similarities and 

its differences to locatedness as well as its benefits to education and consulting. By the end 



of the chapter, the reader will have been shown the importance and usefiilness of both 

locatedness and basic healtbess. 

Chapter Three (A View of Groups) provides insight into how groups work, in 

particular presenting background on what type of dynamics and conflict can be expected 

within groups. Leaniing about the Likelihood of how thuigs happen within groups supports 

the belief that some group processes and some forms of conflict are normal and common 

within groups. The first part of this chapter provides a view on group dynamics, outlining 

predictable stages of the development of a group. The theory of Group Imagoesz describes 

how the development of the group is influenced by each individual's perceptions and 

images of the group. This theory supports the importance of locatedness within a groüp. 

The second part of the chapter explores dserent attitudes and concepts towards conflict 

within goups. The purpose of this exploration is to provide a way of seeing conflict which 

does not necessarily irnply negative outcornes. 

Chapter Four (From Theory to Practice) explores ways of b ~ g i n g  theory into 

practice. This chapter will dernonstrate how locatedness and basic healthiness (Chapter 

Two) and ideas surrounding group development and conflict (Chapter Three) help shape 

an awareness that guides the educator's and consultant's practice. The £ira section of 

Chapter Four will suggest ways for educators and consultants to examine their relationship 

to the concept and the reality of power in order to understand how this plays out in their 

work with groups. The second section will explore how to use the opportunities implicit in 

our authority as educators and consultants for the benefit of the participants. In the third 

section the philosophy of positive intention will be described in two difEerent applications: 

as a reflective tool and as a skiLfil means of asking questions. The chapter will end with 

2 Julie Hay (1996) refers to Eric Berne's use of the term group imago which nrst appeared in 
Freud. Berne described group imagoes as "any mental picture, conscious, preconscious or unconscious, of 
what a group is or sliould be me." He figured that even though as members of groups we may not be 
conscious of this image, it stiii affects behaviours and attitudes mithin the group. (Berne, 1963, p. 321) 



an example of applyhg the theories of locatedness, basic healthiness, group imagoes, and 

the normality of conflict to create a beneficid learning environment for the participants of 

a group. 

In Chapter Five (Conclusion), 1 will re-examine the goals mentioned in this 

Introduction. I wili also use the notion of the feedback loop as a way to reflect on and 

develop new aspects of my practice. 



CHAPTER 2 

A VIEW OF INDIVIDUAIS 

"Experience never simply ~peaks for ifself: The Zanguage that Ive bring 

to it detemines its meaning. " (Giroux, 1992, p. 17) 

When 1 reflect on my experiences with conflict and resistance in groups, 1 am 

curious about two aspects in particular that have presented themselves in almost al l  of 

those experiences. Those aspects are a) that the participants seem to resist ideas and 

methods that are foreign and new to them; and b) that 1 tend to respond to contlict in 

almost the same way each time (Le. by trying to fix, solve, or get rid of a "problem"). In 

both of these cases, what individuals bring wïth them either when they participate in a 

group or when they lead a group has captured my interest. 

When I step away fiom rny experiences in order to anaIyze them, 1 find it easier to 

ident* the different parts that may have contributed to those particular experiences. This 

thesis then, is part of a process of stepping back and i d e n t w g  the many parts. The way 

that rnost enhances such a process for me is fkding words and concepts that best descnbe 

my experiences. With these concepts 1 can begin to see how the pieces fit together and 

how other educators and consultants have discussed sorne of the same aspects of their 

practice. In the end, exploring new language leads to usefiil information about my 

relationship with conflict in my role as educator and consultant. 

A teacher and fnend once told me about her interest in wine. For many years, she 

r e d y  enjoyed the taste of wine, but could not understand why wine tasters had lengthy 

discussions on things Iike bouquet. Her interest was such that she quietly enjoyed trying 

out dif3erent types of wine. As her interest and curiosity grew, she joined a wine-tasting 

association where she began to learn about the ternis and how they related to her 

experience. By fami1iariz;ig herselfwith her tastebuds and the new language, her 



experience of drinking wine was heightened. Even though she has not continued to pursue 

the tasting to a professional level, her experience of dnnking a glass of wine was forever 

changed, as was her ability to discuss its many aspects. 

As 1 am leamhg a new language that relates to my own experiences as an educator 

and consultant, 1 am heightening my awareness of my practice. hcreased awareness is part 

of what 1 need in order to see my particular experiences in a new light. New Ianguage and 

new awarenesses both will contribute to the development of my critical reflection. It is 

through critical reflection that 1 will better equip myselfto respond to contlict in my 

groups. In particular, concepts such as "locatedness" and "basic healthiness" will sharpen 

my critical reflection and help me to see what is happening in the here and now. Most 

particularly, they will help me to see what I might be bringing to the situation, as weU as 

what others rnight be bringing. The description of these two concepts will be the heart of 

this chapter. 

This defining and familiarinng chapter will rely on two bodies of literature: critical 

pedagogy and psychotherapy. 1 am proposin,o that principIes of pyschotherapy c m  

enhance the theory and practice of adult education and consultirg. Education of course is 

not therapy, but the conceptual fhneworks are supportive of each other. 

The first haif of this chapter explores the theory behind the concept of 

"locatedness". Through the work of other authors, 1 wiU examine Merent aspects of what 

individuals bnng with them to the education setting and where they are situated in relation 

to others. Then, in the second half of the chapter, I will look at a similar notion used in 

some psychotherapies. "Basic healthiness" will be defïned and its relevance explained. 

Bnnging locatedness and basic healthiness together bas significant value to this thesis. It is 

within this merghg of disciplines that most of my interest lies. The significance m d  

possibilities of this merging wiil be explained so that the reader can begin to understand 

the value of these explorations in relation to conflict. 



Locatedness 

Joan Borsa (1990) States that e x p l o ~ g  our identiw through the process of politics 

of location Qocatedness) will not lead to simple ways of changing Our circumstances, 

. . . but, by articuiating Our specific experiences and representing the stnictural 

and political spaces we occupy, we offer concrete accounts of where and how we 

live, what is significant to our experience of cultural identity, how we have been 

constructed and how in tum, we attempt to construct (and reconstruct) ourselves. 

(Borsa, 1990, p- 37) 

1 mentioned earlier that, as an educator and consultant, 1 was curious about why 

participants resist and why 1 was responding to their resistance the way I was. If the study 

of locatedness accomplishes what is suggested by Borsa, then it will offer me valuable 

ways of clarï@ïng and gathenng information about myself and about participants. 1 can 

then begh to answer some of my questions about my work in groups. 

he  Defin - * ition 

Most of the information gathered for this thesis on the topic of locatedness has 

been found through research on politics of location. In what follows, 1 clar* how the 

politics of location assists in defining locatedness. 

Locatedness refers to the social state or condition of a person. Many people th& 

of "location" in simple categories such as gender, class, race, ethnicity. However, it is 

more complex than that. Much like "willfbiness" and "happiness", the notion of 

locatedness indicates one's state of bein,o in relation to the world and to others. One author 

who has written extensively on locatedness is Henry Giroux, a well-known figure in the 

field of critical pedagogy. Giroux's (2992) description of politics of location, summarized 

below, addresses how an individual is situated in the world in relationship to others, to 

knowledge, and to power- Since politics of location and locatedness both describe the 

relationships to others, to knowledge, and to power, I plan on using the description of 

politics of location given by Giroux as a compatible description of locatedness. 



The term "politics of location" suggests that identifj4ng one's location has political 

implications. "Locatedness" also has this implication; those who use the term intend to 

examine power relations and how these affect knowledge and individuals. Locatedness is a 

political concept. 

Before diWig into a detailed description of the central concept in this discussion, it 

is usefil to think about locatedness in relation to three interco~ected components: 

individuals, knowledge, and power. The following is offered as an introduction and a 

guide. Let us begin with the notion that every individual can have multiple and 

contradictory descriptions of her/his identity. Kathieen Weiler (1 98 8) states that " [t] he 

concept of "multi-layered" subjects points to the sometimes contradictory nature of 

[identity] : that the power of gender, class, or race may be employed to counter oppression 

suffered through another aspect of our being" (Weiler, 1988, p. 126). This means that 

people rnay use one part of their identity in order to achieve a goal or need of another part 

of their identity. 

As an exarnple, one woman rnay have three ways of identmng her location in the 

world: as a mother, as a student, and as a professional- Other people rnay notice additional 

aspects of her identity, such as her racial and classed locations. Her identity rnay shift 

depending on which need and role she is fùlfilling and on how others see her. There are 

times when being a mother as well as a student creates dBculties and restrictions for her. 

There are other times when people make assumptions about other aspects of her location 

and those assumptions rnay be experienced as dficulties or oppressions. When faced with 

oppression, she rnay choose to use the power she does have though another part of her 

identity to overcome it. 

A second aspect of locatedness is that individuals are "knowers" and their 

"knowing" is aiways partial. The partiality is due to the fact that people interpret the world 

through their own experiences and perceptions. This means that as people's expenences, 

perceptions, and locations change, so wiil their knowledge of the world - and vice versa. It 



also means that there is a strong likelihood that one individuaI1s knowledge of the world 

may contradict someone else's. This idea is stated clearly by Antonia Darder (1991) in 

Power in t h e o o r r i :  

. . . [teachers] must corne to recognize that knowledge as a historical and cultural 

product is forever in a creative state of partiality. And, as a consequence, all 

forms of discourse represent only one srnall piece of the Iarger puzzle that 

constitutes all possible knowledge at any given moment in tirne. (Darder, 199 1, 

p- 120) 

This brings us to a third aspect of locatedness: the way that power influences both 

individuals and knowledge, "Power mediates and structures the pedagogical relation 

between teachers and students, the politics of knowledge production, . . . and the social 

and cultural forms in which student subject positions are made available" (McLaren, 1995, 

p. 47). This rneans that it will be important for educators and consultants to idente  how 

social conditions contribute to or take away from a person's pridege by virtue of how 

power infiltrates knowledge. 

Keeping these thoughts in mind, we can now undertake an exploration of the 

concept of locatedness, beb@ning with a summary of the "politics of location1' as 

described in Henry Giroux's book Border Cro-. In certain places, 1 will be weavinç 

the work of other authors through Giroux's description in order to provide a more 

complete look at the politics of location. 

In the first two chapters of Border Giroux examines the uses of the 

politics of location- As educators, the nature of our work is such that we often find 

ourselves working with students from " . . . dxerent comrnunities located within 

asymmetrical relations of power" (Giroux, 1992, p. 26). The politics of location offers 

educators a new language that acknowledges " . . . multiple, contradictory, and cornplex 

subject positions people occupy within dititerent social, cultural, and economic locations" 

(Groux, 1992, p. 2 1) and raises awareness of rnany otherwise invisible factors that play a 



role in the process of education. Jorn Borsa's definition of politics of location supports the 

importance of examining locatedness: 

PJolitics of location [describes] those places and spaces we inherit and 

occupy, which fiame our lives in very specifïc and concrete ways, which are as 

much a part of our psyches as they are a physical or geographical placement. 

Where we live, how we iive, Our relation to the social systems and structures that 

surround us are deeply embedded parts of everthing we do and rernain integral 

both to Our identity or sense of self and to our position or status w i t h  a larger 

cultural and representational field. @orsa, 1990, p.36) 

Politics of location, as described by Giroux, gives educators a way to explore how 

authority and the status quo play a role in the? practice. This exploration of power raises 

questions about and challenges political, pedagogicd, and language choices. The politics 

and pedagogy are challenged through an examination of where and how power and 

privilege are exercised in the relationships between students, educator, and the institution- 

Questions relating to " . . . who speaks, under what conditions, [and] for whom" (Groux, 

1992, p.26) combined with questions pertaining to the choice of methods and curriculum 

aim at exploring political and pedagogical practices for the purpose of discovering the 

treatment and experience of people of diierent communities. Language and knowledge 

are challenged by exarnining the language that is used; by asking how the knowledge 

claims are established; by identmng what exclusions are made by the knowledge claims 

and how those exclusions lead to the language that is used. This kind of questioning is 

necessary because of the fact that language is never neutral. Weiler explains that language 

is very much a way in which people identifl themselves in a group. "Teachers and students 

use language to assert their own power and to try to create sense for themselves out of a 

complex social setting" (Weiler, 1988, p. 129). 

Challenging and questioning established educational practices in this way serves to 

explore the relationship between power, knowledge, self and others in order to determine 



ifthe educator reproduces or transfomis the status quo. An educator who has taken these 

steps towards ident+g the nature and meaning of hifier practice has already begun the 

process of transformation because she  has become aware of how many dserent issues do 

affect education. In turn, this awareness leads the educator to an idormed practice in 

which s/he is more iikely to acknowledge and respect the diverse comrnunity that is found 

within the meeting space. Acknowledgement and respect translate into a choice of 

language, methods, pedagogy, and politics that includes the multiple backgrounds that are 

found within a group. 

Henry Giroux explains that one of the most common interests within various 

discourses on politics of location is the questioning and remapping of the boundaries of 

knowledge (Giroux, 1992, p. 26). According to Haraway, feminists and postmodeniists 

express most of this interest by " . . . recogninng the situated nature of knowledge, the 

partiality of al1 knowledge claims, the indeterminacy of history, and the shifting, multiple 

and often contradictory nature of identity" (as cited in Giroux, 1992, p. 26). Within a 

framework that studies knowledge and identity, it is beiieved that power, history, and 

culture affect identity in such a way that the multiple intersections result in the many 

different ways individuals are situated within Our society. Each person's body, desire, need, 

and psyche aIso contribute to her or his iocation. Borsa explains that these facets of our 

identity allow us " . . . to be able to name our location, to politicize Our space and to 

question where our particular experïences and practice fit within the articulations and 

representations that surround us" (as cited in Giroux, 1992, p.26). 

The politics of location includes many aspects of who we are. It is surprising and 

enlightening to realize how rnany dBerent backgrounds can be present in a room at one 

time. To add to the extensiveness with which ferninisrn and postmodernism address this 

subject, these discourses have also "pointed to how social identities occupy contradictory 

and shifking locations in which it becomes possible to open up new spaces for 

conversations and forms of solidarity" (Giroux, 1992, p. 26). The inclusion of shifting and 



contradictory social locations means that issues of power and privilege will also be 

considered as shifting and sometimes contradictory. 

