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ABSTRACT

This study follows a pilot study in the researcher’s own authority where a peer
supervision group had been set up to help a group of Head teachers who were reporting
high levels of stress and job dissatisfactibn including issues around: increasing demands
to meet Local Authonty targets; managmg staff} increased administrative roles; dealmg
with pupils and their families who were expenencmg complex socio-economic issues

and increased feelings of isolation leading some of them to consider resigning.’

The current sfudy, which was carried out by invitation in a neighbouring authority set
out to: (1) To see if a process of group super'vis.ion would irhprove the lives of the Head :
teachers in that authority by allaymg some of their fears and providing some practical
ways forward with thelr difficulties and (2) To investigate some of the pOSS1ble complex
intra and mterpersonal issues that may have contributed to any distress that participants

brought to the group, or that occurred within it.

The éoncepts of cohsultation, supervision ahd solution-focussed psychology were
adapted to a group cbntext as a means of génerating practical solutions to problems and

' provxdlng an effective container for the anxieties and uncertainties expenenced bya
group of Head teachers. Following an initial training day where the theorctlcal
principles and group procedures were discussed, 11 participants volunteered to become
part of a peer supervision group. Following a number of group sessions the 11
participants were interviewed using a psychoanalytic narrative ‘Free Association
Interview’ method. Group members were also asked to rate their experiences in the
group sessions. The interviews were recorded digitally, transcribed and arranged into

nine common categories.

The transcripts were then analysed using an interpretive categorical content analysis
method and the psychodynamic concepts of splitting, transference, parataxic distortion,
: projectiVe identification, alienation, Gestalt; the defended subject; anxieties and

defences were applied to the data.

.The main findings from the questionnaire data indicated that in genéral the peer support
group sessions were regarded as: useful, a good use of time, something that paxticipanté
would be prepared to set time aside for; a reasonably high priority and having a positive

knock on effect for colleagues, pupils and parents in their school communities.



The interview data indicated that the group was seen to help to contai'n‘anxiety-

provoking feelings and provided a positive way forward for the Head teachers. It proved

to be collaborative and reflexive and maximized individual group members’ own

resources to work more effectively. Through the group the Heads vvere able to: explor‘eh

" and learn through. practical, experiential and theoretical elements of their own | '

professional practice and that of their peers; were able to discuss potentially

_controversial or dlsturbmg issues; and enhance their ability to manage their own
schools. More specrﬁcally the reported benefits for individuals of being in the group
were: normalization of issues; 1mproved problem-solvmg skxlls reassurance and
affirmation; the expenenced beneﬁts of altruism; educatlve or formatlve elements, ;

' 1mproved hstemng and problem—solvmg skills and increased trust, openness and 5
communication. In addition the emotional Health of the Head teachers was reported to
have improved and their levels of perceived stress vvere reduced. Whilst it is :
'acknowledged that it is 'not posSible to replrcate the group and have‘any assuran‘ce that.

" the same effects would be experienced by dlfferent 1nd1v1duals it can be seen that for

, the 1nd1v1duals 1nvolved in this group, their . expenences of being in the group may be ‘

generahsed to other mtuatrons and contexts

‘The results’ obtained in this study may be interpreted to implv that the peer supervision
group set out what it hoped to achieve in that it; '

1. Improved the lives of some of the Head teachers concerned by allaying some of

their fears and prov1d1ng some practtcal ways forward with their difficulties.

2. Suggested that complex intra and 1nterpersonal issues may have contnbuted to the

dlstress of the 1nd1v1duals concerned
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CHAPTER 1 - INTRODUCTION
(i) The Pilot Study

As an Educational Psychologistworking for Local Authority I am responsible for

delivering an educational psychology service to around 20 mainstream schools in

addition to a number of specialist provisions such as pupil referral units, special schools

and e_ariy years settings. The mainstream schools are arranged into ‘clusters’ or

- ‘patches’ based around high schools and their respective feeder primary schools. The

‘service that I provide is mainly delivered via a consultative model working at the
systemic level, although I am required to work at the small group and individual level

‘where necessary and appropriate, often within a multi-agency environment.

At that time I had worked on this particular patch for approximately four years and had

‘ established a good rapport with the Head teachers in the different schools. Additionally
-the Heads in the cluster had a healthy working relationship between them selves and

- were familiar with issues in their shared locality. Although they did not go out of their

way to overtly work together they appeared to work co-operatively where appropriate

~ and they seemed to have respect for one another and there did not appear to be any open

mistrust, animosity or hostility between them. However, some Heads were closer to one
another than others were. Similarly, I believed that my own relationship with the Head
teachers was positive and mutually respectful, Desplte the fact that the Head teachers
“were very different from each other in their personalities and styles, over time we had

- established a ‘way of working where common values and ideals had been developed and
I believed there were elements of trust and mutual respect between myself and the
individual Head teachers who I felt that I had ¢ome to know at least in part in the time
that I had worked with them, Similarly I believed that the Head teachers had come to
know me and even on issues where we disagreed, we were able to maintain a positive ‘ |

working relationship.

During routine planning meetings with the head teachers from one of my ‘patches’, I
felt that they had become the forum for ofﬂoading a multitude of problems and
apparently high levels of work-related stress and anxrety The issues mentioned

~ included: mcreasmg demands on Head teachers in meetmg targets managrng staff
1ncreased administrative roles and deahng with pupils and their famlhes who were

expenencing complex socio-economic issues. I sensed that a number of the Head



teachers were feeling very isolated and becorning overwhelmed with these greater
demands, indeed leading some of them to senously consrder resrgmng To quote one

1nd1v1dual

“There are pressures to perform — like gettirig one hundred percent of children to
level 4 — how do you do this when );ou have SEN children? There are also stresses -
around the new OfStéd framework — not really reflecting the true nature of the

- school only looking at the results. I'm now 50 and have been teaching for 30 years.
I've been a Head for 1 2 years and now I've had enough — it's time for change B

| because of pressures Izke Ofsted and test results and all the other things”,

(A Head teacher from my own ¢ patch’ who spoke to me during a routine planning

meeting). - -

Although I could not deﬁnitively state that all the Heads were equally cornpetent, Thad’
no reason to believe that any were incompetent and I asked myself how could things -
have become so bad and stressful for a Head teacher with so much experience? This
Head teacher was not alone; other primary school Head teachers 'articulated similar
feelings and several were considering resigning from the job altogether. As an '
Educational Psychologist I could not offer any obvious solutions to the specific issues

- of the Heads and I became aware of an increasing level of anxiety within myself when

~ listening to them speak about their dlfﬁcultles In what will be referred to as the pilot

_study, I used peer supervisionina group context for the Head teachers to address these

issues. -

As my primary motivation for doing this work came from a desire to alleviate both the
distress of the Head teachers in the pilot study andv my own discomfort experienced asa -
consequence of exposure to this, the rnethodology that was adopted at that time was
somewhat raw and unplanned emerging from an application of i mterventrons of Wthh I

had some prior knowledge and experience. These included consultation, supervrsron |
" and solution-focused psychology. Therefore, the outcomes and 1mp11cat10ns of this

work in addition to its relative success took me completely by surprise.

In a questionnaire following the pilot study participant ratings indicated that the group
sessions had: been a good use of time; had a normalising effect; decreased feelings of

isolation, been empowering and confidence boosting and had increased and developed

10



the self esteem and problem-solving skills of those who took part.- Wider benefits

included the development of greater trust and openness between schoois In particular
the structured nature of the process and the establishment of conﬁdentiality and

| supportive relatronshlps were rated as being very effective. The pilot study Head

teachers indicated that the process was of potential benefit to other staff, the wider |

school and community and may offer support to the teaching profession as a whole. The

pilot study also suggested that Educational Psychologlsts (EPs) are well placed to act as

. applied psychologists working in the community with local authority workers placing

them in a school improvement role rather than the traditlonal special educational needs |

~ role.

Following the success of this'study the Head teachers who had been involved in the |
pilot group sessions contacted the Times Educational Supplement (TES) and an article
* featuring the peer supervision groups was published in September 2006. Follovﬁng the
‘ publication of this article I was contacted by an officer from a neighbouring Local -

~ Authority who requested that I carry out a similar process with Head teachers within
their authority as they were having great difficulty in recruiting and retaining Heads.
Through reﬂectmg on the pilot study process a number of questions emerged from my i

observations and reﬂectlons These were:

1. Why did sorne' Head teachers believe that they had problems when others did not,
- despite haying very similar situations, eXperience and contexts? - -

2. Why did some Head teachers access available sources of support and advice -
without a second thought whereas others shunned them treating them with . ;
suspicion and resentment? ) , / ,

3. Despite most Head teachers appeanng to be equally capable of handhng the variety

" of issues, dilemmas and dlfﬁcultles that arise in schools, and most having had
experience of doing so, why did some appear to lack confidence in their own
competence and become defensive when discussing decisions they had made?

A

In addition to these questions I observed that:

4. The personal stresses experienced by the Head teachers often appeared tobethe
result of real or imagined fears of: being viewed as incompetent by others and by :
themselves; bemg percelved as unjust or unfair, being Judged as uncaring and ‘

ruthless or being seen as weak and lacklng leadership abilities.

By



5. Most of the Head teachers had experienced a range of similar'pr_oblems over time
‘ and rarely were their difficulties uniqne or novel. From my perspective most were

- equally competent in dealing with them appropriately.
6. Iwas struck by a com'monk theme of isolation - all had cornmon fears but each had

 different issues at a particular time.
(ii) The Current Study

When planning to repeat this intervention for a local authority where I was not -
employed; I considered where I would place myself within the research. Whilst working
within my home authority I felt myself to be very much Ia part of the process even
though I dehberately removed myself from the group sess1ons As mentioned
previously, my motrvatron for doing this work 1mt1ally was to allevrate the distress of
1nd1v1duals known to me, reduce my own discomfort at their plight and make my

~ interactions with them more manageable Therefore I was actively seeking a pragmatrc
solution to a problem and my approach to the knowledge generated by the intervention
was to find ‘truths’ and identify ‘facts’ and ‘solutions’. However, in the current study .
where the participants and their situations were unknown tomel felt more removed and
less under pressure to drrectly solve problems and find answers. My focus therefore
shifted from a fact-seekmg/problem-solv1ng position to an mterpretrve/constructromst

. standpoint where information could emerge from the process and 1nterpretatlons and

* constructions of and around this information might form hypotheses and offer deeper
insights into the nature and origins of the i rssues under discussion and how they might be
approached. Therefore in the current study the approach to the knowledge generated is -

" not to present concrete facts and ﬁgures about individuals and their situations and how
these might be changed or ‘helped’, but rather to put forward and explore hypotheses |
- and ideas about possible inter and intranersonal processes, systems and experiences '
which mlght account for some of the difficulties encountered by the partlcrpants and -

which might suggests ways of approachmg them

‘As an Educational Psychologrst I often find myself workmg with people who are ’
expenencmg stress or difficult crrcumstances that are placing high demands on then' |
emotional and mental IESOUrCes. In order to manage these anxretles and uncertarntres 1
looked to Bion’s (1970) concept of containment which suggests that the explanatlons or .
even the presence of professionals can serve as effectrve containers® for the situations

in which individuals find themselves. This metaphor i is obv1ously connected to the

12



theoretical model employed yet it is yery apt a_s I realised that I alone had not the skills,
experience or resources to manage the distress and difficulties experienced by the Head
teachers and ‘I believed that the ability to contain may have been present within the
group itself and that my contribution wasto provide a mechanism that would enable the
individuals involved to pool and exploit their shared skills and experience in order to -

contain each others’ distress and posslbly provide practical solutions to their difficulties.

When speaklng to the Head teachers involved in the pilot study it was clear that

- although therr problems were often of a practlcal nature, they also had emotlonal intra-
and mter-personal elements which could not be dealt with easily by practical means
alone. Through the application of the psychodynamic concepts of splitting, transference,, '
. parataxicvdistortion, proj ective identiﬁcation, alienation, and anr(ieties and defences (@
glossary of terms has been placed’afterthe conclusions chapter and before the
references to assist the reader w1th some less familiar psychoan'alytic and psychological
concepts and theorles), it can be seen how 1t is p0551ble that some of the difficulties
reported by the Head teachers may have arisen through both inter and intra personal
conflicts. These in turn may also have potentlal effects on the estabhshment and
maintenance of power and authorlty in a school, rts ethos and its Head teacher’s | :
N leadership Qualities. The psychoanalytic concept of the container offers a useful model' '
for the planning of an intervention strategy to alleviate some of the difﬁculties ‘
described. The use of consultation, supervision and solution-focused processesina
group context offer theoretical underpmmngs in the design of such an intervention.

| Therefore, the reason for doing thrs work was two-fold

1. To seeifa process of group supervision would improye the lives of the Head il
- teachers concerned by allaying some of therr fears and provrdrng some practxcal '
- ways forward with their difficulties. :
2. To mterpret some of the complex intra and mterpersonal issues that contnbuted to |

the dlstress that partrcrpants brought to the group, or that occurred within it. ‘

In pursuing this second goal I was aware that I must acknowledge the complexrty of the
emotlonal lives and unconscious processes of those I was studying. For this reason I |
chose to adopt a psychoanalytlc approach in the collectlon and analysrs of interview
data from participants using techniques denved from the work of Hollway and J efferson
(2000) L ' ‘

13



In this study the concepts of consultation and supervision are used ina group context to
provide a means to generate helpful practical solutions for problems and an effective |

container for the anxieties and uncertainties experienced by a group of Head teachers. In

Chapter 2 — The Literature Search, the advantages and disadvantages of group yvork are
explored along with an overview of ﬁe psychodynamic theory and how it may be
applied to individuals, groups and institutions. The psychoanalytic concept of the
‘container is put forward as a useful model for the planning of an intervention strategy to
alleviate some of the difficulties described by the Head teachers. The use of |
consultation, supervision and solution-focused processes are also discussed as they offer ,

 theoretical underpinnings in the design of such an intervention. -

In Chapter 3 Methodology, details outl1mng how the peer supervnslon group was
established are descnbed and dlscussed The apparent mismatch between
psychoanalytlc theory and some elements of the methodology —in part1cular my
absence from the peer support group is mtentlonal and is accounted for. There isan
account of the interview process that was conducted w1th pamclpants followmg a
number of group sessions. There are also details of the psychoanalyt1c approach that
was used to collect the interview data including details of the Narrative ‘Free
Association Interview’ method (Hollway and Jefferson, 2000: 152) that 1nﬂuenced th1s
work. Snmlarly the methods used to transcnbed and analyse the interview data usmg an
interpretive approach based around categorical content analysis (Reissman, 1993), that
emphasises the Gestalts (Wertheimer, Koffka and Kohler, 1912-1935) and the
defended subj ects contamed within the mtervrew texts are included. The ethical
consxderatrons that were taken into account in the study are also dlscussed as are the

obJectlvrty, rehablhty and generahsablhty of the data produced

In Chapter 4 - the Findings and Dlscussmn sectlon the matenal resultlng from the
interviews with the part1c1pants in the peer supervrslon group are presented w1thm
categones that are 1dent1ﬁed as follows

i. Difficulties expenenced by the Head teachers o

i Expenences of belng in the group .

i, Individual benefits

iv. Wider benefits =

- v.  Barriers and lirnitations |

14



‘vi. Ongoing success and survival of the group -
vii. Working in pairs | |
viii. Role of the EP

ix. Additional Comments

This sectlon offers an analysis of some of the interview materlal using the
: psychoanalytlc approach outlmed in the methodology sectlon to suggest complex intra
and interpersonal issues that may have contributed to the distress of the individuals

concerned.

Chapter 5 covers tlle linlitations of the study whlch includes a critique of: the
psychodynamxc perspectlve used the rellablllty and vahdlty of the paradigm including
its assumptlons the research strategies; selection of the participants; decisions made in
collecting the data, conducting the interviews, analysing the data and interpreting the
findings; the participatory role of the researcher in the inquiry‘; and the genefalisability
-of the results obtained in the study will also be considered. A brief cnthue of the group

< process considers: its hmltatxons, issues around attendance and group structure. -
Suggestlons for further work i in thls area include; work with different types of groups
methods of evaluatlng the group Fand the use of alternative paradlgms. The role of the

- Educational Psyehologist in facilitating work of this nature is also diScussed along with "
| suggestions for the EP’s role in promoting coutainment withirl individuals and schools
where the EP can work as an Applled Psychologist. The dlscussmn wxll conclude w1th a:

. summary of the main findings and 1mphcat1ons of the study.

Chapter 6 Conclusions — summarizes the main ﬁndings of the studyv by ‘ﬁrst listing: the |
common concerns of Head teachers around current or past situations and suggests that
the differential factor is the manner of dealmg wﬁh these problems and the Head
teachers’ personal attitudes towards and perceptlons of these dxfﬁcultles and their

* willingness or other wise to engage with poss1ble sources of support The conclusions

also show that the group was seen as a contamer ‘for some of the difficult feehngs felt , :

by the participants and provxded a positive way forward. It proved to bea collaboratxve '
exercise that provided an opportumty for the group members to reﬂect on different ‘
aspects of thelr work w1th peers acting m a supervnsmg role, with a v1ew to contmulng :

~ the learning process. The use of psychoanalys1s in this study as a means to explore the

| experiences of the Head teachers and seek out their personal attltudes towards and

- perceptions of thelr difficulties is also dlscussed

15



(iii) The Personal Contribution of the Researcher

Having started my yyorking life as a research scientist for a large pharmaceutical

. company I had little idea of the concepts of psychodynamic theory. In retrospect,
although my outlook at that time was almost exclusively positivist and empirical [ had
first hand experience ’of some of the effects of the conscious and unconscious processes
that psychodynamrc theory suggests take place within and between 1nd1v1duals and in-
large orgamzatlons and of the defensive strategles that occur as a means of managmg
the anxieties that emerge from certain kinds of work. As a teacher in a mainstream
secondary school I saw how the same processes and defences were put in place ina ‘

~ different context and in'particular the effects on myself and my colleagues of being
managed by a Head teacher whose apparently defensive behaviour may have been
interpreted as that described as ‘paranoid- schlzmd’ and which made it very difficult to
function in the system. This particular individual would not tolerate any formof
criticism, no matter how constructive or necessary this was, and 1nd1v1duals w1thm and
outs1de the school would be routinely scape goated to account for deficiencies i 1n the

~ organization and management practlces of the school. Later, as the Head of a

| department in the same school T had first hand expenence of some of the issues around
leadership and projective identification described in th1s study as colleagues who were
struggling to work within such a highly defended system offloaded some of thelr
anxieties on to me. Similarly other roles w1th1n Mental Health serv1ces, the Pnson
Service and Spec'lal Educational Needs Teachmg have acquainted me with 51m11ar. .
strategies and systems adopted by those who work within these services including |

myself.

) As an Educatronal Psychologlst w1th seven years expenence I am aware that my
prev1ous experiences in industry and in teachmg have influenced my appralsal and
judgement of some of the contexts and individuals that I encounter in my current

| ‘professmnal life. Throughout my workmg day I am conscious of expenencmg feelmgs
such as: anger, anxrety, compass1on outrage 1nd1gnat10n frustratxon fear and sorrow as
well as joy, exc1tement contentment fulﬁlment and achrevement as | encounter :
different individuals and situations in my job.1 have come to recogmse that these
feelings are often tnggered by consc1ous and unconsclous memories of prevrous
encounters both in my professronal hfe and my pnvate life. Through my awareness of 0,

: psychodynamlc constructs such as transference, counter-transference, projection and

16



splitting I am sometimes able to reflect on my eXperiences and trace the origins of my
reactions to different individuals and situations. Similarly I have used this insight in the .
. current study to reflect on my interpretations and analyses of the participants’ interview
- responses and thereby place myself within the methodology. Whilst the limited amount
of time I spent with the research partrcrpants placed constraints on the extent to wh1ch
transference and counter-transference material could be fostered and examined as part
of the research, it was acknowledged that my encounters with the participants were
different from those that would occur if a different researcher were to conduct the

~ interviews; if different theoretical perspectives were adopted or if the social context
shifted. It is therefore acknowledged that any psychoanalytic ﬁndings inmy

' 1nterpretatrons of the 1nterv1ew transcnpts can only be provisional, constrained by the

conditlons under which they were produced
. (iv) The Psychodynamic Perspective
This study has used a psychodynamic perspective in the gathering of interview data and

its subsequent 1nterpretat10n Throughout the thesis the words ‘psychodynamic’ and

‘ psychoanalvnc are oﬁen used 1nterchangeably, however, the distinctlon between the

' two terms must be made explicit. The theories of Sigmund Freud were psychoanalytrc,
‘whereas the term psychodynamtc refers to both hlS theories and those of his followers.
Psychodynamic counselling or psychotherapy evolved from psychoanalytic theory,

* however it tends to focus on more immediate problems, be more practlcally based and

shorter term than psychoanalytic therapy. Carl Jung, Alfred Adler, Otto Rank and

Melanie Klein are all widely recogmsed for further developing the concept and

application of psychodynamrcs

Psychodynamrc work focuses on unconscious thought processes whlch manifest
themselves in an 1nd1v1dual's behaviour. The approach seeks to increase an individual's
self-awareness and understanding of how the past has influenced present thoughts and
behaviours, by exploring their unconscious patterns. With help from another (a therapist
ina chmcal settlng, the researcher in this study) individuals are encouraged to explore

unresolved issues and conflicts, and to talk about 1mportant people and relatlonships in
their life. ' ‘

It is important to note that any form of psychodynamic work must be carefully set up,

structured and managed as it involves conversations with a listener who should have

sufficient knowledge and understanding of psychodynamic theory to help the '
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consultee make sense of, and try to change, things that are troubiing them. It is
soniething that the consultaﬁt and the consultee both take an active working part in, and
both parties must be aware of the potentially anxiéty-provoking material that may
emerge and the contributidn that both parties bring to the interview encounter.
Therefore the use of psychodynamic techniques must be carefully set up and structured
to manage the interview encounter and the resulting emotions and material that may

- emerge from it and to discouragé the ‘organic growth’ 6f such ideas' in an unstructured

' manner by those who do not have sufficient understanding of the aims and caveats of

the paradigm.
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CHAPTER2 - LITERATURE SEARCH

Introduction

When [ initially encountered the difﬁc}.llties‘ of the Head teachers in the pilot study my

- immediate priority was to alleviate laoth their distress and my own discomfort as a
consequence of exposure to this. I felt that I should step back from a situation that I
could not immediately resolve or ‘contain’ for my own emotional and professional
survival. In taking a step back I was able to consider the issues reported, a possible
intervention process, the responses of the individuals involved and the reasons for doing
this type of work: ' '

_ Therefore, it was necessary to find a process that would improve the lives of the Head
teachers concerned by allaying some of their fears and providing some practical ways
forward with their difficulties. In addition I hoped to elucidate some of the complex
intra and interpersonal issues that contributed to the distress of the individuals ‘ |

concerned. For this reason I chose to adopt a'psychoanalytic approach.'

The Literature Search sets out to explore some of the challenges expenenced by the
Head teachers in the study using descriptions of specific areas of concern reported by
the Head teachers, in the pilot study. These are followed by a consideration of issues
such as the estabhshment and maintenance of power and authority and their influence _
ona school’s ethos and the Head teacher’s leadership qualities. Throughout this study I
. have included quotations from the pilot study Head teachers to illustrate points that are
being made and to strengthen my arguments for inaking certain decisions or taking

certain points of action.

Psychodynamic theory is used to consider some of the above by first providing a

general rationale for the use of this paradigm followed by a description of Object-
Relations Theory and the psychodynamic concepts of: splitting, transference, parataxic :
distortion, projective identiﬁcation, alienation, and anxieties and defences and how
these concepts are considered at the level of the individual the institution and wider B
society. (A glossary of terms has been placed before the introduction to assist the reader
- with some less famlliar psychoanalytic and psychological concepts and theones) There
then follows a description of the psychoanalytic concept of the container and processes

~ which might facilitate the containing function of a peer support group for Head teachers
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~ including the use of consultation, supervision and solution-focused approaches.

There is a dependence on a number of key individuals such as: Klein, Obholzer, Zagier
-Roberts, Stokes, Halton, Bion and Billington whose work proved to be inspirational for
this study in that they clearly descnbe, deconstruct and conceptualise spec1ﬁc situations
. " and contexts that were most relevant and appllcable to the scenerios and issues that

arose during this and the pilot study.
The Literature Search is set out in five sections as follows:

1. The Challenges Faced by Head teachers — this section explores the possible
sources of the stress described by the Head teachers in the study; issues around

authority and power and the importance of the school ethos in managing stress. .

2. The Psychodynamic Approach — this section offers a rationale for using -
Psychodynamic theory in the study and it infroduces a number'of psychodynamic
concepts such as: Object-Relations Theory, Splitting, Transference, Parataxic
distortion, Projective identification, Alienation, Projective ldentlﬁcauon Anxxetles

and Defences and the paranmd-schlzmd and depresswe defence posmons

3. Psychodynamics in the Workplace — this third section explores how some of the
~ concepts and mechanisms described in the previous section manifest themselves in

the workplace and

4. Containment — the fourth section of the Literature Search introduces the

péychodynamic concept of containment and looks at a number of processes and

" mechanisms that can help to promcte the containing ability of an organization.
These include: Consultation, Supervision and Solution Focused Approaches. The
containment section be gins with ideas around the ‘traditionai’ EP territcry of

- consultancy and the reelisation ihaf when working with people whose emotions are

in a heightened state there is a need to do more than heip them solve practical
problems as their anxieties and uncertainties must also be managed. Although itis f

- acknowledged that an EP would not usually adopt a psychoanalytlc approach in day
to day working, Bion’s (1970) concept of containment suggests that the '
explanations or even the presence of professionals can serve as effective containers
fo; the situations in which individuals find themselves. However, realising that I
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alone had not the skills, experience or resources to mémage the distress and -

- difficulties experienced by the Head teachers, the concept of group supervision is ‘
put forward to provide a mechanism that would enable the individuals involved to
pool and exploit their shared skills and experience in order to contain each others’

distress and possibly provide practical solutions to their difficulties.

S. Group Work- the final section of the Literature Search explores the advantages and
disadvantages of groups, and, as this study_is predominantly influenced by a
psychodynamic perspective there is a focus on the psychodynamics of groups such
as object relations and containment and in particular the contribution made by Bion

- (1961) and how his theories have influenced the methodology including the overt
~ and covert aims of groups and Basw Assumption Theory Speclﬁcally the apparent
mlsmatch between psychoanalytic theory and some elements of the methodology -
in partlcular my absence from the peer support groups is accounted for by the ideas
of Bion (1961), which enabled me to avoid dependency issues bu11t around group
leaders. This section also contains a brief overview of different types of support

groups for professmnals
1. The Challenges Faced by Head teachers
i) Sources of Stress -

The Head teachers in the pilot study stated that. their difficulties included: meeting
targets; managing staff; increased administrative roles and dealing with pupils and their
families who were expenencmg complex soc1o-economlc issues in addition to feelmgs '
of isolation and becommg overwhelmed by a multltude of responsrblhtles and

challenges

" A lack of pastoral care for workers is a major contributory factor in stress and the ethos
of an organisétion can contn'bute to the well-being of its staff (Lodge et al.1992).
Golernan (1998) suggests six primary ways in which organisations demoralise and

- demotivate employees including: work overload; lack of autonomy; poor rewards; loss
of belonging; unfairness; and value conflicts. These factors were articulated by the Head
teachers in many of the schools that I visited in the pilot study. Howeyer as difficulties
experienced by some were being effectlvely managed by others I began to consider

other factors that mlght account for the distress and dlfﬁcultxes being experlenced It
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became apparerrt that some of the distress may have been a consequence of intra and

interpersonal relationships.
Stringer, Stow, Hibbert, Powell and Loue (1992:90) argue that:

‘Teachers’ own feelings are considerably_inﬂuenced and drawn into the range of
human problems they encounter in children, and in the complex ‘boiler house’ of .
relationships they find themselves working in it Ais rnsuﬁicieht to search for
solutions in child or organizational terms — at the expense of failing fo

acknowledge the needs of teachers".

Wood and Collins (1985), describe the overwhelming respousibility teachers often feel
for problems they can do little to change. Paradoxically, confronting such feelings can
have an empowenng effect asa step on the way to effective and satisfying
interventions, Teachers regularly comment that they value the support from teacher
colleagues as well as other professmnals such as Educatronal Psychologlsts Support
from these sources includes reduction in feelings of 1solatron through the recogmtron
that others may share similar problems; the opportumty to draw on expertlse of others; -
time to reflect on a problem, and in garmng new perspectxves they can begm to plan
alternative approaches. An assumption may be made that the feelmgs of teachers may

be extrapolated to the feelmgs of Head teachers also. -
ii) Authority and Power

~ Many writers have offered perspectives on power'and authority including: Marx; Dahl,

- (1957); Bachrach and Baratz (‘1962); Pitkin, (1972), Lukes (1974 and 2005); Weber

(1978); Connolly, (1983) Hobbes, (1985) Foucault, (1977, 1978, 1980 and 1983),

Wartenberg, (1990), Habermas (1994) and Morriss (2002) However, a psychodynamxc

. perspective of power and authority wrll be put forward here as 1t is on this framework
that the study is focused. ’

, Where ‘authority" refers to the right to make an ultimate decision, often binding on
others, it could be sa1d that in order to be an effective leader, a Head teacher requxres a
great degree of authonty to monitor the functioning of the school agamst the bench-
mark of its primary task which is to educate chlldren Where ‘power’ may be seen to as

~ the ability to act upon others or upon an orgamsatlonal structure Head teachers must
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also have sufficient power to initiate and implement changes as required by changes in
| social, political or instituti'onal circumstances. A system of accountability and a |
‘mechanism for the delegation of authority i is also required in order to delegate aspects of
the primary task to individual members of staff or departments/teams within the
structure of the school, and to call them to account for the nature of their functioning in -
. relation to the overall task (Obholzer,l§94).

Where ‘authority’ can be seen to be derived both from a system of delegation and one’s
role in that system, and is exercised on its behalf power’ may also be seen as an
attribute of a person in addition to their role, and it can arise from both internal and
external sources. Authority Wit_hout power leads to a weakened, demoralised
management and 'power without authority leads to an authoritarian regime. A well-run,

on-task organisation requires a balance of these two factors (Obholzer, 1994).

~In addition to the formal systems that lay down the terms of ofﬁce and structnres for
delegating authority to Head teachers in schools, there are also consciousand
tmconscious internal components which may affect the delegation of this authority. The
concept of management may be accepted by staff who despite sanctioning the authority -
of the role of Head teacher, may not accept a specific individual in this role. The
withholding of authority from below by a lack of sanctioning, means that full authority .
cannot be obtarned and there is an increased risk of undermining and sabotage
(Obholzer, 1994). Conversely, a Head teacher may mis-use their power and authortty to

undermine or pressurrse thcrr staff.

In an authoritative regime the persons managing authority are in touch with the origins,
sanctioning and limitations of their authority. By contrast in an authoritarian regime, -
those in charge are cut off from the roots of their authority and the processes of
sanction, and are driven by an omnipotent inner world process .where they attempt to_v

 deal with this unrecognised shortcoming by increased use of power (Obholier, 1994).

Externally power comes from what an individual controls such as: money, priyileges,

. jobvreferences, promotion; his or her social and political connections and from the
sanctions one can impose on others. Internally power comes from an individual’s

* knowledge and experience, strength 'of personality and state of mind regarding their
role. Perceived power or powerlessness counts more than the actual and both depend on

' the inner world connectedness of the individual; how powerful they feel influences how
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they present themselves to others. (Obholzer, 1994).

Whilst not discounting relational and social interactionist standpoints, a sense of
powerlessness may sometimes be considered as a state of mind related to problems with
taking up authority. At times there may be an interplay between this state of mind and
an actual lack of external resources that could otherWise be used to bolster power.
However, an individual in a stétc of demoralisation or depression may well have -
| adequate external resources to effect some change, but feels unable to do so on account
" of an undermining state of mind. In this case power is projected, perceived as located as
outside the self, leaving the individual with a sense of powerlessness. By éontrést,
someone who attracts projected power is much more likely to take, and to be allowed to
take, a leadership role. The nature of the projections will affect whether the pérson is
hated and feared, or loved and admired (Grubb Institute, 1991).

Ideally, authority, power, and respon51b111ty should be equally matched in an
organisation such as a school. Responsxblhty for outcomes involves belng accountable

| to someone, either in the orgamsatlon or else in one’s own mind as part of an inner
world value syéterh A sense of responsibility without having adeqixate authority and
power to achieve outcomes often leads to work-related stress and eventually burn-out
(Obholzer,1994). The pilot study Head teachers’ complalnts about there bemg too few
resources, expectations being too hlgh, failure to recognise successes achieved indicated
that their sense of authority and power had been ﬁndermined and only their sense of |

responsibility remained.

. In the same way that individuals must attend to underlying personal marital, or familial
difficulties to avoid disaster, I felt that through a greater awareness of their underlymg

anxieties the Head teachers in the pilot study would be able to manage themselves and
their schools in such a way as to make improved use of both psychological and physical

" resources.
iii) Ethos

Rutter et al. (1979) and Mortimore et ai. (1988) suggested a set of elements that _
comprise the ‘ethos’ of a school including such things as: the extent to which there are
commonly held values, policies and practices and the extent to which staff share a

~ common language and understanding. In a positive environment staff often showa
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| willingness to work beyond closely defined roles and Head teachers are enormously
influential in establishing the particular culture, atmosphere and ethos of their schools,
(Gamman (2003). However, the Head teachers in the pilot study made it clear that they
frequently felt very isolated and believed that other staff in the school were unaware of
the nature of the respohsibilities and accountabilities of the head teacher in a school and
asa consequence, were often unable to offer practical or emotional support.