With a post-rnodernist fiame, a human being is understood not as an autonomous 

subject but as a multiple and fully social subject situated in shifting and contradictory 

locations. When thinking about the character of knowledge in relation to multiple 

locations, we are led to a rejection of universality. Instead, Haraway suggests that we 

encourage discussions that are " . . . interpretive, critical, and partial Jwhere there] is a 

ground for conversation, rationality, and objectivity which is power sensitive" (as cited in 

Girowc, 1992, p. 26). Interpretive, criticai, and partial discussions are significant to 

Giroux's book Border Cro* because he claims that new public spheres can be created 

when theorists f?om dserent discourses cross over to other discourses in order to hear the 

wisdorn in their ideas. Being aware of the partiality of our own discourses as well as 

accepting the benefits and drawbacks of other discourses ailows for a more complete 

vision of transformation, 

A last, but important mention is how postcolonialism has extended the discussion 

on politics of location. 1 draw here fiom McLaren's description of postcolonial pedagogy, 
- - 

as discussed in Cntical Pedagow & Predsory Cul-: 

A pedagogy informed by a postcolonial narratology shifts the relation of the 

social actor to the object of his or her knowledge and the problematic in which 

identity is defined and struggled over . . . . (It) encourages the oppressed to 

contest the stories fabricated for them by "outsiders" and to constmct 

counterstories that give shape and direction to the practice of hope and 

struggle . . . (McLaren, 1995, p. 105) 

Giroux discusses some major contributions of postcolonialism to the topic of politics of 

location. He describes the importance of "the unlearning of one's own privilege" (Giroux, 

1992, p. 27) in order to understand how the legacy of colonialism has given us authority 

that at tirnes disables others to speak. Privilege passed down to one fiom colonialism is 



often overlooked if one does not fit directly within the descriptions often used to identif;, 

power. Thinking of privilege in the sense of disabiing others helps identifjr our Iocation ui 

reference to other people. 

Giroux aiso discusses the postcolonialists' goal of understanding how pnvilege is 

embedded in historical and institutional structures. Just as it is often dïEcult for 

individuals to be aware of and acknowledge their own privilege, historical and institutional 

structures need to be  exarnined through a process that questions if and how they have 

disabled or disenfianchised individuals. 

An example of a specific educational institution cornes to mind. There is a private 

school in Halifax which claims and promotes that their student population includes 

children of different races. Yet, the reality is that there is one Asian student and one 

Afncan-Canadian student enrolled in the school. Their claim and their reality seem to be at 

odds. There could be many reasons to explain their enrollment. One is that it is a private 

school and therefore there is a high registration fee in order to attend. Only financidy 

privileged children attend the school. Ifracial diversity is sornething that is important to 

the administrators and the school, it seems necessary for them to undergo an exploration 

of how privilege is embedded in their institution and whether or not they want to do 

sornething to change that. It may be useful for the administrators of this institution to 

examine the multiple and contradictory nature of the school's identity. They want to 

encourage diversity, but it rnay be that aspects of their identity are inhibiting the 

achievement of their goal. 

So far in this discussion we have discovered through Iiterature within feminism, 

postmodernism, and postcolonialism that the politics of location asks us to examine the 

following issues that are relevant to becorning transformative educators: the way that 

power and pnvilege &ect individuals and existing structures; the way language and 

knowledge are acquired and used; the way pedagogy and politics are influenced by power, 

privilege, laquage, and knowledge; the indeterrninancy of history; the shifting nature of 



identity; the way that culture, bodies, desires, needs, psyches, and social and cultural 

s tatu affect the way we are situated. 

e Usefulness of 1,- for Stud- Edwtors 

The focus of my thesis is to develop ways in which my practice can be e ~ c h e d  

especiaily when 1 face connict and resistance within a groupa With this in mind, one of the 

most important ways in which studying a concept like locatedness can be useful is that it 

has the possibility of changing the learning environment for a student or participant. 

Learners bring a variety of diEerent backgrounds and histories with them to a class room 

or a group room. If educators and consultants understand the complexity, the multiplici~, 

and the partiality of what makes up people's identity, it wiil be easier for them to be aware 

of and sensitive to how specific circumstances or activities take away fiom certain 

individuals' opportunities to learn while it contributes to others' privilege within a group. 

1 once in~oduced to a grazip the notion of 'told culls" irsed for the purposes of 
ccmtacting possible ernp1oyer.s. I ,vas mare that confidence was going to be the main 
challenge for most of pnrficipants. 2Xerefore. 1 designed activities thut w d d  help 
develop telephone skills and some that would aid in building confidence. 

This worked for most of the grorp. Yet, there were nvo parficipmtts who wotdd not 
do any of fhe activities because they had decided fhey wozdd not use "cold culls" in their 
job search. This bo fhered me atj7rsf becaz~se I believed t h t  thy were not wiZZing Io îry. 
Afrer some probing. 1 reulized that what was stopping hem wus somerhing ultogether 
dzzerent from Zack of con$kknce nnd skill. Bese two participanls had very strong beliefs 
about people who are in hiringpositions. Bey thought that munugers and owners were 
people who were very dzflerent from 2hemseZves. These beliefs negated their aun w m s  
and needs. 

Looking back, 1 don't think that 1 could have predicted or anticipated the type of 

challenge the two participants were facing. They had developed a belief system about 

employers which was very dif5erent Eom my own belief system. 1 do think that being 

aware of the multiplicity, complexity, and partiality that aEects the location of individuais, 

including myself, would have opened me to the possibility of a variety of challenges. This 



would possibly result in a more inclusive leaming environment. 1 think that the t h e  it took 

me to respond to these two participants could have been considerably shortened. 

The awareness I could have gained by understanding multiplicity and partiality of 

identity could be restated as havhg respect for people and where they corne fkom. This 

includes people's backgrounds, histories, social status, culture, bodies, needs, race, and 

sexual preference. The respect is shown by the efforts the educator makes to include 

dif5erent locations. The inclusion 1 am refening to is not just participation within the 

group. It also means that the educator and consultant notices the varying locations, takes 

these into account when planning the content and process of the group, and examines how 

herkis location, thoughts, and actions benefit or limit the particular locations of the 

participants. 

Respect may be an effective way of explaining the goal of locatedness. Ofien with 

the notion of respect, people want to discuss the reciprocal aspect; that is, whether the 

Iearners, in tum, show respect towards others. This is a valid consideration and is certaidy 

a desired outcome. But I believe that to expect people to show respect because they have 

been shown respect misses the point about locatedness. For me, the goal of studying 

locatedness is to increase rny awareness and understanding of individual dzerences and 

how 1 reIate to others. Awareness, then, becomes part of my basic goal in relating to 

others. How the participants respond is important, not because I want a certain outcome 

but because they will provide me with information about themselves. 

The exploration and the understanding of the diversity of the participants and their 

location will enrich the process of negotiating conflict withïn a group. Some of the 

components that are relevant to understanding codlict in groups include: how people 

position themselves and how they are positioned by others; how learners and participants 

position themselves in relation to the educator and consultant; how individuals position the 

educator as in a position of power; and the ways that positioning ourselves discounts Our 

abilities. More will be said on this subject in the second part of this chapter. 



As mentioned at the beginnulg of this section, locatedness is about individuals, 

knowledge, and power. Understanding that individuals are located in complex and 

multiple ways may be a big part of changing the learning environment, but the inclusion of 

the partiality of knowledge and the way that power affects our world and Our actions is 

also important. 

Within a learning environment, choosing which Ianguage or knowledge that wilI be 

used may show to what degree the educator or consultant is aware of partiality of 

knowledge cIaims, for example. On the other hand, this will not help the leamer becorne 

familiar with the limitations of knowledge. If an educator includes her/his thinking process 

around the choice of knowledge and language as part of the sessions with the learners, 

then there is a better chance that the participants wiil learn critical thinking themselves. 

Critical thinking about knowledge and language will be seen in use and from that it is 

possible that learners rnight begin to understand the significance of exploring the 

boundaries of knowledge and language. The recognition of partiality of knowIedge will 

also affect the content of the groups. With this recognition, there will be a greater 

likelihood rhat dserent perspectives on the same topic will be included. This will make it 

easier for individuals to find themselves reflected in the classroom knowledge. 

Questions about Our world, Our environment, reality claims, and how people corne 

to be situated differently fi-om others are questions relating to "context". These questions 

address how and where things fit in relation to other things and other people. This is an 

important aspect of Iocatedness, yet it is incomplete. 

M a t  is missing is how we aftect other people and how knowledge and language 

affect people. This is often an issue of power. Exploration into power issues may lead to 

an examination of who we are and how we got there, but it can also show us how we act 

towards others and how others act towards us. Tfirough this exploration of 

inclusion/exc~usion and enabling/disabling, we can begin to recognize how the world is 

organized and who benefits and who suffers because of this organization. Once this 



recognition has occurred, we can, as educators and consultants, have a better 

understanding of exactly how different we can all be. We can also understand the 

possibility that other people can have disabling experiences at a tirne and place where we 

would not expect or imagine possible. 

"Context" and "locatedness" are simiIar terms that have the purpose of situating 

people in relation to others. For the readers who are more familiar with "context", 1 would 

iike to note how locatedness is dEerent fkom context. Both notions provide a point of 

reference between individuais and between knowledge and the world. What I believe 

"context" is rnissing and what I think is the real strength of "locatedness" is the pursuit of 

Somat ion on power and privilege within Our interactions with others and within Our 

institutions. Only because of this pursuit can we begin to be aware of our own 

contributions and participation in power structures in which we are so M y  embedded. 

Through this awareness we can hopefbily understand Our responsibility in making the 

changes necessary in order to transform Our teaching and Iearning environments. 

How will educators and consultants benefit fiom the process of Iearning about 

locatedness? My thought is that awareness is both the process and the goal for the 

educator and consultant. Learning about what histories and locations 1 bring with me as 

well as what the leamers bring with them will give me more knowledge and acceptance of 

others and myself. When I understand and accept my goals, wants, and needs as an 

educator and consultant, it is my belief that it will then be  easier for me to incorporate 

those in my work and in my relationships with lemers. 

Instead of having to push my own locatedness aside, including my goals and 

desires about how and what to bring to the group, I will be able to use this information as 

a means for conducting groups. In other words, as an educator and consultant, 1 will not 

only provide conditions that make it easier for leamers to speak and to have a voice, I will 

use a voice that speaks about my own locatedness. In this way, 1 can be dedicated in 

unveiling my own ideal of education as opposed to someone else's. 



Locatedness d l  aIso help me respond to conflict in such a way that the leamers' 

stones and my stories will be more important than the resolution. Instead of trying to get 

rid of codict, 1 wili use the theory of locatedness in order to discover where people are 

coming £tom in relation to a particular dEcuity. Instead of trying to quickly move on to 

something that seems less threatening, 1 will explore what the daerent expectations are 

around the content and process of the learning situation. As a result, 1 wili probably have 

more accurate information about what the root of the d8Eculty is. With more accurate 

information, the process of negotiatùig a useful outcome will be simpler and probably 

more inclusive and effective. 

When 1 begin to think of my role as an educator and consultant in terms of 

listenïng to people's stories and exploring their expectations, I realize that 1 borrow ideas 

and knowledge £tom my background in psychotherapy. The process of wanting to hear 

f?om the different individuals in a group and wanting to understand where the root of a 

conflict cornes fiom is familiar to me. It is part of the basic theory of the training 1 have 

been receiving in Transactional Analysis. 

When 1 think about using locatedness as a tool for working with confiict, 1 think 

about the hurdles that 1 need to overcone in order to make the transition fiom Wing to 

resolve conflict pickly to wanfing to find ozrt abouf people's location in relation to 

conflict. Those hurdles have to do with my own experiences and comfs~t awmd codict. 

They also have to do with rny perception and beliefs of other people. These hurdles are 

things which 1 can become aware of and 1 can change in order to make working with 

peopIe in groups more effective. The philosophy of Transactional Analysis addresses these 

specific issues. In order to explore how my experience and knowledge in psychotherapy 

can enliance the concept of Iocatedness as a tool for educators and consultants, 1 now turn 

to the exploration of key concepts that 1 have learned fiom Transactional Analysis. Central 



to these concepts is "basic hedthiness", which is the focus of the second haifof this 

chapter. 

Basic Eealthiness 

'rHippocrates in theFfth century B.C. tazight that heaith was a natural condition 

and that iihess was a deviation- " (Porter-Steele and Steele, 1997, p. 143) 

1 have studied the theory and practice of Transactional Analysis for the past four 

years. For the purpose of this thesis, my interest lies in understanding how Transactionai 

Analysis can be combined with educational and consulting theories in order to produce a 

more inforrned practice. I am curious about this combination because TA (Transactionai 

Analysis) offers simple and effective information and tools concerning human personality, 

cornmunication, and behavioural change, which 1 have found to be usefiil when working 

with groups. 

Transactional Analysis (TA) has guided my exploration into the theory of 

individuals, relationships, and communication. Now that 1 am examinhg the rofe of 

codict  and resistance in rny work, 1 turn to TA to give me ideas for understanding, 

accepting, and relating to what is inevitable and normal when a number of individuals 

gather to  study and leam together. 

hy of Basic H- 

"[Transactional Analysis] is rnany things. First, it is aphilosophy- a point of view 

about people. Second, it is a theory of personality developrnent, intrapsychic fùnctioning, 

and interpersonai behaviour. Third, it is an ever-expanding system of related techniques 

designed to help people understand [feelings] and change [behaviours]" (Woollams and 

Brown, 1978, p. 3). It is the philosophy and theory of TA which 1 will be focussing on in 

this section because it has the potential to complete the discussion on locatedness. The 

philosophy of TA will address some of the issues concerning the hurdles that educators 



and consultants have to overcome in order to begin using locatedness in their work- One 

of the theories of TA WU speak to the issue of hearing the learner's stories and location 

around conflict . 

Transactional Analysis is based on a philosophy which views people as having 

basic healthiness, Most TA texts use the term "OK" or "OKness" to describe this concept. 

In the seveiities, this term became popular due to the release of such books as Tm OK+ 

You're C)K, (Harris, 1967), The OK Boss (James, 1 W6) ,  and lbkhgX& OK (Keepers 

and Babcock, 1986). Along with this popdarity, and perhaps as a result of it, there has 

also been a discounting of the importance and significance of both the notion of OKness 

and the theory of Transactionai Analysis. F believe that the discounting occurred as a 

result of the somewhat shallow farniliarity that the general public gained about the notion 

of OKness. 1 also believe that the misleading simplicity of this theory led to contempt for 

its relevance and si&cance to human relationships and dynamics. In contrast, 1 believe 

what 1 am presenting about Transactional Analysis has great relevance and significance to 

my work as an educator and consultant. 1 will show to what extent this beiief in basic 

healthiness can afIèct Our relationships with people and can also affect which course of 

action we choose as educators and consultants. 

Stewart and Joines in TA T o d a y A N e w s a c t i o ~  

(1987) describe "the most fùndamental assumption of TA is that people are OK. This 

means: you and 1 both have worth, value and dignity as people. 1 accept rnyself as me and 

1 accept you as you. This is a statement of essence rather than behavior" (Stewart and 

Joines, 1987, p. 6). A sirnilar definition is given by Woollarns and Brown in TransactionaI 

vsrs: A Modem and Co d P r a c h :  "TA begins with 

an assumption that we are all OK. This means b a t  each of us, regardless of our behavioral 

style, has a basic core which is lovable and has the potential and desire for growth and 

self-actuaIizationn (Woollams and Brown, 1978, p. 1). 



The tenn "basic heaithiness" is used by my Transactional Analysis instructors and 

teachers Nancy Porter Steele, PhD. and Curtis Steele, M.D. in order to describe the same 

hndarnental assumption and philosophy of TA, as stated in the previous two definitions. 

The word "healthiness" refers to the state we were all born in and the capabilmes with 

which we were bom due to the fact that we are human; it is innate. The word "basic" is 

used to pinpoint that this healthiness is one that is fbndamentai to the fact that we are 

human. "Basic healthiness" is therefore a statement about the essence of what it means to 

be a human being. 

Nancy Porter SteeIe and Curtis Steele's definition begins with the beIiefs stated by 

Woollams and Brown: "we are ail OI(;" and we have "a basic core which is lovable and 

has the potential for growth and selfactualization." My instructors believe that it is helpfùl 

to add to this definition that everybody has the ability to perceive and feel; that we al1 have 

the capability of rational, logical thinking; and that we ali have the inherent potential to be 

naturaily kind and helpful whether or not we have developed in that way. 

The reasons for these extensions to the defi t ion of OKness are to include the 

capabilities of the dflerent ego States of each individual as well as to point out that as 

human beings we do have these basic capabiiities regardless of whether or not they have 

been developed. The importance of such a clarification partly lies with what results fkom 

approaching the world with these beliefs, that is, respecting ourselves and others in 

relation to ability and capability. Modelling and projecting to others the belief in their 

abilities and their power for change quite often results in them behaving in that fashion. 

Alternatively, questioning people's autonomy is a controliing factor in what they believe 

they have the abiiity to do. 

It is important to restate that this philosophy of basic healthiness refers to each 

individual's essence as human beings and not to their behaviours. Behaviour will be 

addressed at a later time. 



Having described the concept of basic healthiness, 1 would like to explore the 

conditions under which it is worth talking about the use of this concept in educational and 

consultational settings. In thinking, through the usage of this philosophy, 1 have assumed 

that educators and consultants are w i h g  to be open to how they view themselves and the 

participants. My belief is that the willingness to be open comes from the understanding 

that leamhg happens within each individual and that it is not something that can be caused 

to happen by the educator or consultant. When an educator and consultant views leamhg 

in this way, s/he will be empowered to support participation on the part of the learners as 

an important goal of group work. Participation involves the individuais in the process and 

is therefore more likely to create learning opportunities. When 1 speak of using basic 

healthiness (and later, positive intention) as a tool for educators and consultants, 1 wifl be 

doing so under the assumption that these practitioners have the participation and 

involvement of the learners as one of their main goals. 

ow One V t e m e  World 

The philosophy of Transactionai Analysis can becorne the basis for a world view 

that accepts each individual as having the sarne basic, healthy capabilities and essence. 

When the belief in basic healthiness is applied to specitic people within a 

relationship the result is the belief that you are OK and that 1 am OK, or otherwise stated 

as "I'm OK, You're OK." This means that 1 accept my essence and capabilities as a human 

being and 1 accept your essence and capabilities as a human being. "1 am not one-up to 

you, and you are not one-up to me. We are on a level as people. This is tme even though 

Our accomplishments may differ. It is tme even though we may be of different race, age or 

religion" (Stewart and Joines, 1987, p. 7). 

As an educator or consultant, if1 operate fkom the beliefthat each of the 

participants in essence and capabilities is equai to me, then on at least one level 1 can enter 

the relationship as an equal partner. The essence (having needs, wants, and feelings) and 

the capabilities (to feel, to think, and to be kind and helpfùl) of each of us is not up for 



debate, nor is it up for judgement or measure. As a practitioner, when 1 corne fiom a place 

of understanding and acceptance about the essence and capabilities of being human then 1 

will probably not view my role as giving or taking power but of recognizing the presence 

of power that exïsts due to the capabilities of each individual. 

Often in educational settings the educator or  consultant has skills, experiences, and 

tools that the participants don't have. But when this stance is applied to the educator's 

capabilities and essences by either the educator or the participants, the power dynamics 

will always be unbalanced. In Transactional Anaiysis terms, the educator or consultant 

often believes "I'm OK, You're not OK." This is often accompanied with beliefs fiom the 

participants that "You're OK, I'm not OK." 

In this case, the educator or consultant has most of the power, while the 

participants have little power. There are certainly aspects of educational settings where 

this type of power imbalance makes sense. For example, it c m  make sense that the 

educator or consultant prepares the basic curriculum rather than getting the participation 

of everyone involved. If we are committed to the participation of the learners, it is 

important to restrict this power imbalance to behaviours and accomplishments. This can 

happen if we separate people's essences and capabilities from their behaviours and 

accomplishments. If we believe that all people have needs, wants, and feelings and that 

they ail have the capacity to feel, t h i n .  and be helpfid, then we can begin to lirnit power 

issues to the behaviours of individuals, 

In participatory situations, education can be a process involving decision-making, 

discussion, and negotiation which includes everyone within a particular educational 

setting. If participation is the goal of the educator and there is a power imbalance that 

questions the essence and capabilities of the participants, they will probably be unwilling to 

participate or have little confidence that participation is appropriate or safe. 

It is important to note that the issue of power dynamics is one which involves al1 of 

the people within the educational relationship. In the previous section on locatedness, I 



mentioned that some components that are relevant to understanding con£iict within groups 

include how people position themselves and others in the context of education. To 

reiterate what was discussed earlier, the way people position themselves and how they are 

positioned by others, the way learners and participants position themselves in relation to  

the educator and consultant, the way individuals position the educator in position of 

power, and the ways that positioning ourselves discounts our abilities, all of these are 

directly related to what people believe about their own basic healthiness and others' basic 

healthiness. In educational settings, it is c o m o n  that people give away their own power 

as they embark on a learning role. Likewise, educators take power and are given power by 

Wtue of their educating and consulting role. 

In educational settings, it is especially likely that people may be expecting 

syrnbiosis3. This expectation may even be overt in some cultures, where teachers 

are traditiondy pictured as playing the Parent and Adult role while the student 

plays Child. Current approaches to education agree with TA in viewing this as a 

discount of the abilities of both parties. (Stewart and Joines, 1987, p. 282) 

For the educator-learner relationship to stay level in relation to each person's essence and 

capabilities, it is helpful when al1 members of the group, including the educator, are willing 

to see the other and themselves ffom the perspective of being basically healthy. 

This section brings us to the question of behaviour. In the definitions above there 

has been mention that basic healthiness is not always obvious within the behaviours of 

human beings. This is because some individual behaviours may not represent the 

developed capability of the individual. For example, an employee may have a df icul t  time 

3 Symbiosis refers to grom-up relationships which replay relationships vie had as children, 
Una~vare tliat ive are doing this, one person takes on the role of Parent and Addt wlüle the other person 
takes on the role of the Child. Another way of stating this is that one person wants the other to look after 
her/him, while the second person takes on the role of m a h g  decisions and acting for the benefit of the 
other. 



being logical and rationai at work and rnay spend most of his time acting fkom a place of 

fear. From the perspective of other CO-workers, this person might seem incapable of 

making decisions and therefore rnay appear unproductive. This does not mean that s h e  

does not have the capacity to develop logical and rational thinking. It rnight mean that s/he 

has leamed how to go through life putting off making decisions when the situation is risky 

or unsafe. 

In Transactional Andysis, there is a theory about behaviour that is closely linked to 

the philosophy of basic healthiness. This theory States that most behaviours have positive 

intentions behind them even though they rnay not seem to reflect our capabilities as human 

beings (Le. the ability to perceive and feel; the capability of logical thinking; and the 

capability of being kind and helpful). 

You and 1 are both OK. We rnay sometirnes engage in not-OK behavior. When 

we do, we are following strategies we decided upon mefore we became adults]. 

These strategies were the best ways we couId work out as infants [and children] 

to s u ~ v e  and get what we wanted £kom a world which rnay have seerned hostile. 

As gown-ups, we still pursue these same patterns at times. We rnay do this even 

though the results are unproductive or even painfùl for us [and others]. (Stewart 

and Joines, 1987, p. 7) 

The behaviours we continue to choose as adults rnay be inappropriate and 

unacceptable. Usually, behind these behaviours are positive intentions. In the exarnple 

given above, the employee is unproductive because s h e  is not using rational thought to 

perform as an adult. Instead, the actions are iike those of a child in fear. This way of 

relaîing to the world worked at some time in his Me. Even though this behaviour has a 

positive intention, i.e. survival as a child, it is now inappropnate in the workplace. But, 

there is a benefit to understanding this positive intention. 

The theory of positive intention helps us clarfi the separation between what 

people do ffom who they are. As educators and consultants, this helps us find effective 



ways of dealing with connict and resistance. First, we can remain focussed on the basic 

healthiness of individuals. This focus WU mean that we will be less likely to dismiss the 

conûict at hand because it might have originated fiom a person whom we dislike. It will 

also mean that we will be less likely to dismiss ourselves and our capabiiities as educators 

or consuitants. Second, widi the skilied application of looking for positive intention we 

will be more likely to see past the irnmediate difficulty. This may d o w  us to get beyond 

our habitual way of responding to confiict and to look for the message that the conflict is 

carrying. We can wonder about and question the usefblness of the confiict that is 

presented. 

With this philosophy of basic healthiness and theory of positive intention, we c m  

develop and utilize a frame of mind that accepts ourselves and others as basically healthy 

(or OK). We can also be ready and willing to Eind out more about behaviours that tend to 

make us react. And third, with this openness to the positive intention of conflict, we can 

be ready as educators and consultants to take into account the locatedness of individuals. 

When we wonder about and question the positive intention of conflict, we can take steps 

towards understanding the location of the individual that is bringing forth a dficulty. 

I believe that the philosophy of basic healthiness which includes the belief in the 

positive intention behind behaviours provides an opportunity to l e m  what rnakes people 

daerent. 1t provides us with a way of getting past behaviours in order to discover more 

about individuals. Basic healthiness and positive intention have a particular emphasis on 

accepting as OK what we wiii discover about ourselves and others. Using these tools has 

the potential of Ietting us spend less energy reacting to others and spending more energy 

discovering information about the codict at hand and how it relates to specific 

individuals. 



Relating Basic Healthiness to Locatedness 

Locatedness describes people in relation to others. In most of those descriptions, 

some locations are more privileged than others. How does basic healthiness address social 

relations and powerfprivilege that are part of educational and consulting settings? 

So far, we have seen how basic healthiness and positive intention aid in developïng 

our views of individuals within a group. In this next section, I will be focussing on how 

these concepts can be used as tools in analyting social relations and social identities. 

Education and training are tools for individuals to increase their effectiveness in 

problem-solvuig as adults. This problem-soiving includes the use of feeling, thinking, and 

helping capabilities. 

(It) doesn't only imply thinking to work out the solution to the problem; it means 

also taking effective action to b ~ g  the solution about . . . . the expression of 

authentic feelings also serves a problem-solving function. When someone is 

problem-solving, he is accurately perceiving and responding to reality. (Stewart 

and Joines, 1987, p. 268) 

One of the skills offered by education and training is the development of the thinking 

capabililties that we are born with. Autonomy implies clear thinking and effective 

problem-solving. The educator airns to help her students develop these abiiities" (Stewart 

and Joines, 1987, p. 28 1). 

On the one hand, education strives to develop some of the basic capabilities of 

participants. On the other, education is a social activity characterized by hierarchies and 

relations of power. By virtue of their organization, content, and process, these learning 

environments may also lirnit the devetopment of basic capabilities. As children and as 

adults, social location has contributed to the degree to which we developed our rational 

and logical thinking skills, for example. Often, girls have been considered less rational and 

logicd than boys. Therefore, boys have often been more encouraged in subjects such as 

science and math, girls have leamed to discount their rational and logical skills, with the 



result that there are fewer opportunities to practice and to develop these skills. Our 

involvement in an educationd and consulting setting has the potential to reproduce these 

same social locations. As educators and consultants, we too are part of these influences 

which limit or enhance the learning oppommities of participants. 

It is fair to say that being part of a group will alrnost certainly involve some 

reproduction of a previously encountered social setting- There will probably be power 

imbalances where someone is set up to \vin something and someone eke is set up to lose 

something. Ifwe have experienced power and privilege in this type of setting before, we 

will most likely experience it again. If we have experienced disabling or 

disenfianchisement, this will rnost likely reoccur also. Women who were discouraged fiom 

developing rational and Iogical skills as children, will probably discount these skiils as 

adults. The learning environrnents that they will join will most likely reproduce similar 

conditions which will also discount their skills. 

Locatedness clearly helps us identifjl the many ways individuals are positioned 

dserently and the way these multiple locations in relation to power and privilege has 

shaped their lives and shaped their potential. With each difference there is the potential for 

privilege and disenfianchisement and therefore for some type of benefit or loss. When 

looking at these potential outcomes of our participation in a group, it is easy to lose track 

of how the acknowledgement and development of basic healthiness can make much of a 

difference in people's experience of a particular learning event. 

When working with groups with the goal of involving participants in the learning 

process, it is important that as educators and consultants we observe what types of social 

locations are involved. To be aware of power dynamics, we need to note where both 

participants and the educator/consultant position themselves and are positioned. This 

awareness is reaily the first step in developing the type of learning environment that is 

conducive to having participants involved in the process. It means that there is someone 



within the group who is dedicated to the conscious awareness of how social locations are 

being developed and what can be done to speak about them and begin to change them. 

As we become aware of patterns of behaviours and of social locations that occur 

within groups, we are thuikùig mostly about how people act and how they are situated 

within a social structure. Our concem is thus focussed on each individual and their place 

within the group. So, where does basic healthiness fit? 1 believe that basic healthiness is a 

condition of our basic goal as educators and consultants. 1 mentioned previously that one 

of the basic roles ofeducation and training is to encourage the development of thinking 

and problem-solving. The development of these skills has the purpose of being able to use 

Our thoughts, actions, and feelings to solve problems. The way that we will encourage this 

development as educators and consultants is based on Our beliefs about how leaming 

happens and on Our beliefs about individuals. When we believe that learning is 

fhdamentally an interna1 process rather than one Unposed fiom outside, we will want to 

encourage participation. The philosophy of the basic healthiness of all individuaIs will 

serve to strengthen this goal for us and help us keep focussed on the importance of 

creating an environment where e-'s basic capability can be developed. 