.zk

2. The Psychodynamic Approach
(i) Distinguishing Between the Terms ‘Psychodynamic’ and ‘Psychoahalytic’

The terms ¢ psychodynamic and ‘psychoanalyt‘ic. are oﬁen confused. The theories of
Slgmund Freud were psychoanalytzc whereas the term psychodynamrc refers to both his
theories and those of his followers Freud’s psychoanalysrs is both a theory and a
therapy and makes the assumptrons that ’
e Our behavrour and feelmgs are powerfully affected by unconscious motives; our
" behaviour and feelmgs as adults (including psychological problems) are rooted -
in our childhood expenences, 7 ‘ -
o All behaviour has a cause (usually unconscrous) even shps of the tongue
| Therefore all behavrour is determined; , .
e Personality is made up of three parts (i.e. tnpartrte) The id, ego and super-ego;
- Behaviour is motivated by two instinctual drlves. Eros (the sex drive & life
instincf) and Thanatos (the aggressive drive & death instinct). Both these dﬁves
come from the “id”; _ , o ﬁ 7
. Parts of the unconscious mind (the id and superego) are in constant conflict with
the conscious part of the mind (the €go0); | |
- o Personality is shaped as the drives are modified by different conﬂrcts at dlﬁ'erent

times in childhood (during psychosexual development).

“ Psychoanalysis is based on the idea that a great deal of an individual's behaviour and ,
thoughts are not within their conscious control. Psychoanalysis attempts to help clients ‘
. develop insight into deep-rooted problems that are often thought to stem from
childhood. Psychoanalysis is based on the pnncrple that our childhood experiences have
created our current behaviour patterns and thinking process. These thoughts and feelings
can become repressed and may manifest themselves as depressron or other negative

symptoms. By talking freely about thoughts entering their mind, the client reveals
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unconscious thoughts and memories that the analyst will seek to interpret and make
| sense of. Deeply buried memories and experiences are often expressed during this time
and the opportunity to share these thoughts and feelings can help elients to work
through these problems. These thoughts can be analysed through free associations (the
client says whatever comes to mind during the session, without censoring their
‘ thoughts), dreams and fantasies, which‘all allow the analyst to clarify the client's -

_unconscious thoughts.

Clients are encouraged to “transfer” feelings they have toward important people in their
life onto the analyst in a process called “transference”. Success of psychoanalysis often
depends on .both analyst and client and how they work together. Psychoanalysis is an
intensive process and usually clients attend four or five sessions a week for several

i years. The regular sessions provide a sett_ing to explore these unconscious patterns, and
. try to make sense of them., Psychoanalysis is mostly used by clients suffering high

levels of distress, and can be arduous for both client and analyst However if

successful the therapy can be life-changing. -

Psychoanalytic therapy is based upon psychoana1y51s but is less intensive, w1th chents
only attending between one and three sessions a week. Psyehoanalytlc therapy is often
beneficial for 1nd1v1duals who want to understand more about themselves. It is -
particularly helpful for those who feel their dlfﬁcultles have affected them for a long
period of tlme and need rehevmg of mental and emotlonal distress. Together, the
therapist and the client try to understand the inner life of the chent through deep
exploratlon Uncovenng an 1nd1v1dual's unconscious needs and thoughts may help them
to understand how past experlences have affected them, and how they can work through

- these to live a more fulfilling life.

Psychodynamie counselling or psychotherapy evolved from psyehoanalytie theory,
however it tends to focus on more immediate problems, be more practically based and
* shorter term than.psychoanalytictherapy. Carl Jung, Alfred Adler, Otto Rank and
Melanie Klein are all widely recognised for further developing the concept and
application of psychodynamics. Psychodynamic therapy focuses on unconscious

) thought processes which manifest thenlselves in a client's behaviour. The approach
seeks to increase a client's ’self-aware}ness and understanding of how the past has

influenced present thoughts and behaviours, by exploring their unconscious patterns.
Clients are encouraged to explore unresolved issues and conflicts, and to talk about

26



important people and relationships in their life. Transference (when clients transfer :
feelings they have toward i 1mportant people in their life onto the therapist) is encouraged
" during sessions. Compared to psychoanalytic therapy, psychodynam1c therapy seeks to

provide a quicker solution for more immediate problems.

~ (ii) Reasons for Adopting a Psychodynamic Approach

The psychodynamic perspective would not be regarded as an obvious choice for an
Educational Psychologist to adopt when working within my own Local Authority .
Educational Psychology Service (EPS) where more systemic and solution-focused

consultative approaches are favoured.

 Psychodynamic frameworks and systemic frameworks are not mutually exclusive as -
both approaches seek to explore meaning behind behaviour. The founding premise of

- systemic thinking (Miller'and' Rice, 1967) is that behaviour acquires meaning only when
- understood in context. The systemic concept of ‘punctuation’ refers to the point at
which a seonence is interrupted in order to give it a certain meaning - what is deemed

to cause what depends upon the way ‘reality’ is punctuated The concepts of the ‘open’

and closed’ systems have resonances w1th the psychodynarmc concepts of defencesand -

anxieties and the schrzord-paranord’ and ‘depressive’ positions. L1kew18e the systemic
idea of ‘homeostasis’ whereby a state of steady equilibrium is maintained and whereby -
feedback can trigger the System’s ‘regulators’ which maintain the status quo and change
‘maybe experienced as a threat to the known, leading to a resistance to change has
 parallels with psychodynamic structures. and concepts. For this reason it is useful to
consider psyohodynamic frameworks and systemic frameworks in relation to each other. -
However, the decision to use a psychodynamio perspective emerged as >I reﬂected' on
" my personal feelmgs of anxiety, uselessness and despalr as I could only hsten to the
. problems of the different Head teachers unable to solve their difficulties as I lacked
their skills, training and experience in the particular role of Head teacher. I was also
“ aware that in some way I was ‘picking up’ their distress and ‘sensed” their feelings of
1solatlon bew11derment unfalmess and in some cases guilt and I felt obliged to
. ‘contain’ this distress and prevent it from overcoming and destroying those in which it
had its origins My initial practical solution was to get the Heads together to probiem- |
solve the practical issues for each other. However reflecting on the intensity of feeling

“amongst the Head teachers and my emotxonal responses to their distress | looked to |
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psychodynamic theory for guidance.

‘Asan Educatlonal Psychologlst Iam frequently invited into situations on account of
some concern or anxiety and I often work with people whose emotions are ina |
' helghtened state. However, attempts to articulate thelr sources of distress and to - -
formulate solutions are often obscured or hindered by the effects of emotion on
| cognitive processes. Such expe_rienées resonate with Freud’s (1900) concept of the
' “unconscious’ where thoughts and feelings exist within individuals which they may not
be aware of. This concept has gradually permeated mainstream psychology and popular .
~ culture. | | | | |

Artists, musicians and writers, however, have long known the corhplexity of human "
experience and have fornred creative alliances with the recipients of their labours, their
'audiences. The models of human complexity and eﬁcperience represented in such art
- forms have often seemed more satisfying, convincing and perhaps more complete than
those produced by psychology. There is a need to develop an imaginative rationale for

understanding,.

~ (Billington, 2002:7).

| The nature and functions of language and assumptions around the relrablhty of word
meaning have also been questioned (Chomsky, 1986; Wlttgenstern, 1953) 7
Distinguishing between the SIgnlﬁer (the concrete life of the word rtseli) and the “
“‘signified’ (Those possible meamngs that live 1n51de and beyond the word), Lacan ;
(1977), suggests ‘that as language develops within a web of feehngs and thinking, all
cannot be captured within the words themselves and therefore commumcatlon via
language is less than exact, (Blllmgton 1995 2000). Similarly Vygotsky, (1986)
argued that ‘word meamng has been lost in the ocean of all other aspects of
consciousness.. contemporary psychology has nothmg to say about the specrﬁc 1deas
‘ regardlng word meaning’ (V ygotsky, 1986 p 5). However, it should be noted that as
Vygotsky died in 1934 his dlscussmns of contemporary psychology refer to the A -
l920’s and 1930°s o

Billig (2006 541) states that whrlst other psychologxcal paradlgms such as the cognmve ‘
_ approach demand that what people say and think are taken senously, they can be ‘Too fa
reasonable, too bland to cope with the strangeness of some human behavzour In

defence of Freudlan theory, in partlcular with regard to the development of such 1deas
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as repression Billig argues:
To learn to speak appropriately, we must acquire the skills and disciplines of
‘polite’ speech. But in teaching a child politeness, we inevitably create the
temptations of forbidden rudeness. These temptations must be routinely driven
. from conscious awareness. Luckily, language, which demands the necessity of
repression, also provides the means: just as we learn hoyv to change the topics of
conversation, so we learn the rhetorical tricks to change the topzcs of our own
‘ mternal silent thoughts. T hus...language is fundamentally both expresslve and
~ repressive. . ‘
Billig (2006:541)

Billington (2000) ‘obusebrves that:

Whilst psychodynamlc approaches have long since known of the mterconnectzvzty
of our emotzonal and cognitive worlds and unconscious processes such as
‘trauma’, fbereavement and ‘attachment’ have been mtegrated into contemporary
 culture via tnainstfeam psychology, there has been a reluctance to admit to their
: psychoanalytic theoretical origins or make'psychological assessments using an
-explicit psychoanalytic methodology exclusively Iacceptable. _ | _
| (Billington, 2000:88).

Some critics of Freudian psychoanalysis-question the methods of data collection or lack
of data whilst others dislike the techniques that psychoanalysts use to assist their
patieﬁts; Free association, according to Griinbaum (1986), is "not a valid method of
accessing the patients' repressed actual memories becaus‘e’ther"e is no way of ensuring

~ that the analyst is capable of 'distinguishing between the patients' actual memories‘and ’
imagined memqries constructed due to the influence of the analyst's leading questions”
; (Gfﬁnbaum (1986:226). The ability of therapists to strongly influence patienté'
memories has been supported in numerous studics. Loftus (1993a, l993b, 1995) has
also shown in many studies that tnerriories are often reconstructed and that the therapist
“aids 1n the construction process through such avenues as dream interpretatiori and
hypnosis. The question of whether dreams are a reliable source of information has also

been refuted by most in the field

Others condemn psychoainélysis as not being scientific because it is impossible to teSt,
lacks predictions, and has no "interpretive rules," it contradicts many of the |
o 29



| fundamerital tenets of science. Popper (1986), insists that psychoanalysis cannot be
considered a science because it is not falsiﬁable.‘ Popper claims that psychoanalysis’ *
"so-called predictions are not predictions of overt behavior but of hidalen psychological
states. This is why they are so untestable" (Popper, 1986:254). Popper (1986) asserts
that psychoanalysis has often maintained that every individual is neurotic to some -
degree due to the fact that everyone has suffered and repressed a trauma at one point or
another in his or her life (1986:255). However, this concept of ubiquitous represSion is
impossible to test because there is no overt behavioral method of doing so (Popper,
1986:254). | L

Slmllarly others such as Colby, (1960), argue that 1f certaln chlldhood expenences such
as abuse or molestatron produce certain outcomes or states of neur051s one should be
able to predict that 1f chlldren experlence abuse for 1nstance they will become
charactenzed by certain personahty traits. In addltron th1s concept would theoretlcally
work in reverse For instance, if 1nd1v1duals are observed in a particular neurotrc state, |
one should be able to predict that they had this or that chrldhood expenence However,v

_ neither of these predrctlons can be made with any accuracy (Colby, 1960:55)."

Additional critics insist that psyChoanalysis is not a science because of the lack of
1nterpret1ve rules or regulatlons Colby (1960) contends that "there are no clear,

zntersubjecttvely shared lines of reasomng between theories and observations” (Colby

1960: 54) For instance, one psychoanalyst w111 observe one phenomenon and mterpret 1t L

one way, whereas another psychoanalyst w111 observe the same phenomenon and

| ~1nterpret it in a completely different way that is contradrctory to the first psychoanalyst'
mterpretatron (Colby, 1960: 54). Colby concludes that if analysts themselves cannot
concur that a certain observatron is an example of a certain theory, then the regulatlons :

that govem psychoanalytlc 1nterpretatlon are undependable ((1960 55)

Eysenck (1986) mamtalns

1 have always taken it for granted that the obwous fatlure of Freudtan therapy o
§ 'szgmf cantly zmprove on spontaneous remission or placebo treatment ts the
: clearest proof we have of the inadequacy of Freudian theory, closely followed by

the success of alternatzve methods of treatment such as behavzor therapy

(Eysenck (1986 236) |

Whilst critics, such as Popper (1986) insist that Freud's theories cannot be falsrﬁed and |

therefore are not scientific, Eysenck claims that because Freud's theories canbe -
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falsified, they are scientific. Griinbaum (1 986) concurs with Eysenck that Freud's theory
is falsifiable and therefore scientific, but he goes one step further and claims that Freud's

theory of psychoanalysis has been proven wrong and is simply bad science.

» Other critics cite the inadequacies in Freud's theory to explain behaviors in our modern
culture as Freud's theory was onlyk applicable in his own era. The lack of investigation -
into female emotional and sexual development is another contention as Freud
concentrated on male development as he was part of a male dominated era. The
demographlc scope of investigation of psychoanalysrs is apparent when measured

against modern standards.

However, Frosh (2006) states that since the development ofa senous attitude towards ‘
qualitative research and since the growth of dlscurswe and narrative approaches,
academlc psychology is now much more respectful of some concerns shared by

' psychoanalysrs These include for example how to collect and interpret meaningful data
about personal experience, how to employ the subjectrv1ty of an investigator in the
service of research, and how to address the limits of people’s capacrty to tell a story
about themselves (Hollway and Jefferson 2005; Wetherell, 2005 Emerson & Frosh,
2004).

For its part, psychoanalysis has become more self-critical with regard to its

evidential basis, more aware of soc‘ial and cultural issues, and much more

sophisticated in its exploration of its own psychological assumptions and

therapeutic processes (eg Fonagy, T, arget Cottrell Phillips & Kurtz 2002;
- Frosh, 2006).

Frosh observes that in his own field of psychosocial studies, the stringent focus on
the ‘psychological’ and ‘social’ self as intergrated rather than opposed entities, raises
- questions about how identities are forged out of identification and encounters with

others.

- These are questions of representation, recogmtton Jantasy, agency and desire 7
that are enrished by engagement with psychoanalyttc thought. ‘
(Frosh, 2006:453).

- Billington (2000) argues that from its origins as a model for articulating human, intra-
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relational experience, psychoanalysis has developed to consider the sigrﬁﬁcance of
human, inter-relations. Although mainstream psychology has adopted unconscious -

processes such as ‘trauma’, ‘bereavement’ and ‘attachment’ there has been a reluctance N
to fully accept their psyéhoanalytic theoretical origins and applications to contemporary
psychological practice (Billington, 2000:88). |

- Parker (1997), states that:

- Weliveina psychoanalyiic culture, and it is as much a pre-condition for
Psychology that it expresses and legitimizes psychoanalytic thought as it expels
and refuses home to psychoanalytic theorists.

A (Parker, 1997:159)

In the debate around the validity of the psychodynamic approach, nein"opsychology
initially appears to offer little more than models of a compartmentalised brain, where
the (individual) mind is isolated from others in an asocial world. However, Solms
(2006) argues that unlike every other bodily organ the bréin cannot be reduced to

mechanisms alone; it cannot be adequately described as just a machine.

In my view, the defining characteristic, the distiriguishing Sfeature of the brain is |
that — unlike the liver, lung or stomach - it possesses subjectivit)z," ie. the capacity . .
to feel what it is like to be a brain. Moreover, it has the capacity to communicate
that feeliong to other mir;ds,‘ the human brain can speak and tell us what it feels

like to be what it is. These capdcities pfovide us with an absolutely unique
perspective on nature. And pérhaps most important of all: the nid has agency.
Unlike anyother machine,'v it is master of its own house, an interantional being in |
the owrld possessed bf that i'neﬁ'ablé cjuality we call ‘free will’, Any science of the
brazn which i zgnores these facts will be ignoring the most essential dlstmguzshmg
features of its object of study '

~

(Solms, 2006:538)

: | Indeed, in his research into the brain mechanisms of dreaming Solms (1995, 1‘997,'
2000), has shown by using psychoana]ytis methods, that some complex '

. neuropsychlatnc phenomena such as anosognos1a and confabulation cannot be
understood in terms of memory deficits alone; in confabulation disinhibited

motivational factors are at work which posmvely distort memory constructlon ina

+
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wishful direction (Fotopoulou etal, 2004 Kaplan-Solms 2000) L1kew15e
anosognosia seems at least in part to involve ‘he repression phenomena that form the |
cornerstone of classical psychoanalytzcal theory’ (Ramachandran, 1994). The role of
psychodynamic factors here too, was initially demonstrated using psychoanalytic |
methods (Kaplan-Solms and Solms, 2000) and later conﬁrmed experirhentally (Turnbull
et al., 2005). Solms and a growmg number of like-minded collegaues has since
established a new inter-disciplinary area called neuro-psychoanalysis, the aim of whlch
is to intorduce the psyche into neuropsychology ~ to demonstrate that the brain cannot’
possibly be understood if the subjective aspects of its nature is neglected or even

ignored (see www.neuro-psa.org).

Damasio (2004) argues that there is indeed a place for both physicél ‘neﬁroscience and
phllosophy,y ‘Where mter-connectzvzty and artistic creativity work alongside |

psychology (Damasm, 2004:7). Damasw s clalms of ‘an abyss between knowledge and
. experience that cannot be brzdged sczentzf cally (Damasm, 2000 307- 8)

Altgn emotion and related reactions of the body s feelings with the mmd .bodily
emotions become the kind of thoughts we call feelmgs .[that] provzde a prtvzleged
“view into mznd and body, [which are] the overtly disparate manifestations of a single

and seemmgly interwoven human organis.

(Billington, 006:11).

"The pSychoanalytic focus on the process of emotional erigagement with work is

supported by the thinking of cognitive-behavioural theorist Safran (1996): -

Emotions provide action disposition information. They provide information about the
readiness of the biological system to act in certain ways. Cognition provides
“information about the environment but emotion provides information about the selfin
irzteractiorz with the environment. For example, ahger provides information regarding |
the readiness of the system to protect itself in an aggressive fashion.... Psychological
problems often arise Jrom a failure to fully process adaptive emotional eJtperience.
Emotion can provide people with the conviction that a certain course of action is
rzght for them and wzth the mottvatzon to pursue that course of actzon

(Safran 1996: 124)

The connections between learning and feeling and the impacts of success and failure are

33



also familiar, Bion (1970), conceptualised processes for both learning and not learning
within webs of sense perception and emotional possibilities which either permit or ’
disallow commumcatlon to occur, either W1th1n ourselves or with the social other (see
also Billington, 2000 2006) o

Some traditional precessesvused in the social scienees can be seen to favour a hierarchy
of knowledge ihcrease the .discrepa'ncies between knowledge and experience (Foucault,
1972). These methods often use unified concepts and biological, physiological and,
increasingly, genetic, causes as explanations for human social behaviour withou_t any
explanatory weight given to psychological, sociological, cultural explanations and use
 generalised statements to make assertations that make no reference to previous
h1stor1ca1 variation and are h1ghly problematlc when even a few levels of spec1ﬁcat10n
are mtroduced Many of these processes have been overcome to some degree by
research methods and practlces which perrmt further detectlon of the void between
expenence and explanatlons of that expenence. Lacan’s (1977) model of dlscourse
 analysis (see also Hollway, 1989) provides a theoretical resource in understanding that
all our accounts will be proBblerr'latie in their claims to truth. This is not the same as
saying that there is no absolute truth. Just that it cannot be easily known (B‘illi'ng'ton, ~
2000). L | | | N /

. Frosh (2006) states that:

In somebways psj)choanalysis is the most ordereaﬂ conservative of disciplines, with
its formal attire, closely monitored boundaries and hierarchical structures of
authority; in other ways it is the'm_oSt seditiaas, the most explosr've, with its claim
that desire occupies a prime space in all our psychic lives. The terisi_on here |
reﬂects another"tension, this time between the scientific, ‘colonising’ aspect of -
Freud and his more expressive openness 10 irrationality' what this'te'ach'es is how
the truth of the human subject always thankfully, seems just to slip away; that as
we speak of i it in order to control it, there is a spark of resistance generated, a
little irony that makes a stain on our nice, pure theories. Much of the creativity of
Freud and psychoanalysis lies in this encounter between order and disorder,
between the wish to control through knowledge and the zmpulse to celebrate the

subversion perpetrated by unconsczous Izﬁz

My own Opinion is that as psychoanalysis has withstood the test of time so We_ll one
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might suggest that at least pérts of the theory have velidity. In addition, the legaey that
Freud left behind is tremendous, and his theories have forthered the field of psychology -
in an infinite number of ways. As it was evident that the nature of some the Head.
teachers’ difficulties was more about hurrian relationships and interactions and the
effects of these on themselves than systemlc or practxcal issues I belleve thata .
psychodynamxc approach to consider therr distress is valid. I therefore adapted object.
relations theory to guide my thoughts around the possible sources of distress and .
possrble solutlons to alleviate these. Object relations theory was applied to the
individual, the institution and society in order to postulate the origins of mechamsms
that would account for the range of dilemmas and difficulties experienced by the Head -
teachers. I hoped that psychoanalytlc theory would supply a framework and
‘ methodology through wh1ch subj ect posrtlons could be explored without necessanly
havmg to make assumptlons about the stab111ty of selthood and that psychoanalytrc ’ |
, 1nterpret1ve strategles mlght be able to throw hght on some of the psychologlcal |
processes, or perhaps the conscious and unconsmous reasons behmd a specrﬁc e
individual’s 1nvestment in any rhetoncal or discursive posmon |

w

(iii) Object-Relations Theory

In object relations theory (Klein, 1946) there is an emphasis on primitive defence
mechanisms such as splitting, projective identification, transference, omnipotent denial,
projection and introjection as these are the fundamental mental resources to protect the

~ endangered self and the threatened objects from the fantasized imminent destruction.

‘Object-relatzons are the subject ) mode of relation to the world - the entire
complex outcomes ofa partzcular organzzatzon of the personaltty, of an
apprehenszon of objects that is to some extent or other phantaszsed and of certam

: speczal types of defence’

“Object relations theory presents us w1th the confoundmg observatton that people :
+ live szmultaneously in an external and an internal world, and that the reIatzonshtp | |
. between the two ranges ﬁom the most ﬂutd mtermmglmg to the most rtgtd ‘
separatzon ’ '

Ganzarain, 1989:10)
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‘Object-relatlons psychoanaly51s argues that our identities emerge from a series of
introjections and projections in a process  whereby we are constantly takmg ‘objects’ in,
- and ‘putting’ outside ourselves. In this way we can lose parts of ourselves (¢ good’ and -

‘bad’ ) as we place them in other people and ‘objects’ through introjection.

I have often expressed the view that object-relattons exist from the begmnmg of
life ...that the relation to the first object implies its mtrOJectlon and projection, and
thus from the beginning object-relattons are moulded by an interaction between
internal and external objects and situations’ o o :
' (Klein [1946], 1988:2)

(iv) Alienation and Projective identg'ﬁcation

Sullivan contends that the personality is almost entirely the product of interaction with -
other s‘igni'ﬁcant human beings.' The need to be closely related to others is as basic as
any other biologieal need and is necessary for survival. In the quest for secnrity the
developing child tends to cultivate and emphasisetraits and aspects of the self that meet
with approval and tends to suppress or deny those that meet with disapprovel
Eventually the individual develops a concept of the self based on these perceived

appraisals of 31gmﬁcant others.

The self may be said to be made up of reflected appraisals. If these were chieﬂy o
‘ derogatory, as in the case of an unwanted child who was never loved, ofa child =
BE who has fallen into the hands of foster parents who have no real interest in him as
a chzld as I say, if the self- dynamism is made up of expertence whzch is chiefly
derogatory, it will facilitate hostile, disparaging appraisals of other people and it
- will entertain disparaging and hostile appraisals of itself V ‘ o ‘ RE
| S |  (Mullahy, 1967:21)

Positive peer relationships and self-esteem are inseparable eoncepts (Grunebaum and . 5
Solomon 1987) The process of constructing self-regard on the bas1s of reflected
appraisals read in the eyes of important others continues, through adolescence and 1nto

“old age as the need for meamngful relatedness is ongomg (Leszcz 1997)

A number of the Head teachers in the pilot study stated that they no longer felt
- connected to their job and ‘that their role had changed out of all recognition from the one



they had taken on initially. Hinshelwood,(1983), explored connections between
‘alienation’ as a psychological process and Kleinian concepts of projective

identification,

Martc described an unmistakeable and very concrete form of projective
‘ zdentlf catton .he called it allenatton Alienation is a psychological process that
inserts man [sic] into particular relattonsths with his social environment.
Projective identification is the primitive forerunner of all social relationships.
- (Hinshelwood, 1983, pp. 221-224)

‘Billington (2000) argues (after Hinshelwood) that:

The concept of ‘alienation’ too suggests processes in which people can lose part of

" themselves, both through their labours and also within the products of their labours

(and szmultaneously become poorer, perhaps economzcally and psychologically). The

~ concept of alienation also suggests processes in which people may have to ‘take in’

unwanted material products of others

(Billington, 2000:92)

‘ Alienation’ and “projective identification’ attempt to describe those processes in which
we form our (social) identity They may also suggest the ways in which people can

begm to question the nature of their own identities. (Billington, 2000: 92). Billington -

argues that in the contemporary economic world ‘opportunities’ and advertising offer a '

constant barrage of somethmg other than ourselves which can challenge and confuse our
~identities. Rather than clinging to ourselves, the process of alienation leads us to look to
| various introjects which permeate our culture. The concept of the ‘normal’ or
‘abnormal’ human being is one such introject that is encouraged by psychology.
Blllmgton (2000) argues that ‘we are all affected by this discursive introject, and we can
© become mesmerised by its ablhty to permeate many cultural discourses, thus affectlng .

the continual flow and exchange of both ‘good’ and ‘bad’ objects

Through our creation of more and more material objects through industrial production,r

we have more and more opportunities to both lose more parts of ourselves and also to

gain more parts of others in the continual processes of projection and introjection. Such

material products are designed to affect our symbolic lives and we are thus forming our

personalities in a process of mass projectiye identification, which Hinshelwood argues
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-is alientation, ‘We can postulate that capitalist society brings out in the individual
personality, the potential for excessive projective identification (alienation). In turn

projective identification spurs on the form of capitalist society (Hinshelwood, (1983).

The connectlon between prOJectlve ldentlﬁcatlon and alienation that Hinshelwood
describes casts doubt upon the origins and nature of individual, psychopathologised
pathologies (Blllmgton, 2000.94). Billington suggests that in a world of efﬁcxency
savings, oroductivity and league tables, humans are hiore and more treated as tools in a
machine-like system. Competition pervades into every area of lifeand this, in turn,
allows no escape from the omnipresence of market forces. Marx (1 844) claimed that
capltahsm turns everythlng into a commodlty and thus people are turned mto objects

- as the1r humamty yields to the 1mpersonal worklngs of the day-to-day routlne
(v) Anxieties and Defeneés

Mahy of the Head teachers in the pilot _study reported that they frequently had feelings
o.f anxiety about their work. Obholze_r, (1994), states that there are three layers of
~ anxiety. These are: pﬁmitive anxieties; anxieties arising out of the nature of the work
and personal anxieties. Primitive anxietiee are universal in mankind and stem from
anything that threatens to isolate us including such thihgs as: redundancy; retirement,
- mlgratxon and institutional change. Anx1et1es arising from the nature of work often leads
to the unconscious organisation of work to avoid the prlmary task and defend members
of the institution against anxiety. Work-generated anxiety often resonates with both
primitive anxiety and with personal anxiety which is the anxiety we feel when
something triggers off elements of past experience, both conscious and unconscious. .
(Obholzer,1994). ’ o

Early in childhood, splitting énd projection are the predominant defences for avoiding
pain and anxiety (Halton, 2004). Klem,(1946) referred to this as the paranozd—schtzozd
posmon (‘paranoid’ referring to badness expenenced as commg from out51de oneself,
and ‘schizoid’ referring to splitting). Thisis a normal stage of development occurring
in early childhood and recurrent throughout life. Through play, normal rnaturatxon or
psychoanalytic treatment, previously separated feellngs such as love and hate hope and
despair, sadness and joy, acceptance and rejection can eventually be brought together
into a more 1ntegrated whole This stage of i integration Klein called the depresszve

posmon, because it requlres the giving up of self-idealisation which engenders feelings
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- of guilt, concern and sadness These feelings glve riseto a desrre to make reparatlon for
injuries caused through prev1ous hatred and aggressmn and may stlmulate work and
creativity. This desire to make reparation is one of the factors which can lead an

individual 1nto becomlng a ‘helpmg professmnal (Halton, 1994)

The shift from the paranoid-schizoid position to the depressive one is unstable. |
Whenever anxieties increase, defensive processes are activated and there is a tendency :
to return to splitting. ThlS oscillation, with pressureto shift away from the depressive
position, means there is repeated lvoss» of the capaCity to face'painﬁil reality, ‘guilt and

* concern (Obholzer, 1994). | l | ' "

Paranmd defences 1nvolve denial and prOJ ect1on of aggressron so that it is expenenced
as commg from outside oneself in the form of persecutors Mamc defences are directed
at denyrng that damage has occurred and involve ommpotent fantasres about magrcal
brepalr Unlike genuine reparatlon wh1ch requlres the ab1l1ty to face that damage has
been done and cannot be undone mamc reparation must be total, so that no anxiety,

| 'gnef or gullt need be expenenced Manic reparatlon tends to be impractical and
 ineffective; when it fails, individuals may use obsessional defences the ntuahstrc
repetition of certaln acts, as a further effort to control and master anxiety, especlally

about the1r aggresswe 1mpulses (Kleln, 1959; Segal 1986)

Ttis only' possible to think coherently and solve problems when depressive anxieties -
and hence ‘reality’ —can be tolerated. The use of the term ‘reality”’ in this context could‘ '»
be con51dered as problematic as it has already been acknowledged that although itis

not possible to say that there is no absolute truth it cannot be easily known (Bllhngton

. 2000). The use of the word ‘reality’ in the context above therefore refers to somethlng

~ which can be known to some degree and knowledge of this may be determmed through

- a shift from the paran01d-sch1201d posmon to the depressrve one.

When paranoid anxieties domlnate, the links betWecn reality and consciousncss,thOught
and memory are attacked and eliminated and there is no effort made to seek out the root
cause of a problem In this state problems cannot even be stated, let alone solved .

- (Bion, 1967) By contrast in the depressive posmon one is able to seek to know and
learn from expenence in order to solve problems and allow realistic and practlcal
reparative activities to be used in preference to the ommpotent fantasres obsessronal

rituals and paran01d blaming of the paranoid position (Zagier Roberts, 1994).

39



Winnicott (1947) stressed that the capacny to tolerate hate (or uncanng), ‘without domg

| anythmg about it’ depends on one’s being completely aware of it. Otherwise, he ’

: warned, one is at risk of falling back on masochism. Alternatively, hate (uncaring) — -’
will be split off and projected, impacting negatively on the capacity to offer good-
enough care. ‘Permission’ from within ourselves and from the environment - to _

~ acknowledge and own the uncaring elements in ourselves and our ‘caring’ institutions is
crucial, both for individual well-being, and for the provrsron of effectlve services

(Zagier Roberts 1994) /

3.  Psychodynamics in the Workplace
(i) Valency

Many of the Head teachers in the pilot study stated that they had been drawn to do the

~ teaching profession because they felt a need to: ‘put something back into society’; |
‘make ‘the opportunities they had available to all children’; ‘help those less fortunate |
escape a life of drudgery through education’; and ‘provide 'socialjustiee for all’, The |

~ reasons why individuals choose the work they do and the elements that provide .
satisfaction are largely unconscious and related to complicated emotional needs as to |

- work in a particular settlng offers opportunities to work through their own unreso]ved

| issues (Mam 1968). Bion (1961) referred to this phenomenon as valency. As described

| above, many people are drawn to the canng or helpmg professions because they have a
‘need to put something right. Thrs arises from guilt or concern, and aims to heal |

~ emotional wounds including one’s own, and those of the damaged figures of one’s ;
 internal world. 4By helping others it can be expressed in a socially acceptable way ‘
While reparatlve wishes are healthy, problems can arise when there is a compulsive ;’ o
quality (Dartlngton 1994)

~ Unlike other professrons in work such as teaching reparative activities are carrled outin
direct relatron to other human beings. The job situation may closely resemble early life .
situations that a staff member may still be processrng unconscrously, and Wthh drew
them to that type of work. As a teacher’s personahty, skills and personal resources are |
felt to be the primary tool for producing benefit for their pupils, professions suchas |
teachmg are regarded as ‘vocations’ requiring spec1a1 qualities. Skills, tralmng and

expenence may be used defensively to keep anxretles about personal adequacy for the
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job at bay, but often the personal attributes of teachers are regarded as the instruments
of change. By offering themselves as such instruments, workers unconsciously hope to
confirm that they have sufficient internal goodness to repairvv damage in others. Whilst
this may conform to both individual and organisational ideals, it may also be the source
of much anxiety (Zagier Roberts, 1994). ' - |
| | | UNIVERSITY
OF SHEFFIELD

(ii) Defences against Anxiety LIBRARY

Teachers like others Working in the helping professions are often inadequately prepared
to deal with the effects of suffering or distress in others and the corresponding anxiety
in themselves (Obholzer, 1994). As colleagues may be experiencing similar emotions
' they cannot contain them for each other and this may lead to further distress which may
be expressed ina range of behaviours such as as illness, absenteeism, lu'gh staff !
turnover, low morale and poor tlmekeepmg (Speck 1994), Staff in schools, 1nclud1ng
those in the pilot study and this study, regularly observe that they are havmg to cope
with puplls who have mcreasmgly more complex and difficult social, emotional and

behavioural issues and describe the negative impacts of this on their own well-being.

In an attempt to defend themselues from the anxieties of others individuals rnay adoi)t a-
 task-centred apnroach For example, religious ministers may use rituals and prayers to
av01d mterpersonal contact just as some doctors utilise medical procedures and
examination processes in a similar way (Speek 1994) Pathologlcal defences can also ‘
| develop where individuals unconsclously erect a ‘shell’ around themselves which serves
1o deflect and anaesthetise emotion. If tlus defence strategy becomes permanent the
individual can no longer be fully responsxve to their emotional env1ronment and they
may present a threat to their charges and colleagues through cruelty or mdlfference
Pathological defences that develop gradually may go unnoticed and terms such as
stoicism may be used to describe the milder effects of pathological defences. However,
in more extreme cases manic denial utilises psychotic processes that attempt to i
obliterate despair by manufacturing excitement. In such manic states of mind people are

‘oblivious to both pain and danger and can therefore present a real danger to society
 itself (Dartington, 1994). :

Possible links between choice of occupation and personal history may' result in staff
with similar internal needs and tendencies matching certain kinds of defences. This may

give rise to collective defences against the anxieties stirred up by their work which can
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seriously impede the task performance. Where there is a ‘good fit’ between the personal
and the institutional defence systems, neither will be challenged; reality-testing does not
take place, and the defensrve process continues (Obholzer, 1994). In this way,
rnstltutlons hke individuals, can develop defences against dlfﬁcult emotions which are
too threatemng or t0o palnful to acknowledge (Halton, 1994) Obholzer and Zagier
Roberts (1994:129) write:

We at times behave as if unconscious processes only occur in the smaller
configurations of mankind, as if understanding of the institutional functioning process

- is not necessary before we embark on change.

Anxrety ansmg from the nature of the work often resonates both w1th the pnmltlve
anxiety and with personal anxxety resulting in work bemg orgamsed to defend members
of an institution from anxrety rather than i in pursult of the pnmary task. Appropnate
defences in response to painful or unbearable situations involve attempts to protect
oneself from stress 1n order that the pnmary task is preserved (Dartlngton 1994). In
contrast, where pathologlcal defences are used reality is denied and unbearable
situations are allowed to continue as if they were perfectly acceptable, when in fact they
need to be challenged in order to preserve both the workers and the work-task. This is
‘done unconsciously, and the defensive function of the structure of the institution usually
- goes unrecognised (Obholzer, 1994). |

Diffrcult emotions may be a response to external threats such as government policy or
social change; they may arise frorn internal conﬂicts between management and
'employees or between groups and departrnents in competition for resources. (Halton,
1994). Excessive workloads are a conscious source of stress, but other anxieties are
unconscious, kept out of awareness not only by personal defences but also by collective
ones. These anxretles are st1rred up by the nature of the work itself, and the defences to
which they glve rise can exacerbate stress rather than alleviate it (Obholzer and Zagier
' Roberts, 1994). Menzies Lyth (1959), first drew attentlon to the mechanisms used by

| organisations to defend individuals agamst the anxiety of work which would otherwise
~ be experrenced as psychologlcally stressful and damaging. It is likely that these
‘solutions’ themselves become probilematic. A body of psychoanalytic literature exists
.. about how institutionshmanage such difficulties and changes (Shearman, (2003).
Menzies (1970), used the concept of splitting, proj ective identification and 'denial to

describe institutional change in a nursing service in a general hospital. Bion (,1 961)
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attempted to make links between psychoanalysis and systemic theories using Melanie -
“Klein’s psychoanalytical theories regarding _the individual and his own regarding groups
and organisational processes and practices, especially those related to “open systems

theory” of organisations (Miller and Rice, 1967).

Whilst pupil behaviour is vundoubtedly(a contributory factor in staff stress, the greater
public accountability and scrutiny of educational practice increases the daily pressures
upon teachers especially as the profession no longer engenders the respect it formerly
held. Teachers can feel persecuted on all sides by children who act out in the classroom,
and by the political climate where league tables and a prescriptive curriculum,
encourage competitiveness and exclusion, whilst at the same time promoting inclusion
of all.

Adults have thelr own tolerance levels, tnggers, expectations and relatlonshrps with
young people Past experlence may give rise to feehngs that inhibit the acceptance of
change in leglslatlon teachmg practice or the way in which children are treated. -
Frustratlons and anger that cannot be placed before the originators of these feellngs can
find their way into the classroom and be expressed there, damaging workmg
relationships with pupils. In this way teachers’ assessment of pupllS classroom
interactions, choice of behavioural mterventlons, preferences for educational theory and
. even their deClSIOI’lS about the teaching and learnmg of all curriculum content areas in

school may be shaped by transference and counter-transference, (Steel, 2001). -

Zagier Roberts, (1994), states that institutional defences may come in the form of »
structures and practices, ways of arranging tasks, rules and procedures which serve
primarily to defend staff from anxiety rather than to promote task performance. These
| generally come in the form of automatic assumptions, rules and procedures which are
_experienced subjectively as innocuous habits, but when chalienged they are defended
and maintained despite the fact that no one is able to‘ articulate the reason for them
These no-go areas of institutional life are usually those in whlch the most anxiety is -
generated (Dartington, 1994) ‘ ’

(iii) Splitting and Denial

Obholzer, (1994), claims that splitting and denial are among the most commonly used

defence mechanisms in institutions. Examples of this may be seen in the interactions
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between a school and parents where parental disturbance is cited as a major source of -
dlfﬁculty whether in commurucatlng with the parents, or when the child is in trouble.
Splitting up competence among the dlsclphnes within the school is another common
occurrence. For example it is often assumed that specific individuals in a school such as
the pastofal leaders will lead specific initiatives concerned with behaviour. A splitting -
process shows staff insisting on regarding issues around behaviour as ‘pastoral issue
only’ areas. The result is that many years of experience of other members of staff in
- how tol deal with a variety of behavioural issues may be lost. Although this split enables
“subject/class teachers to avoid anxiety-phovoking areas in the lives of their pupils and
their families, it is the déy-to-day teachers who may be best able to help these pupils
and their parents. Whilst such a splitting process protecfs some members of staff, it |

intexfferes with the overall work of the institution.

Newcomers to institutions are often moulded to the insﬁtutional way of doing things,
including joining into the particular institutional defences. Uring this process some -

| individuals can lose their capacity to ‘see’ things from an outsider’s perspective, and in

) doing rnay also lose their capacity for critical thought and questioning. The more

‘reality’ is denied, the less effective the syétems become and the greater the

~ consequences for those invelyed in them (Obholzer, 1994).

Splitting and projection are frequently used in the context of ‘insiders” and ‘eutsiders’
or between groups within the institution itself, The differences between these grouns
maybe subject to a range of emotions including: denigration, competition, hatred,
prejudice, paranoia where individual members of these different groups may be
stereotyped.' As there is less scope for projection of this kind when there is frequent -
contact between the groups, contact and meetings may be avoided unconsciously in
order to preserve self-idealisation based on these projections. In this way the institution

may become immersed in a paranoid-schizoid projection system (Halfon, 1994).

Splitting between schoovl staff and outside agencies may typically include complaints
.abont the lack of reports sent back to ihe school and the need for better communication
with these agencies who are ‘doing nothing’. These beliefs may be maintained despite »
the exnerience of the staff that when they'do get reports, they generally 'describe them as
being of little value, addmg mlmmally to what they already know. They may also | |
express indignation when outside agencies involved with the pupils do not seek their

opinion (Obholzer, 1994). In a similar way, feelings of dislike or rejection towards
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pup11s can be better managed by prOJectmg them on to other groups or outside agencies,
who can then be criticised. ‘The projection of such feelmgs of badness outside the self
helps to produce a state of illusory goodness and self—rdeallsatron and s1rnp11ﬁes

-complex issues and often produces a r1g1d culture in which growth is mhlblted’ (Halton,
2004). - ‘

Another manifestation of the \'splitting process may be seen where certain staff members
come to represent different and p0851bly conﬂlctmg, emotional aspects of the
psychological state of the whole school community (Halton, 2004). For example

subJ ect staff may come to represent the academic, achlevement side of school life whilst

: ’ pastoral staff represent the ‘emotional® or d1sc1p11nary side of puplls Attainment versus

: 1nclusron, dlscxplme versus compassron . These projective processes prov1de relief from
the anxretres which can arise from tryrng to contain conﬂrctrng needs and conﬂlctmg
emotions. It is hard to contain compassron and anxrety s1multaneously, orto expenence

, the w15h for 1ndependence and the need for limits at the same trme The sphttmg and

- prOJectron of these conflicting emotions into different members of the staff group is an

inevitable part of institutional process. (Halton, 2004)
(iv) Projective Identification |

Whilst psychoanalysis argues that the behaviour of an individual is influenced by
unconscious factors, the psychoanalytic view of institutional functloning regards’ an o
individual’s personal unconscious as playing only a subsidiary role (Halton, 1994). o
However, the steady increase in adult ‘bullying’ in the wbrkplace (Adarns and - i
Crawford 1992), and other fonns of scape-goating of certain individuals in «

' orgamsatrons, who are subjected to 1ntolerable pressures and often driven out in one |

way or another may 1llustrate how it i often easier to ascribe a staff member s

behaviour to personal problems than it is to drscover the link with institutional dynamxcs L

: (Stokes,1994) o b R S e

‘These links can be made through projective identification where one group on behalf of
another group, or one individual on behalf of the othermembers of a group, maylabsorb '
1 all the negatlve emotions of the group. The angry member may then be put before
management by the group, or a depressed member may be unconsc1ously manoeuvred

- into breaking down and leavmg Not only does the md1v1dual express or carry

somethmg for the group, but they may also be used to export somethmg whlch the rest :



of the group then need not feel in themselves (Bion, 1961). In the same way a group

may carry Something for another group or for the_institution as a whole, (Halton, 2004).

Such individuals are often at the boundary with the outside world and/or are the most
vulnerable or least competent individual who is selected to voice the dilemma, Others

/ are able to dissociate themselves easily from the spokesperson and to treat their

behaviour as a pérsonal problem (Obholzer and Zagier Roberts, 1994).

In the context of this study the isolation of the Head teachers and their sole
responsrblhty for the percelved success or failure of their schools and for the
contentment of their stafT, pupils, and wider school communities identifies them as
potentlally vulnerable to this kind of expenence Alternatively, through their own lack
of 1nsrght into their school’s defence processes they may be the source of such feelmgs

amongst those they lead.

It is possible to assess the functioningstate of an organisation by monitoring measures
such as splitting, denial and projective 1dent1ﬁcation and how - just as for individuals —
' acontaining intervention can shift the functionmg towards the depresswe end of the
spectrum. For staff to function to the best of their ability, they must have an external
"and internal framework that allows for a sense of security that serves as a base from
which to explore personal and institutional issues (Obholzer 1994) However Head
_teachers may struggle with this as they cannot always discuss difficulties with their
peers as this may be inappropriate or appear as weakness. They may also be reluctant to
talk to Local Authority advisors and other sources of external support for fear of

' judgment cntrcrsm and lacking leadership and control.

-~ The Tavistock psychoanalytic approach to organisational consultancy involves gaining
an understanding of the brimary task of the organisation with an appreciation of the
psychoanalytic challenge presented by the work. Thro'ugh'shared discovery of the -
meaning, and especially the emotional signiﬁcance of activity in the workplace, it is
thought that staff will gain a better understanding of the organisation’s process and the
options for change (Obholzer and Roberts 1994)

According to the psychodynarmc paradigm as members of society we all use various “
unconscious defensive mechamsms 1nclud1ng the creation of and delegatton to social
systems to keep our anx1et1es concemmg such issues as 1nequa11ty, sickness and |

dlsorder repressed These include public services such as: Health, Pnsons Pollce,
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Education and Social Services (Obholzer; 1994). The sense of responsibility for the
bringing up, teaching, leerning and development of children to a standard where they
are eble to survive and prosper in society is projected onto teachers, schools, local and
government education depanmeﬁts relinquishing ‘us’ of the responsibility. An
alternative view may be that teachers take the lead and parents follow this. Whilst those
who work within this system welcome the chaliehges and autiiority that comes with the
job, they often find the responsibility terrifying, parficﬁlarly when expectations cannot
be met. It is hoped unconsciously that the education system will equip all chiidren
equally to meet all of life’s challenges, in realityl this hope is unrealistic (Obholzer,

. 1994). As society becomes increasingly pluralistic, the primary task of rheiny established
public sector institutions, including education, requires re-negotiation. Existing _
euthority structures are continuously being challenged, creating considerable additional
stress and confusion for the members of these institutions as they attempt to adopt and "

modify their working practices to take account of these chahges (Stokes, 1994).
4 'Containment

* If painful, anxiety-provoking feelings can be tolera'eed long enough to reflect on them
‘and contain the anxieties they stir up, it may be possible to bring about change (Halton,
1994). At times when we cannot do this, Bion (1967) claims that another personor

_group may act as the ¢ ‘container’, Generally, as an infant develops, feelings of

- disintegration are transitory. Their remtegratlon is effected by the pnmary carer, who
mentally processes the infant’s raw emotlons and returns them to the 1nfant ina dlgested

form. This process is referred to by Bion (1961) as ‘maternal reverie’, a process in
which the mother performs a containing funcuon for the baby. Therefore in

psychoanalytic theory, the term “container” is pnmarlly assomated with the concept of

“projective identification”,
Nutkevitch (1998:5) sums up containment as follows:

One can state schematically that “to contain” and “containment” are concepts - .
that descrtbe the capaczty of any entn‘y to keep within itself, parts that arouse
anx‘zety An mdzvzdual in an organisation, group, system and an entire organisation
are all entities which may have inside them anxiety laden and unbearable parts, or

~ into which anxiety-provoking paris can be projected. Like any object at the

receiving end of projective identification, these entities can either keep and contain
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thése unbearable parts or get rid of them by projecting them into a sub-entry inside
them - o
* (a sub-group or sub-system) or into an external entity.
| | o Nutkevitch (1998) -

(i) The School a;s' a Container

- The process of mother-infant relations may be reconstructed in the scﬁool situation
where the school acts as the container. Some schools have systems in process to make -
them capable of containing difficult elements whilst other schools without this capacity
may ‘act out; in the counter transference. With the development of the inter-subjective
approach in psychoanaly51s (Berman,1997) the container can no longer be regarded as

" an empty container. For example, the reactions of a school to pupils with challengmg
behaviour in many cases is not only the results of the problem pupil’s identification, but
" rather a mixture of projected parts of the pupil and denied and split off parts of the

.school who do not recognise the weaknesses and inadequacy of their systems.

Much of the sense of constraint in orgafxisations is produced becaﬁse each individual
member projects pérts of the self that they do not want to be aware of into more distant
parts of the 6rganisation These not only provide a focus for blame for the frustrations

~and conﬂlcts inherent i in workmg in the organisation, but also ‘lock’ individuals and
groups into unconscious roles (Stokes, 1994). Looking at various defensive patterns
whether between institutions and their environment or’mter-mstltutlonal, or 1nter- |
personal — it is poSsible to see how a style of work that is essentially and consistently
defensive is bad not only for the work but also for ihdividual}workersv. To be constantly
eut of touch with many aspects of psyehic reality at work puts individuals at risk of
being oui of tou_ch with themselves as a result of a combinetion of work defences and
personal vulnerabilities. The pattern can influence the behaviour of children and their

" . reactions to stress, and therefore perpetuate itself. The chances of developing stress-

related diseases are also increased as Obholzer (1994) states: ‘We therefore come to the

\end of the road — an unhealthy mind in an unhealthy body in an unhealthy organisation’.
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(ii) Factors That Prevent Containment

The containing function of large public sector institutions has been obscured by the
increasing over-emp}iésis on ;:osi-effectiveness. Changes in organisational sti'ucture,
functioning and priority, has brought about an increase in interpersonal tension and
personal stress within sub-groupé insidé organisatioris as well as between workers and
management. This is even more épparent in public sector organisations such as health,
education, social, civil and police services, than in commercial ones (Stokes, 1994). One
resyilt of these changes is that difficulties that were previously managed by projection up .
. and down hierarchical levels, or between established departments and units, may be
forced down to the interpersonal level between members of an organisation (Stokes,
1994). For instance, there is a notiéeable increase in ‘bullying’ in oygarﬁsations (Adams
and Cranord, 1992) and other forms of scape-goating of certain individuals within
' 'orgahisatioris who are then subjected to intolerable pressufgs and are often driVen outin
one way or another. When institutions do not écknowledgé their function as containers
and are not aware of the anxieties projéctéd into them, they will create a structure that
- will function in modes that constitute a defence against these anxieties. This situation
will i 1mpa1r not only the work itself, but also the psychlc and phys1cal health of workers
' and their families Obholzer (1994)

Nutkevitch (1998), observes that:

The stormier the container is, the more serious the orgamsatzon s pathology is, the

" worse the relations within the orgamsanon 's management are, the harder the task
.of containment is for the manager with his personality make-up, the more

imboriant it is to build and mdt_'ntain the ‘safety net’, which becomes critical for the

containment of the container. The more there are good enough éontainer& in the

orgdnisation, at all levels — management, department, team, working group ~ the . '

more efficiently it will function. The members of the organisation will thus be mofe

efficient, creative and satisfied with their jobs.

| | | | Nutkevitch(1998:11) -
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(iii) Processes to Promote Containment -

Factors to promote what Obholzer (1994), calls “the containing function of an
organisation” include: 1) an ongoing discussion in relation to the orgamsatlons primary
- task; 2) a clear structure of the authonty, including who decides what the primary task
is; 3) open communication between the parts of the organisation including a forum to
discuss to what is taking place in the organisation, or between it and other systems and
organisations; 4) regular meetings in which teams speak about their feelings and thelr

| work-related difficulties; and 5) speclal support for managers.

For the container to have the best chance of containing and metabolising the anxieties

projected into it, it needs to be in avdepressive position having the capacity to face both
external and psychic reahty For orgamsatrons such as schools this requires not only |
agreement about the pnmary task, but also an awareness of the nature of the anxieties
prOJected into them, rather than defenswely blocking them out. In order for a systern to

“work accordmg to these pnnc1ples a structured system for dialogue between the various .
component parts is necessary. This depends on all concerned being in touch with the
difficulties of the task and their relative powerlessness in radically altering the pattern
of life and of society. There is thus a need for the ongoing containment of institutional
anxieties to Safeguard _depresSive functioning (Obholzer, 1994).

Blon (1977), assigns a deClSlVC role in the contalnment process to the entlty with
authonty in the orgamsation in schools this is the Head teacher. For management
systems to constltute a ‘reliable container’ they must clanfy the primary task of the
organisation and plan and define roles in a manner consistent w1th the primary task
(Stokes,1994). In taking responsrblllty for the containment of their schools itis almost
inevitable that Head teachers will experience some degree of stress. A major -
contributory factor in the management of stress is the power that an indivi@alhas to

‘ 'change themselves. Steel (2001), claims that this may be achleved through the
management of feelmgs thoughts behav1our and pressure; balancing llfestyles
developing a greater personal awareness and acknowledgmg individual reactions to
situations. Kelly (1991) and much of Ravenette’s (1997) work emphasises the R

, importance of understanding the constructs» and meanings of the individuals within an
organisation where the productive level of analysis is not the pursuit of some sort of
objective ‘truth’, but rather with the differing constructions that people make of the
events that they are experiencing (Stoker, 2000). By unlearning defensive habits of ‘
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conversation and leamihg to articulate the hidden feelings and thoughts'that lie at the
root of resentment and confusion, individuals are better informed and empowered to

communicate and work more effectively (Steel, 2001). |

When I initially encountered the difficulties of the Head teachers in the pilot study my - ‘
- immediate priority was to alleviate both their distress and my own discomfort |
experienced as a consequence of exposure to this. The methodology that was adopted at
that time emerged from an application of interventions of which I had some prior
knowledge and experience. These included consultation, supervision and solution-

focusqd psychology.
(iv) Cénsultation

One of the long established practices of EPs has been that of enabling teachers and
others to deepen théir skills in uﬁderstanding and _rf;anaging ‘traditional’ problems (and
newer ones too) through a procesé of consultation. Nutkevitch (1998:5) defines the key
* role of consultation as that of assisting an organisation to creaté a “holding
organizatiohai environmen ”’, borrowing the term “holding environment” from _
Winnicott (1960). In this context the EP acts as a consultant helping the school to devise
systems and pfocedures to enable them to contain challenging situations and

individuals.

Wégnef (2000) reéommgnds that EPs using the consultation based approach, should
- make use of symbolic interactionism; systéms thinking; personal constrﬁct psychology;
and social constructionism at both the level of the individual and the organization if |
they are to be effective. These paradigms should be used at both the level of the |
individual and the organisation. Brown et al. (1979, in West and Idol, 1987) .describe
consultation as: ‘A process based ﬁpon eqﬁal relationships, characterised by mutual
trust and open commﬁqication, jbint approéches'to prdblem identification, the pooling
of personal resources td identify and select strategies that will have some probability of
éolving the problem that has been identified, and shared responsibility in the
hnplementation and evaluation of the program or strétegy that has been initiated’.

~ Meyerset al. (1979:63) suggest that consultation is:

A technique that at minimum, always has the following six characteristics: it is a

' .helping,' problem-sol\;ing process, occufri'hg vbluntarily between a profeSsiondl



| help-giver and a help-seeker where the help-giver and the help—seekér share in
solving ihekproblem. The goal is to help solve a current work problem of the help-
seeker who proﬁts front the relationship insucha VM.zay thatfuture problems may be

- handled more sensmvely and skzlfully ' ' B
(Meyers et al 1979 63, in West and Idol, 1987)

Hanko (1985,' in -Stringer 1992:8'8), states: '....rhere are as manykinterpretations of the
 term consultation as there are contexts in which it is useful “to consider jointly” andto -
“take counsel”. West and Idol (1987) identify at least 10 different models 1nc1ud1ng a

few more vanatlons of these basic models. Slmrlarly, Stringer et al. state that

1t is possible to understand and practise‘consultation' in a way which fits best with
oneself: one’s own beliefs and values, learning and experiences preferred
theoretzcal models, views of professzonal practzce and ones’ own vzew vision for

future growth’ k , =
* (Stringer ef al. 1992:87-96)

I decrded that a group consultatlon process was the way forward as I was famrhar w1th

" and had previous experlence of group Work w1th both adults and chlldren In addltlon, :
Wagner (2000), questions issues around power and control within a consultatlon and -

- challenges the language of consultatlon (eg. consultant/consultee) and promotes the

| g1v1ng of ‘the expertlse to the non-expert’ (Draper 1997). This sanctioned my view of
the Headteachers as skilled professmnals rather than tutees and my aim was to set upa
reciprocal process of dlalogue that would be enskllhng, rather than unidirectional and

deskilling and where the solution or ‘truth’ remained within the group members I

intended that each member of the group would act as both consultant and consultee in

order to maximise their skllls, experrence and ; resources and meet each others needs.

As I had neither the time nor the resources to give each‘ individual Head teacher a
consultation session that would focus on issues and difficulties which would have been
beyond my remit, I decided that my time would be most proﬁtably spent in facrhtatmg i

some form of group consultatlon for the Head teachers. .
(v) Supervision - -
. Supervisionis a concept that is widely accepted and valued in the social service and |
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nursing sectors e.g. intensive care nurses (Lantz and Severinsson, 2001), mental health
nurse lecturers (Claveirole and Mathers, 2003), mental health professionals working

- with child sexual abuse (Day, Thurlow and Wolliscroft, 2003), student nurses (Aston
and Molassiotis, 2003), and complimentary therapists (Isbell, 2003) and evidence
suggests that the educational field could benefit from adopting it (Steel, 2001).

Various forrns of apprenticeship have existed in different societies for along time. In -
ancient China, Africa ,and Europe (feudal and otherwise), for example, there are
numerous examples of people new to a craft or activity having to reveal their work to,
and explore it with those recognized as skilled and wise. Thi_s process of being attached
to an expert, of ‘leaming through doing' allows the novice to gain knowledge, skill and
commitment. It also enables them to enter mto a particular ‘community of practlce
(Lave and Wenger 1991). '

Supervision can be found in the growth of charitable social agencies in Europe and
North America during the nineteenth century. (See, for example, the discussion of
Maude Stanley, Girls’ clubs and district visiting and Ellen Ranyard’s, Bible Women and
- informal éducation_). The person.assi'gning cases, organizing work and taking decisions
on behalf of the égency was basically an 'overseer - and hence the growing use of the
term 'supervisor'. Traditionally, part of the overseer's job was to ensure that work was
~ done well and to a standard (Petes, 1967: 170). In addition to being an administrative
task the overseers also had to be teachers and innovators. In these early forms - and
‘especially in the work of the Chanty Organization Socrety in the USA and UK the

present functrons and approaches of supervision were S1gnalled

~ As thinking and practice around casework became more sophisticated especially

- through the work of ploneers such as Mary Rlchmond (1899; 1917; 1922), and demands
for more pard workers grew, so supervision became more of an identified process Also,
the hierarchical position of the supervisor (or paid agent) was revealed. While the 'paid
" agent acted as supervisor to the volunteer visitor, the paid agent 'supervisor' was
‘himself supervised by the district committee, which had 'nltimate authority for case
decisions. The paid agent supervisor was thenin a middle-management position, as is
true of many supervrsors today - supervrsrng the direct service worker but themselves
under the authonty of the agency administrators. (Kadushin 1992: 6) Itis this .
hierarchical and managerial idea of supervision that tends to permeate much of the

literature found in the helping professions.
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Hawkins and Shohet (1989) consider that supervision in the helping profes:sions is about -
allowing emotions to be recognised within a safe setting where they can be . - |

' acknowledged accepted, reflected upon, survived and learned from. The supervrsor
aims to prov1de an ‘emotional container for the adult (who in turn provides an
emotronal container for the young person or another colleague) Therefore supervrsron
can provide the opportunity for perceptions to be re-dlrected and objectivity restored.
This is powerful in changing staff perceptions, lowerrng defences and promotrng the .

' acceptance of alternative views (Greenhalgh 1994)

Supervision is a recognised mechanism for dealing with stress or difficult circumstances
that are placing high demands"on their emotional and mental resources through a
“collaborative and reﬂectlve discussmn with a trusted co-worker. It is common practrce
for psychologists themselves to engage in supervrsion as a means of combating stress. lt
is reported to be one of the top-ten professronal activities engaged in by American
Clinical Psychologlsts and accounts for 11% of their time (Robmer, 1997) Anecdotal
evidence suggests that there has been a slow but steady mcrease in the number of
' Educational Psychology services having peer superv1sron as an element of EP actrvrty ,
Increasmgly it 1s recognised as a mechanism for ensuring high quality service for clients
andasa protectlve mechanism for an md1v1dual’s emotronal and mental well-bemg It
features as one of the areas considered by the workmg group for Quahty Standards for
| _ Educatronal Psychology Services (DECP, 2006) Posrtive outcomes for supervrsees

have been crted by other authors and 1nclude
o e preventing feelings of 1solatron between workers who do srmllar jObS
. helping workers manage change | ‘. |
o he]pmg workers deal with heavy workloads | K
¢ enhancing communrcatlon between co-workers
"o sharing of skills and knowledge |
e helpmg workers understand therr role better :
@ helping workers feel more conﬁdent about therr own abihtles f -

¢~ improving levels of job satrsfaction ,

L offering important networkmg and professronal development opportumtles :
(Claveirole and Mathers 2003 Aston and Molassrotrs, 2003 Isbell 2003
Counselmann and Weber 2004 Baggerly and Osbom 2006) Other perceived potentral ;
beneﬁts of supervrsion are also reported It can lead to mcreased reﬂectrvrty of work

(Lantz and Severmsson 2001) There 1s an 1ncreased ablhty of professronals



~ to work autonomously with more educative supervision leading to less need for
management supervision (Zorga, 1997). It is reported to lead to improved ability of the

supervisee to relate to clients (Lantz and Severinsson, 2001).

DaWsen (192‘6) stated the functions of supervision in the followirlg terms:

- Admtmstratzve the promotion and maintenance of good standards of work, co- -

ordination of practlce with p011c1es of adm1n1strat10n the assurance of an efﬁc1ent and

smooth-running office;

Educational - the educational development of each individual worker on the staffin a

mahner calculated to evoke her fully to realize her possibilities of usefulness; and

Supportive - the mamtenance of harmomous working relationships, the cultivation of

espnt de corps.
* (Dawson 1926: 293).

“Kadushin (1992) iightens up on Dawson's formulation and presents his understanding of .
the three elements in terms of the primary problem and the primary goal. In
administrative supervision the primary problem is concerned with the correct, effective
and appropriate implementation of agency policies and procedures. The bprimary goal is
to ensure adherence to policy and procedure (Kadushin. 1992: 20). The supervisor has

~ been given authority by the agency to oversee the work of the supervlsee. This carries

the responsibility:

.. both to ensure that agency policy is implemented - which implies a cohtrolling "
- function - and a parallel responszbzlzly to enable supervrsees to work to the best of
 their ability. - '

(Brown and Bourne 1995; 10)
It also entails a responsibility not to lose touch with the rationale for the agerlcy
provide afi irst-class service Jor people who need it (or in some cases are required to

have it, in order that they or others may be protected from harm) (op cit ).

In educational superv1s1on the pnmary problem for Kadushm (1990: 20) is worker |
ignorance and/or meptltude regarding the knowledge, attitude and skills requxred todo
the job. The primary goal 1s‘to dispel ignorance and upgrade slull. The classic process

involved with this task is to encourage reflection on, and exploration of the work.
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Supervisees may be helped to: understand the client better; bécome more aware of their
own .reactions and responses to the client; understand the dynamics of how they and
their client are interacting; look at how théy intervened and the consequences of their
interventions; explore other Ways of working with this and other similar client situations
(Hawkins and Shohet 1989: 42),

In supportivé supervision the primary problem is worker morale and job satisfaction.'
The primary goal is to improve morale and job satisfaction (Kadushin 1992: 20).
Workers are seen as facing a variety of jbb-related stresses which, unless they have help
to deal with them, could seriously affect their work and leéd to a less than satisfactory

service to clients. For the worker there is ultimately the problem of 'burnout',

Kadushin argues that educative and administrative forms of supervision focus on

instrumental needs, whereas supportive supervision is concerned with expressive needs
(ibid.: 292).

[T]he supervisor seeks to prevent the development of potentially stressful |
situations, removes the worker from stress, reduces stress ifhpinging on the
worker, and helps her adjust to stress. The supervisor is available and ‘
approachable, communicates confidence in the worker, provldes perspective,
excuses failure when approprzate sanctions and shares responszbzlzty Jor different
decisions, provides opportunities for independent functioning and for probable

success in task achzevement

_ (Kadushin 1992: 292)

Smith, (1996 2005), argues that this way of representmg the functions of superv151on ~
regards the supervisees in deficit. They are lacking in certain ways - and it is the job of
the supervisor to help them put things right. The problem is that supervisors can easxly

~ slip into acting on, or upon behalf of, supéwisees. Kadushin is primarily‘concem'ed with
. organizational or managerial supervision where supervisor-managers have
responsibility to the organization or agency for the actions of their staff and so such a

" deficit orientation may not be surprising. However, Smith (1996) argues for a differenf

‘ approach to ménagement - one that that stresses conversation and a concern for

~ fostering an environment in which workers can take responsibility for their own actions.
Smith does not think tha{f this critiéism undermines Kadushin’s modél, i.e. the splitting

into administrative, educative and supportive functions, but it does provide caveats to its
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use. -

Smith (1996, 2005) argues that at one level having a concern for the management and

 development of the worker (i.e. looking to administrative and educatlonal supervision)

is support in itself and is where the various functions could be seen as overlapplng or-
feeding into each other; on the other hand, separatlng out 'support' does have the v1rtue
- of making explicit the need to have a concern for the emotions of supervrsees Itisin
this area that the real danger of slippage into a counselhng framework appears. The :
- person of the supervisee becomes the main focus rather than the work. By mcorporatlng |
support into the model it is at least able to frame the concern for the person of the :

superv1see within the larger concern for the service to the cllent

Smith (1996, 2005) argues that by approachlng Kadushm s model from a managerial
perspectlve espec1ally where are concerns with the operatlon of teams, there mlght be
the temptatron to add in medlatlon as a function (Rlchards etal 1990 in Brown and
Bourne 1995: 9). This may result in issues around the naming of the separate functions. |
For example, is it helpful to separate administration from management, would
‘management be a better overall title and so on? Smith (1996, 2005) dals‘o raises the
questlon of how tied this model is to managerial superv1s1on Proctor (1 987) uses the

| same basic split but uses different terms - formative (education), normatlve
(administration) and restorative (support) This has the virtue of hftmg the
admlmstratlve category out of llne-management and thus, allowmg the model to be
approached from a non-managenal' standpomt Desplte these questrons the Kadushin
framework remains helpful By nammg the categorles in thrs way Kadushin and others
are able to hrghhght a number of key 1ssues and tensions around the performance of

supervrslon

vHawkins and Shohet (1989) list 10 different foc and then categorise them in relation to
Kadushin' s three elements (Educatlve Supportrve, Managenal) The prlmary foci of

" supervision (aﬁer Hawkins and Shohet 1989) are:

l. To provide a regular space for the supervisees to reflect upon the content and process .

~ of their work - Educational;» _
2. To develop understanding and skills within the work — Educational; -~

3. To receive information and another perspective concerning one's work = -

57



Educational/Supportive;
4. To receive both content and process feedback -VEducational/Supportiye;
- 5. To be validated and supported both as a person and as a worker — Supportive;

6. To ensure that as a person and as a worker one is not left to carry unnecessarily

difficulties, problems and projections alone — Supportive;

' 7 To have space to explore and express personal dlstress restimulation, transference or

counter-transference that may be brought up by the work Admlmstratlve

8. To plan and utilize their personal and proj”eSSional resources better — Administrative;
9. To be pro-active rather than re-active — Adrninistrative;

10. To ensure quality of work - Admini.strative/Supportive 4

" Hawkins and Shohet .(1989: 43) suggest that foci one and two could be seen as
educational; foci three and four as educationallsupportive; foci five and six as
supportive; foci seven to nine as administative/supportive and ten as

administrative/supportive.