One problem we will run into in creating this type of environment is the barriers 

that are present by virtue of everybody's dBerent and shifting Iocatedness. Once th2 

educator has become aware of social locations that might be inhibiting the development of 

some individual, the second step for the educator and consultant wiU be to address 

behavioural and social manifestations of the group members' (mctuding the 

educator/consultant's) involvement. 

Addressing issues relating to how social locations influence groups need not be 

confiontational. As educators and consuItants we wiil use our own problem-solving 

abilities including our thoughts, actions, and feelings to clarQ and define which conditions 

cause some people to have privilege while they cause others to be disabled in their learning 

opportunities. Sometirnes misinformation is the main source of why people involve 



themselves in specific social behaviours and patterns. Defining and c1-g what effect 

behaviours and patterns have on others is ofien very useful and helps begin a process of 

change. One person's location in relation to another person's sometimes sets up positions 

of I'rn OK, You're not OK (or I'm not OK, You're OK, and I'm not OK, Youfre not 0K)- 

Sometimes an educator or consuItant wishes to confi-ont conflict directly in order 

to work through limiting or oppressive behaviours within the group. In this case, then, 

pointing out to participants how certain locations bring about privilege while other 

locations bnng about oppression could be a way to decontaminate and clarifjr the effects 

of people's thoughts or behaviours. However, knowing that addressing people's locations 

in relation to others will most Siely b ~ g  about more conflict, educators and consultants 

will want to choose which issues to take up with the group. 

To sum up, 1 have narned two ways in which basic hedthiness can aid in 

ident@ing and addressing social relations within a learning environment. First, the belief 

that everyone is capable of developing feeling, thinking, and helping capabilities provides 

extra incentive for the educator and consultant to follow a goaI of participation and 

involvement by al1 of the members of the group. Second, basic healthiness is important in 

the clarification and definition of people's positioning in relation to others. Due to their 

attention to goup process and participation, educators and consultants who follow the 

goal of participation and who are sensitive to the theory of locatedness will be  aware of 

what type of social relations are going on and the effect of people's locatedness on each 

other. To address and confront behaviours and patterns which contribute to power 

dynamics within a group, the practitioner will want to discuss the positioning of 

individuals and how it discounts people's basic capabilities. Ifwe want to initiate a process 

of change where individuals begin to see how their beiiefs and actions affect others then 

discussing and modeliing the concept of basic healthiness is a good place to start. 

Analyzing locatedness can then help us determine what people often use to create winning; 

and losing positions. 



CHAPTER m E  

A VIEW OF GROUPS 

Discussions on group dynamics serve the purpose of understanding the forces at 

play within groups as well as the types of interactions among the different members of the 

group. "Basically, people act differentiy in groups than they do by themselves" (Gladding, 

1995, p.29). In the book Gmup Wo& Samuel Gladding points out that the way people 

act in groups is related to the social influences that occur for all of us as we engage in 

group work. When we ident* strongly with a group we feel more influenced by the group 

and when we iden* less strongiy we feel less uinuenced. According to this author, when 

we understand the forces and the influences that affect how people operate in groups, we 

are better able to understand how and why people act the way they do towards each other 

(Gladdinç, 1995, p. 28). As an educator and consultant, studying how and why people 

corne to act the way they do in groups serves to firther develop my awareness of my role, 

my innuence, and m y  Lunits when 1 am working with goups. 

There has been over thirty years of research done on group development. For me, 

this suggests that people who work with groups are tryïng to make sense of what is 

cornmon between groups. My interest in group development was certainly sparked by the 

patterns and behaviours that 1 was noticing in alrnost all of the groups 1 was involved in. 

Most group theorists who have described the development of groups in terms of stages 

have identified either four or five stages. These stages describe interactions among 

members as they a) rneet for the £irst time as a group; b) begin to relate to each other; c) 

encounter challenges; d) h d  ways of working together or of not working together; and d) 

conchde their leafning or working relationship. Tuckman (1965) identified four stages 

which he narned "fonning, stonning, norraing, and performing" (p. 3 84). This theory of 

group development is well known in the training field. Another stage theory of group 

development is characterized by Ward (1982) as "power, cohesiveness, working, and 



tennination" @. 224). An interesting observation about these two theories of group 

development is the way that contlict is recognized as part of the normal pattern- 

Due to my interest in the theory of Transactional Analysis and the contributions 

that it can make to education and consulting, I have chosen to explore one of its theories 

of group development, developed by an author who has compared her work to that of 

Tuckman's. She has noted several parallels between their theorïes.The depth with which I 

describe this author's work also reflects the relevance this theory has to my experiences. 

For readers who wish to explore group developrnent fiom another point of view, 1 suggest 

reading Tuckrnan's work on group development. 

Transactional Analysis has a theory of group dynamics which describes how 

participants develop attitudes, behaviours, and beliefs about groups based on their own 

thoughts, ideas, and responses to being part of a group. In the first part ofthis chapter, 1 

d examine group dynamics through the work of Julie Hay (1996) who describes the 

variety of influences that play a role in deteminhg how participants view the group. This 

author examines predictable processes by which members define the group and also 

examines the types of conflict which result fiom these processes. 

I have found Julie &y's theory helpful to my thesis because it validates the 

importance of paying attention to what people are bringing with them when they join a 

group. According to this theory, people's behaviours and attitudes in groups are directly 

related to what each of them bnngs as perceptions and experiences. In the context of this 

thesis, an acknowledgement of the differences amongst participants serves to re-emphasize 

for the educator and the consultant the importance of the locatedness of each member of 

the group. 

In studying how Hay's theory points to the role of locatedness in the development 

of attitudes and behaviours in groups, I found that 1 began to regard conflict within a 

group as part of a normal and predictable evolution. #en a group forms, it typically 

consists of different types of individuals with different experiences and different 



perceptions. What makes each person difFerent also contributes to the variety of ways 

each participant can view the group. This will probably mean that there will be divergent 

opinions of what the group is like, of what the objectives of the groups are, of what each 

member should contribute, and of what the qualities and role of the educator/consultant 

are. Each person's image and idea of each of these issues will have the potential of clashhg 

with some other person's image and ideas, including that of the educator or consultant. 

Irnplicit in accepting and paying attention to dserences of background, expenence, and 

perception, is the realization that some c o ~ c t  is inevitable- Clashes originating in the 

different ways stakeholders view a particular group and the way it fùnctions become an 

important contribution towards the dynamics of that group. Group process will be afTected 

as members of the group involve themselves in stniggles and psychological garnes. Clashes 

due to differing opinions and ideas about the group cm overtly and covertly affect the 

learning success of one or more individuals. 

Being aware of how people corne to form an image of the group and how many 

difFerent ways the image of the group can be aEected increases an educator's or 

consultant's ability to work with so many different experiences and expectations. B eing 

aware of the wide divergence of experiences and expectations possible in one group cm 

lead to the acceptance that codict is normai and to be expected in groups and to see this 

as an opportunity. It is my belief that because conflict is such a predictable occurence in 

the learning environment we, as educators and consultants, need to learn how to tum it to 

the group's advantage. The last section of this chapter will offer an examination of the 

difYerent layers of conflict which may make it possible to regard conflict as a learning 

opportunity within groups. 



A View on Group Dynarmics: Group Imagoes 

In this section of this chapter, 1 wili look at group dynamics through the work of 

Julie Hay, who describes trends that are Likely t c ~  occur when a group cornes together for 

the purposes of leamhg or training- Julie Hay offers us insight into which types of 

dynamics and positionhg to expect when working with groups. According to Hay (1996), 

the dynamics and development of a group depend largely on the perceptions ofthe people 

within it. These perceptions include current ideas, opinions, and information concerning 

groups as well as information gathered fiom pas* expenences of belonging to groups of 

many kinds; i-e. groups such as families, school classes, and work groups. The perceptions 

of each mernber of the group, consequently, innuence how they choose to participate and 

involve thernselves in the group. 

Julie Hay explores in some detail the way in which perceptions can influence 

participants' attitudes and decisions regarding their level of involvement. Here, 

involvement refers to how people position themselves in relation to others and how this 

will afFect their physical and psychological partidpation. She provides a description of 

how and why people make positive and negative associations with others in a group, how 

preconceptions and prejudices affect involvemenrt within the group, and some possible 

reasons why participants engage in unhelpful behaviours when part of a group. In this 

following section 1 will include an o v e ~ e w  of the process by which people decide on their 

involvement within a group as well as how this involvement can lead to struggle. 

Following our discussion on locatedness, it is easy to imagine how the participants' 

involvement in a group will probably be affected 'by the multiple and shifting identity. 

In the book ~ s a c t i o n a l  An&& for Trainas, Hay begins her discussion on 

group development by describing how participan~s use their perceptions to define a group. 

She uses the term group imagoes as a way to understand " . . . group processes fiom the 

perspective of our individual perceptions" and to understand how these images af5ect Our 

behaviour (Hay, 1996, p. 178). Group imagoes will be different for every person. They 



will be based on Our past experiences, on what we have read or heard about groups, and 

on thoughts, expectations and rumours that we have heard about the particular group that 

we are joinhg. "The imago will be personal to each of us, so that we enter a group with 

dflerent expectations, leading in turn to dserent perceptions" (p. 184). People's imagoes 

of themselves, of the group as a whole, of the educator/consultant, and of other 

participants will have an impact on how they choose to position themselves and others. 

These imagoes wili affect their thoughts about who is "one-up", "one-down", or on the 

"same level"" as they are. These thoughts d l ,  in turn, affect their behaviour and attitude 

in the group. Although imagoes are directly related to each individual's perceptions and 

experiences, they will also be related to the dynamics of the group as a whole. Each 

individual will be  fonning mental images of  the group, and therefore the group process 

will be influenced by the information and decisions that result fkom the formation of 

imagoes. Because of the fact that people's perceptions can change and develop over time 

and the fact that group dynamics are largely aEected by the members' perceptions, group 

dynamics is found to be developing and changing constantly through the duration of the 

P U P -  

Imagoes, according to Julie Hay, are developed in a series of four stages. She 

describes these stages as having broad patterns and flexible boundarïes. For the educator 

or consultant, the identification of the beginning and end of each stage seems to be of less 

importance than the awareness of the existance of a rnulti-leveled process. Understanding 

that there is a process of defining and positioning that unfolds for each member of the 

group gives the educator/consuItant information about what type of process happens 

naturally for people within groups. BeIow is a brief sumrnary of Hay's description of how 

4 The tenninology "one-up", "onedown", and "same Ievei" is used by Julie Hay and other authors 
to indicate the way people think of tliemselves in relation to others. "One-up" indicates a belief that a 
person is more competent than another. "One-down" indicates Iess competency. "Same level" indicates 
that ali parties have similar or quai value competency. 



each participant might develop a group imago. The description includes a definition of 

each stage; the possible dEculties that go dong with the development of each imago; 

what the meaning of the imagoes might be for the educator or consultant; and the best 

case scenario of that stage of the process. This description also includes an example which 

1 have added in order to present a clearer picture ofthe development of groups. 

P-Imaeo . . 

Even before joining a group, a participant begins to forrn an image of the group. 

This image is developed no matter how much or how little information the participant has 

about the group. The image that is formed allows a slot or a space for everyone in the 

group. The slot for the participants who are forming the image will include past 

experiences of being in groups, ideas about thk particular type of group, their own 

objectives about joining, and their opinions in regards to their own cornpetence. The slot 

for the educator/consuitant will contain attitudes and mernories of previous people who 

have held this role. There will be a third dot which will include all the other participants 

unless one or more of those others is known, in which case the known members would 

have their own slots. According to the author, "(o)ur behaviour and attitudes as we joui 

the group will be structured by the provisional imago" (Hay, 1996, p. 186). 

Provis i~~a l  stage: an exam& . . : Diane is excited about joining a professional 

developrnent training group recomrnended by her employer. She has always done weli in 

this kind of environrnent because she is motivated by the prospect of applying her new 

skilis when she goes back to work. She has met interesting trainers who have had an array 

of different backgrounds. She often thinks that she wants to go into the field of training so 

she wants to learn as much as possible fiom the person who leads the group. She doesn't 

know anyone else fiom her office who is taking this particular training, but she hopes the 

group will work weU together so that they can accomplish the whole cumculurn. When 

Diane goes to the first session, she wilI be ready to start working. She will be interested in 



wbat the trainer has to offer. She will want to form working relationships with the other 

members, but she hopes that they WU be as ready as she is to jump into the course. 

Possible difficrilties: According to Hay (pp. 185-186), there are particular types 

of dynamics and difficulties that have their ongin within this stage. Because much of this 

imago wiii be  based on past experiences, the chances are hi& that the image of the group 

and of the members in the group will not reflect reality. Rather, based on what they have 

decided about people in the past, participants rnight develop irnagoes which allow dots for 

people who are more or less competent than other people. This type of hierachy begins to 

discriminate between members of a group before everyone has even had a chance to meet. 

In general, individuals wiil fil1 the slot they have doted for themselves with 

thoughts and beliefs they have about themselves. In my experience, these thoughts rnight 

range fkom lack of confidence in their ability to do the work to a belief that they wiil be 

more competent than most and will be more like the educator/consultant. 

The participants' expectations of the educator or consultant will also be closely 

related to previous experiences with other educators. Their confidence in the 

educator/consultant will depend on their positive and negative experiences with other 

people in such positions. Participants will also have their own ideas of the best format for 

this particular type of group. If the educator does not foliow the format that they 

expected, they will probably feel disappointment towards the educator right from the 

beginning. 

Participants have a tendancy to compare themselves to the other members in the 

group before they even meet them. Some participants believe that others will perform 

better at the tasks and the social aspect of belonging to the group. Other participants may 

believe that the others will not be as competent as they are. 

ons~derations for the educator: Hay (pp. 190-191) is clear to point out that the 

predictions about how participants create imagoes that often lirnit leaming opportunities 

also apply to the educator or consultant. We have seen that the Provisional Group Imago 



sometimes contributes to the formation of hierarchies and affects the openmindedness of 

the participants in relation to themselves and others. The development of an imago at this 

stage has the sarne potential for educators and consultants. Images about their own 

competency and about the type of participants that normaliy join their groups affects how 

rnuch of an open mind f i e  educator will have in regards to what might actualiy happen. 

Past experiences dong with beliefs about oneseifand others wili play an important part in 

what the educator or consultant expects to accomplish with a group. 

The best outcome one might expect £rom the Provisional Group Imago is that 

members of the group will have an open mind about themselves and others. This occurs 

when people use their past experience dong with the knowledge they have about 

themselves in order to choose a way of acting which will benefit their learning experience. 

During the stage of the Provisional Group Imago, openmindedness becornes the best way 

to achieve useful leaming experiences. Exarnining which prejudices and preconceptions we 

have about ourselves and others allows us to be able to  let go of the expectations and 

fantasies and enables us to start gathering information about the reality of the individuais 

in the particular group that we are joining. 

Hence, there would be benefits to the awareness of issues arising from socid 

locatedness as well as to the awareness of the tendency to form ideas and attitudes about 

others before meeting them- Both educators/consultants and participants could monitor 

their own thoughts and attitudes about others in order to see how they fit reality. This 

could be done before people engage in interactions with others and before they begin to 

reproduce f d a r  social atmospheres. - 
Once a participant has joined the group, the imago begins to be edited. In this 

stage, one begins to merentiate between individuals by collecting data about everyone in 

the group. According to Hay (1996), this data is gathered through the use of 

conversational rituals, passing t h e ,  and involvement in leaniing tasks. Involvement in 



seemingly trivial exchanges such as s m d  talk as well as involvement in learning tasks 

provided by the educator/consultant becorne testing activities which every member uses in 

order to form early opinions of others. These opinions are used to modîfjr the original 

group imago. "This stage in the We of a group is a time of testing, to see what the others 

are iike, and to think about whether and how we might fit in" (p. 187). 

m: 1 wowould like to continue with the previous exarnple 

in order to describe what might happen during this second stage. Before the beguining of 

the first session, Diane involves herself in s m d  talk wîth a few of the other members of 

the group. She asks them about where they work and about other training groups they 

have participated in. These topics are acceptable small taik for people who dont know 

each other. Acceptability is very important to Diane because she wants to get dong with 

other participants. Part of the reason for asking the questions she did is to r i d  out how 

serious and dedicated these people are and what kind of answers they give. She is 

gathering information about who the other members are and what they are Like. Diane also 

gathers information as she engages in the first activity given by the traîner. She uses the 

data that she has coilected to identfi the different members of the group as well as to 

update her imago. As she asks and answers questions, other members update their image 

of her as a CO-member of the group. 

Possible diffiçirlties. In Hay's view (p. 192), this time of testing rnay happen in the 

first few minutes before the beginning of a session. Participants use this time to find out 

who they want to get to know and trust. They also want to find out who would make the 

best partners in any of the psychologicai garnes which they are used to playing when they 

are in groups. In this case, the "best partner" would be a person willing to engage in the 

type of interactions with which they are cornfortable. For exarnple, a person who &es to 

cfiticize how things are structured might seek others who are wiüing to play the role of 

cornpliant listener. 



When some participants refùse to engage in such rituds as smaü talk, conflict 

arises between members. It is as though members take it personally that someone is 

unwilling to engage in the process of familiarization. When there is no t h e  allotted for 

testing, it takes participants longer to go through this time of testing. Therefore, they 

tirnction fiorn a Provisionai Group Imago for a longer perïod of tirne. This means that they 

continue to make assumptions about others rather than using fkst hand experience to 

update their information. 

derations for the eduçagm: Hay (p. 192) points out that educators and 

consultants also update their imago to an Adapted Group h a g o .  Some rnay use this tirne 

of familiarization to seek out partners for the games that they are used to playing. Some 

educators like to seek out allies with whom they can team up. Other educators use the 

time to compare the group to groups with which they have previously worked. 

It is important to realize that seemingly useless ways of spending time such as 

talking about the weather or about politics cm be beneficial to educators/consultants and 

to participants. This is a time when al1 the members of the group can begin to substantiate 

their imasoes of other members- This tirne of testing is needed in order for people to begin 

to engage fùlly in the work. "The more we help participants develop an adapted imago, 

the quicker they wiIl complete the testing process and settle down to work together" (Hay, 

1996, p. 192). Julie Hay makes an important suggestion that it may even be beneficial to 

schedule in a time for this process in order to get the participants ready for the work and 

learning (p. 1 92). 

O~erative Grougdmaga 

In this third stage, the main concern is the relationship between the participant and 

the educator/consultant. Members of the group explore their relationship to the 

educator/consu~tant and then use this information to guide their relationships with other 

members. The information gathered in this stage is largely related to power, control, and 

leadership in order to determine " . . . where we fit in the pecking order" (Hay, 1996, p. 



188). Tbrough leaniing tasks and activities, participants try to figure out how to behave 

with the educator/consultant and then with the other members. It is helpkl for the 

educators/consultants to be clear about the way they wish to proceed with the group. 

Clarity throughout the duration of the group helps the members deveIop and refïne an 

accurate image of how the group fùnctions and the roles of everyone involved. 

Participants are &g the educator/consultant dot with information gathered 

throughout this stage. Some early information about past experiences may be dropped, but 

it is important to note that some previous experiences with other educators/consuItants 

will also be kept in this dot. Information regarding authority figures such as bosses and 

parents will also be kept. This means that even at this stage, members of the group will 

stiil " - . . mode1 their own behaviour to suit a fantasised (sic) leader" (p. 188). 

1 Dnnring this stage, Diane pays attention to how ahe 

trainer conducts the sessions. She likes punctuality so she hopes that the trainer will m a k e  

clear boundaries around beginning and ending times. She notices that the trainer likes t a  

involve the rnembers in discussions and she likes this. She hopes that this type of 

participation will not lead to off-topic discussions the way so many discussions have a 

tendency to go. She decides that if conversations do stray fiorn the training topic, she d l  

use her skilIs to b ~ g  them back to where they started. She wilI do this without steppïng 

on the trainer's toes. She is aware that trainers have a tendency not to iike participants t a  

get too involved in leading the group. Diane already knows that sorne other members o E  

the group seem to be the type who adhere to the main topic of conversation. She knows 

that she can probably count on them to support her if she chooses to steer the group back 

to the original topic of conversation. 

Possible difficulties: From Hay's point of view, some of the difEculties that arise 

in this stage are due to the fact that participants are still using some of their experiences 

with past educators and trainers to establish how they wili relate to their current educator. 

Often in educational settings, the experiences and feelings that participants had as children 



going to school play an important role in how they view the current educators and 

consultants. When the patterns and setup of the learning environment remind the 

participants of being in school, they tend to view the educator as the dominant figure and 

themselves as the subordhate. "The danger of this is reuiforced by the way being in a 

classroom triggers mernories of school, . . . Sit us behind a desk, looking up at a 

trainedteacher standing in &ont of us, and we feel Iike chiIdren again" Way, 1996, p. 95). 

derations for the e d u w  Hay suggests that when educators/consultants 

are unclear about their role and what they expect fiom the participant, this provides 

ambiguity and confusion for the participant. When participants have to guess or assume 

their own roles, they often f d  back into patterns of interaction with which they are 

farniliar. Their Operative Group Imagoes would be strongly influenced by their own 

experiences of power and leadership. These patterns would determine how they act 

towards the educator/consultant and other members of the group. Having said to what 

extent the educator's choices a e c t  the imagoes of the participants, it is also important to 

note that even when the educator/consultant models healthy behaviours and 

communication, some participants still hold on to their own preferred way of operating. 

Another way in which the educator/consultant's choices about group process may 

create dficulty and conflict is if they lead to unhealthy competition and unworkable 

tension between the participants. In my experience, participants are alive to dues about 

how the educator/consultant views the basic healthiness of everyone in the group. If the 

educator believes that some people are "OK" while others are not, then this hierarchy wili 

influence the way that participants choose to act with the educator and with each other. In 

my opinion, educators and consultants who are aware of the power and authority they 

have and who choose to use it constmctively c m  make a dserence to how participants 

view people in places of authority. 



In this 1s t  stage, Hay describes how members of the group have a clearer view of 

the others. Each person makes decisions about whom they like, whom they do not like, 

and whom they wilI tolerate. The members beiieve they have sufficient information to 

guide how they will act towards each other. By this stage, the mernbers of the group wdl 

have some shared expectations of how the group will proceed, and still, many of the 

imagoes developed by the individual members will reflect their own experiences and 

perceptions. By this the ,  the issues that affect leadership, control, and power are clear. 

Each member probably has an image of where they fit in relation to these issues. 

Diane realizes that most of the members seem to be 

very efficient. There is only one member who likes to talk on and on. This doesn't pose a 

threat to Diane's wish to accomplish the whole curriculum because the other members of 

the group are pretty well in-he with her way of participating in discussions. She decides 

that she wiil probably not have to intervene. Most of the participants seem to work very 

well together. The trainer likes discussions, but seems to have a good way of directhg 

them so that they are on-topic most of the tirne. 

Possible difliculties: According to Hay (p. 192), f i e r  the process of developing a 

group imago, some groups become more focussed on the garnes (such as power struggles) 

that are played among the members than they are on the tasks to be accompiished. The 

success of the group is being sabotaged by the distraction of the psychological games. It is 

possible that some groups never reach the Ievel of trust that is needed in order for 

members to be willing to work together constructively. 

ns for the educator: "The worst case result will be a group that is 

sabotaged by psychological garnes, with conflict and power struggles" (Hay, 1996, p. 

189). The best case would be a group willing to work together with trust and openness in 

order to achieve its goals. It is my thought that ifan educator or consultant realizes they 



are involved with a group which has been sabotaged by games and conflict, then it will 

greatly affect the choice of the direction or intervention to take. 

This stage theory helps in the analysis of many different aspects of groups, but my 

particu1ar interest is in looking at conflict. There are important considerations to take note 

of in regards to these stages. The length of the group will greatly affect the time spent in 

each stage. For example, a residentiai weekend training group may have the chance to 

work through al1 of the stages and form tmsting relationships. On the other hand, a group 

that meets for a one-day workshop rnay only have the opportunity to quickiy skim each 

stage in order for them to begin to attend to the task of the workshop. In on-going 

groups, some of the stages may repeat themselves in order for the group to develop a new 

level of trust. At any time, it is possible for the group to rnove back to a previous stage. 

This may happen when one or more of the participants believe the safety of the group is in 

question for one reason or another. 

These stages of development of group imagoes and the process which the group 

goes through are not clear and distinct. Individuals and groups go through the process of 

defining dots for rnembers at their own rate. From my experience as a student and as an 

educator, participants of a group rnay reach decisions about their involvement in the first 

session. Sometimes, these decisions are not made until two or three sessions have gone by. 

Because of people's shifting and multiple identities, it is possible and highly lïkely that 

participants may re-edit their imagoes even &er they have made decisions about their role 

within the leadership issues. Many of the changes that are made to change an Adjusted 

Group Imago rely on the wiiiingness of the participant to question how they have 

positioned themselves and others and how they have been positioned. These changes also 

refl ect the participants' awareness of how their behaviour and the behaviour of others 

contribute to the achievement of their learning goals. 

If an educator or consultant strives to involve the participants in as much of the 

leamhg process as possible, understanding how group imagoes develop can be helpful in 



becorning aware of how people form their ideas and attitudes about the groups they job. 

It can also point us towards an understanding of what may be behind some of the 

behaviours of the participants in the group, making it easier for us to m o d e  the process 

and content of Our groups in order to include more ofthe participants. For the purpose of 

my thesis, the concept of group imagoes helps us identw the relationship between 

individual perceptions and group dynarnics. Specifically, it shows how each person's 

locatedness will afFect the attitudes, behaviours, and positioning that go on within a group. 

Discovering Different Attitudes and Concepts towards Conflict 

I would like to begin this section by presenting the meaning and image of con£lict 

that 1 once held. 1 believe this would be a usehl point of reference because, through 

speaking with other educators and consultants, 1 understand that rnany people have sirniiar 

views about conflict in their work. 

FolIowing this definition, 1 wilI explore a number of dEerent layers of conflict 

which wiU have the purpose of providing a different outlook on conflict. By laying out 

some of the different aspects that rnay be present for members of a group experiencing 

conflict, my hope is to begin to see connict with a new set of eyes. 

. - 
The dehition of conflict found in The S b e r  Oxford ~ n i c t i o ~  (1973) 

describes what 1 had understood about conflict. This dictionary States that a conflict is 

"(a)n encounter with arms; a fight; esp. a prolonged struggle." It also descnbes the verb in 

a sirniiar iight: " 1. To fight, contend, do battle . . . . 2. To corne into collision, to clash; to 

be incompatible" (The Shorter Odord, 1973, p. 396-397). With this definition, there is an 

implication that conflict is about right or wrong, or at least results in one party being the 

winner and the other being the loser. 

Before 1 started teaching French to adults, my personal and professional 

encounters with coritlict had often resulted in someone feeling hurt or victimized. 1 used 



these experiences and a version of the above definition to guide my objectives and goals as 

an educator- To avoid having anyone feel hurt or uncomfortable, 1 attempted to create an 

environment where conflict could be smoothed over quickly and with as little fiction as 

possible. My hope was that when conflict did arise with one or more members of the 

group, 1 could i ï ~ ~ d  a solution by changing something about the content or process of the 

class. 

Basically, the message 1 gave myseifwas that if one of the participants displayed 

resistance or struggie within the group, then there must be something wrong with what 1 

was doing. In the case where a participant continued to show resistance to the process, 1 

attributed the conDJct to something in the person which made interactions diflicult. When 

conflict arose, 1 tended to believe that there was sornething about me and my teaching that 

needed to change. 1 attempted to find solutions to conflict as fast as 1 could in order to 

avoid uncomfortable situations. 

The irnagoes that 1 developed of individuals within the group were conditional 

imagoes. That is, rny belief in the OKness of the participants was conditional on whether 

or not the participants found something conflictual with the way 1 conducted the groups. 1 

also believed that, once in a while, 1 was going to encounter some people who were going 

to be dficult and that they were going to cause the group to fùnction less constructively. 

The imago 1 had of these people stressed their dficult behaviours and their "negative" 

eEects on the group rather than their OKness. The imago 1 developed of myselfwas 

conditional on how much conflict arose in my groups. 1 perceived myselfas a fairly 

competent educator, whose classes were sometimes not prepared as well as they could be- 

When there were conflicts and resistances to something 1 was presenting, 1 had the ability 

to act quickly to find a solution that would smooth things over for most people in the 

group. 

These notions guided many aspects of the way that 1 conducted my groups. I 

believed that 1 had to have most of the answers to challenges and questions put foward by 



the participants in order to offer them a usefùl leaniing experience. This meant that I was, 

in a compIiant way, taking on most of the control and leadership of the goup. Even 

though many of the activities I provided were interactive, 1 still held on to most of the 

control over content and process. Many participants worked well in this type of 

environment, but there were some who wanted and needed more involvement, This also 

created a source of codict. 