.Hawkins and Shohet describe ‘consultancy supervision’ as that in which the supervisee
| is responsrble for consultmg with their supervxsor “who i‘s neither their trainer/nor
manager, on those issues they w1sh to explore” (op clt pp 45). This is the model that
has 1nﬂuenced this study it but requlres clarification to dlstmgursh this form of * non-
managerial superv151on sometlmes descnbed as consultant (e g Brown 1984) or
professronal supervision in the literature from supervrslon used ina managenal context. )
The most common dlstmctron between non-managenal supervrsxon and managenal
supervision is that the manager s first pomt of reference has to be the interest of the
' orgamsatlon or agency (itison their authority that they are acting), while the non-
managerlal supervisor looks to the development of the worker Sometlmes thisis
reduced to the difference between administrative and educatronal supervxslon Kadushin
) (1992) argues that management supervision 1nvolves all three categorres
(admrmstratlve educatronal & supportlve), whrlst Smith (1996 2005) suggests that both
'managerial' and 'non-managerial' supervisors share larger responsibilities - to the clxent -

group and to other professionals;; and that both look to the deyelopment of the worker.
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The origins of what is currently referred to as superv151on in the human services 11e in
the development of social work and casework and may account for some of the
confusion around supposed dlfferences between ‘non-managerial supervision and
managerial supervision. Many of tlre ideas and practices that are used in attembts to
meet the needs of clients owe much to the emergence of psychoanalysis and
counselling. In the case of the former, nractice, supervision, teaching and personal .
analysis have formed the central elements of training since the 1920s. Similar elements |
can be seen in current approaches to training individuals working in the helping
professions.. Student or trainee supervision can be contrasted with practitioner .
-supervision. The latter is addressed to established workers. Some writers, such as Page
and Wosket (1994 2), clalm that there are many differences between the focus in
supervision of students or tralnees and that of established practrtloners The former are
“more likely to be concerned with 1 issues of techmque boundary, understandmg the
material clients’ bring, and dealmg with personal feelings of anxiety. "The expenenced
practitioner is more llkely to be concerned with teasing out relationship dynamics,
choosing intervention options and perhaps deahng with feelings of frustration and

boredom towards clients' (op cit.).

The demand for 'practitioner supervision' in counselling can be seen as a key factor in
the spread of non-managerial or consultant supervision. By the early 1950s, with the _
'coming of age' of the profession, there was a substantial growth 'tn the proportion of
practitioners with significant experience'. Many of these valued, 'having a fellow
praetitioner toactina consultative capacity' (Page and Wosket 1994: 2). This linking of
consultant supervision with the development of counselling is signiﬁcant. The form that
supervision takes may well mirror or adopt ways of working from the host profession.
Thus, a counsellor supervisor may draw heavily on the theory and practice of a |
| counsel_ling model and apply this to supervision._ A psycho-dynamic supervisor would
interpret the material being presented and use an awareness of the relationship dynamics
. between himself and the counsellor in supervision as a means of supervising. A chent-
centred superv1sor would be concerned to commumcate the core conditions of
acceptance, respect and genuiness to her supervisee. (Page and Wosket 1994: 4). This
may aecount for some of the confusion around many of the arguments and questions |
around supervision. Contrasts between managenal and consultant supervision 1nev1tab1y
focus on the managerial element yet those involved may well be drawmg on very
different models and sets of understandmgs The debate may be between a psyeho-

dynamrc and a task orientation!
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The drawing upon psycho-dynamic and counselling perspectives can also add to the
- common slippage from supervision into therapy. Smith (1996, 2005) cautions that
whilst it may be appropriate for supervisors to change the focus of a session from |
'supervision' to 'counselling’ where the situation demands it - there are dangers. Firstly
there may be an unconscious shift into a different framework; and even where the shift
is conscious, it may not be appropriate.’ That is to say the supervisory boundaries should
- be held. There can also be confusion between shifting the frame of reference and
drawing upon insights from a particular field. It may be that to properly approach a
question that has arisen in a workers' prnctice their emotional and psyehological lives

must be attended to.

In the context of this study, psycho-dynamic insights have been drawn upon to work
with supervisees to enhance the quality of their interactions with those they encounter in
their working lives. This does not entail moving beyond a supervisor's frame of
reference. The focus remains on the enhancement of practice. However, if the pnmary
concern Were no longer the work, but the well-being of the supervisees, this would be a
different situation. If the Head teachers in the group were to become the primary focus
(rather tnan their work), there would have been a signiﬁcant shiﬁ moving into the
realm of counselling This is not the purpose of what is descnbed as superv1sxon in this
study. The fundamental concern of the form of superv1s1on used in thls study lies with
the quahty of service offered by the supervisees (Headteachers) to their clients (puplls,

parents, colleagues etc.).

Kadushin (1992: 23) states in relation to managerial supervision, ‘The supervisor's
ultimate objective is to deliver to agency clients the best possible service, both
quantitatively and qualitatively, in accordance with agency policies and procedures

The same apphes to consultant or non-managenal supervmon

The responsibility of the supervisor to protect the interests of the client emerges

as a central component of trainee supervision. Attention to client welfare is

equally important... in practitioner supervision. » :
. o . (Page and Wosket 1994: 9).

The British Association of Counselling makes the point unambiguously: The primary
purpose of supervision is to protect the best interests of the client’' (BAC 1987, quoted
by Hawkins and Shohet 1987: 41). Change in supervisees is fostered for a purpose - the

enhancement of the service they provide for their clients. However, in considering this
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we also have to take into account what may be in the interests of the community as a

whole.

There are considerable dangers in seeing private troubles merely as troubles - and not as
public issues (and vice versa). There is always the danger that we 'slip past structure to
focus on isolated situations..., a tendency for problems to be considered as the problems
of individuals' (Mills 1943: 534). Therefore for practitioners and supervisors there must
be a balance between the needs and wishes of the individual with considerations of
those of others in the community. There will be times when what may be identified as

’being in the interest of the supervisee seriously affects the rights and lives of others.

| Therefore supervrsors may be requrred to remind supervisees of the requrrement to
consider the extent to which a course of action they are pursurng leads to human
ﬂounshing, promotes equality or whether they are 'dlstributing public resources
(whether they be counselling, care or money) according to certain criteria based
vanously on nghts, dessert and need" (Banks 1995: 44)? In a similar fashron they must

reﬂect on their own actions as Sl.lpCl'VlSOI'S

‘Whilst individuals have their own ideas, as members of a community of practice they
need also to consider the views of others. That is to say they need to appeal to collective
wisdom. Withm professronal groupings a key port of call here is a code of ethrcs (Banks

- 1995: 67 -93). Smith (1996 2005) states that while managenal supervrsors as -

| members of a profession or commumty of practrce, have a duty to consider the )
appropriate standards and codes, the main vvay that they do this is via the policies and
practices of the agency. On the other hand,vvhile non-managerial or consultant |
supervisors may be contracted by the supervisee, their authority comes from their
membership of the community of practice. Their concer for the service offered to their
clients is fed through a set of shared understandings concerning vvhat constitutes 'good

practice'. In other vvords, at certain points in the supervision process they may be -

; required to represent‘ what constitutes acceptable behaviouror good practice. Proctor
(1987) redefined Kadushin's administrative category as ‘normative' and if this vvere
adjusted Kadushin's (1992: 20) definition would read something like the following: The

primnr'y problem in adrrrinistrative'supervision is concerned with the quality of the ‘
supervisee_'s practice in respect of profe_s.tional staria’ard ahd ethics. The primary goal is
to ensure adherence to these standards. This was the case for the participants who acted

 as supervisors and supervisees in the current study. As professional supervisors acting

‘on behalf of the community of practice of which they are members they shared a
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concern with the quality of service offered and the needs of the wider community. ‘

: Following Smith’s'(1996 2005) claim that so called 'non-man'agerial'; supervisors have

an adm1mstrat1ve responsrbrhty, it was understood that the participants in this study had

a responsrblllty to act if a supervisee presented a genuine danger to those they managed

* rather than if they appeared to fail to live up to the established standards Had this been

an issue group members would have had the opportunity to dlscouraged the supervisee

* from practice, or if absolutely necessary to report matters to the appropriate professional

“body. o | el | ETR A
Therefore there are also questions concermng power relatlonshrps within supervrsron

A Potent1a1 issues anse from position in agency hierarchies; and the extent to which
dynam1cs around gender, race', age and class (for example) intersect with the roles of o
supervisor and supervrsee (see, for example Brown and Bourne 1995 32- 49) Tumer

' '(1996) explores some issues and problems around thls area. Smlth (1996 2005), argues '
that because one person may be seen as more powerful (perhaps in the sense that they
occupy a partlcular pos1tlon or are experts in their ﬁeld) the other party should not be E
regarded as powerless. Secondly, it is not p0551ble to elnmnate power differentials in
supervision. Some writers have argued strongly for more dialogical approaches to

| : supervision in order to ‘ﬂatten’ unequal relations and to allow interaction across

‘difference’ (e g Walte 1995). Yet even in such forms there are power relatlonshlps -

e.g. the supervrsor is responsrble to the communlty of practrce However this need not |

bea one-way relatlonshlp Here it is useful to thmk of supervrsees also as members of

the professional community (Walte 1995 137 - 141) Both supervrsors and supervrsees

have a responsrblhty to partrcrpate appropnately in the professronal commumty of

’ which they are a part

Therefore the questlon of authonty must be consrdered In the context of managenal ‘

| superv1sron the authonty of the supervrsor can mean that the supervrsor has some sort of -

right or entitlement to act m relatron to the supervrsee Managers occupy a certain .

_position in the agency and w1th this i is assoc1ated the abrlrty to direct the labours of therr
staff There are vanous formal and mformal rules w1thrn which this may take place

| Some actlvmes may be seen as legltlmate others as not To operate the actions of

supervisors must be seen as legltlmate by the supervrsee and by srgnlﬁcant others.

In the context of this study the supervrsors in the group were requrred to have a

_ mentonng role. Rather than havmg an mstructlonal or managenal role their task was to
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enable the supervisee to reflect on practice and to develop new understandings and ways'
of working. Specifically the aim of the supervisors was not act to nndennine
supervisees' ability and commitment to take responsibility for exploring their own

practice.

"~ The role of being a head teacher requires a irigh degree of expertise and experience.

Peer supervision allows the transmission of professional knowledge, values and skills .
from the other group members (Zorga, 1997; Crespi, 1997; Isbell, 2003; Astonand
Molassiotis, 2003). It enables the supervisee to learn about their individual strengths
through the reflections of the supervision group (Zorga, 1997; Nash, 1999). It develops
congruence between educational and pedagogic theory and practice (Isbell, 2003), and

" enhances and evaluates professional competencies (Robiner et al, 1997.).‘

As Head teachers frequently report f_acing' conflict in their work and significant
emotional stress occasioned by the nature of their work supervision is able to provide
space to reflect on the issues that arise from work (Isbell, 2003) and help them to
integrate what they are doing, feeling and thinking (Zorga, 1997). It provides valuable
support after stressful situations (Aston and Molassiotis, 2003) and leads to increase m
feelmgs of competence and feelings of bemg able to cope with difficult types of work
(Day, 'I_‘urlow and Wooliscroft, 2003; Lantz and Severinsson, 2001). Supervision allows

validation of the supervisee as a person as well as a worker.

. Supervision can also provide a mechanism for the individual to monitor the quality of
professional services (Robiner et al, 1997). Although this might be thought of as the
responsibility of a line manager, it also falls to the supervisor to ensure that work is of
~ an appropriate ethical standard. In the case of Head teachers, there are many outsider
influences that act as judges on their work (e.g. Ofsted Local Authority ofﬁcers, local
- press, parent pressure groups etc) but it is up to Head teachers to make decisions about
- what really happens in their schools and to set prlorities ‘The supervrsron group
provides an opportumty to compare notes with other Head teachers facing srmllar
challenges. Encouragmg pro-active thmkmg and plannmg about the work helps to
| _ensure the quality of the work undertaken and allows the supervrsee to develop high
quality practice (Aston and Molassiotis, 2003)

This list of established outcomes for peer supervision looked as if it might deal with

some of the issues raised by the Head teachers with whom I was working and
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influenced my decision to consider Peer Supervision as an interventionvstrategy in both :
the pilot study and this study as it leads to the aims for the outcome of superv1s1on 1
was in a fortunate posmon in that a system of peer superv131on had recently been
established within my own Educational Psychology Service. This has been in place for

several years and when peer supervrslon system was introduced into the service, four

. different models that could be used W1th EPs were evaluated (Squrres and Williams,

- 2003). It seemed that I might be able to extend thls approach to help this small group of

Head teachers who were experiencing high stress levels

Stnnger etal. (1992) use a model of consultat1on denvmg much of thelr rationale from
Mental Health Consultatlon and systemic theory and practice. The origins of mental -
health consultatlon lie in the work of Caplan (1970). Aubrey (1988), and Figg and
Stoker (1990) both summarize this api)roach and describe their application of it m their
practice as EPs. It is also on one of the approaches that the Tavistock Institute has -
drawn on in their advanced course in professional consultation, and it is the approach o
that strongly influenced Hanko (1985).

I considered supervision to be a collaborative exercise providing an opportunity for the
supervisee to reflect on different aspects of their work with peers actmg ina supervrsory
role, with a view to contlnumg the learning process Supervision aims to focus on

max1mrslng the supervisee’s own resources to work more effectively. ThlS should

. 1. Give Head teachers the opportunities to explore and learn from practlcal

~ experiential and theoretical elements of their own professional practrce and that of '

- other group members (Educanve functlon) .

- 2. Provide an opportunity for discussion of potentrally controver31al issues, or those |
w1th uncertain ethical connotatlons (Supportlve and Managenal functions). For the
Head teachers the opportumty todo t}us outs1de of their school environment was
considered to be very 1mportant

‘3. Enhance the quahty of the Head teachers ab111ty to manage therr own schools ;

~ (Managerial function) by using superv1s1on asa way of explorlng practical -
IR solutiohs that could then be tried through what has been termed ‘practical
- experimentation’ (Zorga, Dekleva and Kobolt 2001) ‘ _
4. Maintain and improve the emotional health of the Head teachers and reduce therr |

levels of percelved stress (Supportlve functlon)
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- Idecided that a group consultatlon process was the way forward for both the pllot study
and this study as I was famlhar with and had previous expenenee of group work with

 both adults and children. ~
(vi) Solution-Focussed Psychology
Many Educational Psycholoists, myself included, are familiar with Solution Focused

. Brief Therapy (SFBT) approaches to problem-solving through the work of Rhodes and
' Ajmal (1995), Berg (1996 2001, 2005), and deShazer, (1985, 1988 1991, 1994, 2004).

" Ibelieved that the theoretical underplnmngs of this approach might help to structurea

short term goal-focused consultative approach focussing on helping individuals change

- their 1mmed1ate situations by constructlng solutions. I felt that the Head teachers would
benefit more from articulating what the 1mpact of posrtlve changes would be like on

| their lives more than constantly discussing, companng and remforcmg their issues. I

also hoped to promote the idea that things were not as hopeless as they seemed and that '

the Heads had the capaclty to change how they viewed a 51tuat10n and that often the

e solutrons to problems were already present elther in their own lives or in the experience

of others in the group which could help to form the basis for ongomg positive change. I
looked to SFBT as a means of bnngmg small successes to the awareness of the Heads ks
: “and helplng them to repeat any successful thlngs they had done when a partlcular

, problem was not there or was less severe. By creating hope and expectatlon 1 hoped :

that solutions would be more pract1cal, realistic and focussed on the future rather than

dwelling on the past. The intention of setting goals was to keep the process focused and Ve

to allow the strengths and resources of all of the 1nd1v1dua1s in the group to become
concentrated and maximised in order to help each other to recognise how to use then'
own and each others® resources to bring about posrtrve change As time was a critical
factor also I hoped thata SFBT approach would offer a means of ﬁndmg the most

- effective solutlons in the most time efficient manner p0551ble

‘The lack of a diagnostic structure in solution-focused brief thérapy creates problems for

. the measurement of its efﬁcacy Most studies rely on client or referrer report and have

little ObJCCtIVC validity. However, this is premrsed on the validity of DSM categorres
and as has been discussed before it is very difficult to define object1v1ty Moreover, a
‘ study on the treatment of recidivists after pnson dlscharge (Llndforss and Magnusson o
1997) has shown significant effectlveness A major international research 1n1t1at1ve

using accepted sc1ent1ﬁc measures as well as new, more solutlon focused measures
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was coordinated on behalf of the European Brief Therapy Association by MacDonald -
* (2005) . This study supports the findings of earlier studies that solution-focused brief
therapy has a 51gmﬁcant part to play among the many treatment possibilities afforded by
modern psychiatry. Other studies which demonstrate the effectiveness of SFBT include
those conducted by Green et al, (2006) and Gingerich, and Eisengart, (1999) who
reviewed 15 controlled studies of solution focused brief therapy which employed
‘objective’ measures of outcome and concluded that 13 of these showed the approach

achieved successful client outcomes.

The use of solution-focussed theory in the peer support groups to avoid causal problem
~ seeking appears to dlrectly contradlct the psychoanalytlc theory used to analyse the
Head teachers’ comments followmg the group sesswns However whilst the group
sessions were intended to solve the immediate concerns of the Headteachers the

T analy81s of the interview data was intended to look beyond the immediate into the

- origins of the difficulties and to prov1de mformatlon that may inform further work. In

this way the two methodologles can work in sympathy with each other
5. Group Work
. (i) Advantages of Groups

Apart from the practicalities of not being able to offer individual support to the Head -
teachers, a number of features and advantages of group work influenced my decision to
use this method. When I was confronted with the difficulties expressed by the ongmal
pllot study Head teachers in my own patch, the followmg quote struck a cord and

inspired me to consider using group work as a way forward. _

Why have we humans been so successful as a species? We are not strong like - -
tigers, big like elephants, protectively coloured like lizards, or swift like gazelles. |
We are intelligent, but an intelligent human being alone in theforest would not
survive for Iong.t’“What has réalIy made us such successful animals is our ability to
apply our intelligence to co-operating with others to accomplish group goals. .
From the primitive hunting group to thé corporate boardroom, it is those fof us who
can solve problems while wo.rking‘with others who succeed....... |

 (Slavin, 1985:5)
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Evidence from studies of non-human primates, prii‘nitive human cultures and
contemporéry society have shown that human beings have always lived in groups and
_have engaged in strong and cnduring relationships among mcinbers and tﬁat the need to
belong is a potent, elemental, and peﬁasive drive (Baumeister and Leary, 1995).
Without deep, posmve, reciprocal 1nterpersonal bonds, neither 1nd1v1dual nor species

survival would be p0551b1e (Yalom and Leszcz, 2005)

The rate for nearly every major cause of deéth is signiﬁcéntly higher for the lonely, the
singlc; the divorced, and thc widowed (Syme, 1985; Hartog, Audy and Cohen, 1980;

: Lynch, 1977). Social isolation is as much a risk factor fof early mortality as physical
factors such as.smoking and obesity (House, Landis afld Umbcrson, 1988). (pg 20).
Conversely' social connection a.nd integration have a pcsitive impact on the course of '
serious illnesses such as cancer and AIDS (Maunsell Brisson and Deschenes (1995);

Price et al. (2001), Leserman et al (2000))

(i) Attachment

The human need to belong even from our earliest moments ic evidenced by the concept
of attachment. Bowlby (1980) concludéd from his studies of the early mother-child
relationship, not cnly that attachment behaviour is necessary for survival but also that it
is genetically in-built. If mother and infant are separét_ed; both experience marked |
_anxiety attendant with their search for the lost object. If the separation is prolonged, the
consequences for the infant will be significant, Winnicott similarly noted “There is no “
~ such thingasa baby There exists a mother-infant palr” (Wmnlcott 1952). I felt that .

this concept had resonances w1th Bion’s (1961) ‘maternal reverive’,

Mitchell (1988:4), claims that we live‘ ina ‘Relational matrix.....The person is
‘ compréhensible only Within this tapesny of relationships, past and present’ (Mitchell,.
. 1988:4). Membershlp, acceptance and approval are of the utmost importance m an
individual’s developmental sequence. A sense of belonging to the group raises self-
esteem and meets members’ dependency needs but in ways that also foster
| responsibilify and autonomy, as each member contributes to the group’s welfare and
internalizes the atmosphere of the cohesive group. (F rank (1957); Braaten, (1991);
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(iii) The Therapeutic Effects of Groups )

Yalom and Leszcz, (2005) claim that within a therapy group the most comrﬁon secretis
a deep conviction of basic inadequacy — a feeling that one is basically incompetent that
one bluff’s one’s way through life. Next in frequency is a deep sense of interpersonal
alienation. Invariably, individuals expeﬁehce deep concern about their sense of worth -
and their ability to relate to others. These concerns were specifically relevant to the
concerns and emoﬁpns expressed by the Head teachers in the pilot study group Who

Spoke of isolation and doubts about their own competence.

Research has demonstrated clearly that group therapy isa higth effective form of
psychotherapy and that it is at least equal to individual psychotherapy in its power to
provide meaningful benefit (McRoberts et al. 1998; Tillitski (1990); Burlingame et al.

| (2004); Vinogradov and Yalom (1989). McDermut et al. (2001); Luborsky et al. (1993);
Lambert and Bérgin (1994)). Furthermore there is evidence that certain clients may
obtain greater benefit from group therapy than from other approaches, particularly .
clients dealing with stigma or social isolation and those seeking new coping skills |
(McFarlane et al.(1996); Galanter and Brook (2001); Fawzy et al. 1996)).

The numerous advantages to group work have been well documented by various authors
and include how grou;ﬁs can: promote change (Rose and Edleson, 1987); parallél the -
wider social environment and encouragé members to generalise skills learned in the
group outside of it; address common needs; prov1de an opportunity for shanng of
: emotlonal expenences expenment with new skills and behaviours (Berkovitz, 1987),
enable members to become more self aware rather than reactive to a hostile
environment; change behaviour through vicarious leaming, and cultivate a sense of
_belonging (Fiedlér, 1967; LeCrby and Rose, 1986). Therapeutic groups are often made
up of individuals whq are at different points along a continuurh between coping and
“despair. When Common factors between individuals emerge previous \feelings of
uniqueness can Be a powerful s.d_urce of relief. (Yalo’m and Leszcz, 1995:7). :

Stringer et al. (1992) report that teachers in staff consultation groups in schools value
being able to discuss problems without interruptidns, in an atmosphere of trust and
concern, and where ‘status was left at the door’. They also valued the sense of
community the group.s‘developed, the i'eductidn of feelings of isolation, and the ‘support

for staff under stress; support in practical and psychological ways’. The Head teachers -
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who attended the pilot sessions said that the wide range of experiehce in th'e group
provided many different angles to a problem and raised the possibility of more

: solutions. Hearing others with the same prohlem had a normalising effect and helped -
individuals feel less isolated and incompetent. The fact that the sessions provided a
positive response to solving problerns rather than just expressing concern in an

unfocussed way was welcomed by the Head teachers and encouraged a more positive

outlook

“It helped us realise that there are ways through these situations that don’t mean
going away and banging your head against a brick wall - just that short spell has
‘ made us a better group — it has made us all more forward looking.” '

(Head teacher 11, speakmg about the group sessrons) -

The importance of human interaction in therapeutic change is emphasised by Yalom
(1995:1), who refers to ‘therapeutic factors’ resulting from such interact_ions. These are

listed below:

Instillation of hope
Universality | | |
Imparting information
. Altruism |
The corrective recapltulatlon of the primary family group
Development of socialising techmques ,
Imitative behaviour

Interpersonal learning

- T R SR SIS

Group cohesiveness

—
(=]

. Catharsis -

Pa—,
—t

. Existential factors -

Therefore the members of a group can be extremely helpful to one another ina group |
therapeutic process as well as derrvmg benefit for themselves. This support may come

. in the form of : reassurance, suggestions, insight, and sharing similar problems with one
another. Sometimes they assist by simply having been present and allowing their fellow

-members to grow as a result of a facilitative, sustaining relationship.

Furthermore, clients may model themselves on aspects of the other group members
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(Borgers, 1983), by watching one another tackle problems. This may be particularly
potent in homogenous groups that focus on shared problems (Kuipers et al. 1997).
(Yalom and Leszcz , 2005:18) ’

(iv) Interpersonal Benefits

In addition to the obvious benefits of groups listed, the deeply felt human experience in

the group may be of great value to' individuals in a group (Rogers, 1966). Even when

there is no obv1ous change in behaviour or other outward sign, group members may still

expenence a more human, richer part of themselves. This may initially serve only as an

internal reference point, having no obvious external signs, at least for along perlod of

* time, and as a consequence be dlfﬁcult to evaluate (Yalom and Leszcz 2005) Rogers

| (1966), argues that the intimacy developed ina group may be seen as a “Counterforce in |

a technologlcally driven culture”, that in all ways, socrally, professionally, residentially,
recreatronally - 1nexorably dehumanises relationships. In a world i in which traditional
‘boundaries that maintain relationships are increasingly permeable and transient, there is -

‘a greater need than ever for group belongmg and group identity (Schlatchet 2000).
Evidence for these effects came from one of the Head teachers in the pilot study who |

- commented on the feelmgs of warmth and support that she had felt directed towards her
as she shared her concern with the group She descnbed how the intensity of these |

feelings had made her feel very emot1ona1 yet more empowered and confident.

Leszcz and Malat (2001) descnbe the therapy group as an unnatural place for natural
experiences ‘where members may have multiple opportumtres for reflection and
“understanding. For individuals lackmg intimate relationships, the group often represents
the first opportunity for accurate interpersonal feedback ihcluding how they may be -
contributing to their own difﬁculties The Head teachers i‘n.the pilot study reported that
the sessions had helped them develop problem-solvmg skills and encouraged different
" ways of thinking though issues and approaching difficulties. Some Head teachers
commented that by contrlbutmg to the group their own self esteem and confidence had

mcreased and some reported notmg observed changes in themselves and in other Heads.
' (v) Neurobiological Benefits

Further evidence for the benefits of group'work‘ comes from contemporary

neurobiological research which demonstrates that forms of active coping such as:
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engaging in life, speaking openly, and providing mutual support activate important
neural circuits in the brain that help regulate the body’ s stress reactlons (Le Doux 1999;
Rutter, 2002 Damasio 2004, Lmden, 2007; Zeki 2009) '

Connections from the emotional systems to the‘cognitive systerns are stronger

than connections from the cognitive SyStem to the emotional system. Cognitive
science is really a science of only part of the mind...it leaves emotion out. And
minds without emotion are not really minds at afl

(Le Doux, 1999:19 & 25). -

The direct pathway allows us to begin to respond to potentially dangerous stzmulz ‘
before we fully know what the stlmulus is.
| " (Le Doux, 1999:164)

Therefore, the use of active coping strategies to deal with traumatic or challengihg ‘
events instead of withdrawing in demoralised avoidance, is signiﬁc’antly”more effective
in reducing stress (Ledoux and Gorman, 2001). In thisvway goals may change from
wanting relief from anxiety or depression to wanting to learn to communicate svith _
others and to be more trusting and honest With others, (Yalom ahd Leszcz 2005:23).
The goal shift from the relief of suffering to change in 1nterpersona1 functlomng isan

essentlal early step in the dynarnlc therapeutic process.

(vi) The Beneﬁts of Altruism

Group therapy is uhique in being the ohly therapy that offers individuals the opportmﬁty_
to be of benefit to others. The value of altruism is recognised in a variety of contexts
including pnmmve and rellglous cultures. People need to feel they are needed and
useful (Yalom and Leszcz, 2005: 14) ThlS role versatility, requires group members to

* shift between roles of help receivers and help providers and they learn that they have
obligations to those from whom they wish to receive care (Holmes and Kivlighan,
2000). ..

Howei'er, it is not uncommon for new members to a group to fail to appreciate the
healing impact of other members initially, resisting the suggestion of group work as
they question “How can the blind lead the blind?” or “What can I possibly get from

- others who are as confused as I am? We’ll end up pulling one another down”. This was
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~_ clearly demonstrated by several individuals in the pilof study. Those that did not attend
the group'sessionsexpressed a worry that the sessions might be stressful resulting in
them having more emotional weight to carry. As one head teacher said, “I’m afraid it
wbuld become negative and people would get a sense of unburdening themselves”.
Another commented, “I’m too emotional to be able to be able to offer support to others.
1 also don’t feel that I've got enough expertence to offer.” Yalom and Leszcz (2005) -
argue that an individual who avoids getting help from other group members is really -
saying, “I have nothing of value to offer anyone”., However, as the Head teachers in the -
pilot study described their intense feelings of warmth and reassurance brought about by -
mutual support in the group, I believed that Heads in the new group would have a

similar expenence

Similarly for group members who may have become immersed in their own problems in
a rigidly defined mind-set from which they cannot see beyond becorning‘absorbed in
someone (or something) outside themselves and by forgettmg their own situation, such

individuals may find a way forward through a new sense of purpose, (Yalom and
Leszcz, 2005 ).

Yalom and Leszcz, (2005:15), describe insight as a further positive aspect of the group
therapy process. This may be gained on at least three different levels that are ‘

- appropriate in this context:

" 1. Clients may gain a more objective perspectlve on thelr interpersonal prescntatlon

| They may for the first time learn how they are seen by other people.

2. Clients may gain some understanding into their more complex 1nteract10nal patterns
of behav1our :

3. Group members may learn why they do what they do to and w1th other people
‘ (vii) The Psychodynamics of Groups

Wlthm the psychodynaxmc concept of Obj ect-Relations theory the infant uses the
mother as a transactional object to assist in the process of separation and 1nd1v1duatlon
leading to the achievement of the True Object Stage through separatlon individuation
and establishment of object constancy (Winnicott, 1974; Foulkes’,1975; Trafimow and
Pattack, 1982; Ballas, 1987). The group in the nurturing sense may also actasasa
transactional objeci by enhancing the work of Early Object Stage leading to the
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achievement of the True Object Stage through separation individuation and
establishment of object constancy (Hoffer, 1955; Mahler, 1975; Trafimow and Pattack,
1982) ' | ’

In contrast to the phenomenon of group as a nurturant ‘good mother’, the phenomena of
~ ‘bad mother group’ has also been discussed (Durkin, 1964, Glatzer, 1969, Ganzarain,
1989). Such a group is perceived as over-dernanding, non-reciprocal, intrusive and
devouring. Private and se_cret affairs are seen to be enquired into with hostile curiosity - |

and members feel threatened with the loss of their individuality.

Successful support groups may provide a means of removmg or reducmg the risks
posed to workers by the projective 1dent1ﬁcatlon processes inevitable when worklng in
close contact with distressed, disaffected or needy people By sharing difficult work

' situations, members of the group will not only be commumcatmg 1nformatlon but wﬂl
also be conveying states of mind which may be very uncomfortable or even painful. As
the recipient of the proj jected distress, and by acting as a ‘container’, the group mlght be
able to bear what the individual member cannot, and, by articulating thoughts that they
have found unthinkable, contribute to developlng in them a capacity to think and hold

- on to anxiety themselves (Projective Identification), (OBholzer, 1994). Through |
exploring their work experiences in this way, group members can come to recognise
counter-productive defences, question practices previously taken for granted and feel
less isolated. By empowering individuals to epeak, whether on their own behalf or on

~ behalf of their institution, they may begin to change threatening conditions as the
anxiety can be contained, and what needs to be talked about can be named and some
degree of effectiveness may be recovered. Even when this does not happen itis
possible to regain some inner sense of having the power to affect ones’ own expenence

rather than belng a sxlenced victim (Obholzer 1994).
(viii) The Containing F unction of Groups

The structured containing environment of the group enables members to take time to get
to know each othex" and become familiar with each other’s fssues and contexts in a safe,
task-o_rientated setting. The Head teachers in the group can have the freedom and
conﬁdence to think and articuiate their own thoughts, as opposed‘ to following the -
institutional defensive ‘party line’, Empathy is a critical element as group members are

less likely to criticise or blame each other if they are sensitive to one another’s internal
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experiences and underlying intentions (Yalom and Leszcz, 2005:42).

This containing function of the group was experienced by the pilot study Head teachers
" who felt that their attendance at session had benefited their schools as a whole and may

offer support to the profession as a whole. As one participant stated:

- “This has been helpful to the whole school. If I had gone under with stress it would
. have not been good for the school. Peer supervision has provided a way to get rid of

' stress without putting it onto the staff.... This is not just a way of supporting current
Head teachers it is also a way of promotzng Head teachership in a time when people

are unw:llmg to take on the role due to the high Ievels of stress

The pllot study had demonstrated the value of havmg a ‘task-orlentated’ group, w1th a
strong structure and an ethos of encouragmg open discussion of personal feelmgs

connected with the work-role. It was my intention to develop a means of providing

- consultatlon within a group that could facﬂxtate themselves. -

(ix) The Disadvantages of Peer Support groups

In their work w1th school staff support groups Strmger etal. (1992) report that
participants listed a lack of time available to school staff for group work as a major

drawback to this kind of work. In particular co-ordmatmg a time that is convenient for

. all those who wish to take part is espemally difficult. However, in some instances this

particular difficulty was overcome by some Head teachers allocating dlrected time to

such activities.

Other negative comrheuts in Stringer ef al.s work (1992) included that by having a set
time for meetings makes problems appear to be contrived and it is not possible to deal

* with problems more immediately. Teachers in small schools'commented that as they -
| were a small staff they had many opportunities to discuss concerns together. In this
respect settmg up groups in small schools may be a more difficult task as the percelved
- need to meet as a formal support group may be less. Strict confidentiality rules may lead
to some suspxcnon by senior management concemmg the nature of the group. Groups ;
can run the risk of appearmg divisive or “activist” if senior managers.are not involved i in

some way Welcommg managers to groups may dispel some of these concerns.
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In the work of Stringer etal. (1992), _withvstaff consultation groups in schools, a group

* leader or facilitator used a problem-solving framework both to support the indi_vidual |
with a problem or concern and to encourage other group'membe‘rs to do so. However,
due to a range of factors including alack of time, I intentionally removed myself, '
followmg the initial training session. Furthermore, as the intention was to provide a

- secure and confidential environment to enable group members to be unlnhlblted and

| open in their discussions, I beheved that my presence as an out51der both in terms of
my role as an EP and having been engaged by the Local Authonty to carry out t}us work
may have put rne under suspicion and may have compromised the security of group

~ members, especlally as I was not to remain a member in the future. In addition, as the
intention was to develop a self-servrng group the members needed time to estabhsh ‘
themselves and become competent in facilitating their own group By removmg myself : .
- from bemg present at the groups I could also av01d issues descnbed by Bion, (1961),
and others where dependency issues are built around a group leader or faC111tator This
' accounts in part for the apparent mlsmatch between psychoanalytlc theory and some .