In my work with groups, my view of con£lict was as a negative. It made people 

uncomfortable and it sometimes caused pain or hurt. My goal was to avoid conflict. Ifthat 

was not possible, 1 wanted to deal with conflict as quickiy and painlessly as possible- 

A New Attitude Towards Conflict 

Most of my behaviours in response to conflict in groups aimed at minimiang hurt 

and discornfort for everyone involved. This is the way that 1 had leamed to work with 

conflict in many areas of my iife. It could very well be that 1 became successfùl at 

minimizing the effect of conflict on the participants, but with hindsight it is clear that 1 was 

minimizing the meaning that the conflict had for the people involved. 1 began to have 

thoughts about the meaning and importance of confiict for participants when 1 noticed that 

most of the conflict arose when 1 was introducing methods and content that were foreign 

to them. Trying to fix or eliminate codlict did not explore what the participants wanted or 

needed in order to hlly participate in new processes and activities. Minimizing cod ic t  did 

not explore the locatedness of the participants in relation to the confiict. It is also possible 

that it discounted the participants' capabilities and essence. 

A new way of thinking about conflict seerned necessary to me when 1 realized that 

1 was deveIoping a pattern of dealing with conflict which was led by my own unwillingness 

to work through uncomfortable feelings. The pattern of behaviour that I had adopted, 

based on my own past experiences of feeling uncodortable or hurt, led me to feehg  

unsatisfied about the way that 1 had dealt with the issues at hand. Because 1 felt unsatisfied 

with some aspects of the teaching and training that 1 was doing, 1 wanted to leam more 



about the types of conflict that were repeating themselves in my groups. 1 also wanted to 

begin to explore rny locatedness by Iooking at the pattern of responses to codict that 1 

had adopted. 1 believed that the best way to do that was to first look at the way in which 1 

viewed confiict in a negative Light. The following exploration of attitudes and concepts 

relating to conflict describes some of the thoughts and research that were part of my 

process of becoming more cornfortable with myseifin relation to conflict. 

In the Grst part of this chapter, 1 described group development in relation to the 

development of the members' group imagoes. This description explains part of my process 

of fonning imagoes about who 1 am as an educator and consultant and who the 

participants are. Furthemore, it is withh the Adapted stage of group imago development 

that I discussed the presence of confiict due to the testing that occurred between members 

of the group. Participants test each other in order to h d  out where they wïii fit within the 

group and how their position will be defined by themselves and by others. Their questions 

idente parts of their locations and they are exploring the location of others. 1 have chosen 

this stage of testing to examine the layering of the different aspects of can£lict within a 

group because this is when members of the group are becorning farniliar with the group 

and with other members. As 1 have described above, this is confirmed in my own 

experience. 

When participants begin their interactions with others, they are operating with a 

provisional imago which is based rnostly on past experiences and life histories. In order to 

update irnagoes, people begin testing how well other people and the group as a whole fit 

their imago. Many people experience tension and anxiety through this stage because they 

are stiI1 faced with unknown aspects of the group and of the other people within the 

group. Others may experience tension because they are busy testing others rather than 

paying attention to the group and the process of the group. 

The factors that contribute to an environment of tension and anxiety as participants 

move through this testing process are numerous. Letting go of assumptions made in the 



provisional stage in order to update imagoes can be an uncornfortable proposition. There 

can be more comfort in operating f?om an imago created from past experiences than in 

adopting new views based on current reality. Interacting with people who are strangers is 

another cause of anxiety or tension in the early stages of a group. Concems about 

pote~tial cnticism and judgement from group members is a factor. Most of us want to be 

accepted and perceived as competent. The " . . . fear of losing control, being 

rnisunderstood, looking foolish, o r  being rejected" (Gladding, 1995, p. 105) creates 

tension for many participants and educators/consultants. Added to these relationship 

tensions are questions and uncertainties involved in figuring out the content and process of 

the group. Many participants have preconceptions and prejudgements about the validity 

and usefidness of the groups they are joining. This c m  be a source of tension as 

participants test their needs and wants in reference to the objectives and goals of the 

group. Ifgroup members have had problematic experiences in previous groups, they may 

anticipate the sarne problerns arising in the current group. 

Many of these tensions may be experienced by both participants and 

educators/consultants alike. It may be reasonable to suggest that anxiety, tension, and 

resistance are typical in any group in its beginning stages. Corey and Corey (1992) refer to 

the uncertainty and disarray of this period: "(a)nxiety, resistance, defensiveness, con£lict, 

confrontation, and transference are fiequent feelings that surface at this time" (as cited in 

Gladding, 1995, p. 104). If it is the case that this atmosphere is cornrnon within groups, it 

is possible to see that, in this environment, participants and educators may not be 

cornfortable until they have figured out their place within the group and have updated their 

imagoes. This is why Julie Hay suggests that this stage is important if the group is to settle 

down to work together (Hay, 1996, p. 192). Ward (1982) also echoes the importance of 

this period of a group: "(i)f the group successfuiiy weathers this turbulence, it rnoves on to 

a . . . period in which there are resolutions, cohesiveness, and the opportunity to move 

forward in growth" (as cited in Gladding, 1995, p. 104). 



This exploration of causes of  tension is meant to be illustrative rather than 

exhaustive. Once a group has moved through the initial tensions and members of the 

group have developed an Adapted group imago, it is then possible for the group to begin 

to work constructively together, according to Hay and Ward. Yet, in order to move fiom 

this place of tension and anxiety towards a ground for workïng together constructively, 

the group and its members may still have much discord and conflict to  work through. 

Julie Hay notes that the Adapted stage of the group imago has s i d a r  qualities to 

the "storming" stage of group development described by Tuckrnan in 1965 (cited in Hay, 

1996, p. 189). Gladding attributes the reasons for conflict which arise in this storrning 

period to the fact that " . .. members start to compete with others . . . . involv[ing] 

struggles over power and control that may be both overt and covert" (Gladding, 1995, p. 

104). The way people establish their place within a group reflects issues of power and 

control. Some people establish their place by remaining silent while others are more open 

and assertive (p. 105). Again, the way that people involve themselves in groups is directly 

related to their locatedness, in particular to thek past experiences within groups. 

Mistrust is ofien a starting point in how people define themselves and others in the 

group. "There is usualty a good deal of mistrust in others during the storming period" 

(Gladding, 1995, p- 106). How people choose to relate to issues of control and power has 

much to do with their level of trust in the other people in the group. The higher the level 

of trust, the more people are inclined to speak up. Some mistrust in others is a natural 

response to dealing with so many unknown aspects of beginning a new group. Some 

rnistmst stems fiom prior experiences with other groups which have not had a positive 

outcome. Trust and mistrust are thus strongly influenced by the locatedness of the 

members and their history with conflict. 

Epeople have had experiences within a group that have been hurttUl or that have 

limited their learning opportunities, it is highly likely that they d l  bnng a sense of threat 

to their safety and to their opportunities within the group. To the extent that this sense of 



threat and fear leads to mistrust in others, it will inspire behaviours around controI and 

power issues whose purpose is to maximize safiety for themselves. Safety can refer to 

physical, psychological, or emotional safety. People experiencïng some kind of threat tend 

to resort to patterns of behaviour with which they are f d a r .  "At first, members will 

attempt to resolve power concerns in ways that resemble those they have used outside the 

group, for example, fighting or fleeing. Ifthese strategies work, they wili continue to be 

employed" (GIaddïng, 1995, p. 106). 

Choosing a fighting or fleeing pattern of behaviour in response to confiict in 

groups has the purpose of keeping a person fiom getting hurt- The actual behaviour often 

results in setting up positions in which it is possible to win, to lose, or to attempt to "save 

the day"? These positions may be occupied by different people or by the same person at 

different times. The results are shifting positions based on control and power issues. This 

type of conflict often results in someone getting hurt and creates a hierarchy amongst 

members. Setting guidelines for process at the beginning of a group sets standards that 

will create some level of safety for the participants. This is a way for the educator or 

consultant to use authority to help create a I e d n g  environment which reflects the needs 

and locations of participants. 

Conflict and discord are sometirnes covert and sometimes overt. The reason for 

conflict may be as simple as the fact that people have dBering opinions about the sarne 

subject. At other times, as mentioned above, codict  results when people feel threatened. 

Conflict becomes a problem when it inhibits the group fiom developing a working 

relationship. Forsyth (1990) suggests that "(a) group may become arrested by either 

dwelling on codic t  or ignonng it" (as cited by Gladding, 1995, p. 104). The most 

5 Tliese positions refer to the "Drama Triangle", a diagram for anaiyzhg games devised by 
S tephen Karpman(L968), The three positions suggated by Karpman are: persecutor, a person who puts 
others down; rescuer, a person wlio offers to help because s/he knows bette? and victim, a person who 
portrays himseifor herseif as k i n g  "les  than" others (as cited in Stewart and Johes, 1957, p. 236). 



comrnon way of dweliing on conflict is when members ofthe group engage in " . . . 

repetitive but unsatisfactory interactions with others . . . . that lead to negative payoffs" 

Way, 1996, p. 157). In these interactions, one or more people end up feeling bad or hurt. 

Here is a summation of the different layers of codict  which 1 have identified. 

During the testing process in which members of a group define their position, tension and 

anxiety arise fiom the many unknown aspects of being involved in the group. This 

atmosphere of tension is a common trait of many groups and is understood to be present 

until a workable relationship is developed. Another common trait of the testing period is 

competitiveness6. The competition for positions within the group raises issues of control 

and power, which in tum ofien lead to mistrust. Driven by rnistrust of others and of 

unknown situations, many people choose old behaviours which are familiar to them fkom 

previous situations involving conflict. Farniliar behaviours used to achieve some level of 

safety for the member, may be inappropriate and unbeneficiai in relation to the group as a 

whole. These non-functional, often repetitious behaviours take place within a shifting 

hierarchy, and often result in painfil feelings for some participants. This process takes 

much of the attention away £tom the work which brought the group together and focusses 

it on the conflict and hurt feelings of the members involved- 

It is not the case that al1 groups will handle dzerences and tensions in the same 

way. Even though competition, power, and control issues are probably inevitable within 

groups, they do not always lead to overt struggles that disrupt the group. It is also not the 

case that peopie's rnistnist of others in new situations automatically leads to behaviours 

which harm others or which arrest the groupfs process. What 1 have presented above is the 

portrayal that comrnon occurences such as tension, competition, and rnistrust may lead 

6 It is important to note tiiat sometimes participants join a group with tiie intention to participate 
and collaborate, but when disappointment or Iiurt arises, these people adopt a strong position in order to 
protect their location or identity. This strong position may be confused wiih competition. If it is, the 
educator/consultant might have missed these participants' locatedness and positive intention. 



members of the group to respond to conflict with familiar behaviours. These behaviours 

are often the cause of an interruption within the group. When working with groups, it is 

possible to distinguish between conflict which happens as a predictable part of the process 

when people joui in group work and contlict which leads to inappropriate and 

non-fiinctional behaviours. 

This particular exploration of conaict has opened up several avenues for me. When 

1 think about conflict in groups, 1 now think about how it relates to tension and anxiety, to 

cornpetition for a position in the group, to trust and mistrust, to the use of familiar 

behaviours, to the search for safety, and to where the focus of energy is. It has become 

clearer to me which issues lead to ~onfiict and the reasons why people choose certain 

ways of handling conflict. 1 believe that it is an awareness of this Logic and purpose that 

has enabled me to becorne more cornfortable with the idea that conflict is OK, and that it 

c m  tell me something usefiil about the participants, the group, and my role. The area of 

greatest opportunity that 1 have identified as a result of this exploration is in the 

identification of habitua1 behaviours which people choose to handle conflict. As an 

educator and consultant, 1 have learned that being aware of and alert to such behaviours 

prepares me to discover new ways of communicating the presence of tension, cornpetition, 

control, power, and mistrust. Some of these opportunities 1 will be explorhg in the next 

chapter. 

The exploration into the development of group imagoes and into conflict has 

shown how individuals can afEect the process of a group. Locatedness affects the way 

people create images of themselves, others, and groups. It also affects the behaviour that 

people have towards each other and towards themselves in the face of control, power, and 

conflict. 

1 have researched and constructed these discussions on group development and 

conflict to demonstrate the normaiity and cornrnonality of how people define and position 



themselves and of  the occurences o f  conflict within groups. Understanding the nonnality 

o f  these two parts o f  group process may help educators and consultants to £ind different 

methods to apply to practice. The next chapter wiiI iden@ some possible nethods of 

applying the issues identifïed in Chapters Two and Three. 



CHAPTER FOUR 

FROM THEORY TO PRACTLCE 

[Lhte to fmiIiar]putterns in the cIassroom . . . [educafors] are lured into 

believing that they . . . should 6e copying the behavravrour they saw their own 

teachers adopt. This ~ n q y  happen regardZess of our m e n t  view of the 

efectiveness of our teachers. It is rather ZÏke when we swore we wozrld never act 

as our parents did. and then find ourselves treating mr own chÏZdren in just the 

same way. The iikelihood of us f a h g  into this n-ap is increased when our 

participunts make it so cZem thaf they expect to be told whut to do. 

Way, 1996, p. 95) 

The purpose for my studies in adult education, for my training in psychotherapy, 

and for writing this thesis has always revolved around my desire to enrich my practice as 

an educator and consultant. When 1 began teaching French, 1 wanted to find enjoyable and 

different ways of teaching so that the learning environment in which 1 was working would 

be less hierarchical and controlled than what 1 had experienced as a student. Since that 

tirne, 1 found adopting different ways of teaching a d i c u l t  task due to the expectations I 

felt fiom the people who hired me and fiom the participants. 1 also began to notice how 

my own identity, experiences, and history were contributing to doing t h g s  in a dserent 

manner. My own project to find dBerent ways of being and acting in the workplace was 

de£ined and Iimited by rny Iocatedness. 

1 still desire to find new ways of behaving when working with groups. At this tirne, 

instead of reacting against and trying to do the opposite of what 1 had experienced, 1 want 

to learn a new language, new tools, and new outlooks on educating and learning. 

Understanding notions such as locatedness, basic healthiness, group imagoes, and the 

normality of codict has contributed to the progress toward achieving this new goal. One 



next step for me is learning how to appiy these newly discovered ideas and theones in 

order to begh a transition in my practice, 1 do not want to view these methods as 

solutions to problems, but rather as a continuing discussion on leamhg a new language 

that will enable me to begin to think and act differently. 

As suggested in the opening quote, often the ways in which educators and 

consultants practice is related to the way they themselves have been taught. It is usefùl for 

me to see these old behaviours as an old language. Since the language of my practice has 

been problematic for me in the past, 1 am leaming new words so that 1 c m  begïn to speak 

a new language. A sirnilar and less complicated version of choosing a different language is 

demonstrated in the following story. 

nere  was a time when zrn?g the word "Shozddrr remlted in my feeling crirical 
about the choices I made. This word open led 10 jzfdgemental ihoughts in even the mosf 
trivial actions- For exmple, 1 w u  driving along the shore one day ami thought to myself 
'>ou shozdd have taken the other roa8'. I begm feeling uncornfortable about the choice I 
had made for my bisurely drive. At that point 1 chose to h i t  my use of this word and 
instead to replace it with the word "couid". 23is ended up being one of the rnostcfi-eeing 
choices I had ever made. 1 then decided fhcrt I cotrld have taken the other road, but since 
I hadn't, i was going tu enjoy the road 1 was on. 