- elements of the methodology such as my absence from the peer support groups .
| (x) Bion and Grbups .

Bion (1961)\became aware in his work with groups that he was being made to ’feel the v‘ :
emotions which the individual or group was ﬁndmg too pamful to bear Bion applied
’ Kle1man concepts to groups and demonstrated how groups regress to early stages of
mental functioning whereby psychotlc anxieties and primitive defences are reactlvated. o
The therapeutlc group may resemble a fam1ly in many aspects; there are
authority/parental ﬁgures, peer/SIbhng ﬁgures deep personal revelatlons, strong 4

" emotions, and deep 1nt1macy as well as hostlle competltlve feehngs Where a leader is

- present the members oﬁen mteract with the leader and other members inmodes -
reminiscent of the way they once interacted with parents and srbhngs (Grotjohn, 1972).
In the setting of a group, there can occur, four-fold transferences to (1) Group workers, ‘
(n) group members; (m) the group as a whole and (iv) the out group The reparative . . |
processes of group work may lead to the estabhshment of pos1t1ve transferences, -

equahsatlon of relatlonshlps and synthe51s of dlfferent parts. -

- “ds internal objects are prbjected‘onto other individuals in the group, inan attempt
to force them into dssuming desired roles, they are also prbjected onto the group . ’ u

T - s
entity”, -
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(Ganzarain, 1992:207).

- [projective identification]

Through exploring their work experiences, members can come to recognise counter- B
productive defences, question practices previously taken for granted and feel less ‘

“isolated.
(xi) Group Leaders -

: _Freud (1920) argued that the members of a group, particularly large' groups such as
crowds at political rallies, follow therr leader because they personify certain ideals of
their own (Stokes, 1994). Whilst the leader shows the group how to clarify and act on
its goals, the members of a group can become pathologrcally dependent or easrly
'swayed one way or another by their idealisation or denigration of the leader. Some - |
members become helplessly dependent on the leader, whom they instil with unrealistic
knowledge and power whilst others defy‘ the leader, regarding them as infantilislng and

controlhng Whilst some group members may be wary of the leader others compete

~ with other pamc1pants for attention and caring from the leader. Some members of the :

group become envrous when the leader’s attentron is focussed on others; others search 5
for allies among the other members in order to bring down the leader. Conversely, some
group members appear to ‘neglect their own interests in an apparent selfless effort to

appease the leader and the other members (Yalom and Leszcz, 2005: 15)

Regardless of the oersonal style or skill of group‘leadersk, the group members come, to
experience some degree of hostility and resentment towards them as they ineyitably do
not fulfil members’ fantasised expectations (Yalom arid Lesicz 2005'15) If the group
l members suppress their feehngs of dlsapporntment or anger the leader is not cntrcrsed
or challenged and these essential processes of healthy group life do not take place In
place of the leader a convement scapegoat such as another member or some 1nstrtut10n
like ‘The Government® or ‘The Authority’ may be attacked. Imtatlon within themselvcs ‘
or within the group as a whole may be experrenced and norms that dlscourage open |
. expression of feelings may be estabhshed Such behavrour may be a signal that

aggressron is being dlsplaced away from its more rlghtﬁ.ll source often the leader
(Scheldhnger 1982). ' ' '
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(xii) Overt and CauertAims of Groups .

Bolton and Zagler Roberts (1994) claim that different groups have :overt aims which |
are conscious and pubhc covert aims which are known to at least some of the

: part1c1pants, but not acknowledged; and unconscious aims, which remain unknown
(Colman, 1975). The overt aim of any support group is to provide a space for staffto -
discuss difficult feelings in order to regain a sense of direction and purpose whilst the
- covert aim may be to have time away from the demands of the work and the feelings it
stirs up. Criticisms from outside the group make it more difﬁcult' to risk having anyk
dlsagreements within the group and so these may be avorded (Obholzer, 1994). As an
Aoutsrder to the professron Local Authority and the area, my presence in the group may
 have inhibited individuals who struggled to share, their most difficult feelings which . ~
| may have involved gurlt or shame, lest these further erode their already shaky self-- ’
esteem In this way the degree of 1solat10n may have 1ncreased and dlsabled the group ,

from actually thmkmg about their work. .

~In the same way in Wthh the fear of an external authority can make us afraid to

speak, the fear of an internal authorzty can make us aﬁald to thmk’

As the success of group superv1sron rehes on the bmldlng of trust and posrtrve
relationships which occurs over tlme the intention was to provrde a secure and
confidential environment to enable group members to be uninhibited and open m their
discussions. I believed that my presence as an ‘outsider’ both in terms of my role as an
EP and havmg been engaged by the Local Authorrty to carry out this work may have -
put me under suspicion and may have compromlsed the securrty of group members,

especrally as I was not to remam a member in the future

: kAccording to Bionk(l‘96l) every group has two groups within it: the ‘Work-Group’ and :
the ‘Basic Assumptron Group’. In work-group mentahty, members are intenton
carrying out a specifiable task and want to assess their effectlveness indoing it. In basrc '
assumption mentality, the group s behaviour is directed at attemptmg to meet the -

unconscious needs of its members by reducing anxiety and internal conflicts. How -

groups do this varies. Bion (1967) dlStll’lnglShed three basic assumptrons each ngmg
rise to a particular complex of feelmgs, thoughts and behav1our basic assumptzon .

dependency, basic assumption fi f ght-flight and basic assumptzon pazrmg. Basic
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assumptions are anonymous and no one wants to own them (Trist 1985).

Basic assumption dependency (baD) - The leader is expected to look after, protect
sustain and make the members of the group feel good, without facing them with the
demands of the group’s real purpose. In so dorng the growth and development of the
: group is inhibited (see glossary)

Basic assumption fight-flight (baF) - The assumption here is that there is an ‘enemy’,
which should either be attacked or fled from. However, as Bion puts it, the group is
prepared to do either indifferently. Members look to the leader to devise some

appropriate action; their task is merely to follow (see glossary).

Basic assumption pairing (baP) — BaP is based on the collective and uneonscious belief
that, whatever the actual problems and needs of the group, a future event w1ll solve
them. The group behaves as if parrmg or couplmg between two members within the .
group, or perhaps between the leader of the group and some external person, will bring -

~ about salvation.

When under the influence of a basic assumption, a group appears to be intently set on

: rneeting asif for some ill-defined purpose and group members appear to lose both their |
critical facultles and individual abilities. In this state of mind, the group seems to lose
awareness of the passing of trrne, and apparently trivial matters are discussed as if they
were matters of life or death, which is how they may well feel to the members of the
group, since the underlying anxieties are about psychologieal survival Onvthe other

. hand, there is little capacrty to bear frustration, and qulck solutions are favoured. In both
cases, members have lost their capacrty to stay in touch with reality and its demands
Other external realities are also 1gnored or denied. For example instead of seeking
information the group closes itself off from the out51de world and retreats into paranoia.
An inquiring attitude be'comes impossible and new ideas or solutions are not considered

- as these may question long-established assumptions, and involve unfamiliar and
unpredictable elements and as such are regarded as t0o terrifying to consider. Atthe
prospect of anv change; the group is gripped by panic, and the struggle for
'understanding is avoided. All this prevents both adaptive processes and development
(Turquet,1974). Effective work, which involves tolerating frustration, facing reality,
recognising differences among group members and learning frorn‘ experi‘ence, will be

seriously impeded.
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(xiii) The Sophisticdted use of Basic Assumption Mentality

Bion (1961) also refers to the sophzstzcated use of basic assumption mentality,
suggesting that a group may utilise the basic assumptlon mentalities in a sophisticated
way, by moblhzmg the emotions of one basic assumption in the constructive pursuit of
the pfimary task. Eg. baD in a hospital ward engenders trust, baF in the “army overcomes
personal safety , baPAin a therapeutic setting provides a background sense of hope to
sustain inevitable setbacks in treatment. Eg. baD - school ; baF -EPS ; BaP - social
worker/CAMHS ' | '

When there are difficulties in canying out the task for which the team is in existence
there can be a breakdown in the sophisticated use of the various basic assumptlons and
‘mstead aberrant forms of each emerge. Aberrant baP produces a culture of collusion,

" supporting pairs of members in avoiding truth rather than seeking it. There is attention
tothe group’s mission but not to the means of achieving it. Aberrant baD gives rise to a
culture of subordination where authority derives entirely from position'in the hierarchy,
requiring unquestlonmg obedience. Aberrant baF results in a culture of paranoia and
{ aggresszve competztzveness, where the group is preoccupled not only by an external
enemy but also by ‘the enemy within’. Rules and regulations proliferate to control both
the internal and the external ‘bad objects’. Here it is the means which are explicit and

the ends which are vague.

Ina group taken over by basic assumption mentality, the formation and continuance of
the group becomes an end in itself. Leaders and members of groups dominated by basxc ‘
- assumptlon activity are likely to lose their ability to think and act effectlvely
continuance of the group becomes an end in itself, as members become more absorbed
w1th their relationship to the group than with their work task. The functioning of teams
can be promoted by the sophisticated use of a basic assumption in the service of work,

Cor impeded and distracted by their inappropriate or aberrant use.

- A disregard, even hatred of external reality is typical of the basic assumption mode of
group functioning, where the task pursued by a group is more to do with m'eeting.
| members’ internal needs than the work-task for which it was called into being. It is
associated with an absence of scientific curiosity about the group’s effectiveness, an

inability to think, learn from expenence or adapt to change, and it lS most likely to
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. dominate when there is anxiety about survival (Bion, 1961).

Ezriel’s (1950 1952) approach was similar to Bion’s, in many ways He saw the group
members relating to the group leader in one way (the Required Relationship) in order to
avord or avert another mode (the Avoided Relatlonshlp) which in fantasy was felt to
“carry some bad consequence (the Calamity) usually in the form of the destruction of the |

group leader or the fear of the group worker counterattacking or abandoning the group.

Members of such groups are content in that they are relieved of anxiety and
responsrblhty, but at the same time, they are dlscontented as their skllls, 1nd1v1duahty
and capacrty for rational thought are sacnﬁced as are the satrsfactlons that come from
‘working effectively. As a result, the members of such groups tend to feel continually in "
conflict about staying or leaving, somehow never able to make up their minds which o
| they wish to do for any length of time. Since the group now contams split-off and
: pro_]ected capacities of its members, leavmg would be expenenced as losing those
disowned parts. In work group mentality, on the other hand members are able to -
mobilize their capacity for co-operation and to value the different contributions each can
make. They choose to follow a leader in order to achieve the group’s task, ratherthan '

doing so in an automatic way determined by their personal needs.

Ifa support group is being used to process ‘toxins’. whxch are products of madequate
management, orgamsatlonal structures and support systems group leaders may find that
they are workmg at making bearable what should not be borne. They must also be aware
that that these same ‘toxms can ‘get into’ them too; they will need support systems of
their own to contain their own anxieties and help them make sense of their expenences
Therefore I was aware of the need to protect myself and remain apart from group and o
~ensure that the Head teachers were aware of these factors in their workmg hves so that

they mlght 1nﬂuence them
(xiv) Support Groups for l?rofess;'onals

- The idea of support groups for professronals is not new. The Elton Comrmttee s Report g
(1 989) hlghhghted the crucial 1mportance to teachers of peer support It went so far as -
recornmendmg that every school should have a staff support group. There are numerous
accounts of support groups: for Head teachers (Gupta, 1985; Kearney and Tumer

1989); for teachers with specral needs responsrbrhty in mamstream schools (Hanko,
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B 1989 1990; Tempest et al 1987) for teachers in specral schools (Gersch and Rawkins,
: 1987 for EPs (Maggs, 1982, 1987), and for student psychtatnc nurses (Golding, 1987) v
These accounts illustrate a rich dlver51ty in ongms, aims, procedures and theoretrcal

origins.

Gupta (1985), in hrghhghtmg the partrcular needs of Head teachers descnbes a support
group in which the EP acts as facilitator. From a trghtly structured discussion group, the
group moved towards one in which the part1c1pants 1ntroduced and shared thelr |

individual concerns.

Kearney and Turner (1 989) promoted peer support for Head teachers in the context of a
training workshop speclﬁcally focussed on stress management Although led by the
EPs, the approach sought to generate from partlclpants themselves factors mﬂuencmg =

occupatlonal stress, as well as its management

Graden et al. (1985) outline an approach which is a variant of the Warnock stages of
assessment utilising a consultation process in its earliest stages Tempest et al (1987)
establrshed small groups of special needs teachers drawn from several schools They
| v rece1ved trammg from EPs in the use of a problem clanﬁcatron model followed by
: regular meetings with support service teachers and EPs to rarse concerns, share in
} problem solving and formulate dec1srons about future action. lnterventlons and
'bapproaches that share a focus on ‘Development through people use vanous approaches ‘

to staff support groups (eg. Gersch and Rawkms, 1987 Gill and Monsen 1996 Hanko,
‘ 1995) ‘

~ Hanko in her work with teachers from many dlfferent settmgs owes much to the model :

- of mental health consultation as described by Caplan (l970) Through adoptmg a non- B
prescrlptlve style she worked to establlsh the autonomy of the 1nd1v1dual and the group :
Hanko s (1999), group work draws ona psychodynamrc background and has prov1ded B >

, opportumtres for teachers to acknowledge and legrtrmlse therr sometlmes strong

feelings and help each other with possrble ways through d1scuss1on of real- hfe cases.

Stnnger etal. (1992) descnbe a prOJect in whrch a group of EPs employed techmques
‘deriving from the Milan school of family therapy with whole-school or self-selectmg
groups of staff. Because the approaches emphasrse the strong emotrons aroused by some

profess1onally challengmg pupils, they have the potentlal to move a staff group towards
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operating as a special ‘reference group’ (Nias, 1985).
Summary

Through the appllcatlon of the psychodynamlc concepts of sphttmg, transference
parataxic dlstortlon projective identification, alienation, and anx1et1es and defences it
can be seen that it is poss1ble to see how some of the dlfﬁcultles reported by the Head
teachers may have arisen through both inter and intra personal conflicts and the .
potential effects of these on the establishment and maintenance of power and authonty

~ inaschool, it’s ethos and its’ Head teacher s leadership qualities. Snmlarly, the
psychoanalytlc concept of the container offers a useful model for the planning of an
intervention strategy to allev1ate some of the dlfﬁcultles described. The use of ,
consultation, superv1s1on and solution-focused processes offer theoretlcal underpmmngs

" in the desrgn of such an intervention.

, Whilst the ratlonale for usmg group work has been dlscussed extenswely within thls -
- chapter the followmg chapter descnbes the specrﬁc deta11 of the group estabhshed in
the current study '
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CHAPTER 3 - METHODOLOGY
Introduction

" The Literature Search argues that through the application of the 'psychodynamic .
concepts‘of splitting, transfe'rence, parataxic distortion, projective identification,
alienatidn, and anxieties and defences, it is possible to see how some of the difficulties
reported by the Head teachers may have arisen tllrough both inter and intra personal

_conflicts and the potential effects of these on: the establishment and maintenance of

power and authority in a school; its eihos; and its Head teacher’s leadership q\ialities.

| Similarly, the psychoanalytic concept of the container offers a useful model for the

. plaﬁning of an intervention strétegy to alle\}iate some of the difficulties described. The

use of consultation, supervision and solution-focused brocesses offer theoretical =

underpihnings in the design of such an intervention.

The reason for doing this work was two-fold; (1) To sée if this process would improve
the lives of the Head teachers concerned by allaying some of their fears and providing
sofne practical ways forwara with their difficulties; and (2) To interpret some of the
complex intra _and interpersonal issues that contribﬁted to the distress of the individuals
concerned. In pursuing this second goal I was aware that T must acknowledge the
complexity of the emotional lives and unconscious processes of those I was studying.
For this reason I chose to adopt a psychoanalytic approach in the collection and ahalysis
of data as I hoped the sophistication of its ideas about emotional investment and fantasy, "
might offer the ‘thickening’ or ‘enrichment’ of interpretive uhderstanding (Frosh,

1999), brougiit to Bear on the personal narratives, arising out of the interviews that were
plé.nned. I hoped that psychoanalytic theory would supply a frarhe\ivork and
methodolégy through which subject pdsitions could be explored without necessarily

~ having to make assumptlons about the stability of selfhood and that psychoanalytlc
interpretive strategies might be able to throw light on some of the psychological
processes, or perhaps the conscious and unconscious ‘reasons’, behind a specific

, 1nd1v1dua1’s investment in any rhetorical or discursive posmon The mtentlon was to

- gain a more complete (because more individualised as well as emotion-inflected)

interpretive re-description of interview material (Frosh, and Saville Young (2007).
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(i) Main Methods Used

Elements of consultation and supervision were used to design a peer supervision
group to provide both practical solutions for problems and an effective container

for the anxieties and uncertainties experienced by a group of Head teachers.

An initial training day was used to explain the background to this work, my

experiences in my own authority of this pilot study group and the psychological
underpinnings and theory behind tltis type of work. The session was also used to
demonstrate the peer superv151on group process. -

Following a number of group sessions the 11 part1c1pants were 1nterv1ewed A

psychoanalytic approach was used to collect the interview data in using a

~ narrative ‘Free Association Interview” method. Six questions deriving froma

similar the_ofetical structure to that devised by Hollway and Jefferson (2000)

~ were used as prompts in the interviews.Group members were also asked to rate

be

their experiences to provide a measure of perceived usefulness of the group ,
sessions. The answers to these questions also served as feedback to the Local
Authority. These questlons were asked verbally and any additional commcnts

made at the time were also recorded.

~ All of the 11 interviews were recorded digitally and then transcribed in order to

analysed. The transcribed material of each interviewee was arranged into nine
common categories as follows: (i) Difficulties experienced by the Head teachers; l
(ii) Expenences of belng in the group; (iii) Ind1v1dual beneﬁts (iv) Wider |
Benefits; (v) Barners and limitations; (v1) Ongomg success and survival of the
Group; (vii) Working in pairs; (v111) Role of the Educational Psychologlst

(ix) Additional comments.

The transcnpts correspondmg to each of these broad categones were kept as

intact

as possible for interpretation. |

o The transcnpts were then analysed using an 1nterpret1vc approach based
around content analys1s where particular attentlon was given to the -
" Gestalts and the defended subjects contained within the interview texts.
Ethical considerations were taken into accotmt and there was a \
discussion around the objectlvu;y, rehabxhty and gencrahsablhty of the

~ data produced
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(ii) The Psychodynamie Perspective

Concerns around the use of psychoanalysis include: the static nature of its concepts and
~ structures separate from social relations (Wetherell, 2003); its focué on ‘inner-
psychological and individually demarcated reality’ which reproduces individual/social
dualism (Sondergaard, (2002:448), and its positioning of people by the theoretical
structures used to understand them (Barker, 2005). Whilst these reservations have '
relevance I believed that the use of triangulation gave me a way of assuring the validity .
of research results. By using a variety of research methods and approaches (interviews,
questionnaire data and my own field notes) I' hoped to overcome some of the -
weaknesses and biases which can arise from the use of only one of these methods. The
unstructured interview format allowed me to identify key issues and appropriate terms
which I then used as a basis for deeper analysis and comparison with field notes,
questionnaire data and the responses from &e individual parﬁcipants. By comparing the
different perspectivee, together with my own perspective, I could obtain some degree of

a shared social context on which to consider the individual responses.

The dependence of psychoanalysis on biographical and ihterpersonal information in
order to grouﬁd interpretations makes the épplication of psyehoanalyiic ideasinthe

- non-clinical research seﬁing difficult and may compromise its appropriateness inthe
analysis of the interview material Other theoretical approaches such as a systems
approach (Agazarian, 1989; Alderfer, 1976; 1977 1980 Brown, 1980; Hartman and
Gibbard, 1974, leschhom, 1988; Hirschhorn & Gilmore, 1992; Miller & Rice, 1967,
Yan & Louis, 1999), may hlghhght difficulties in the systems used in individual

- schools, the local authorlty, the local commumty and other agencies, however, this
approach used in isolation would not account for 1nterpersonal and intrapersonal factors
that may be contributing to the problems Similarly cogmtlve behavioural, personal |
construct and solution focused approaches may help individuals derive answers to their
problems but would not necessarily meet their emotional needs and would be difficult to
achieve in a group sessioo. However it was the belief that the amalgamation of a
supportive group alongside a solutxon-focussed process would allow md1v1duals to
express emotions which could be contamed within an empathetxc group whilst at the

same time looking for a way forward to alleviate the situation.

The rationale for using group work was discussed extensively within Literature Search
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“and so the followmg account descnbes the specrﬁc deta11 of the group in the current
study. It has been divided into four sections: 1. ‘The Head teachers peer supervision

group; 2. Data Collection; and 3. Data Analysrs/Interpretation and 4. Procedures.

The Head teachers Peer Supervnsnon Group section describes how the group was '
established and facilitated and how the group session format was developed and
established. There is also a descnptlon of some of the ethical issues involved i in domg

this work

The Data Collection procedures and rationale used in this study are described and
discussed in the fourth section. There is an overvievv of the rationale behind the B
narrative and psychoanalytic methods influential in the process used to interview group
members There is a specific focus on the ‘Free Assocratlon Interview’ Method and the
. concepts o‘f Gestalt and the Defended Subject. Again there are references to the ethical :

considerations that were taken during the interview process.

Data Analysns/lnterpretatlon of the Data is descnbed in the final sectlon in addltion
toa rationale for and a description of the processes used to analyse and interpret the data |
there is discussion around the validity of such interpretive methods. Furthermore a |
rationale is offered to define the concepts of ob_]ectmty, reliab111ty and generalisability
used in the study. : ’

The Procedures section describes in detail the speciﬁc procedures and processes that
. were anOlVCd in: the Peer Supervrsron Group, collection of the data in the 1nterv1ews

and the subsequent analysis of the data collected. -
2. The Head teachers’ PeerVSupervision Group

(i) Establishing and Fi acilitating the Grodp S

Although I was a\vare that individuals from a range of other professions could offera
 wide range of experience and expertise that may have been applied to some of the . v ' ‘
difﬁcultles expenenced by the Head teachers I decided to limit the group excluswely to
Head teachers as the presence of participants from other agencxes may have been ’
counter-productive One of the difficulties in makmg a team out of different professwns 5

is that each professron operates through the dehberate harnessmg of dlfferent ‘



sophisticated forms of the basic assumptions in order to further the task (Bion, 1961).
Difficulties in carrying out the task for which the team is in existence canlead toa |
breakdown in the sophisticated use of the various basic assumptions, and instead what
Bion refers to as the aberrant forms of each emerge. The,conﬂict experienced when
individuals from different agencies meet is ’a consequence of the different emotional
motivations involved in each profession. Fights‘for supremacy in a multi-disciplinary

- team may be 1nev1table as there is a psychological clash between the sophisticated use -
- of the three basic assumptlons Each carries with it a dlfferent setof valuesanda
different set of views about the nature of the problem, its cure, what constitutes
progress, and whether this is best achieved by a relationship between professronal and

cllent 1nvolv1ng dependency, ﬁght-ﬂlght or pairing.

The group of Head teachers in the pllot study had already estabhshed a co-operatlve

network where they shared 1deas tralmng and 1nformatron with each other This group
" met every half term in a local pub to discuss common issues and had a local focus. The -
| venue had been chosen to provide complete removal from a school environment where

 there were constant sources of distraction. The meetings supplemented the ofﬁcral’

- countywide meetmgs for Head teachers This prov1ded an opportumty for me to suggest e

that they form a peer support group Like the prlot study, group membershlp in this
study was entirely voluntary However unlike the pllot group, the Head teachers were :
invited to attend the initial session havmg been contacted by a Recrultment Strategy |
A Officer from their home Local Authonty All Head teachers in the Authorrty had been
sent a letter advertlsmg the initial launch dayina nearby hotel. Staff were invited to
attend this session and a follow-up session fora small fee to cover costs. Therefore
some individuals knew each other from workmg in the same cluster groups but others
were unknown. There was some dxfﬁculty in the recrultment process as the 1nv1tatlons
had been sent out at very short notice ata partlcularly busy time of year, close to theend
~ of the summer term and the phrasing of the letter, not having been written by myself or
‘the EP working with me from the local authority, was not altogether clear.‘However; ,
desplte these drawbacks eleven individuals, 6 men and 5 women attended the‘launch . |

_session. -
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(ii) Establishing Group _CohesiveneSs

As cohesweness isa s1gmﬁcant factor in successful group therapy outcome where
members are reported to be accepting of one another, supportive and inclined to form k
'vmeamngful relatlonshrps in the group (Rasmussen and Zander, 1954), it was essential to .
: promote cohesiveness from the outset. Groups with a greater sense of solidarity, value
the group more highly; defend it against internal and external threats; have a higher rate
of attendance are more stable and experience less turnover and the group standards are -
defended much more than in groups with less cohesion. (Yalom and Leszcz, 2005)
Members of a cohesive group feel warmth and comfort in the group and a sense of k
belongrngness they value the group and feel in turn that they are valued accepted and
| supported by other members (Bloch and Crouch 1985) It has also been shown that the
members of a cohesive group, in contrast to the members of a non-cohesive group, w111
try harder to influence other group members (Goldsteln et al. 1966); be more open to
influence by the other members (Cartwnght and Zander, 1968); bemore w111mg to
listen to others (Back, 1951) and more accepting of others (Rasmussen and Zander L
1954); experlence greater security and relief from tension in the group (Seashore, 1954);
participate more readrly in meetings (Rasmussen and Zander, 1954) self disclose more
(Krrschener et al 1978), protect the group norms and exert more pressure on :
individuals devratmg from the norms (Schacter 1951 Zander and Havelin, 1968 chh
1968); be less susceptible to disruption as a group when a member terminates _
membership Goldstein et al (1966 ); Schacter, 1951), and expenence greater ownershlp . "
of the group therapy enterpnse (Fuerher and Keys 1988) :

Cohesrveness favours self—drsclosure, nsk takmg, and the constructive expressron of
conﬂlct in the group - phenomena that facrhtate successful therapy. Cohesive groups
have norms that encourage open expressron of dlsagreement or conflict alongside ~
support. In fact, unless hostility can be openly expressed, persistent, covert hostrle o

- attitudes may hamper the development of cohesrveness and effective 1nterpersonal
learning. Unexpressed hostlhty smoulders wrthm only to seep out in many mdlrect e
- ways, none of which facilitates the group therapeutlc process (Yalom and Leszcz, S
- 2005). Cohesive groups are able to embrace conﬂlct and to derlve constructlve beneﬁt
from it. (Yalom and Leszcz 2005) '

Group cohesrveness is also a precondition for other therapeutlc factors to funcuon

0pt1mally (Yalom and Leszcz , 2005). There is expenmental evrdence that cohesxveness



in group therapy encourages the members to participate in a process of reflection and
personal exploration (Truax, 1961). The more the group matters to the person, and the - :
more that person subscribes to the group values, the more he or she will beinclinedto
value and agree with the group judgement (Miller, 1983). The relationship between
cohesiveness and maintenance of membershlp has implications for the total group Not

, only do the least cohesrve members termmate membership and fail to beneﬁt from
therapy but non-cohesrve groups with hlgh member turnover prove to be less
Itherapeutrc for the remaining members as well. Clients who drop out challenge the

group’s sense of worth and effectlveness (Yalom and Leszcz, 2005)

~ As the members of this newly formed group naturally identiﬁed themselves .
predomrnantly in terms of thelr own schools, there was potentlally a problem with
members expenencmg dlfﬁculty between the conﬂrctmg demands and interests of therr ,
own school and those of the group. In some cases this can make it very drfﬁcult for the ;b ‘
group to work effectively as members with loyaltres to different home-groups are more
likely to be competltlve and reluctant to share resources or knowledge. It was hoped l
- that, as the work of the group took on greater meanlng and 1mportance the members o !
~ would gradually mvest more and ‘more in the group, burldrng up a shared value-system |

as well as personal relat10nsh1ps among members

However, participants in the ‘pilot study reported that their schools had become even ‘
more open to each other than they had been prevrously and this could stop potentral
“tensions developrng Several said that they Wwere now worklng on pro_] ects and tasks

together such as classroom observatlons professional development school prospectuses

and job descnptlons and that they felt more comfortable in seekmg support from others =~

in the group. ‘Even if could not aira problem in the group I now feel that I could
 contact the others and still get support’. As greater cohesion is partrcularly hkely to -

: happen when the group work is done outsrde or away from the home- -group (Obholzer
‘ 1994), the venue for the launch sessions was a hotel rather than any of the schools -

» ‘involved. '

: As group cohesiveness ﬂuctuates greatly durlng the course of the group (Klvhghan and o
Mullison, (1988), Braaten (1990)), it was essential to engage the new group members

quickly to ensure that they were bonded sufficiently to handle the more challengmg s
work to’ come later in the group’s development as more conﬂrct and drscomfort :
: emerged (Klvhghan and Lilly (1997) Castronguay, Pincus, Agras & Hlnes (1998)) It
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was necessary to provide conditions of safety, respect and tolerance, so that anxiety and
insecurity could be contained and examined productively within a bounded space where
~ participants could begin to tolerate bringing more of their feelings than they were used

~ to doing in their other work activities, in an atmosphere which encouraged openness and

self-examination.
(iii) Other Factors to Establish the Success of the Group

Feedback following staff consultation groups led by Stringer et al. (1992) revealed that
participants highlighted four main factors which contributed to the successful
establishment of their groups. These included: an enthusiastic, skilful and well

. respected facrhtator value and support by management; 1nvolvement’, mterest and
canng from group members who are w1111ng and able to commit themselves to the :
group’; and a ‘need for mutual support in a difficult teachmg environment'. Other
practical issues such as a suitable' room, with refreshments and prrvacy were also
regarded as essential. It was therefore 1mportant to ‘set the scene’ in as 1nv1t1ng and
dynamic way as possrble A local hotel was used to provrde a pleasant setting away
.from the members’ schools. The room that was chosen was light and airy with

_appropriate seating and resources and refreshments were provrded throughout the day
As the establishment of the group had the full support of the Local Authority in that
they had instigated it, it was felt that the first condition of the above factors had been
met. As the new group mernbers had come to the introductory session voluntarily it
could also be said that at least part of the second condition had also been achieved. -
Srmrlarly there was clearly a mutual need for support as the Head teachers had

' responded to the invitation based on this as a pnmary concern. What was left was to

- ensure that those that came were interested enough to become involved in the group and

cared enough for themselves and their colleagues that they would be willing to commit

to meeting up regularly to discuss their difficulties. -
(iv) The Initial T raining Session

I decided to use a presentation at the start of the launch day in order to explain the
background to this work, my ‘experiences inmy own authority of this pilot study group
“and the psychologlcal underpinnings and theory behind thlS type of work. Iinterspersed

formal presentations with experiential exercises and discussions of situations and

difficulties experienced by the partrclpants. The idea of a psychoeducatronal component

v
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approach to group ‘work offering mstructron about the nature of drfﬁcultres is not new
Maxwell Jones in the 1940’s, lectured to his patrent’s three hours a week about the -
nervous system’s structure, function, and releyance to psychiatric symptoms and
disability. Similarly, Marsh writing in the i930"s organised classes for his patients,
cornplete with lectures, hornework; and grades (Yalom and Leszcz, 2005).
Psychoeducation about the impact of negative emotions on relationships is much more
effective when participants examine, in a direct Way, how these emotions are affecting
their own hves and their relatronshrps The same information presented inan
intellectualised and detached manner is far less valuable (Beardslee, Wrrght Rothberg,
Salt and Versage, 1996; Yalom and Leszcz, 2005). Therefore, the content of my
presentatrons 1ncluded references to my own experiences, current news 1tems to

~ illustrate and emphasrse points graphrcally, the apphcatlon of psychodynamrc models to

everyday srtuatrons and exercises to illustrate contarnment (See appendrces Iand II)
(v) Designing the Peer Supervision Process

From the outset it was very irnportant to have a structure for the group sessions. I was
aware that where there 1s no structure or focus, rneetrngs may be unconscrously
drsorganrsed S0 that members can avoid facing therr disagreements or anxiety

provoking topics. It was essential to direct drscussrons away from other events that may

~ beused defensrvely to share acceptable feelrngs whilst avoiding other, less acceptable | o

feehngs and to avoid repetrtrve and armless drscussrons or blood- lettmg sessions where
feelings are expressed in an un-thought-out and destructlve way. Had these situations
been permitted there was a danger that attendance would become erratlc, members
would begin to drift i in late or let themselves be called out early, and many of those -

- present would say little or nothing (Obholzer, 1994). It was therefore necessary to
devise a process that would direct and guide group members constructively in a task-

centred approach to achieve the pn'mary task of the group.' ’

My initial response to the drstressed Head teachers had been to offer help and give
advice. As I quickly became aware that I couldn t do this personally I looked around for
others who could in the form of other Head teachers Initially, I considered a process
where members stated their drfficultres and others in the group advrsed them on what
they might do. However, research has shown that the process of giving advice rather
than the content of the advice, is beneﬁcial as it implies and conveys mutual interest and

caring, however, it is rarethat speciﬁc advice will directly benefit any individual group :
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member and it may reflect a resistance to more intimate engagement in which the group
members attempt to manage relationships rather than to connect (Yalom and Leszcz,
2005:12). Researchers who studied a behaviour shaping group of male sex offenders
_noted that advice was common and was useful to different members to different extents.
The least effective form of advice was a direct suggestion; most effectiVe was a series of

alternative suggestions about ho_vu to achieve a desired goal (Flovirers, 1979).