In this section on practice, 1 want to discuss a variety of tools that can make the 

adoption of a new language possible. I want to show that when faced with conflict in 

groups, there are rnethods that can lead to new ways of thinking about, acting, and 

responding to conflict. The effects of a change of language can be numerous. This new 

language will hopefully provide educators and consultants with principles by which to 

understand con£lict and the people involved in conflict. For their participants, it may mean 

that the educator and consultant can use a new understanding of conflict to clariS. with 

participants dserent ways of viewing codict.  The educator or consultant might use the 

opportunities created by the conflict to discuss and/or mode1 new information regarding 

conflict, power, group dynarnics, locatedness, and basic healthiness. 



As a way of informing one's practice 1 will combine some of the conclusions made 

about locatedness, basic healthiness, positive intention, group imagoes, and conflict- 

AppIying Locatedness and Basic Healthiness 

Locatedness is clearly important because it names the many factors wtiich play a 

role in developing an identity and in positioning people in relation to others. We also corne 

to understand that one person's position is defined not only by that individual, but also by 

other people, and by institutions. Through the notion of locatedness, we discover the 

underlying role of power in defining people's identities and positions in society and how 

some people benefit fiom a power structure while others are lirnited by it. Locatedness not 

only dlows us to ident@ what influences people's positioning, but also gives us an 

opportunity to deepen Our understanding of differences arnong people in groups. 

Basic healthiness refers to the belief that everybody has the same basic essence 

(having needs, wants, and feelings) and capabilities (to feel, to think, and to be kind and 

helpfûl). At this level of essence and capabilhies, individuals are considered as equals. The 

power structures found in the historical, social, political, and economic realms of people's 

lives are not denied in the theory of basic healthiness. Rather, those power structures 

which have influenced people's positioning and identity are discussed in t ems  of how they 

have &ected the development of capabilities. 

The distinction which is implied through the notion of basic healthiness is the 

separation of essence and capabilities f?om behaviours and accomplishments- We are 

asked to take the essence and capabilities of each human being as a given. According to 

this theory, these capabilities and essence do not Vary from individual to individuai. This 

attitude about people is then a good place to start the exmination of the locatedness of 

each individual. 

What makes people particularly different is due to how power, privilege, language, 

knowledge, history, culture, economics, bodies, desires, needs, psyches, and social factors 

have affected our identity and our location. This long iist of influences on identity and 



positioning helps clarifjr how, withui a particular hierarchy, power has prideged some 

people while subordinating others. In a learning environment some people are given 

power, some take power, sorne have power taken away, and some gïve power away. For 

example, the locatedness of individuals in classrooms will affect who speaks, who is 

spoken to, who is encouraged, whose language is spoken, and who WU succeed. Power 

seems to be a necessary condition of ali of these results. 

The theory of basic healthiness may be used to keep the issues of power (which 

define locatedness and contribute to what people accompiish and how they behave) fiom 

contaminating our beliefs about the essence and capabilities of each individual. This seems 

to be a worthwhile request given how power plays such an important role in working with 

groups. Ifpower is always a present condition of groups, defining the limits to which we 

will let it affect identity and positioning within Our groups gives us a way of working with 

people which is guided by the boundaries of our beliefs. 

Let us  explore how the theories of locatedness and basic healthiness might become 

usefÙ1 and visible when working with groups. 1 have included the fol1owt:ng exampie in 

order to illustrate how locatedness and basic healthiness may inforrn an educator or 

consultant's practice. 

In this exmple of working with a traininggroup, my role as a facilitator and 
educator was to engage the Zearner in job and "life " skiZZs activities. m a t  1 knew about 
the women who ivere takiizg this training course was that they were aZl unemployed When 
Ifirst met the group, 1 discovered that all of the women were from similar backgrounds 
mrd that i'here was a wide dzfference in uge within the group. The range feiZ between 
emiy Menties to late fipies- 

This group of women worked and learned well toge fher. AZZ of the activities that 1 
proposed to the group were welcomed nere seerned to be a fair amount of trust amongst 
the rnembers of the group which was reflected in their willingness to participate in 
activities which involved taking risks und beïng vulnerable. Some mem bers spoke more 
open than others. Some rnembers on& qoke when it was their tzrrn. 

mile spending three hozrrs a weekwith the group rnembers over an extended 
period, I l emed a litfle abozrt their economic and social conditions based on 
information that they voizmteered Based on how each individuai acted with me and with 
other members of the grozip, 1 came to understand in a Zimited way ivhich behaviours the 



members tended to use w h  fhey were within a g r q  situation. My interaction wiih each 
rnemher guided my fhoughts ab& i~tjluences which had g e c f e d  fheir locatedhess. 

A woman fiom this group, Tammy (pseudonyrn), was quiet, reserved, and ody 

participated when it was her turn. 1 understand that 1 made assumptions about her 

locatedness as weli as others' locatedness. It could be that Tarnrny had not experienced 

negative conditions in her Iife. But, based on my own experiences 1 guessed that the level 

at which she participated in the group had been infiuenced by some type of subordination. 

1 interpreted her posture, her soft and tirnid voice, her use of conditional language, and 

other social factors in order to create a picture of her locatedness which was directly 

related to my own experiences with those behaviours, language, and social factors. 

Through writing this thesis 1 have identified many of the influences on locatedness 

and have understood that positioning and identity of a person may change. My 

understanding about locatedness is richer and 1 have corne to realize that my picture of any 

one personts locatedness wiil Iikely be incomplete. Even though 1 may only begin to 

understand the uniqueness of individuals such as Tammy, my learning about locatedness 

will alert me to the many ways that power can affect people's Lives. In the example above, 

my awareness of the issues surrounding locatedness helped me to understand the possible 

ways that power and privilege may have afEected Tamrnyts expenence in a leaming 

environment- 

In this thesis, we have seen that power and privilege are the central aspects of 

identifjmg the Iocatedness of individuals. As an educator and consultant who wants to 

understand how power affects people in l e h g  environrnents, it then becomes very 

usefûl for me to understand my expenences, my history, and my definition of power. If1 

know how 1 think, feel, and act in regards to power and authority, then 1 can begin to 

understand how 1 am rnodelling power within learning groups. 



My definition and understanding of power will probably influence my interactions 

with people in groups. A way to begin the process of understanding my- definition and 

experience of power is to ask myselfquestions keeping in mind the different aspects which 

iduence the locatedness of individuals. Below are sample questions which could be used 

in dissecting our own stance on power. These are based on similar quesrtions used in Julie 

Hay's dissection of imagoes (Hay, 1996, p. 193). 

1. In which aspects of my life have 1 experienced subordination ar privilege? 

2. How are those experiences influencing my attitudes and Sehaviours as an 

educator and consultant? 

3. Do 1 construct a hierarchy that includes myselfand the participants? 

4. Where do 1 position myself in relation to the participants? 

5. Do 1 position the participants diierently? 

6 .  Do 1 position people dEerently based on gender, race, culture, occupation, 

class, or any other discriminating factor? 

7. Do I believe that some people have different leaming, thinking, or feeling 

capabilities than other people? 

8. If 1 am positioning people daerently, is there a reason behind it? 

9. Do 1 have evidence of why this type of position is usefùl? 

10.1s it possible to set aside the criteria that separates people? 

As 1 review these questions, 1 wonder about rny interpretation o f  Tarnrny's location 

and how my own locatedness has affected my thoughts about and attitudes towards her. 1 

have identified thar she may have experienced oppression in other group S. 1s it possible 

that, because L have identified her in this location, 1 am creating other lirmits on her 

learning opportunities? 1s it possible that 1 am i g n o ~ g  my own Iocatedness or that of 

other people's? Joan Borsa (1990) states that it is possible to "overemphasiz[e] our 

circumstances and become so self-centered and insular . . . or on the other hand [we] 

becom[e] so preoccupied with what is happening elsewhere . . ." that we ignore Our own 



position (p. 36). She cautions that we focus on either one o r  the other location when we 

are attempting to find ultimate solutions to problems or difEculties. This caution reminds 

us that what we are seeking when we explore Our own issues of power or when we 

ident* other people's Iocatedness is a better understanding o f  how people relate to each 

other in leamhg groups and how we, as educators or consultants, help define learnuig 

environments. Our role is to begin a transition in how we create learning ewkonrnents in 

relation to individuals, power, and knowIedge. It is important to do this with knowledge 

of our own location in mind as weil as with other people's location. 

or- With One's Authontv 

Within learning environments, the role of the educator and consultant undeniably 

cornes with some level of authority over the participants of the group- Bringing an 

awareness of that power and an understanding of how we thuik, feel, and act in relation to 

it will be a central part of Our practice in groups, one that will help us choose how to 

utilize authority in a way that will help us achieve our goals. 

My intention of how to develop an awareness of power will be threefold: to be 

aware of the way it creates lirniting conditions within a specific group; to b ~ g  power 

dynamics to the attention of participants when it would be useful to do so; and to use my 

own power to create some positive learning experiences for the participants. 

Tammy's involvement in this particular leaming environment may be reproducing 

familiar conditions for her. Since 1 don't want to create leaming environments which will 

reproduce subordinating expenences for the participants, then it will be important for me 

to examine if and how 1 am contributing to the reproduction of  the same conditions that 

have Iimited Tammy's learning opportunities in the past. 

With the notion of basic healthiness in mind, 1 recognize that Tarnmy has the 

capability to think, feel and perceive, and be kind and helpful. The theory of locatedness 

helps us understand ways in which her opportunities to participate in groups might have 



been limited because of her experiences with power. The fact that she is quiet within this 

group does not negate her capabilities. 

In order to create positive Iearning experiences for Tammy, 1 can use the power 1 

do have as an educator or consultant to pay respect to her basic healthiness and to her 

location. As an educator and consultant, 1 can also respect Tamrny's basic healthiness by 

making sure that 1 d~ provide opportunities for her. She may choose to utilize these 

opportunities to develop different ways of participating in goups or she may not. 

Providing diffèrent opportunities for people who we think may have been lirnited in thek 

leaniing experiences may be controversial for people who believe sameness of treatment to 

be the best solution. The notion of basic healthiness does not ask us to erase differences, it 

asks us to honour everybody's basic essence and capabilities. bell hooks (1992) suggests a 

way to "(affirm) the voices of the oppressed: teachers need to give the margindized and 

the powerless a preferentid option" (as cited in McLaren, 1995, p. 138). 

With this in rnind, a possible way to provide opportunities for Tammy is in 

observing the ways in which she is cornfortable in participating. If smdl group 

participation better suits her needs, then 1 can make a point of including such an activity as 

a regular part of our sessions. In doing so, 1 do not pass judgenent on her present fevel of 

participation by asking her to do something else. 

There are times when people's behaviours are dEcult to understand. For an 

educator or consultant who is an extrovert, for example, participating in groups might 

corne as second nature. For this person, it might be difficult to understand the benefits or 

reasoning of being quiet or reserved the way Tammy is. Because we understand the 

likelihood that one person's location wiU be very different fiom another person's, it 

becomes important that we, as educators and consultants have a way of putting into 

perspective the behaviours of the participants. 



Positive intention may be used as a tool for reflection that enables educators and 

consultants to begin to understand the behaviours of participants. The theory of positive 

intention states that most behaviours have positive intentions b e b d  them even when the 

outcomes seem negative or non-firnctional. As a tool, this perspective allows us to think 

about the possible needs or wants of the participant that led to the choice of a particular 

behaviour- We want to remember that the choice of actions was directed by the 

participant's desire to achieve something positive. This is the case, even when the 

behaviour had the opposite result. 

In Tamrny's situation, one of the possibilities is that she chose to restrict her 

participation because she wanted to be liked by everyone and did not want to offend 

anyone by sharing her opinions. For some of the other participants, Tarnmy's reservation 

and quiet presence oEered them no signs that she wanted to be part of the group; 

îherefore, they had a difhcult time getting to know her. This would be an example of the 

behaviour creating the opposite outcome to the intention. 

When we think about some of the reasons behind a participant's behaviour, we 

begin to entertain hypotheses about that person's Iocatedness. If Tamrny were trying to be 

Liked by everyone as mentioned above, she might have believed that sharing ideas and 

opinions could offend sorneone and that offending someone could mean that she will be 

rejected. Tarnmy might well have learned these beliefs through involvements in other 

groups. As an educator, exploring positive intention in this way will become a significant 

part of rny effort to create a leaming environment which will not reproduce other limiting 

and subordinating experiences for Tarnmy. 

Sometirnes conflict stails group process and then it becomes important to address 

the codict with the group. Positive intention may be used as a tool to examine and 

confiront behaviours within a group and is a way for an educator and consultant to use 

authority for critical assessment. In this case, an educator or consultant would use the 

exploration of positive intention in ways above and beyond the means of reflection. The 



educator c m  use this tool as a way of questioning a particular individual (in private or in a 

safe manner) or as a way of questioning the whole group, 

When using positive intention as a method of questioning, the respect of other 

people's locatedness and of their basic healthiness sets the parameters within which to 

question the participants. Questions related to behaviours which influence the conflict 

need to be non-critical, non-judgemental, and non-accusatory. Even though an educator or 

consultant will most iikely have opinions, advice, and feelings in relation to the behaviour 

and confiict, it is important that these be put aside or that they be named during the 

process of asking questions about the positive intention of behaviours. 

The reason for putting aside or naming one's own biases is so that they don't add 

to the codict.  The method of positive intention is meant to help participants question 

their own participation in a given situation- AU participants have the capability to think, 

feel, and be kind or helpfùl. Therefore, ifthey are given the appropriate guidance, tools, 

and secure setting to critically examine the possible reasoning behind actions, most 

participants will corne up with ideas and opinions about the nature of behaviours. 

If Tammy's behaviour and participation were to be a trigger for codict  in the 

whole group7 and it becarne necessary to address her behaviour, 1 would probably talk to 

her in private. My questions and comments rnight go sornething like this: 

1 woirld like to urzderstand your participatiotz in the group. Wozddyozr tell me how 
you understmd things to be going? 1 wozrld like to achieve this task and these pidelines 
by the end of the morzth: do yozr think il is possible? Whnf do y021 think are the dzflculties 
in achieving thir? Wozdd yozr help me zrndersfand how we me getling to the 
accomplishment of the task? Are things going in the direction that yozr want or need rhem 
fo go? Ifso, how; if not, wozrld you tell me what yozr need as a participant in the group? 
Do yozr see ways in which you c m  achieve yoztr goals tvzthin the group? Do you see the 
group achieving its goal withoz(&jeopardinngy~ own goals? 