Yalom and Leszcz (2005), state that advice-giving or advice-seeking behaviour may‘be
an indicator in understanding interpersonal pathology; For exarnple, a group member

- who continuously seeks advice and suggestions from others, 'only to reject them and
cause frustration may be known as the ‘help-rejecting complarner or the
“Yes.........but" client. (Frank et al. 1952; Peters and Grunebaum, 1977; Berne, 1964)
Similarly individuals may repeatedly seek suggestlons about a problem that either is
insoluble or has already been solved. Some seek and take advice avidly from others, yet
" never reciprocate to others who are in equal need of support. Group members intent on
preserving a high-status role in the group may never ask for anything for themselveS'
‘some are effusive in their gratitude; whilst others never acknowledge what they have ;
garned publicly (Yalom and Leszcz | 2005)

‘Therefore, what was required was a means of group members being facilitated in fully |
defining their difﬁculties, gaining an insight into the nature of these and how their own
behaviour and/or beliefs might contribute to them. Alexander (1946) insisted that
intellectual insight alone is insufficient to bring about therapeutic change there must be
| an emotional component and systematic reality testing. This was referred to as the
“corrective emotional experience’ , where an individual is exposed to prevrously
unbearable emotional situations under more favourable circumstances in order to
undergo a corrective emotional experience suitable to repair‘ the traumatic influence of .

the previous experience (Alexander and French, 1946).

Psychoanalytic theory is changing as a result of new understanding of memory. Indeed
more contemporary research shows that change both at the behavioural level and at the
deeper level of 1nterna11sed images of past relatlonshrps occurs through relevant here-

: and-now relational experiences that challenge an individual’s erroneous or
dysfunctional behefs rather than through mterpretatlon and insight (Fonagy, Moran,
Edgcurnbe, Kennedy and Target (1993))
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. The recovery of past experience may be helpful, but the understanding of current
ways of being with the other is the key to change. For this, both self aﬁd other
representations may need to alter and thisvcan only be c{one effectively in the here
and now. ‘ o 1

(Fon'agy, Kachele,Krause,Jones, Perron & Lopez, (1999)).

- When the process is successful clients express more emotion, recall more personally
~ relevant and formative experiences, are more confident and have a greater sense of self
(Fretter, Bucci, Broitman, Silberschatz and Curtis (1994).

Yalom and Leszcz, (2005) agree that both emotional and cogmtlve components are
requlred to bring about change in behaviour or behefs and to make sense of evoked
, emotlons “We must experzence something strongly but we must also, through our
* faculty of reason, understand the implications of that em_otzonal experience”. (Yalom
‘and Leszci‘ 2005:30). Yalom and Leszcz (2005:29), summarise the components of the

corrective emotional experience in group work as follows:

1. A strong expression of emotion, which is interpersonally dlrected and constltutes a
 risk taken by the chent '

2. A group supportive enough to perrnlt this risk takmg -
Reahty testlng, which allows the individual to examine the incident with the aid of

consensual vahdatlon from the other members.
4, -» A recognition of the inappropriateness of certain 1nterpersonal feelings and
behaviour or of the inappropriateness of avoiding ¢ertain interpersonal behaviour,
5. The ultimate facilitation of the individual’s ability to interact with others more
deeply and honestly. |
L (Yalom (2005:29)

- These elements help to frame the experience and make sense of the emotions evoked in

a group.
. (vi) The Structure of the Group Sessions
(See ‘Procedures section later in this chapter for specific details of sesion), .

The Head teachers who had attended the pilot study sessions said that the structured

93



nature of the process and the estabhshment of confidentiality and supportive
relatlonshlps had helped the group to reach conclus1ons more effectively as well as

providing emotional and practical support.

- It was far better than I expected. The structured approach gave us what we needed
-a way of getting stuff off your chest as well as getting lots of useful suggestzons 1

did get upset when I was talking about the problem to the group but I dzdn t mind
that.

(Head teacher from the pilot study in an interview following the first group session)

Solution-focused thinking (Rhodes and Ajmal, 1995), can help to provide questions to
structure consultation sessions in order to open up the complexity of the situation in a
manner consistent with a social constructlomst approach which sees behavrour as
shaped by soc1a1 context and by issues of power and knowledge. Rather than looklng
for the origins of apparent differences within individuals or groups, this approach
focuses instead on the ways m Wthh differences are ‘produced’ in a social context and
asa result of social processes. Whllst essentlahsts view difference as a somethmg that
re51des inside people and 1nﬂuences the ways they interact, those adopting a more social
model regard dlfference as a process by which people are ‘dlfferentlated’ or
constructed as different. The relatlonshlps of power between those involved in an

interactional context are also considered as a factor in the productlon of ‘difference’.

.The process used was loosely based on Stringer et al’s. (1992), model _of consultation
whichvderived much of its rationale from Mental ‘Health Consultation and systemic "
~ theory and practxce The ongms of mental health consultatlon lie in the work of Caplan
(1970). Aubrey (1988), and Figg and Stoker (1990) summanse this approach and
“describe their application of it in their practlce as EPs. It is also on one of the
approaches that the Tavistock Clinic has drawn on in their advanced course in
professional consultation, and it is the approach that strongly influenced Hanko ( 1985,
1990).

Following the second training day participants were required to meet up and engage ina
peer supervision session with one other group member between the initial group session

‘and the second group session..

The process used in the group aimed to utilise the inter-personal skills of consultation
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and drew on the other elements of theory and practice that had influenced me to adopt ‘
-this approach. It used frequent references to the supervrsee to check that the group was
understanding the concern, gave the supervrsee approprrate help, and clanﬁed those
“aspects of the concern that the superv1see could take respons1brhty for domg something
about. The Head teachers who had attended the pilot sessmns said that not only had the
structured nature of the process and the establishment of conﬁdentlahty and supportive
relationships been very effective but the inclusion of a chairperson to manage the
'proceedrngs and to observe time limits had helped the group to reach conclus1ons more

effectlvely as well as provrdmg emotlonal and pract1ca1 support
(vii) Ethical Considerations

Efforts were made to prov1de adequate mformatlon to prospectrve group members to o
‘ enable them to make 1nformed ch01ces about their partrclpatlon Informatlon asto the ,
nature and goals of the group, the procedures that were to be used along with the rights - |
" of members to decline certain activities were provrded (see Appendix VII - Part1c1pant
Information Sheet —and Appendlx VIII - Pamcrpant Consent Form). The limitations of
confidentiality, and how active part101pat1on in the group may have an effect on them
personally were made as clearly and as fully as possible. Endeavour Was also made to
make members fully aware of their responsrbrhtles as group participants. Although no -
physrcal or psychologlcal harm of any descnptlon was anticipated, prospective group |
members were made aware of potential sources of harm such as: the risks of unleashing
emotlons group members being subjected to scape-goatmg, group pressure, breaches of '
confidence, inappropriate reassurance, and hostile confrontation. The p_oss1b1hty that the , |
group process might even preeipitate acrisisina member’s life or ofa person entering
the group feeling relatlvely comfortable and leavmg feehng vulnerable and defenceless
were also considered as were the effects on group members’ outsrde lives. The _
possibility that part1c1pants may be left, at the conclusron of the group, in no better
condition than when they b_egan to group, even feehng less equipped than ever to cope
~ with‘the demands of daily life were discussed with particlpants during the initial Session

~ and ways to avoid these dangers were considered. Whilst these were potentral real risks \:

they were mmrmal and every effort was made to reduce them ‘

The possibility of group members becommg upset or distressed when drscussmg therr '
1ssues in the group or m recountmg their expenences of the group later in the follow-up :

1nterv1ew was also stated. In antlclpatlon of thrs occurrmg, the reassunng and

95



therapeutic effects of talking about an upsetting event in a safe context claimed by -
Hollway and Jefferson (2000), were discussed. As‘Hollway and Jefferson question
whether it is necessarily harmful to experience being upset or distressed the emphasis "
was shifted away from ethical principles which treat distress and harm as equivalent

~ problems by theonsrng the relational context 1n which distress may be experienced.

That combination of harm and distress which tends towards an ethical principle that

: 'participants should be left unchanged by their experience of the resear“ch, is claimed as

~ impossible by Hollway and Jefferson (2000).

~ Prior to starting the sessions the partioipants were made aware of the potential risk of -
psyehological exposure if, whilst discussing their issue(s),they may experience .
ouer\Nheiming emotional sensations as a possible consequence of their sharing their
issues with the group. In the event of this situation occurring the participant would have
been able to leave the group and would have been able to access support from other .
members of the group. As the purpose of the group sessions was to find solutlons and

~ ways forward with difficulties it is unlikely that a participant would be left unsupported
or feeling helpless. All members of the group will be made aware of the need to support

~ each other emotionally.

Anxiety created as a result of listening to the problem.s‘of others m a group was also a
potentiai risk. However, as the purpose of the group was to find solutions to and suggest
ways forward with probiems any anxieties created by the discussions should have been
minimal. Mernbers were alerted to the possibility of personal issues emerging as a result -
of bemg in group Had this occurred the arrangements as described above would have '

~ been applied. Had any individual been found to breach the agreed conﬁdentlahty | |
boundaries leading to personal or professional embarrassment or exposure they would .
have be asked to leave the group immediately.'Prior to star'ting each session the group .
members’w'ere reininded of the need for absolute conﬁdentiality,’ the consequenoes to
those who breach this and the consequences for those whose confidentiality may be
broken. If any group members had been concerned about any of the above,‘ further ;
individual sessions would have been offered. Whilst these were potential risks they

_-were minimal and every effort was be made to reduce the chances of them arising. '

Because the decision to consent is a continuing, emotional awareness that characterises -
every interaction (Hollway and Jefferson 2000), it cannot be reduced toa conscmus

cogmtlve process. Therefore a central cntenon of guardmg agalnst harm as opposed to s
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informed consent was adopted where the emphasrs was placed on the responsrbrllty of
the researcher to create a safe context, in wh1ch issues of honesty, sympathy and respect -

were central
3. Data Collection

The intention of this study was to explore why the Head teachers were experiencing the -
personal stresses and range of problems that they reported when they all appeared tobe
equally competent in dealing with them appropriately. I also wished to find out if the
'peer support process had 1mproved the lives of the Head teachers concerned by allayrng
some of their fears and provrdlng some practical ways forward with their difficulties. In .
addition I hoped to elucidate some of the complex intra and interpersonal issnes thatk
contributed to the distress of the individnals concerned. In order to carry out these tasks -
| it was necessary to carry out interviews with participants to discover their experiences
~ and elicit answers to qoestions. However, when attempting toexamine such complex,'
: multi-faceted and unquantifiable factors such as attitudes, beliefs and indiyidu_al

' experiences, existing approaches to research seemed unsatisfactory.
In addition I hoped to explore:

1. Ifsome Head teachers had specrﬁc problems when others appeared not to have, | =

despite having apparently very similar srtuatlons, experlence and contexts ‘

2. If some Head teachers accessed avallable sources of support and advrce whereas
) others dismissed apparently them treatmg them with susprcron and resentment

and, - |

3. Desprte most Head teachers appeanng to be equally capable of and expenenced in B

| handling the variety of i issues, dilemmas and difficulties that arose in their schools, :

why did many the Head teachers ‘appear to lack conﬁdence in their own -

competence and become defensive when drscussmg decrsrons they had made?
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() Narrative Interview Methods and Psychoanalysis '

This study used a Free- Association Narrative method of data collection. When research
participants are asked to talk about themselves and their lives, they invariably use a
narrative mode of organisation, that is, give accounts that take ona story structure
Unstructured and semi-structured 1nterv1ews partlcularly encourage a narrative mode of
discourse. The psychodynamic perspectxve recognises the crucial role played by
narrative. Freud saw how the storiesb that clients brought to therapy could reveal the -
hidden depths of personality He stressed the subtle detection of what was ‘not
narrated’, as well as the connections with cultural stories or meta-stories. Adler,. o
discussed the importance of the life scenario and life-scripts, and Jung put his own

emphasis upon narrative in the form of symbol and myth (Hiles and Cermak 2007).

Narratlves domlnate human discourse and are foundatlonal to the cultural processes that -

“organise and structure human action and expenence They offera sense-makmg process
that enable human experiences 10 be seen as somally posmoned and culturally grounded
and part of a shared verswn of reahty, which can easﬂy reproduce itself. Moreover,

' narratlves are not merely accounts of expenence recording facts and events, they are
performative, offenng frames for human action. They offer pragmatic ‘and persuasive
responses to deal with life’s events. Narrative is fundamentalto our understanding of
the human mind and offers the means for constructlng meaning out of the chaos of lived
experience (Hiles and Cermak 2007 150) Spence (1982) argues that it was Freud who

made us aware of the persuaswe power ofa coherent narrative:

“There seems no doubt but that a well constructed story possesses a kmd of narrattve
truth that is real and zmmedtate and carries an tmportant szgmf icance for the process of
therapeutic change . e '
; » ‘ £ :*,(Spence,l982:2)v. _

Schafer’s concept of truth is close to Snencets conception:f', Ly

Itis especially _important to emphasiee that narrative is not an alternative to truth
or reality, rather, 'it is th.e ntode in which, inevitably, truth and realityare presented ‘ |
We have only versions of the true and the real. Narrattvely unmedtated definitive |
access to truth and reality cannot be demonstrated In this respect, therefore, there ‘
can be no absolute foundatton on which observer or thinker stands; each must

choose hts or her narratzve s L S (Schafer, 1992.14-15)
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Billington (2000 and 2006), links naﬁatives to the work of Educational Péychologists

- arguing that psychoanalysis conceptualises discourse as a site where the internal world

- of psychic reality is expressed and revealed. Individuals are ‘unconsciously impelled’ to
express themselves in particular ways, resulting in discernable patterns that will differ

: _from in_dividual to individual. -

In the context of psychoanalytical therapy Casement (2006) suggesfs that
. psychoanalysis can help some patients where other approaches, spec1ﬁcally Cogmtlve

Behavioural therapy do not.

CBT therapzsts are often giving their clients strategies for copmg, which may be
helpful to some, but there are many patients who need somethmg much more than

.. lhlS. ..Patients who have come to be known as false-self’ (Winnicott, 1955),..have
come to feel that they have to salisﬁrsiéniﬁcant Others in their lives by aeing good,
by being campliant, by not béiné themselves. T’hé.sje patients, may seem 1o thrive
uponvbeing given adviae, being offered strategies for coping. But all of this may
only add up to their problems about Fbeing real, in not daring to confront others,
not daring to be as they feel. ...Some traumatised patients fof whom the principle
trauma has been internal [may not benefit from other types of therapy] This can
happen when a breakdown in relatioﬁship has been associated with a sense that a

| significant Other has not been kable to bear the intensity of a patient ls feelings |
and/or rieediness, or mdeed their own aliveness, most particularly durzng
chzldhood (cf Bion, 196 7). Asa result, patients may feel that they have to protect
any significant _Other Jfrom whatever is now thought to be too much for anyone.
These patients if they are to get béyond this compulsion to protect their signifi cant '
Others from all that is most alive in themselves, need eventually to be able to brmg
all that has been most drteaded in themselves into an ongoing, present-day
relatzonsth, as with an analyst or therapist. They then need to be able fo discover
.that this therapeutzc Other is able to survive, without collapse or retaliation, all
that had seemed to be dangerous even IethaI xf it wasn't kept away from a
significant Other. Only then and very gradually, may they begm to realise that they
can allow themselves to be more altve, more free to engage othe(s intimately, not
hming to remain fearful of their anger of theirv hate, their dependence on others or
their own alivenesa (Winnicott, 1971 ). w...Much takes place in therapy that lies

beyond any matter of learning strategies for coping. There is much also that lies
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beyond words: beyond what a patient is able to speak about, and beyond what a
- therapist is addressing with their own words. | : ‘
| ' ~ (Casement 2006:405)

Although the narrative interview method used in this study was not used in a
‘therapeutic’ context — some of the same principles still apply. A psychoanalytic
reading of a transcript of a discourse goes ‘behind’ the text as the positions that

: intiividuals construct through their talk are taken to be indicative of anxieties,
defences.and particular ways of relating that develop in infancy and recur throughout
their lives (Frosh, and ‘Saville YOung (2007:110). However, Wetherell (2003) argues
that the deep psychological properties or structures that psychoanalysis is interested
in are separated from social relations and therefore represented as static, confined to -
early development without any exploration of their possible transformation through
.subsequent and ongoing social relations and practices. Similarly, Sondergaard, . -
(2002:448), argues that using psychoanalysis reproduces the individual/social
dualism because of its strong focus on ‘inner-psychological and individually

- demarcated reality’. Billig, (1997) distinguishes between the psychoanalytic notion

- of the unconscious, with its insistence on the materiality of an underlying domain of
expressive meaning, and, “discursive unconscious’ which understands the |
unconscious as a domain of prohibited Speech. Billig points out that conversational
devices have defensive functionS' the centrality of politeness and the »
accomphshment of morality in and through conversation necessanly implies that the
temptation of rudeness or immorality is repressed. For Bilhg, this represswe aspect is
a point of fruitful contact between psychoanalys1s and discursive psychology. He
argues that discursiye psychology needs to pay attention to the absences as well as - |
well as the presences in dialogue whilst psychoanalysis, rather than viewing
repression as individual in operation, needs to perceive it as socially producedin

overt interpersonal activity (Frosh, and Saville Youngi (2007:111).

Although the reliahility and validity oi‘ eliciting narratives as a research methocl have |
been questioned, Kvale (1999) argues that‘ the standard psychoanalytic interview is an
1nterest1ng model fora narrative style conversation in which the research participant is ,'
encouraged to talk freely and thoughtfully about her or his experience In using
traditional structured and semi-structured mtervxew techniques, the interviewer sets the
agenda, ‘Selecting the theme and topics; by ordering the questions and by wording

questions in hzs or her language (Bauer, 1996 2), and therefore remams in control of
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the information p\roduced.'By contrast, a narrative approach allows the agenda to be
open to development and change, depending on the narrator’s experiences. Interviews
can be seen as a mutual exchange of views (Kvale, 1996) and as a site for the co-

~ production of narratives (Silverman, 2001). Mischler (1986a) argues that interviews

~ should be studied as speech events, and that narratives simply reflect one of the crucial

means of knowledge production that goes on in our everyday lives.
. (ii) The Position of the Researcher

This method also draws attention to the po.sition of the researcher. Psychoanalytic '

- understanding depends on the subjective e_xploration'of one person by another; by "
implication, this means that something different will occur whenever different analysts '
work, or when different theoretical perspectives dominate or when social contexts shift.
Hence any psychoanalytlc ﬁndlng can only be prov1s:onal constramed by the
conditions under which it has been produced (Frosh, and Saville Young (2007 115)

- The task of the 1nterv1ewer shlfts from one of ehcmng the interviewee’s ‘real’ viewsto
| creating the conditions under which a thoughtful conversation can take place - a shared
understanding’ model (Franklin, 1997) ' |
Speaking about the therapeutic context Casement (2006) states that: ‘-

Much takes place in therapy that lies beyond any matter of learning strategies for
| coping. There is much also that lies beyond words: beyond what a patelent is able
to speak about and beyond what a therapzst is addresszng with their own words. If
~ we are not gomg fo fail our pateients we ofien need to tune into the deeper .
- significance of this - in symptoms in behaviour, in avoidance in tone of voice, in
body language and manner. We need to monitor each party in the therapeunc
~ relationship for the communication that lies beyond words. For it is here that we
| can discover how extensively some patzents are affected by what they perceive in
their therapists, whether the therapzst is willing and able to stay wzth th deepest |
distress in their minds or whether the therapzst is behavmg in ways that are seen as
avoidance of that. :
Casement (2006:405)
Therefore, an understanding of the determining characteristies of the interchange
“between ‘researcher’ and ‘researched’ — including what the researcher brings to it —is

crucial for evaluating the significance of any research *findings’(Frosh, and Saville
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Young, (2007). Whilst psychoanalysis has a range of sophistioated concepts available to
it, this very sophistication makes the issues more problematic. The researcher’s gender,
class and ‘race’ positions may well be relevant and it may be important to declare them
as a way to increase the transparency and richness of the data produced. However, even
~ where researchers have been scrupulous in laying out the ways in which they might
have promoted certain ‘responses’ or narratives from their research participants, the
most they are able to do is declare their conscious intentions and include material such
 as full transcripts to areader to form their own ithpression of the researcher’s own ‘
active contribution. Psychoanalysis suggests that this declaration of relatively explicit
aspects of the researcher’s persona will never be complete enough to understaud what
her or his contribution to the research mlght be - let alone, to comprehend the nuances
of the 1nterpret1ve strategy employed in the data analysw There are hkely to be
complex unconscious processes 1nteract1ng with the research work encouragmg some
ways of going about things, inhibiting others. Psychoanaly51s might even suggest that
the only way to fully explore a researcher’s mvestment in a particular piece of work
“would be through a dialogic encounter lnvolvmg the possibility of i 1nterpretat10n of the

* researcher’s activity and checkmg out the 1mpact of thlS interpretation on her or h1s
understandmg and future conduct (Frosh and Sav111e Young (2007 112-1 13)

However, the unconscious mter-subjectxve dynanucs between patient and analyst is

- increasingly regarded as a central means of understandmg and helpmg patients

. undergoing psychoanalytlcal therapy. While thls is not appropriate for every
methodology nor every subject area in soc1a1 sc1ence, the same pnnmple applies
wherever the nature of the research requires an understandmg of the mearungs through
which research subj ects communicate mformatlon to researchers. Psychoanalytlc |

~ approaches to research reflect this view:

The psychoanalytlc exploratton of field work pays parncular attention 1o .....how
unconscious processes structure relations between researcher, subject and the data

 gathered, : : .
(Hunt, 1989:9).

In this study the researcher did not spend ‘enoug'h time with the research participants for
the deeply emotional relatlonshxps found in psychoana1y51s to develop, and this placed
constraints on the extent to which transference and counter—transference material could

be fostered and e_xammed as part of ’the research. However, biographical similarities
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between the researcher and the interviewee were noted and points of identification -
bridging class, educational and work differences enabled the researcher to be a more
informed listener. In accordance with psychodynamic theory that both researcher and
interviewee are anxious defended subjects both maintaining defences against anxiety,
and both subject to pI'O_]eCthIlS and 1ntr03 ections of ideas and feelings coming from each
other, it is acknowledged that some of the data obtained in this study was co-produced
out of subtle and largely unconscious dynamics (Hollway and J efferson 2000). For this
reason the 1nformatlon of the researcher’ s impressions and feelings in and around the
| rntervrew, were noted in order to understand the dynamics of the research relatlonshrp
By placing myself within the methodology in this way whilst carrying out the

interviews I was also able to maintain an emotional link with the data produced.
(iii) The “Free Association Interview’ Method

Hollway and J efferson"s.‘(2000) adar)tion of the biographical-narrative method into the
‘Free Association IntervieW’ was very influential in thi‘sl study. Hollway and J efferson
argue that psychoanalyais tells us that we (researchers and the researched) are not
transparent to ourselves, that our conscious and unconscious mind may wellbein
conflict, that anxiety and its related defences are part of the human condition. The :
biographical-narrative method is hased on the principle of free association, in order to
produce data that did not reproduce the standard rational intentional and rather coherent

sub]ect

The ﬁee-arsociation narrative interview method is based on the preniise that the
- meanings underlying mtervzewees elicited narratives are best accessed via links
based on spontaneous assoczatzon rather than whatever consistency can be found
i the told narrative. Thisis a radically dtﬁ’erent conceptzon of meaning because
free associations follow an emotional rather than a cognitively derived logzc Once
we follow that logic, the resultis a fuller picture than would otherwise have
. emerged, offering richer and deeper insights intoape'rson 's unique meanings. |
(Hollway and Jefferson, 2000:152),

Therefore, what matters is the emotional sense of the story, not its cognitive logic,
because this emotional sense is what pomts to a person’s sub_]ectlve meaning-making.
Hollway and J efferson (2000) argue that whilst stories are not necessanly transparent

and truthful accounts, storytelling stays closer to actual life events than methods that
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elicit explanations.

Narrations are rich in indexical [ ‘concrete events in time and place’] statements. -
(Bauer,1996:2).

The complex emotional and intellectual foices that influence the conduct of our
enquiry.....are at once the source of our insight and our folly.

(Berg and Smith,1988: 31).

 Therefore narrative free association was encouraged during the interview to limit the
guidance of the interviewer, but also as will be seen later, during the analysis of the
interview transcript to guide the process of initial and subsequent coding towards

emotionally significant issues.
(iv) Gestalt and the Defended Subject

As psychoanalysis suggests that unconscious dynamics are a product of attempts to
avoid or master anxiety, the concept of a ‘defended subject’ shows how subjects invest
in discourses that offer positions whxch prov1de protection against anx1ety Similarly,
anxieties and attempts to defend agamst them may be considered using the theoretical -
pnnmples of Gestalt (a whole which is more than the sum of its parts (Wertheimer,
Koffka and Kohler, 1912 -1935)) to suggest an order or hidden agenda informing each

person’s life.

In attempting to access the concerns of an individual which would otherwise remain
invisibie to more traditional methods, Hollway and Jefferson (2000), integrated the
blographlcal-mterpretatlve method developed by Rosenthal and Bar-On, (1992); .
Schutze, (1992); Rosenthal, (1993). This method was used to elicit the Gestalts (ot
hidden agendas) from respondents’ accounts, particularly when dealing with potentlally '
difficult subject matter, through following their concems' (Rosenthal, 1990).

- Confflict, suﬂering and threats to self operate on the psyche in ways that affect
peoples’ posmomng and investment in certain dzscourses rather than
others.....threats 1o the self create anxiety and indeed this is a ﬁmdamental
proposition in psycholanalytic theory, where anxiety is viewed as being inherent in

the human condition,
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~ (Hollway and J efferson, 2000:19) .

By asking the 1nterv1ewee whatever comes to mind, narratives structured accordlng to
" unconscious as opposed to conscrous loglc are elicited; that is, the assocratlons follow
pathways defined by emotional motlvatrons, rather thanratlonal intentions. The
similarities between the principle of respecting the'narrator’s Gestalt and the -

psycho.analytic method of free association are clear.

Three of AHollWay and Jefferson’s principles to facilitate the production ofthe - -
“interviewee’s meaning frame or Gestalt were used. These involved the use of open- -
ended questions; the eliciting of stories and the avoidance of ¢ why’ questions. The '
- fourth principle used by Hollway and Jefferson follow up using the respondents
ordering and phrasing was not carried out due to t1me constraints, The researcher e
endeavored to remain close to the interviewees’ own experlences assxsted by frammg
the questions along the lines of what expenence have you had of..... P, ‘what words
might you useto describe.. .?’; ‘How do you feel about ....7". The interyiew opened .
with a ‘what’ question (what was your experience of the‘group. sessions that you
attended?). | - - ' |
The applicationr of Freud’s (1895) concepts of free 'association and the whole method of

psychoanalytic interpretation to empirical research is not strarghtforward as they were

e developed in a clinical setting. However, psychoanalysrs serves as a remlnder of all the

1dlosyncrat1c ways in which unconscrously researchers pI‘OjeCt their own issues onto
participants both in the face-to-face relationship and in data analy51s. It also offers ways
to help bring these to awareness s0 that they can serve as a resource and are less likely
to compromise the research. It enables the researcher to become more aware of -
difference between what belongs to the researcher Therefore the 1nterv1ew1ng techmque
set out to assrst partlclpants to say more about their opinions and expenences (to assrst

. the emcrgence of Gestalts) without offermg interpretations, judgments or otherwise -

"imposing the interviewer’s own relevancies which would thus destroy the interviewee’s

- Gestallt. Therefore a number of prompt questions were devised to be used when ,
o 1nterv1ew1ng the Head teachers who had taken part in the group in order to enable the
interviewer to encourage respondents to extend elaborate add to, provide detail for, o '
clarify or qualify their response, thereby addressmg nchness, depth of response,
comprehensrveness and honesty (Momson 1993) (See ‘Procedures sectlon later in

this chapter for specrﬁc details of interview procedure) Time constramts and the hmlted



availability of the majority of the respondents made it 'impossible to adopt the double
interview technique used by Hollway and Jefferson (2000). This technique is useful in
seeking further evidence to test out emergent hunches and provisional hypotheses, and
give respondents a chance to reflect and challenge, atnend or clarify points that they
made earlier. It was also not possible to obtain an outsider and an insider perspective
through triangulation as the interviewer was working alone. However, triangulation was

achieved through the comparison of the different subjectivities of the respondents.

In carrying out this research it was acknowledged that the respondents could not be .
totally known, especially not in the course of one hour long interview. The ‘whole’ was
all that was accumulated relating to a partlcular person who took part in the research As
well as the transcript from the interviews, the memories of the meetrngs with the people,
the notes taken after each meetlng, and what was said about the respondents by others
was also available. On these principles, an understandlng of the ‘whole text’ was

sought.
:(v) Ethical Cotisiderations

_ ., Pnor to the individual interviews followmg the group work, the respondents were not
forewarned about the possibility of dlscussmg intimate issues, as they may have been
reluctant to take part, which was not in the interests of the research However, the
researcher ensured that the conduct of the interview went a long way to guard against

.the experience being a negatlve event and if the interviewees did not feel positive about
the relationship with the researcher, they were able to limit what they disclosed. In
framing the introductory inforrnation in a fairly general manner, it was possible to be
led by the interests of the research, w1th no apparent reasons why it should be contrary
to the interests of the participants (see Appendlx VII - Research Ethics Application

| Form, Appendix VIII Participant I Information Sheet and Appendix IX - Partwrpant
Consent Form). It was clear, non-technical and open enough for them to engage with in
ways that interested them. Although the questions were not asked in sucha way to
generate the oplmons, explanatrons or attitudes of the mtervrewees as this may have

. compromlsed their free assoclatlons, the formulatron was very open and expressly d1d
not specify what ideas the researcher wanted to test out. With regard to the issues

.around informed consent, it was impossible to inform participants in advance, in ways
that would be 'rneaningful about the experience of this kind of interview. It wasonly

~ through the experience of the interview itself that the participants came to realise what
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telling their stories about their experiences to the researcher could entail.

-

Acknowledging the guidance of the British Sociological Association that states: -

Potenti'al informants and research participants, especially those possessing a
combination of attributes which make thent readily identifiable, may need to be
reminded that it can be difficult to disguise their identity without introducing an
unacceptably Iarge measure of distortion into the data. '

- (British Soc1olog1ca1 Association (BSA) 1996 12)

‘No audiotapes were made avallable and all 1dent1fy1ng details such as ‘names and

| locations were erased from the study in order to protect anonymlty

Humamstlc and femrmst cnthues of the potent1a1 for research to explort partlclpants E

~ (Burr, 1995; Gergen 2004; Goodley and Parker, 2000) call for the products of research

~ to be fed back into the group or commumty from wh1ch the data denved However the
practlcal drfﬁcultres that thls may have entailed called for compromlse Once the data
had been analysed and the main points had been 1dent1ﬁed a report was written and sent
to the partlcrpants for thetr approval pnor 1o berng sent to the sponsonng authonty To
protect 1dent1t1es and maintain conﬁdentlallty the results of the study were wr1tten up in
a drfferent format for different audiences. For the purposes of the Umversxty, where the >

| part1c1pants would be unknown, a ﬁ.lller version, mcludmg extracts from 1nterv1ews was
mcluded However the version made avallable to the Local Authonty ofﬁcers who ,
~ requested this study mcluded only a summary of the ﬁndmgs salient pomts and
suggestlons for 1mprovement and development ThlS version dld not mclude any
contentious material that might have lead to or added to the damage or deterroratlon of -
relatronshlps between any of the dlfferent parties. Comments and suggestlons were
'noted in a very general format 5o as to flag up points of interest, concem and areas for

improvement and or development and so to facilitate relatlonshlps.
3. Data Analysis/Interpretation
(i) In Search of ‘Reality’

The human sciences are characterrsed by the 1mpossrb111ty of any search for absolute

knowledge because of the meamng-makmg or reﬂexrve nature of human psychology :
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itself. The ways in which people construe themselves owe§ a lot to influential -
psychological theories, particularly psychoanalytic and biomedical Ones. People’s
routine uses of psychoanalytically derived notions such as ‘sexual repression’ or
‘trauma’ or ‘acting out’ as explanations of their own or others’ behaviour are examples.
Conversely, psychologrcal theories draw strength from the ‘common sense’
assumptions and ways of understandmg

- experience prevalent in the culture.

* The distinction between the real and that which represents the real as its sign or symbol -

is as hard define.

The representative can never be the full measure of the real and to perceive or
believe that itissoisto be trapped into a realm of, fantasy objects the little
representatzves of a lost-real that Lacan (1977) labelled as object petit a If the
representative as copy is not the 'original ',vthe 'real’, the 'aathor'. the' Iifé force;
then it is the dead. Again, there is something missing no matter how appafently
identical the copy is seen to be with the original. There is a lack whzch is .
trrecoverable and any attempt todosoisa fantasy and the fantasy object is again
Lacan'’s object petzt a. ‘ '
| | (’Schostak 2002:8)
‘Critical realism’ refers to an attempt within social scrence to argue for the material
presence of the social and natural world outside of our knowledge of it. It attempts to
- demonstrate gleeper structures and relations that are not directly observable but lie
behind the surface of social reality. Bhaskar (1998) sets out the Basic principle of a
realist philosophy of science as the belief that‘ perceprion gives us access to things and
experimental activity access to structures that exist independently of us. In contrast to
‘critical realism’, Naive realism regards reality as irrrpacting directly upon the human
mind, without any reflection on the pan of the human knower. The resultmg knowledge ‘
is drrectly determined by an objective reality within the world. Alternatively,
Postmodern antirealism sees the human mind freely constructing its ideas without any
reference to an alleged external world. Critical realism retains reality in the human
‘mind and attempts to express and accommodate that reality as best it can with the tools
at its disposal - such as mathematical .formulae, mental models or concepts such as
‘those found in psychoanalytie theory. In contrast to postmodernism, critical realism
affirms that there is a reality, which may be known, and which we are under a moral and
intellectual obligation to investigate and represent as best as we can. Against certain |
types of rnoderrrism, critical realism affirms that the human knower is involved in
‘ ' - 108



o the process of knowmg, thus raising 1mmed1ately the p0551b1hty of the use of
constructlons - such as analogles, models, and more spec1ﬁcally social constructs —-as

sultably adapted means for representing what is encountered.