7 1 would Like to take the esarnple of Tarnrny one step W i e r  in the eqloration of  positive 
intention, thougli 1 rdize that the foiiowîng situation is unlikely given wliat we know so far about 
Tammy. 



Following this type of  interchange, 1 would also ask s idar  questions of the group. 

Relating individual behaviours to the group behaviour is important because it foilows the 

belief that relationships don't happen in a void. Ofien, when a conflictual power dynamics 

has arisen, it is most likely that it is part of z social manifestation of power rather than 

something caused by an individual. 

To conclude this chapter, 1 would like to give an example of a way in which 1 was 

able to create a rich learning activity during a training group. In this example, I have been 

able to combine my understanding of and my beliefs about Iocatedness and basic 

healthiness. 1 have also used my authority as an educator and consultant in order to 

encourage the interrogation and critique of a text, and 1 have modelled how to look for 

positive intention in things which are sometimes difEcult to understand and relate to. 

I h d  been hired to heCp u grorrp of students make a îransitiotr into the wor@lace. 
One of the texts that 1 was given to uccomplish my task was a booklet on the 'hm" 
conditions of the wor@lace. This booklet had very rÏgÏd ideas about how people should 
be at work. 

The participants reacted strongly ugainst thÏs booklet. They a h  reacted against 
me for Nztrodztcing the rnutennl. Itz reponse to these reactiom-, 1 begun to question myself 
and my abililies. The tension mrd anxiety that I felt at the time was similar to how 1 feit in 
other experiences with cotzJIzct. Myfirst thought %vas to forget about this booklet, yet 1 
knew that my boss had positive intentions for handing ouf this publication. 

So, 1 sent the booklet home ivifh the participants telling &hem that they were going 
to have on& one assignrnentfi.om it. i also gave them a list of questions that 1 wanted 
them to mswer so they wodd be rendy to dismss the booklet at the next session. Here are 
those qzrestions: 

1. What is the Frst thozrght and feeling you have while reading each chapter title? 
2. m a t  do you wanf to say to the azrthor of the bookler? 
3. 17rese titles rnighf have been choserr with a goodpznpose in mind Can you 

corne up with w h a ~  that rnight be? 
4 How cmld they have litled the chupters difJerently and still followed their s m e  

pu7pose ? 



At the next session, the parf~èipants were energetic about discussing the 
assignment and the publication- 1 was happy to have f i n d  a way of ernpowering myself 
and the participants in working with materia1 that had the potential of tnggemg conflct. 

1 have presented this example because of the success 1 had with the activity. 1 Mt 

great accomptishment due to the fact that I had used my ideas, attitudes, and location as 

an educator, including that of feeling uncornfortable with conflict. 1 had also incorporated 

the participants' locations and their resistance to the materiai. In addition, 1 was able to 

work within the parameters which were set by my employers. Even though 1 felt much 

tension about introducing an activity without knowing what the outcome might be or how 

the participants might respond, I had a sense of balance between my uncertainty and m y  

wish to follow a method of working which 1 believed in- 

This chapter has explored creating an awareness of our locations in relation to 

power and how they iduence practice; recognizing constructive ways of using power and 

authorïty; and questioning the positive intention behind situations and circumstances that 

are ofien viewed as difficult and challenging. These ways of incorporating theory into 

practice encourage the educator and consultant to recognize the influences which have 

shaped their identity as well as their behaviours. From there, educators and consultants 

can use their knowIedge to define how these influences can be used to shape the kind of 

practice they want. 



CHAPTlERFTVE 

CONCLUSION 

As 1 have mentioned, this thesis arose fiom my work as a teacher, facilitator, 

educator, and consultant. Within these roles, I became aware of my own discornfort and 

Iack of knowledge about working with conflict within groups. An important aspect of my 

tMe in these roles is the relationships between my CO-workers and myseff and also with 

the people who hired me. In the workforce, 1 was surprised at how often interactions with 

people triggered d~cult ies.  I began to wonder what it would look like if people brought 

interpersonal skiils and took with them to work. It was through my training in 

psychotherapy that 1 noticed the willingness of many people to follow the path of personal 

development and persona1 awareness. 1 was fascinated at the possibiiity that people miçht 

also want to engage in development and awareness in relation to working and learning 

relationships. 

This intriguing possibility led me to examine the way 1 dealt with conflict within 

groups. 1 set out to increase my awareness of what conflict meant to me, of how 1 viewed 

my role in a conflict, and of how 1 perceived other people's role in a conflict. 1 chose to 

make rny thesis an important step in developing awareness of and skillful means in 

working with these issues. The organization and intention of my thesis is intended to 

reflect this goal of awareness and skillfùl means. 

An Overview 

The main goal 1 had for the content and process of this thesis was to develop a 

different way of thinking, feeling and acting towards codict by untan#ng what it meant 

to me as an educator and consultant. Because of the social nature of confIict and the social 

implications of my role as educator and consuitant, the process of deciphering my own 

beliefs about and attitudes towards conflict was done on two levels. The fist level 



required examinimg the way individuals, myselfincluded, relate to others and to the world, 

while the second level mandated an examination of people in groups. 

ess m d  Bas~c mal th rnw 

Cbapter Two dealt with the first level, the relationship between individuals and the 

world. In this regard, the concept of locatedness has proven to be an important tool for 

sharpening my understanding of what 1 bring to my role as educator and consultant. It 

suggests how history, social status, culture, bodies, needs, sexual preference, and race play 

roles in shaping my identity as well as the identities of others. Not only does the study of 

locatedness heighten Our awareness, but also the process has shed light on the complicated 

nature of narning specific positions and locations. 

A most signifïcant benefit of exploring locatedness has been a deeper 

understanding of how power and privilege affect al1 aspects of Our interactions with 

others, as wel1 as the nature of knowledge itself. The implication for educators and 

consultants who wish to rnaximize learning opportunities for participants is the need to 

become aware and begin to change the ways in which their practices produce and 

reproduce power structures. 

Learning about how power and privilege affect my identity and the way 1 relate to 

others has made it easier for me to understand that 1 see others through a particular set of 

"glasses" which are coloured by my own locatedness. To take this analogy further, 1 c m  

see the blue of my locatedness now rather than seeing the world as blue without knowing 

that it was my locatedness that made it this colour. When 1 look at others and the world 

with the awareness of the blue tint in my glasses, 1 CaE  begin to understand how what I see 

may look different to others. Other peoplz aimost certainly have glasses of a diffierent hue 

to mine. In order to begin to understand how they see the world, I imagine trying on other 

coloured glasses. Even though 1 realize that the blue will aiways affect what 1 see, 1 now 

know that there are other colours for me to be aware of. 



Being aware of the colour of my own glasses aiso gives me a tool with which to 

speak to others. 1 can discuss what it is Like for me to expenence the world through this 

set of lenses. As weIi, I can listen to others describe what it is like for them to expenence 

the world fkom their point of view. Understanding the blueness with which 1 see the world 

has the added benefit of helping me realize îhat not only my experience and perceptions 

but also my feelings and actions have been influenced by rny particular perceptions. It is 

this enlightened awareness of the roIe of blue in my interactions with others which will 

inform my fùture practice as an educator and consultant. 

The examination of basic healthiness served a pardel function to Iocatedness in 

that it provides a way of developing a respectful perspective towards others. Locatedness 

described a way to respect differences arnongst people, whereas basic healthiness provides 

us with a theory that respects what we share in cornmon. Basic healthiness is the belief 

that as human beings we are ail bom with the same basic essence and capabihties (to thïnk, 

to feel, and to be helpful). Using this theory to inform Our practice does not encourage us 

to eliminate dinerences within groups, but instead encourages us to remain open to the 

value of each individual. 

When we believe in the capability of other people to think, feel, and be helpful, Our 

behaviour towards them is more likely to include rather than exclude them. Thus, Our 

behef in basic healthiness will infiuence how we choose to exercise our authority as 

educators and consultants. It will help us remernber that each person is fundamentally 

capable, while an understanding of locatedness will encourage us to identif ways to 

provide diverse opportunities for each unique member of the group. 

In wnting about con£lict in groups, 1 hoped to fïnd a way to refiame what it means 

to work with groups and what it means to encounter con£iict. The definitions fiom which 1 

had previously been operating had negative implications and limited my understanding and 



behaviour. My goal was to understand groups and conflict in a way which provided 

opportunities for me to develop as an educator and consultant. 

I chose to examine the theory of group imagoes as a way of understanding and 

predicting the development of a group. Based on this theory, individuals form a mental 

picture of themselves, others, the educator, and the group based on their own experiences 

and perceptions. These pictures or imagoes then become the bais of how people think, 

feel, and behave in groups. Thus, group irnagoes affect group process, individual 

involvement, and conflict within groups. 

People develop group imagoes in four stages. During the evolution of these stages, 

each member stries to define their own position within the group as welI as where others 

will be positioned. This is a normal part of the development of the group. As we have seen 

in the section on locatedness, positioning is influenced by many factors, with the issue of 

power being central, perhaps paramount. As educators and consultants, we c m  gain 

valuable information about what might be going on for the participants by becorning aware 

of each individual's locatedness and how it affects the positioning process. 

The group imago theory of group dynarnics provides educators and consultants 

with a way to understand some of the common and predictable interactions and processes 

of groups. We c m  use this theory as a guide to understanding some of our own 

experiences with groups. As an educator and consultant, when 1 began to understand 

some of the factors that lie behind the behaviours and attitudes that occur in groups, 1 

becarne more comfortable with the normalcy of conflict and began to develop a new way 

of relating to it, 

Another way of becorning more comfortable with confikt is to develop a new 

fiame of reference fiom which to work. 1 have accompiished this task by exarnining both 

the meaning I assigned to conflict and my locatedness in relation to it. Then, in order to 

develop a new outlook on conflict, 1 explored how confict arises in groups, identifjhg its 

source in the normal tension and anxiety experienced by people when they join a group. 



When unhelpfùl behaviours occur as a result of conflict, an educator or consultant can 

explore the nature of the tension for the individual(s) in question. Further, knowledge of 

locatedness can sensitize educators and consultants to the kuids of issues that may cause 

tension for people in groups. 

This has had the important outcome of showing me that 1 can expect connict when 

I work with groups and thus I need not see it as a sign of some deficiency. Connict, in 

fact, serves as a way of teaching me about the participants in a group. 

. * eflections For Practitioners 

The theories on locatedness and basic healthiness have identified ways to better 

understand individuals, with a focus on learning how to create the most beneficial learning 

environments for participants in groups- The theory of group imagoes has demonstrated 

that group dynamics often follow predictable patterns, with confiict a predictable outcome 

in many cases. Confiict arises as a result of dzerences and of positioning. 

Educators and consultants who want to transform learning environments will 

benefit fiom becoming clear about how power affects their practice. The concept of 

locatedness provides educators and consultants with a way of dissecting their own stance 

towards conflict, and their own relationships to power. 

When educators or consultants understand the power which is inherent in their 

role, and have clarified their own beliefs about power, they may bring this understanding 

of power to the attention of participants ifit is useful. An understanding of power is 

especially useftl when it guides the use of authority in choosing the content and process 

for a group. 

The notion of positive intention, which is based on the philosophy of basic 

healthiness, gives us a tooi with which to identi@ the possible needs or wants of 

participants who are involved in conflict. The positive intention of a behaviour reflects the 

good a person was hoping to get out of a situation. 



Reflecting on positive intention allows us to keep in &d every individual's basic 

healthiness and helps us lirnit our judgements of people. When adciressing conflict which 

has stopped the growth of a group, we can introduce positive intention as a way to fkd 

non-judgemental questions for us to ask the group. This kind of questionhg helps to 

invoke the basic healthiness of the members of the group, reùiforcing the likelihood of a 

constructive outcorne, 

In addition to the theories in this thesis, 1 have explored severd processes which 

have proven important to working with connict within groups: critical reflection, Iearning 

a new language, development of ski l l f i i l  means, and persona1 reflection. The majority of 

the questions and issues that 1 wanted to address in this thesis have come up in my work 

as an educator and consultant. The use of examples fkom my owmexperience enabled me 

to reflect on specific situations which 1 had found df i cu l t  and to keep the theory focussed 

on practice. Through exploring such concepts as locatedness, basic healthiness, group 

imagoes, and codict ,  1 have found a new language with which to speak about 

conflict. The exploration of these concepts allowed me to engage in a discussion which 

asked me as well as the reader to question, anaiyze, and critique our thoughts, beliefs, 

ideas, opinions, and feelings towards some important concepts of education and 

consulting. 

The above summarizes the different skills, tools, theories, and philosophies which 

are found in this thesis. They have been discussed using ideas, language, and words which 

have been taken fiom two different bodies of literature. For educators and consultants, the 

combination of the two orientations, citical pedagogy and psychotherapy, has expanded 

the repertoire of theories and philosophies from which to deveIop their practice. I t  has 

provided practitioners with different information and possibiiities with which to view their 

role. When faced with conflict in a group, 1 now have many more choices avdable to 

guide my response. 



The process of renecting on practice as explored in this thesis, has also created 

more than specific theories or tools. It has resulted in a new awareness of the world. As an 

educator and consultant, my mind has been opened to the vastness of dserences arnong 

people; to how one person's locations may affect another's; and to the fùndarnental 

similarities that exist among people. 

This newly developed awareness is difEcult to translate into a prescription for 

practice. As an educator and consultant, my old thoughts, attitudes, and behaviours were 

familiar to me even though I wanted to change some of them. I had become familiar, for 

example, with the way 1 reacted when participants resisted some of my ideas and 

acûvities. Even with a new awareness of issues that influence conflict and involvement in 

groups, 1 will undoubtedly experience some similar first thoughts and reactions when 

faced with confiict. What has changed is my intention to shift my energy fiorn wanting to 

quickly minirnize the effects of conflict to wanting to find ways of using conflict 

constructively. This shift will strengthen as 1 use my awareness to make new choices when 

faced with codict. Redefining my relationship to confiict produces uncertainty, but the 

space created by this uncertainty is one that I welcome. 1 imagine that within this space 1 

will discover my location has been enrïched by my revised intention as an educator. 

When asked exactly how 1 will use the information and awareness 1 have gained 

fiom writing this thesis, my best answer is that 1 will sit with it for a while. 1 wiU continue 

to work with groups and invite my new awareness to inform my identity and my location. 

The reason for letting it rest is based on the belief that my new awareness is going to 

shape my intuition in a way that is outside of conscious control. 

My intuition led me to explore conflict the way 1 did in this thesis. My desire to 

control outcomes within a group had become uncornfortable for me and 1 was starting to 

believe that there were more effective and inclusive ways of looking at conflict. Now, 1 

think 1 need to let my exploration of conflict influence my intuition. This, in turn, will 

d o w  me to use my new knowledge and awareness in creative ways within my practice. 
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