- Therefore the use of a psychoanalytical framework in this study could be regarded as P

' an'attempt to represent the ‘real’ experiences of the participants using the speciﬁc
strnctures and concepts of psychOanalytic theory. The importance of the active

| involvement of the knower was stressed hy James (1 8‘78)>, who drew attention to the

fact that the knowing agent received knowledge actively, not passively: ~

The knower is an actor, and co-efficient of the truth on the one slde whilst on the
~ other he regzsters the truth whzch he helps fo create. Mental interests, hypotheses
postulates so far as they are bases for human action — action whzch to a great extent
transforms the world — help to make the truth which they declare

(James, 1878: 96)."

For James the knower is involved in the process of knowmg, and that thlS 1nvolvement

must somehow be expressed w1th1n a reallst perspectlve on the world.

However, Schostakbasks:

What is the real '? Are we just playzng with words7 Or is playmg wzth words the
 structure of the 'real for engagement w:th construction of and management of

' vealities'?

. s¢hostak'(zooz;z) o

" Schostak (2002) argues that that the symbohc processes underpmmng the socral are
creatlve of worlds and that there are as many symbohc worlds as 1mag1natnon can .
~ . conceive. The problem is in the mtncate manner in whlch the socral and the natural

fuse in soc1a1 actron

Contemporary lzvmg spaces emerge wzthout any overall conscious plannmg or :
control at either global or local levels and become the frame within whtch crmcal
intellectual actzvzty emerges as a dzalogtc opemng onto multiple ways through
| whtch lzﬁz becomes organised. Iherefore drawmg out of ways of seeing, thmkmg
about and experiencing the complexity and the dynamtc qualities of the global-
local framings of social life may be conszdered as nothing more than the e
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educational project of those who wish to create philosophies, natural scientific
explanations and political, economic, social and psychological scientific accounts

- of the realities that are under emergence.

Schostak (2002:2)

Carruth (1995) states that the very act of artlculatmg or representmg something can do

v1olence to its ‘truth’,
At the extreme, how can one find the words to express the experience of a trauma, '
to express the experiences of those who lived through concentration camps,
genocides or massive natural disasters that have devastated whole communities?
What theory can explam what is felt? What measure can encompass zt? What
expertise can over come it? In the case of a trauma it is not that somethmg that is
 said has 1o be listened to. Rather it is that somethzng as yet is unsaid. Its
expression is most likely to be a cry or a soundIess utterance. Here, no
accommodation to what exists can be made. No meaning can be addressed that -
founds itself on the prevailing patterns of social and discursive order. It is here
that some neOIOgism arises by which to recognise and affirm, providing an aye for
- that which cannot be fully said. In the ‘real’ of the trauma there is an intrication of
~experience, fact, value, representation and action where any unpicking of the |
complex in order to produce something that can be said to be 'neutral’ and

manipulable for experzmental or management purposes is a further act of

vzolence

(Schostak 2002: 210)

Schostak (2002) regards the 'real' as beihg the poWers of the individual in the world. It
is ‘_drawn from an exploration of the 'T' as creative source and the 'me’' as a social

framework for knowing and expressing the 'self. _

The 'I' is unrepresentable rather like a shadow that is sensed but always gone |
before it can be seen. It is the eye that sees but in seeing cannot see itself Itis
the cry that has no sound itis the aﬁ" rmation of bemg ‘that cannot be proclazmed

- (Schostak 2002:8)

- Schostak (1999) explores it as the 'cr/eye of the witness'. -
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* As soon as the unsayable is represented in words, the power to express be heard
and engage with others is bought at a cost: the cost of a loss of the T ruth of the
‘cr/eye’ in becoming the verifiable 'truth’ of an expression. The self is thus split
between the cr/eye and the 'me’ that engages strategically with the Other. It is the
essentially split, estranged, alienated self of Lacan's psychoanalytic clinic. Itis
the divided self that is a subject in and subjected to larzguage and is only a subject
as mediated by Ianguage. The 'me’ as a representative of the ‘cr/eye’ or of the |

- whole process through which a self emerges as a socially 'see-able’, nameable |
entity enables both agency and repression, that is, the freedom to express and the
slavery‘of being trapped within the framework of the expression that is able to be .

measured, controlled and placed under surveillance. o

- " Schostak (2002:8)

Schostak (2002) suggests that critical realism should be combined with pragmatism to
form what Johnson and Duberley (2000:148) call a pragmanc-crttlcal realism’ to allow
subject-object transactions to be estabhshed Pragmatlsm in this context should be taken

“to mean that:

Soczal constructions are bounded by the toIerance of external realzty, whzch exists

mdependently of our cognmve processes

" (Johnson and Duberley 2000:157) )

Pragmatic cfitieal realism is therefore founded on the premise that the ontological -
debate is refocused from epistemology (the theory of knowledge) to ontology (the
theory of being). It highlights the belief that the ontological “realm must exist '
_independently of our knowledge of it” (Joseph 1998:2). In other words there exists a
mind independenthreality which cannot be studied or understood in the same way as o |
' natural phenomenon. It requires a‘high level of theory and abstraction (Wikgreh 5005: .
‘ Edwards 2006: 3) Margohs (1986:282) adds that the world of knowledge is not

dependent on the cognitive creations of 1nd1v1duals In other words:

What reality is and how we have conceived it are different questions since many
' things are beyond our conceptual and linguistic capacities.... things that cannot

be measured or observed via our senses may be stzll real.
‘ @ ohnson and Duberley 2000 152)
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* One such _example may be where an individual might believe in the concept of God
however understanding what or who God is could be beyond our conceptual and
" linguistic ability, nevertheless this does not mean that God does not exist in reality. Itis

argued that this approach is:

A synthesis, which emerges from, and attempts to transcend, positivism s thesis of
a foundational-absolute stance and postmodernism’s antithesis of chaotic

relatiwsm

(Johnson and Duberley 2000:152).

‘Brown, Slater and Spencer (2002) argue that critical realism uses a process of
“abstraction and retroduction” which helps to identify the ‘real’ causal phenomena '
~ which is hidden beneath the surface and perhaps obscured from view or mterpretatlon It
attempts to uncover information which using other eplstemologrcal approaches and
methodologies would perhaps remain unknown. Therefore critical realists argue that ;:
' ‘although data gathered from different epistemological foundations may.identify some
knowledge and understanding of social structures, mechanisms or relationships they fail |
to access the areas which exist independently of our knowledge of them. Critical realisni
thereore attempts to go. beyond the “surface phenomena and disclose ‘deep soc1al
structures” (Brown, Slater and Spencer 2002) Thus critical realism has been developed A
from the ‘post-Kuhnian’ critique of positivism (Bhaskar 1986:36) whlch argues that the 3

truth must be more than the outputs of a language game yet it cannot be absolute
(Johnson and Duberl_ey 2000:51),

A key point in adopting a pragmatic critical realist approach 1s that:

: Although language shapes all Sforms of science it does not mean that nothmg ’
exists beyond language. Reality mtervenes and puts Iimzts upon the wabtlity of

our descripttons and explanatzons

'(Johnson and Duberley 2000;162). |

Polanyx (1964:16) even suggests that as individuals we “know more than we can tell”
therefore to expand this tacit knowledge must consrst of customs, practlces and cultures
that cannot be accessed and understood by all in all historical perlods Joseph (1998 9)
adds that pragmatic critical reahsm is able to ‘break free’ of the analytlcal constrarnts
placed on knowledge by arguing that what we know to be ‘fact’ is not all there is to
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know. It leaves the possibility that there is knoWledge which is beyond the ability to
conceive, understand or transfer in any particular historical neriod, cultural background
etc. He states that many social science researchers confuse ontology with epistemology
which undermines their understanding of the area and reduces the credibility of the

theories which emerge from this.

Therefore from this perspective it is assumed that external casual regularities exist and

- that individual behaviour in everyday life is determined by how people make sense of |
| them and react to them. It is added that knowledge is gained from an independent ’
reality, which is accessed by individuals through their ability to reflect upon actions
taken and ‘learn’ from the experiences, in the sense that workplaces are shaped by how

people react and respond in specific crrcumstances (Korczynsk1 2002)

"This study attempts to track the relatlonshlp between the partlclpants amblguous

representations and their expenences through the use of psychoanalytical concepts and

theory. The inner world of the research subjects cannot be understood without

knowledge of their experiences in the world. Their experrences of the world cannot be

- understood without knowledge of the way in which their i inner world allows them to

experience the outer world. The research subj ect, therefore, cannot be known except

' through another subject; in this case the researcher Hollway and Jefferson, (2000),
build their justification for their theoretlcal methodologrcal and ethical 1mphcatrons for

| research on the concept of psychosocral’ subjects. These same concepts 1nﬂuenced the

*methods used in this study.
(ii) The Process

. (See ‘Procedures section later in this chapter for specific outlme of data analysxs

procedure) .

Asa psychoanalytic approach had been used to collect the interview data in order to
Acknowkdge the complexity of the emotional lives and unconscious processes,
(Billington, 2000), of the partrcrpants an 1nterpret1ve approach to the data produced was
adopted. Bllhngton (2000), defends the validity of psychoanalytlcal methods of
analyzing interview data arguing that more empirical techniques can decontextuahse
complex and varied human experiences, isolating them as discrete incidents rernoved

from their contextual references and thus fail to reﬂect the r1ch vanety of the -
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~experience.

' Any‘ claims to accuracy made by a particular theorji or representation cantoo -
easily become as individual photographs, attempting to freeze’ individualized -
- moments and experiences in time and space....; [these] frozen, atomized |
‘photographs ’, mistaking pictures of individual characteristics, oontextually
isolated, for life itself...... in Jailing to acknowledge processes and by choosing
instead the category, we deny the vitality of human experience. The models of
“experience which psychology creates tend to exacerbate this atomisation by
pursuing concepts of concretised human d’ﬂerences It is in such ways that we lose
sight of, lose the feel of, and also lose touch w1th both the movement and also the
sameness of people, attempting to ‘freeze the ﬁ‘ame we construct snapshots whzch
unerrmgly omit an ‘other’, and effectively restrtct the posstbtlzty of change which
may obey rhore naturot, dynamic laws of rnoverttent. : 7

(Billington, 2000:90)

 The 1nterv1ew1ng process produced arange of narratlves reﬂectrons detarls of practrces
and speculatrons relevant to the partrcrpants, stemmmg from initial questlons about their
expenences in the peer support group In addltlon part1c1pants were asked toratea
number of statements, as well as answer a hmlted number of speclﬁc questlons whlch

came at the end. - |
(i) Objectitiity |

Inusing psychoanalytlc methodology as part of understandmg a psychosoc1a1 subJect
Hollway and Jefferson (2000), argue that it is possible to broaden the reach of
interpretation. However, this approach to 1nterpretatlon must be reconcﬂed with the
scientific method which is not unproblematic as the pnnc1p1e of unconscious -

mtersubjectmty generates huge doubts about the vahdrty of the knowledge generated

In recent years psychoanalysrs has become very hesrtant about the idea that it can be
used to uncover anything ‘real’ or ‘truthful’ about a person However it has been
recognised that psychoanalytic formulations are worked out in the context of partlcular
individuals strugghng to relate one another. This also means that as this context shifts as
the relatlonshlp changes, so psychoanalytlc understandmg of what is happemng mlght
also have to shrft dramatrcally Spence (1987 91) comments
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No interpretation is sacred. If context is boundless and ever-expanding, the ;
grounds for reaching a conclusion about this or that meaning are forever shifting.
An archive can be constructed, but its contents will always be open to

interpr'etation'and elaboration. .
Hollway and Jefferson (2000) argue that: |

Psychoanalysis has largely conceded that interpretation is-an art and not a science
and therefore psychoanalysts have been prepared to theorise issues like intuition,
use of the analyst s subjectivity, the role of emotion in thinking and the use of ,‘

‘ unconscious dynamics as a tool for knowledge. At the same tzme analysts have
grappled with the issue of how not to tmpose false or bad mterpretatzons on thezr
patzents This has resulted in tolerance Jor paradox and uncertamty whzch can
usefully be borrowed. ‘ SRR N R ;

‘ : (Hollway and Jefferson, 2000:78) ;

Hollway (2006), asks are we left with relativism if objectivity is rejected? She uses
psychoanalytlc concepts of objectlvrty (for example Winnicott’ s notion of subjectlve
| objects and ommpotence as an 1ntrapsychlc obstacle to acceptlng reahty) to try to

' develop a post-posrtmst concept of objectlvny

" (iv) Subjectivity
Psychoanalytic understanding depends on the subjectrve exploratron of one person by
another; by 1mplrcat1on this means that something different w111 occur whenever
different analysts work, or when different theoretical perspectlves domlnate, or when ,
social contexts shift. Hence any psychoanaly‘ac finding can only be provrslonal |
 constrained by the conditions under which it has been produced (Frosh and Savrlle
Young (2007) However, given all the 1nterlac1ng sub_]ectlvmes, the problem that ’
emerges is how to interpret their meaning in a reasonably convmcmg way. In re_;ectmg
traditional interview techniques that merely report the responses of i interviewee’s,
Hollway and Jefferson (2000) challenge the idea of there bemg a smgle ratlonale of a
subject. They argue that tradmonal quantitative researchers assume that their - |
participants a]ways tell the truth, have great self-awareness and self knowledge and are

always willing and able to ‘tell’ this to the 1nterv1ewer who is usually a complete
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stranger.

Is everything told to be believed? If not how will truth and untruthbe
distinguished? Even if we believe everything told, has everything relevant really E
: lreén told and how is this defined and how would one know?. What assumptions
can be made about the effect of people’s motivations and memory on what they -
tell? What assumptions can be made about the effect of the interviewer On the
answers given? Does sex, race, age and so on make a difference? How will the
_ interviewees’ answers be analysed to make overall sense of them, especially when
- their accounts are littered with contradictions and inconsistencies? .

- (Hollway and Jefferson, 2000:1)

~ In day to day dealings with each other, unless we are totally naive, we rarely take the
accounts of one another merely at face value. There is clearly a need to investigate the
less clear-eut more confused and contradictory reiationship that each individual has to
knowing and telling about themselves Through their methodologrcal techniques '
Hollway and Jefferson (2000 3), encourage the researcher to “questzon, disagree, brtng ,‘ , |

in counter-examples znterpret and notice htdden agendas” o
Clough (2000:62), reminds us that: -

The research act of ‘listening to voice must always tnvolve the (broadly defi ned)

- process of both mediation and translatzon

Scwaber (quoted i in Aron, 1996 29), insists that another person s subjectlvrty can only |
 be known through ones own, he contmues w1th an argument for vzgzlantly guardmg |
against the imposition of the analyst S pomt of view’. While acknowledglng that ‘actual .
‘neutrality is a fiction’, he does not conclude that neutralrty should be abandoned, [but -

' rather] the less posszble it is to be neutral in fact the more crucial it is to strive towards “

it”, (Scwaber quoted in Aron 1996 29)

[The researcher s feelmgs] tell us about how a researcher comes to produce such
an account and opens it to the possibility of di ﬂ’erent readmgs of the same materzal
It tells us that the process of readtng itself is not all in the text, but is produced out

ofa complex interaction between reader and text. But perhaps it teIls us more than
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this: as a researcher, I am no more, no different from the subjects of my research.

(Walkerdine, 1997:67). -

.Whatever interpretations the research ﬁndirngskoffer, they necessarily must be a joint |

~ product of both the participant, as data supplier and the researcher as data analyser. This
is inescapable, and is a simple fact of life for any qualitative researcher. However, itis
worth noting that this matter is no different to our everyday meaning-making eg. »
Interpreting each other’s behaviour. So, if we do get by in our eueryday encounters,

then why cannot we find suitable criteria for ‘getting by’ in our research? However this
problem cannot be dismissed and to date no one has set out these criteria once and for

all (Hiles and Cermak 2007 161) '

The data provided many unconnected elements that came — bottom-up style, but the
missing links gave ‘form’ to the accounts, These missing links were made through: the
collation and interpretation of information provided by the text; free association —
linking pieces of 1nformatron shared cultural assumptlons of the 1nterv1ewee and the
researcher, socrologlcal knowledge of class connotations and gender dlfferences, and :
psychoanalytic knowledge such as expresswn of unconscious thoughts or feelings. As
" mentioned prevrously, whilst free assocratron was used dunng the 1nterv1ews to limit the
guidance of the interviewer, it was also used during analysrs of the 1nterv1ewtranscr1pts
to guide the choice of initial and subsequent coding towards emotionally signiﬁcant

issues. Sy
(v) Generalisability

. The study design was based around gammg an msrght mto the specrﬁc expenences of
the part1c1pants in this study and not on the basis of what numbers would be adequate to
make generalisable claims about Head teachers’ difficulties and their expenences of
being in a peer support group. However there was a comparative element to the desrgn
which required 2 means to look at s1m11ant1es and dlfferences between drfferent |
perspectives. All the information available was used to ask if and how the opinions,
causes, experiences and solutions to Head teachers’ difficulties vaned_and if and how
- their experiences of and reactions to the peer support group varied, in the srnall sample

*used.
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(vi) Reliability

The definition of reliability refers to consistency, stability and repeatability of results
' (Brink, 1991, Cited in Madill et al, 2000). However, this definition assumes that
‘ meeﬁings can be controlled and made identical in successive applications of a question.
Hollway and Jefferson (2000), maintain that as meanings are unique as well as shared
this definition is therefore an invalid criterion. Contrary to the view of positivist science,
the situations that were analysed in this study are not replicable. Mearrings are not just -
: unique to the person involved (although more or less shared as well); they are also
v rlm'que toa relationalﬁ encounter (though, again paradoxically, partly consistent over
tirhe as well). However, whilst meanings begin by being totally unique, they are
clarified and become capable of wider generalization through being discussed and

evaluated.
(vii) The Constraints of stchoanalyiic Struciures Used for Analysis

The reflexivity argument has a' number of implications in relation to ihe employment of
_psychoanalyisis in qualitative research, For Parker (2005) it focuses and limits the
possibilities of psychoanalysis itself, understood as a compelhng narrative that is

'. culturally specific and even functional. Research therefore is not a process of -
uncovering (even relative) ‘truths’ about people, but rather exposes the ways in which . .
people are positioned by the theoretical structures used (by them as well as by o
researchers) to understand them. (Frosh, and Savrlle Young, (2007)

What psychodnalytic research can do, then is to turn psyehoahalytic knowledge
. around against itself so we understand better‘the way that psychoanalytic ideas -
have themselves encouraged us to look Sfor things deep mszde us as the causes of
social problems. Psychoanalytic subjectzvzty our sense of ourselves as having -
hidden childhood desires and destructive wishes — is the perfect complement to
~economic exploitation in capitalist society, Jfor both succeed in making the victims
- blame themselves. ' -
| (Parker, 2005:105)

Parker draws attentiorx to the impact of psychoanalysis’ emphasis on how knowledge
- (specifically of the patient) is mediated through the person — the subjectivity - of the
knower (analyst): that is, knowing the other requires knowing the impaet of the other on
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(or ‘in’) the self, and being able to reflect on this in a way that openly recognises both
. the pre-existing investment of the knower/researcher in the mater_ial, and what is added
to this by the specific concerns of the other. Parker (2005:117) comments on how this

produces a reassessment of conventional research ideas on subjectivity as a problem.

Subjectivity is viewed by psychoanalysts, as with much qualitative research, not as

a problem but as a ‘resour.ce (and topic). To draw upon one’s own subjectivity in

the research process does not mean that one is not being ‘objective’, but that one

actually comes closer to a truer accodnt. In psychoanalytic terms, the ‘investment’
 the researcher has in the material they are studying plays a major role in the

interest that will eventually accrue from the research.

(Parker, 2005:105)

This is a conventional poiht in relatioh to psychoanalytic infant observation, where itis
held‘ that knoWledge of the child can‘only be obtained thrbugh registering the observer’s
emotional response to what s/he sees (Waddell, 1988): coded more broadly as A
‘countertransference’ it is also a feature of all contemporary psychoanalytlc practlce
especlally that influenced by Kleinian and British School of Psychoanalys1s (see .
glossary) thinking. Hence Hollway and J efferson’s (2005) assertion that in their
psychoanalytically influenced qualitative work' theycan ground their interpretive '
claims through what they refer to as an analysis of the ‘countertransference’. Referrmg
to their case study of ‘Vince’, they claim that 1nformat10n is generated through
~ comparing the dlfferent responses the two researchers had to the participant hlmself
~ (Frosh, and Saville Young, (2007). Indeed the main defence of ev1dence generated
using 1nterpretat1ve methods come from Hollway and Jefferson (2000) who claim that
the principles of interpretative data analysis may be tested in that they may be applied to
| different data, by _different researchers who can assess their utility casting light on |
narrative accounts. Their reliability can be checked (though never guaranteed) if, when .
the interpretations and analyses of one researcher are studied by others, they are
recogmsed’ that is, the sense that is made out of them can be shared through the
subjectivity of others, mcludmg the reader. This does not rule out the possibility of

alternative explanations, but these too can be against the available data.
(viii) Legitimising Interprétations

Given; as most qualitative researchers and many 'psychoanalysts would allow, that
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meaning is not fixed but is constructed in specific situations and usually through ,

particular intersubjective encounters, then alternative interpretations of any text are

- likely to be viable and may even be equally persuasive. Under such conditions what are

~ the constraints operatmg on interpretation, what is allowable and what is not? For
Hollway and Jefferson (2005:1 50), the warrant for psychoanalytic interpretation in the
clinical situation is reasonably clear: it ‘emerges in the therapeutic relationship’.
However, the qualitative researcher is in a different position from the psychoanalystl
who interprets ‘into’ the session and can observe the patient’s response, whilst the

researcher must save her or his interpret;xtion for later (Hollway and Jefferson, 2000:77),
and is so faced with what might oe called ‘dead’ text. Outside the psychoanalytic |

situation, therefore the warrant for interpretation is more flimsy than within it: Hollway
and Jefferson (2005:151) propose that this warrant includes “the researcher’s multiply

_ informed (henneneutic) interpretations of interview claims in the context of everything

that is known about the peréon5 and in particular that it is legitimate to read through tne

surface of the text to the life that is ‘assumed’ to be beyond (Frosh, and Saville Young,

(2007) - |

(ix) Accuracy of Interpretations

The question is therefore, how conﬁdent can researchers be in the accuracy of their

particular speculatlons about the s1gmﬁcance of the free associations and ernotlonal _

markers that they observe? Hollway and Jefferson (2000:80) fall back on some idea of :

the recognisability'of their interpretatio’ns However whilst an interpretation may be

agreed upon by various people all looking at something from the same perspectlve, t}us

does not mean that it is nght This is part of Wetherell’s (2005 171) objection to

- Hollway and J efferson’s procedure which has the consequence of a certain kind of story

almost has to emerge, as the psychoanalytlc frame used by Hollway and Jefferson -
funnels the research part1c1pant s talk, leading mescapably to a reading that revolves

| around the pre-ordained notion of the defended subject. This critique is taken further by
Parker (2005:108), who warns against the Free Association Narrative Interview

- procedure on the grounds that it is individualising, essentialising, pathologlslng and
disempowering; the key compliant is that it is orgamsed around a pre-set discourse that -

~ imposes an expert account on the research part1c1pant in a typical researcher knows

best’ set of moves (Frosh, and Saville Young, (2007)

In response to the problem of validation of truth claims; ooth psychoanalysis and
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qualitative psychology have at least partially embraced a hermeneutic positiori arguing .
that whilst causal, explanatory truths about people may not be available, meaning-
imbued *narrative truths’ are. The model for this in the first instance is the readmg of
literary texts: the richer the text, the more alternative and even contradictory meanings
might be pulled out of it. As previously cited, Spence (1982) argues that well
' constructed stories offer narrative truths that are real, immediate and convincing
because of their capacity to evoke and structure experiences, to offer coherence where
there is fragmentation, to articulate half-understood meanings, to throw light on

obscurity and they carry an important significance for the process of thefapeutic change.

| Whlle the search for narratlve truth i is not arbitrary it is difficult: not only is there a
strong element of relat1v1ty brought into the situation by the variety of different

- narratives which rmght be available at any one tlme, but also as the context for

mterpretatlon shifts — as culture changes for example so do the narratlves which take

hold and whlch hold conviction (Frosh, and Sav1lle Young, (2007)

Habermas (1968), suggests that the final arblter of analytlc correctness should be the
1nterv1ewee Analytic msnghts he argues:

~ Possess validity for the analyst only _uﬁer they have been accepted as knowledge by
' the analys and himself. For the empirical accuracy of general Interpretdtions
‘ depénds not on controlled observation and the subsequent communication among
inuestigators but rather on the accomplishment of self-reflection and subsequént
communication between the investigator and his ‘objéct ’ |

* Habermas (1968:261)
- (x) Links between the Interviewees and the Analysis

Hahermas accepts as psychoanalytic the idea that syinbolic structures of intention and
meahihg are causal in human relations, and from there proposes that psychoanalytic =
knoWledge is validated by its capacity to demonstrate, in practice, the itnpact of its
interventions in these structures. From the point of view of the interviewee, an |
interpretation is ‘emancipatory’ in linking the subject with his or her split-off meanings:
;The interpretation of a case is corroborated only by the successful continuation of a
self -formative process that i is, by the completion of self-reﬂectlon, and not in any

unm1stakeable way by what the patlent says or how he behaves (Habermas
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(1968:266). Emencipation is expressed in a kind of becoming —real in the session, as the
patient recognises the rneanings generated dialogically and takes them in so that they |
have causel impact, promoting an enrichment of felt experience and a process of self-
reflection (Frosh, and Saville Young (2007:116 -117).

It can be argued that the dependence of psychoanalysis on biographical and
.interpersonal information in order to ground interpretations means that it is not very
appropriate for the anaiysis of interview material, which, whilst it may be rich in details |
“concerning attitudes and thoughts, is relatively sparse in relation to background features
and fantasies. This suggests that for psychoanalytic procedures‘to be appropriate, more
focused ways of gathering personal biographical material will need to be incorporated
‘into quahtatlve psychological studies and that these should not be merely “factual’ but
should pnvrlege respondents 1n-depth accounts of their own perceptlons of their
- experience. More broadly, the usual methods of ‘testlng psychoanalytlc 1nterpretat10ns
rely on close observation (at various levels) of the interviewee’s response to the

research 1nterv1ew 1tself itishard to see a way around thlS
(xi) Uncertainty

 Parallels between psychoanaiysis and textual analysis have been draWn focussing on -

~ ideas that meaning is the production of effects rather than the naming of truths, and
hence that the interpretive process is a matter of ‘local’ readings of a spoken or authored
‘text’ (Friedman 2000). Psychoanalysis howeuer, is not satisfied with ’generating e
particular meamngs it also has an mterpretlve task that is bound up w1th the unravelhng
of unconscious conflicts. Here, a distinction worked on by choeur (1974), between a
‘hermeneutics of understanding’ and a ‘hermeneutics of suspicion’ is 1mportant the r
latter being of the mode charactenstrc of psychoanaly51s, with it’s reluctance to accept
what the patient has to say at face value. Friedman (2000: 234-5) comments that,
‘analysis is pnmanly intent on reading what the patrent does not want to read, and also
to some extent, the analyst’s profession requlres that he or she read agaxnst the analyst’s
~own inclination’. Assertmg the validity of a psychoanalytic concept thus requires both
recognition of the way psychological ‘reality” is impossible to pin down, because it
fluctuates and is reconstructed continually as it is enacted and produced in different
contexts: and an appreciation that some ‘readinés’ of the unconscious are more forceful
than others and can be observed to be so because of thelr resonance m the partrclpants,

their capacrty to commumcate expenence more nchly, and their productxvrty in relation
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to further associations and deepening of emotional states. Outside the context of the
consulting room, this can be applied in the same way as arguments about literary
| interpretations are applied: what way of understanding generates most material, what
pushes thinking on, what “thickens® the story that can be told about how psychological
phenomena might work? None of this is conipletely satisfactory; psychoanalytic
interpretation is always wavering and nncertain even when it can be tested against the
‘patient’s response and even more so when it cannot; but this can be turned into a |
strength if one can maintain the stance of uncertainty and tentatit'eness within a context
* of cautious checking agamst the emotional tone of the research part1c1pant s talk and of

the researcher s reactions.

Frosh and Saville Young (2007) argue both for the product1v1ty of the applxcatlon of
psychoanalysis to qualitative matenal and for its problems and have asserted that the
use of psychoanalytlc understanding must be tentative, rooted both in blographrcal
information and in a dynamic contact with research participants that allows space for
emotional connectedness and the observation and thoughtful reflectiononthe -
relationship that arises. As with other forms of quahtatrve research, analysis of textual
material must be rigorous and cautious, employmg psychoanalytic concepts but ‘
A groundmg them in clearly observable textual moves — however open these might be to '_
alternative readings as well. No interpretation is sacred, there is no full and absolute . ‘
truth; but some are more reasonable and persuasive than others on theoretical grounds :

but also in terms of their logrc and productivity, the implications and conclusions to
which they lead. - |

(xii) The Contribution of Field Notes to Analytic Interpretation

There are limits to accessing relational dynamics and unconscious processes in a
research context however fine-grained the analysis. While the interview can elicit
actual events in a participant’s past, the research context does not afford the luxury of
evoking their unconscious correlates over an extended period of time (as in therapeutlc
situations). Instead, we have to look for patterns in participants’ lmgulstlc repertoires
and their way of relating that resonate with the hypothesrs of Frosh and Saville Young
(2007). Gee (1991) offers an analysis of the way a text is put together, the use of
intonations, stresses and the rhythmic patterning of words, in an attempt to focus on 1 the
subjective and personal meaning making of the narrator and to resist ascriptivism , the

tendency for interpreters to appropriate the narrator’s meaning, making it into their own.
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Gee’s poetic approach, ‘helps to privilege the teller’s experience and assumptions “i'rom
ﬂxe inside” of their own language-use’ (Emerson and Frosh, 2004:46). The use of field
notes in analysing case studies enable ‘counter-transference’ feeiings to enrich the
analytic interpretation by demanding coherence between the analytic‘ account and
experience of the interview that produced the tekt. Particular aspects of the researcher’s
’experience of the interview moved the analysis forward while others closed it down,
Nevertheless, field notes are prone to all the linguistic manoeuvres of a self-analysis,

" and thinking about ways in which this material could be more systematically recorded
~ and sensitively utilised is an important task for psychoanalytic approaches to qualitative

research.
(xiii) Maintainihg the Social and Cultural Contexts of the Interviews

Using psychoanalysis in qualitative studies therefore involves conceptualising ‘

- individuals as embedded in social and cultural contexts with socialiy acceptable and
powerful ways of being, but also individually orientated to these contexts, uniquely -
invested in discourse in different ways influenced by conscious and unconscious
wishes. Such an approach requires thinking about narratives as dynamic processes

“mediated by, but not reducible to, personal biograhies, relational events, ﬁnguistic ,

- repertoires and subjective Vexperiences. (Frosh, and Saville Young, (2007)

Whilst attempting to assist in the production of the respondent’s voice and not to

assume the stance of interpreter, implying ‘knowing better than they do’, it was

necessary to give sufficient attention to both detail and contradictions. Any 31m11ar1t1es o

between the researcher and respondent were noted and included in the interpretation. |
* Likewise the different subjectivities between respondents were used as a means of

triangulating on the data interpreted.

The limitations and the superficiality of much of the data collected in addition to the
highly subjective and sometimes speculative nature of the analyses must be
acknowledged. The analysis was taken only as far as evidence permitted and aimed to :
acknowledge puzzlement where evidence was lacking” and admit not to the creatlon of -
| ‘truths’ about interviewees, but “accounts which are methodologically, empmcally and
theoretically convmcmg”(Hollway and Jefferson, 2000). The data was therefore
approached openly and even—handedly, making only such judgements as could be

supported by evidence, and not ignoring evidence when it suited. It also involved the
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researeher acknowledging her responses to the data. In the words of Hollway and
J efferson (1998), the researcher, put herself ‘alongside them [the respondents], |
attempting to use what self-knowledge [she] possessed and the difficulties [she] was
Afamxhar W1th to assist [her] to understand their inconsistencies, confusions and

anx1et1es

'Iherefore, during each interview I noted my thoughts and emotions concerning the
individuals and contexts concerned with the study and took account of the dynamics as

‘they occurred. These notes were then used in the interpretation process.
4. Procedure_s
(1) Group Supervision Procedure

Prior to beginning the session gfound ruleS were agreed and established and the need for

complete confidentiality was emphasised. After a welcome and a reminder about ground

rules, the session began by the members stating what they aim to give to the session (for

example, to practice different kinds of questions; to attend carefully 50 as to be able to

, glve helpful summaries; to give feedback about the progress of a concem prev1ously

shared; and what they hoped to get from the session (for example, help witha concem, _
feedback from the group about a particular aspect of their contribution). This round - |

| 'almed to onentate the group to a different activity, usually at the end of a busy, tiring

school day and help them reflect on their commitment to the group.

¢ During the initial session I took the role of Cha1r and respon31b111ty for
| tlmekeepmg and for managmg the group and task processes. Throughout the
group session, I ensured that only one person spoke at a time. - _
¢ A volunteer was asked to act as the supervnsee and to share a problem or issue.
Spontaneity was emphasised (rotas for presenting a concern, or someone shanng .
a concern because a third paxty thought they shoulcl were dlscouraged) '
.o The supervnsee was asked to descnbe their issue in their own words as clearly as ,‘
. they could without 1nterruptlon. Had more than one person wanted to work on a
concern then some estimation of ‘priority’ would have indicated which concern
the group would have worked on. | | .
¢ Members of the supervising group then took it in turns to ask the supetvisee a

* Question about the issue for the purposes of clarification. At this stage, no other
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(ii) The Interviews

comments or responses were allowed. It was essential to ensure that the group

* members did not rush 1mmed1ately into wanting to provrde solutions and advice.

Once each member of the group had asked a questlon and received a response, I

- then summarised the discussion and the supervisee checked that the problem
wes accurately defined. If there was still a lack of clarity thenvfurther questions

| could be asked in this phase. - | | .

In the next phase there was an exploratron of possible solutlons The EP asked

the group to make individual suggestions or offer possible solutions. The

- supervisee did not make any response to these Suggestions until each member of
the group had shared a solution. | | |

- The supervisee was then aslted to select suggestions that had potential value e.nd
explam why some solutions were mapproprlate or 1mpract1cal Further |
structured dlscuss1on followed allowmg the supervxsee to explore the viable
solutlons offered )

'Frequently the exploratlon 1tsclf prov1ded the answers the supervrsee was
looking for, and as such was a good example of the process of ¢ mterventl\le E
interviewing’ as described by Tomm (1987). g N

~ As the main part of the session neared its end, the supervisee was asked to =

sumrnarize for the group where they had got to and what they are able to do

next. The supervisee was then asked to agree to carry out three actions to resolve
their issue. The supervisee then agreed to carry out the three actions to resolve
their issue. |

Following the init'i’al sesslon each superVisee was &ked to attend a second group

supervision session. : R | o

Following on from the initial group session a .second train.ing' day was arrenged '

for the group where palire_d sessions were discussed. The participants were given |

a handout (see appendix III) outlining how to structure a paired beer supervision

session and were asked to randornly select pairs by drawing names out of a hat,

7

Six questlons deriving from a similar theoretlcal structure to that devised by Hollway

and Jefferson (2000) were used as prompts in the interviews.

What was your experience of the group sessions that you attended?

2. Tell me about any barriers or limitations that you experienced.
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What words might you use to describe the usefulness of the group ?
What experience have you had of working in a pair?

What is your experience of any other form(s) of support outside the group? '.

o v s W

- How do you feel about the survival of the group?

: ,.Throughout the interviews relevant comments of other participants, either from the
current study or the pilot study were quoted to Stimulate discussion and to record
the counter-transferences of the other participants to the comments made by

- previous interviewees.

Care was taken not to introduce ideas that had not already been discussed by the current -
interviewee, rather they were encouraged to expand on therr thoughts by usrng the

comments of prevrous 1nterv1ewees

. Having asked the question, the intervieyver did not intervene until the interviewee had
finished speaklng Free associations were encouraged to pick up on incoherences such
- as; contradictions, CllSlODS, avoidances in order to provide the key to each person s
Gestalt and their umquemeamngs and concerns whlch would probably not be visible
using a more traditional method. Group members were also asked to rate their o
experiences to provlde a measure of perceived usefulness of the group sessions. The ' |
~ answers to these questions also ‘served'as feedback to the Local Authority. These
questions were asked verbally and any additional comments made at the time werekalso

recorded.

On a scale of 1 - 1 0 with 1 béing the least and 1 0 being.the most pledse ratethe

Jollowing questions

How useful has the peer support group been to you" k k

Do you think the peer support group 1s a good use of your trme'?

- Would you be prepared to set time asrde in the future for this type of exercrse‘7

- How would you prrormse work of this nature? _ ' t

vHow has or could the peer support group be of beneﬁt to colleagues in your school?

How has or could the peer support group be of beneﬁt to puprls in your school‘7 '

N s WL =

How has/could the peer support group be of beneﬁt to parents of puplls in your
school? - o ’
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All of the 11 interviewe were recorded digitally and then transcribed in order to be

analysed.
(iii) Analysis of the Data

The interviews were transcnbed from the digital audio recordmgs The transcnbed
matenal of each interviewee was arranged into nine common categones based on the
judgement of the researcher — using all of the information that had been collected. The

~ purpose of this collation into categories was to provide a means of comparing individual .
opinions and experiences across these Categories."I'l'le categories were part of the
analysis, not prior to it and they emerged using a process of categorical content analysis.
The categonical-content approach to narrative analysié broke the text down into . o
relatively self-contained areas of content, and submitted them each to thematic analysis.

Lieblich et al. (1998:112-14) outline the four stages that were involved in this approach:

1. Formulatlon of a research questlon which enables the selection of a subtext that
E becomes the focus of analysis; :
2. Deﬁmtlon of the subcategories/themes runmng through the text, these emerged
from the textin a grounded theory manner rather than being predeﬁned by theory; ..
3. The units of analysxs, ie. utterances, phrases, eplsodes were then assigned to these
‘ categones and | | | o |
4. Conclusions were drawn from the results.

(Lieblich et al., 1998:112-14)

However, the more the eategories were subdivided in order to be sensitive to
differences, the more these risked fragmentation, thus threatening the whole that gave
them their meaning. Therefore the nine broad categdries were maintained and the
information f‘romeach respondent was collated i_nte each of the corresponding nine
categories and the differing perspectives of each respondent were triangulated. These
relations were more important conceptually than each account on its own. The nine

categories evolved through which to process the participants’ responses were:

ii. Difficulties experienced by the Head teachers
iii. Experiences of being in the group
iv. Individual benefits -

v. Wider benefits
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vi. Barriers and limitations

Vii. Ongoing success and survival of the group
viii. Working in pairs ;

ix. Role of the Educational Psychologist

x. - Additional comments

Tlro transcripts corresponding to each of these broad categories were kept as intact as
~ possible for intérpretation rather than being fragmented coded statements irl order to
maintain their context. Werthe'imer’s’ primary law of ‘place in context’ (that significance
is a function of position in a wider framework), addresses the problem of |
decontextualisation of text which is inherent in code ond rotrieve methods. Wertheimer
omphasised that ‘pérts are deﬁnod by their relation to the system as a whole in which

they are functioning” (Murphy and Kovach, 1972). Coffey and Atkinson argue that:

- Strategies that are dependerrt’on codiﬁg the data and using the codes to retrieve

: .:’ analytically significant segments of data ....[are] a common starting point for

A researchers...The Jfragmentation of data implied in the coding strategy often leads
researchers to overlook the form of their ddta.}

(Coffey and Atkinson, 1996:22) |

Gee (1991), argues that analysmg the structure of a text is an 1mportant part of the
interpretation in that it pornts to a set of what he calls ‘interpretive questions’ while at

the same time also constraining the answers that are given.
(iv) Grounded Theory

Grounded theory studies in psychology may offer o means of stimulating fresh ideas
and challenging past truths In addition to offermg coding strategies and data ‘
management, grounded theory can give access to people’s concerns and experience and
a sensitivity to felt meamngs by raising the analytlc level of initial coding practices.

- Through grounded theory researchers have tools to treat data analytically in ways that
enable individuals’ new ways of understanding their expenence By creating
mcreasmgly more theoretlcal memos the analytic process is advanced and can spark
reflexivity about it. Engagmg in theoretical sampling to sharpen abstract categories and
to dig deeper into the phenomena can also give clarity and precision. The potentral of -

grounded theory’s constant comparative method might prove to be an alternative
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approach in studies of this nature that -aim to construct persuasive critical'analyses to
effect change. In recent years interest has emerged in social science internationally in’
developing principled and practical forms of ‘methodological combining’, (Tashakkori ‘
and Teddlie, 2000; Todd, Nerlich, McKeown and Clarke, 2004; Henwood and Lang,
~.2005; Moran-Ellis, 2006). Therefore, future studies of this nature.may consider using a
grounded theory approach alongside a psychodynamrc rnethodology to analyse data

produced during interviews.
Summary

In recogmsrng the need to provrde both ameans to generate helpful practical solutlons :
' for problems and an effective container for the anxretres and uneertamtres experlenced
by the Head teachers in this study, elements of consultatron and supervision were used
to desrgn a peer supervrsron group for them Followrng a nurnber of group sessrons the
11 partrcrpants were 1nterv1ewed A psychoanalytrc approach was used to collect the

- 1nterv1ew data in order to acknowledge the complexrty of the emotional lives and F
unconscrous processes of the participants, using a narrative ‘Free Association Interyrew
method The interviews were transcribed and the transcrlpts were analysed using an
mterpretrve approach that was based around content analysis where partrcular attentron
was given to the Gestalts and the defended subjects contained within the interview
texts. Ethical considerations were taken into account and there was a drscussron around
the objectrvrty, reliability and generahsabrlrty of the data produced. Usmg
psychoanalysrs in this way helped to conceptuahse individuals : as embedded in social
and cultural contexts but also 1ndrv1dually orientated to these contexts unlquely 3
invested in discourse in different ways 1nﬂuenced by conscious and unconscious
wishes. The narratives that were produced in the 1nterv1ews were regarded as dynamrc
processes mediated by, but not reducible to, personal brograhres relational events,

hngulstlc repertorres and subj ective expenences
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CHAPTER 4 - FINDINGS and DISCUSSION

1 Introductioo

. | In this section the findings of the interviews with the participants followmg both the
ongmal training day session and two further group sessions which the group orgamzed

‘themselves without me present will be presented along with the results of the
questionnaires that were completcd by the 11 participants on the initial and follow-up
training days (see appendices IV and V). Transcripts of the interviews are aVailaBle in
the form of aCDina sleeve attached to the back inside cover of this thesis. Extracts of

representative texts are inclildod in this chapter to illustrate the‘poin'is that are made.

The interview transcripts were divided into categories that were identified, using the o
method described in the methodology as follows and extracts from the 1nterv1ew data

 were a551gned to each category respectively: -

i. Difficulties experienced by the Head teachers
ii. Experiences of being in the group |
 iii. Individual benefits ‘
iv. Wider beoeﬁts
v. Barriers and limitations _
- vi. Ongoing success and §uiviVal of the group
vii.Group Versus Paired Working |
viii. Role of the Educational Psychologist -

ix. Additional comments

In this section the findings of the interviews with the participants in the peer supervision ‘
group were presented. The findings were presented as descriptive accounts of the views
of the participants and include extracts of representative texts to illustrate the points that

are made. There was also an attempt to interpret and comment on these findings.
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2. Main Findings
. ()The Questionnaire Data

The results of the questionnaires that were completed by all 11 participants on the initial
and follow-up training days were collated and can be seen as appendices 4and 5.
At the end of the initial training day the participants were asked to rate a number of

statements between 1 (strongly agree) and 5 (strorigly disagree). - 5

. .100% of those who attended stated that they strongly agreed that the day had -
~ beena useful experience; o
o - All those who attended strongly agreed that the day had been a good use of their
» | time; ' L ‘ .
o All of those who took part agreed strongly that they would recommend the ;
process to other Head teachers and that they day had met their expectations; -
* 50% of those who attended the session gave a rating of 1 for the staternent that e
" the day had been well structured with a good balance of act1v1t1es The
remalmng 50% gave a rating of 2
o 50% of those who attended gave a rating of 1 for the statement that the
presentations were clearly dehvered and the content was useful. 33% gavea:
" rating of 2.17% gave arating of 3 for the same statement; .
e 83% gave a rating of 1 to the statement that the group supervrslon sessxons were
supportive and helpful 17% gave a rating of 2. :
. | 100% of the part1c1pants gave arating of 1 for the statement that thts work
should be developed to become an integral part of Headshrp \
e 100% of the participants gave arating of 1 for the staternent that thls method and -
. structure of working was useful and supportive. ’, -
e 100% of the participants gave a rating of 1 for the statement that thts process |
- would be helpful to other groups eg. Deputy Heads, SENCOs, NQTs :

* During the interviews the partrclpants were asked to rate a number of statements
regarding the group sessions they had taken part in followmg the initial tralnmg day. -
This time they were asked to rate between 1 and 10, where 1 was the least possrble and

10 was the most. The results were as follows

" e Six participants gave arating of 9 for the question ‘How useful has the group v
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been to yon'?’ whilst three gave a score of 8. Scores of 7 and 3 were given by the
‘- two remaimng particrpants respectively |

e  Three participants gave a rating of 10 for the question ‘Has the group beena
good use of your time?’ whilst six gave a rating of 9. Scores of 8 and 5 were
given by the two remaining participants respectively.

~ e Seven participants gave a rating of 10 for the question: ‘Would you be prepared

" to set time aside for this type of work in the future?’ whilst t}iree gave a rating of
9. The remaining participant gave a rating of 5.

e Two participants gave 5 rating of 10 for the question: ‘How would you prioritise
this type of work?” whilst two gave a rating of 9. SIX partrcrpants gave a rating
of 8 and one participant gave a rating of 5. ‘

o Two participants gave a rating of 9 for the question: ‘What are the direct/indirect

| benefits to your colleagues in school of you attending the group?’ Six |
participants gave a rating of 8 and three participants gave arating of 7.
o Three participants gave a rating of 9, three gave a rating of 8 and three gave a
- rating of 7 for the question: ‘What are the direct/indirect Beneﬁts to pupilsin
your school of you attending the group?’. The remaimng two part1c1pants gave
ratings of 6 and 5 respectively. ’

e Six participants gave a rating of 8 for the question' ‘What are the direct/indirect |

benefits to parents of pupils in your school of you attending the group?’. Seven _

partmpants gave a rating of 7 and the remalmng two part1c1pants gave ratings of

6 and 2 respectively

The above responses mdieate that in'general the peer ‘support group sessions were
regarded as useful, a good use of time, somethmg that participants would be prepared
to set time aside for a reasonably high priorlty and having a positive knock on effect for

- colleagues, pupils and parents in their school communities.
(ii) The Interview Data
The nine categories that emerged from the participants’ responses were:

i Difficulties Experienced by Head teachers included: feelings of isolation;
~ specific difficulties relating to small primary schools,' experiencing conflicting
. views with and between their own staff; having responsibility for the lives and
careers of others; taking on the anxiety of others; time pressures; exclusions;
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ii.

iii.

iv.

conflicting interests and rivalry with other schools; leadership issues; feelings of
fatigue and anxiety; difficulties in maintaining a work/life balance; difficult
relationships with key figures such as Governors, other Head teachers, Local
Authority Officers; a mismatch between the perceived needs of the pupils and
meeting the targets of the Local Authorify; feelings of alienation from the job; a

belief that the current levels of support are madequate and pressures to keep abreast

- of current knowledge

Experiences of Being in the Group included: a belief that it was different from
anything experienced previously or already established. The majority of -
participants felt that the structured process was very important to the success of the

group and the members spoke of the feelings of personal warmth, support and

- affirmation that they expenenced by being in the group.

The Individual Benefits experienced by those who took part in the group included:

- the normalising effects that the group had on difficulties shared; howithad

improved the listening and problenr solving skills of those that took part; how it -

promoted altruism, openness and communication between the group members and

: they appreciated being able to come out of the ‘Head teacher’ Role. Participants
~also reported that the groupr had assisted them to engage with already established

networks more conﬁdently and efficiently and that in all the group had been a good

use of time.

The Wider Benefits of the group reported by the panieipants included: the positive

effects for their own schools and for the whole teaching profession; the potential of ‘

the process to be used with other groups; reports that schools had become more

. opento each other, the 1mproved problem-solving skills gained from being in the

group which were transferable to their own school situation; the improved problem- ’

solving skills had improved their capacity to deal with the difficulties of others;

~ having a greater ayvareness of others with similar problems identified them as a

' resource to consult with; attendance at the group had increased awareness of the

yulnerability of others; how the group had helped to establish links between
schools; the experience of being in the group had an influence on some -

participants’ own career s as they consrdered going into this kind of work inthe |

- future and that havmg experienced the group process they were more prepared to

- analyse their own situation more critically and reahstrcally
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vi.

The Barriers and Limitations to working in this way were identified by the -
participants as: failure to maintain the rigid format and structure of the group
process can result in an unproductive session; reluctance by some group members
to take up the role of Chair/Co-ordinator/Facilitator can pléce pressure on those -
who have already taken on this role to maintain this task; time pressures can hmlt a
participant’s attendance at the group and demonstrates the need to formally set
specific time aside for the group sessrons, some participants had a fear of

introducing their own issues and had a sense of personal vulnerability whilst others

- experienced feelmgs of responsibility to find a solutlon for another’s difficulty;

missmg a session can make re-engagement dlfﬁcult as 1t threatens group
cohesiveness; some of the advantages of the group are difficult to define which

could make it hard to justify it to others; lack of experience of some other group

~members can limit the effects of the process the topics discussed do not always

have relevance to some partlclpants own contexts; there is a possrbihty of

difficult’ individuals attending the group and potentially causmg conﬂlct of

| disruption, partlcipants may feel fatlgued at certain times of the term which may

limit their capacity to contribute to the group; where there is a conflict of interests

between schools it may add a strain to the process; there is a danger of the group

‘going ‘stale’ after a time' the possibility of conﬁdentiality breaches is a risk and as

the majority of Head teachers who attend the group are from pnmary 'school The

difficulties which are specific to secondary Head teachers may not be adequately

addressed

- Factors which might promote the ongoing success and survival of the group

included: a belief in the efficacy of the group and commitment from it’s members;
members having shared goals, culture and knowledge of the _locality; the personal
q'ualities‘ of the individual group members; the group being exclusivelyb for Head
teachers; the initial training sessions; the 'clear'structure of the sessions; the

presence of the Chair and having a facilitator to administrate and publicise the

. group; preparing for the sessions properly by selecting and agreeing the problems, -

issues or topics to be discussed and the structure of the meeting beforehand having
the support of the Local Authority; the proactive promotion of the group to other

~ Heads and supporting them in the group; maintaining the momentum of the

sessions; being organised and maintaining effective communication between group

members; for members to have the discipline to attend group sessions; intermittent
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refresher’ sessions maybe from the Educational Psychology Service and a means of

- ongoing evaluation .

vii. Paired versus Group Work: The six participants who had experienced working in
. both paired and group sessions stated that paired work is useful for in-between ‘
. group sessions; there is a role for group and paired sessions; the paired sessions are
more informal and easier to arrange and maintain; having a strueuter to keep to

even in the paired sessions encouraged the use of more searching questions.

viii. The Role of the Educationnl Psychologist - in this work was seen by all of those
interviewed to have 'been very positive. The relationship with the local Educational
‘Psychologist was already established and was clearly excellent with all of the
- Heads. In this work the Educational Psychologists were able to work as applied -
- psychologists. s

ix. Additional Comments made by those who took part were: that it was good to

~ know that the pressure that Heads are under is Being acknowledged; experience
counts and can help others; the nature of Head teachers is that they are natural
listeners and communicators; there is a need to support new Head; and there is a
possible role for retired Head teachers to mentor current Heads. The possibility 1f

developmg some form of E-Mall Support within the group was also suggested
3.‘The Questionnaire Data

The results of the questionnaires that were completed by all 11 participants on the initial

and follow-up training days were collated and can be seen as appendices 4 and 5. -

Although an assessment of the ‘quality’ of the training day was not a research objective
[ felt that it was important to get some feedback on it to inform future work At the end _
of the initial training day the pammpants were asked to rate a number of statements

~ between 1 (strongly agree) and 5 (strongly disagree). 100% of those who attended stated
that they strongly agreed that the day had been a useful experrence. Similarly all those
who attended strongly agreed that the day had been a good use of their time. All of
those who took part agreed strongly that they would recommend the process to other
Head teachers and that they day had met their expectations. 50% of those who attended _
~ the session gave a rating of 1 for the statement that the day had been well structured |
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with a good balance of activities. The reméining 50% gave a rating of 2. 50% of those
who attended gave arating of 1 for the statement that the presentations were clearly .
delivered and the content was useful, whilst 33% gave a rating of 2 and 17% gave a '
rating of 3 for the same statement. 83% gave a rating of 1 to the statement that the group
supervision sessions were supportive and Vhelpful whilst the remaining 17% gave a
rating of 2. 100% of the participants gave a fating of 1 for the statement that this work
should be developed to become an integral part of Headship. 100% of the participants
gave a rating of 1 for the statement that this method and structure of working was useful
and supportive. Finally 100% of the participants gave a rating of 1 for the statement that
this process would be helpful to other groups eg. Deputy Heads, SENCOs, NQTs.

During the interviews the participants were aisked to rate a number of statements
regarding the group sessions they had taken part in following the initail training day.
This time they were asked to rate between 1 and 10, where 1 was the least possible and

10 was the most. The results were as follows:

Six participants gave a rating of 9 for the questioh ‘How:useful has the group been to
you"’ whilst three gave a score of 8. Scores of 7 and 3 were given by the two remammg
part1c1pants respectively. These scores indicate that the group sessions were very useful
to the majority of the partlclpants. The individual who gave the score of 3 stated that as
they had not presented a problem and none of the problems presented by other people
had any relevance to them directly the groups had not been to date as useful as they |
_perhaps could be. Therefore, despite the low score the potential that the g}oup procese' |

offers was acknowledged.

Three participants gave e. rating of 10 for the question ‘Has the group been a good use
- of your time?” whilst six gave a rating of 9. Scores of 8 and 5 were given by the two
| remaining participants respectively. Agam the majority of respondents felt that the
group sessions had been a good use of their time. The lowest score was given by the
. same respondent who gave the previous questlon a low score and this may reflect their
feeling that the content of the sessions had had no direct relevance to them to date but

‘that there was potentlal m the method.

Seven ﬁax’t_icipants gave a‘rating‘of 10 for the questioh: ‘Would you be prepared to set
time aside for this type of work in the future?’ whilst three gave a rating of 9. The

remaining participént gave a rating of 5. The vast majority of the respondents stated
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strongy that they would be prepared to set time aside for this type of work in the future
whilst one was less convinced. The individual who gave the lowest score was the same

one who gave low scores for the previous questions for similar reasons.

 Two participants gave a rating of 10 for the question: ‘How would you prioritise this
}type of work?” whilst two gave a rating of 9. Six participants gave a rating of 8 and one
participant gave a rating of 5. Therefore most of the participants felt that they would
prioritise this type of work, two of them very strongly making the case for it. Again the
respondent who gave the lowest score was the same individual who had given low

scores in the previous questions for similar reasons.

Two partrmpants gavea ratmg of 9 for the question ‘What are the d1rect/1nd1rect

beneﬁts to your colleagues in school of you attending the group?’ Six partxclpants gave
2 rating of 8 and three part1c1pants gave a rating of 7. Most of the paxt1c1pants could see |
' that their attendance at the group had positive implications for their colleagues in their
schools. Those who gave lower scores }may have failed to recognise how the stresses -
and strams that come with the role of the Head teacher mi ght have a direct 1mpact on
their management style and their competence in handllng others This may have -

implications for working with Heads who fail to make this connection.‘

Three participants gave a rating of 9, three ga’ve’a rating of 8 and three gave a rating of 7
 for the question: ‘What are the dlrect/mdirect benefits to pupils in your school of you
attending the group?’. The remaining two partlcipants gave ratmgs of6and 5 v
respectively. Most of the Heads recogmsed that their attendance at the peer support °
 group might have a positive effect on the pupxls in their school. However, as with those
- who may not have seen how their attendance at the sessions might affect the staff in
their schools some may not be as convinced of these benefits as others clearly are. Thxs

again has 1mphcat10ns for working w1th Head teachers in schools.

- Six participants gave a rating of 8 for the question: “What are the direct/indirect benefits
to parents of puplls in your school of you attendlng the group?’ Seven participants gave
a ratmg of 7 and the remammg two part1c1pants gave ratings of 6 and 2 respectively. As '
 the perceived relatlonshlp with the Head teacher becomes more removed the scores
given by the respondents are seen to rednce. Whilst most of the respondents recognised :
that their attendance at the group sessions might have some positive effects on the

parents of the pupils‘ in their schools the scores were lower than the previous two
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questions. This is somewhat surprising as although the parents of the pupils are not in
such direct contact with the Head teachers on a daily basis, it is often issues around

parents that cause Head teachers the greatest amount of stress.

The above responses 1nd1cate that in general the peer support group sessions were
'regarded as: useful, a good use of time, somethmg that partmpants would be prepared
- to set time aside for; a reasonably high priority and having a pos1t1ve knock on effect for

colleagues, puprls and parents in their school communities.
4. The Interview Data

The interview data prov1ded accounts from whlch 1nferences could be made about
observatlons that some Head teachers appeared to have problems whilst others did not,
despite havmg very similar s1tuatlons expenence and contexts. They also offered

~ suggestions that mlght account for the reasons why some Head teachers appeared to
access available sources of support and advice readlly whilst others appeared to be more
reluctant to engage with them. The findmgs could also be interpreted as indicating that
desplte most Head teachers appearlng to be equally capable of handling the vanety of
issues, dilemmas and difficulties that arose in their schools, and most having had
experience of doing so, they all lacked conﬁ_derrce in their own competence and some |

became defensive when discussing decisions they had made.

My observations about the Head teachers were also strengthened by the findings from
the 1nterv1ew data in that the personal stresses expressed by them could be attributed to.
real or 1magmed fears of: being viewed as incompetent by others and by themselves;
being perceived as unjust or unfair; being judged as uncaring and ruthless or being seen
as weak and lacking leadership abilities. All of the Head teachers had experienced a |
range of problems involving financial, personnel, dlsclphnary, mterpersonal and
personal issues over time and rarely were their difficulties unique or novel. In general
they were equally competent in dealing with them appropnately There was a common
theme of isolation - all had common fears but each had different issues at that time. The
comments from the Head teachers highlighted that existing structures in the local
authority did not provide enough emotional support and left the Heads feelirlg isolated,
overwhelmed and unsure about procedures and skills‘ that they needed to work
effectively. The Educational Psychology Service was able to address this issue by

drawing upon expertise of working in a therapeutic way and on experience of
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- participating in and running peer supervision.

In general, the peer support sessions were described very positively by all who attended
and the consensus was that they prov1ded the type and quality of support that was
required. The fact that there were a higher proportion of positive statements to negative
- statements about this processis a strong indicator that the peer supervision groups were
of value to the Head teachers involved. The group format provided the educative and .
* normative _functions of peer supervision. Each person contributed to the range of
expertise and experience needed to address the problems raised. This meant that there
was a shared understanding of the particular role of the Head teacher. Initially there isa
need to encourage group members who fear they have little to offer a group in terms of
eXperience, skill or personality to take part in order to listen to the contribution of the
other members of the group. Counselmann andWeber (2004) highlight the importance
of a group in peer supervision as a mechanism for eonveying a therapeutic effect. At its
simplest level it allows 'the normalisation of problems so that individual Head teachers
 see that ‘it is not just them’ and that other Head teachers are facing similar difficulties

and challenges.

The supportive function of peer supervision has featured highly in Head teaehers
comments. The sessions allowed them to see that others shared the same issues as -
themselves and this helped them to keep problems in proportion. This has served to
meet common needs such as; decrease feehngs of isolation, promotmg self-conﬁdence,

~ and development of feelings of self-efficacy as problem-solving skills increase.

Working with others in the group has helped to establish cooperatlve relationships -
between individuals based on shared concerns or situations. The group also provides an -
individual with reflection and this promotes self-appraisal to help with development of
identity and self-esteem (Counselmann and Weber, 2004). /

" The success of the group supervision relies on the building of trust and positive =
relationships. This occurs over time and means that each successive session is likely to
have more impact as supportive relationships develop. The apparent ‘opening up’ of

more withdrawn individuals was testament to the level of trust and mutual respect °

established by the group:

“It depends upon how you feel about the coIleagztes who are there, and I feel
- about the colleagues that were there, I trust them, and I feel that they were
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- listening, there were quite a few colleagues there who are quite experienced s0
_ when they come up with recommendations often they are based on their own ‘
experiénce in their own practice. 1 feel that if I had a burning issue I could go to
a meeting and talk about it. By nature I'm not a person who shares fny problems
with a range of people, I 'm someone who gets on the phone and would chat one to
one, but I felt that if I had an issue I could use that as an arena where I could air
a problem I actually feel from how people have behaved that they feel the same”
(Head teacher S from current study)

Zorga et al (2001) point out that in group peer supéfvision the roles of supervisor and
supervisee rotate around the group. This is an important part of the process of :
developing trust and means thét the Head teachers should be encouraged to act as |

., ‘Chair’, even if they feel uncomfortable with this unfamiliar role. The results of the
study suggested that the peer superv1s1on group improved the workmg lives of the Head
teachers concerned by allaying some of their fears and providing some practical ways
forward with their difficulties. In addition, the study provided some valuable data from
whlch some of the complex intra and interpersonal issues that contributed to the distress
1 of the individuals concerned could be inferred (see appendiv IX). The followmg

. findings and discussion section focuses on each of the categdries identified from the
questionnaire and interview data and offers an analysxs of some of tlus material usinga

psychoanalytic approach and framework.

The interviews that followed the group sessions were transcribed from the di gital audio

recordings and the transcripts from each interviewee were arranged into nine common

categories, using the method described in the iilethodology, using all of the information °

that had been collected. This was to provide a means of comparing individual opinions " |

| and experiences across the categories which had emerged from the data using a process
of categorical content analysis which broke the text down into relatlvely self-contamcd
areas. The nine categories were maintained as much as possible to avoid the nsk of .
fragmenting the narratives and, thus threatening the whole that gave them their
meaning. Once the information from each respondent was collated into each of thé' '
corresponding nine categories, the differing perspectives of each respondént was

triangulated.

The nine categories that emerged from the participants’ responses were:
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i, Difficulties Experienced by the Head teachers
ii. Expenences of Being in the Group
ifi. Individual Benefits _
.iv. The Wider Benefits
v. Barriers and Limitations -
vi. The Ongoing Success and Survival of the Group - -
vii. Paired Versus Group Wor.k.;
- viii. The Role of the Educational Psychologist

ix. Additional Comments
i. Difficulties Experienced by Head teachers

The findings of the interview data gave weight to one of my observations at the outset

- of this study that most of the Head teachers appeared to have experienced a similar

~ range of problems over time and their difficulties were rarely unique or novel. Although

they appeared to be competent in dealing with these difficulties appropriately, they

. frequently doubted their own decisions and solutions, whilst maintaining an air of - ‘
authority and control to those around them. Where some Heads appeared to have -

. problems that others did not share, the interviews revealed that all of .the Heads were
experiencing similar issues but often it was their attitude to these and their relationships
with those around them that dictated whether the problems were manageable or

| otherwise. Often a lack confidence in their own competence and decisions resulted in
defensive behaviour which made them feel even more isolated than they were already. -

" Often the person'al'stresses experienced by the Head teachers were the result of -
imagined fears of: bemg viewed as incompetent by others and by themselves; bemg
perceived as unjust or unfair; being judged as uncaring and ruthless or being seen as

~weak and lacking leadershlp abilities. These factors in particular were the cause of a’

great deal of anx1ety amongst those who took part '

The findings demonstrated how the supervision grotlp’s educative function allowed

| problems to be discussed and explored. Examples of the issues raised included: Staffing
issues such as incompetenCe team efﬁoiency, incompatibility of personalities, |
responsibility poxnts and staff structunng Administrative issues such as Self Evaluation |
Forms (SEF) School Proﬁles Ofsted, Performance management, respon81b111t1es for
bulldmgs and maintenance and Procedural issues such as disciplinary and exclusion

procedures. Other issues such as dealing with parents and maintaining school standards |
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in general.
Isolation

- The isolation felt by tﬁe majority of the Head teachers was felt by them to be
- exacerbated by other staff in the school apparently unaware of the nature of the v
responsibilities and accountabilities of the Head teacher and,asa cdnscquence,'are often

unable to offer practical or emotional sUpport:

No, you can’t even hardly confide in anybody, and the other teachers in the school

don’'t understand what processes you have to go through..

(Head teacher 10 interviewed in current study).

On occaswns, this level of isolation made them feel emotionally overwhelmed and they -
were unable to show this to other staff members, the Senior Management Team,
Governors or Local Authority Officers as there was a fear that their loyalties and -

alleglances may have been compromlsed

I havén 't been a Head for that long, when youﬁrst go into Headship you comfort
yourselfwith, ‘I haven’t been a Head for long so I'm still learning’ but then you
gét 10 a point where you think I have got some major probl_éms and I don’t hdve
anywhere to turn, I've seen some Heads in some horrendous ﬁositions, where they
haven't known where to turn - a colléagiw in my prefious cluster was verbally
abused by a man, and I watched the whole thfng - he was on his own beéause his

* Chair of Governors didn’t know what to do, whether to support the parent or
support the Head, the local authority wasn't really interested because the person

doing the abusmg was a councillor!

“

(Head teacher 6 interviewed in current study).

In addition, fear of showing weakness or vulnerablhty Wthh may be mtcrpreted

as a lack of competence or poor leadership was also apparent:

Idon’t know if sometimes I talk too openly to staff about thyzy'ngs, and with being an |
internal appointment I've never known any different, I 've been here since I was 21
- should you show as a Head anjy sign of weakness?, any sign of indecision? or -

- should you always be the font of all knowledge?, does that give people
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confidence? ordo they like to see a human being who makes mistakes? I still

* don’t know that I've got it right.

/

(Head teacher 3 interviewed in current study)

Some Heads said they were able to call upon others from within the school community

+ and/or the local community to give them limited support:

1 think within school I use one of the people on the senior management team, the
Bursar, and I do use her quite a lot to talk to about things becaz;se she has a
different perspective, because she’s not a teacher - p?ople talk to her ina different ,
way and she can bring issues to me that people are worried about and don’t want’
to say to me directly, or I can just talk things through with her and 1 find that
useful. |

| (Head teacher 3 interviewed in current Study) :

However, as some of the issues were about staff members in the school it would have

been inappropriate and unprofessional to discuss these matters with their own staff or

colleagues in other schools:

1find friends who work in other schools helpful, but if they ’ré local to the area I
can’t necessarily give them all the details, I can’t mention names Jor instancé, but
it can be reassuring to think somebody will say “well nobody would bothe; /with
that at bur place”, or something and you think “oh well, at least I've hbt... " you

look for little signs of reassurance.

(Head teacher 3 interviewed in current study)

Having described to me a particularly difficult issue ihat had been a probiem over the

-past year one Head teacl_lef stated: -

1didn’t feel I could share that until now, I'm talking to you now in away that1
haven’t all year really. The hardest part bf the job is the management of people
. and their emotions as you can't share it with anyone. '

- (Head teacher 7 interviewed in current study) v

Feelings of isolation and powerlessness may in some cases may be a consequence of the
' powerless state of mind described by Obholzer (1994), interacting with an actual lack of
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external resources that could otherwise be used to promote a sense of power.
Alternatively, it could be that whilst a number of the Head teachers in this study have
adequate external resources to reinforce their sense of power,.they may be insucha
state of demoralization or depression that they feel they have no power. Power may be
| perceived as located as outside of themselves, leaving them with a sense of
powerlessness. As these feelings of isolation were a common feature amongst the Heads -
it could be that these feelings are a consequence of their responsibility to maintain high
standards of achievement through the management and direction of colleagues who may
or may not be co-operative. It is not difficult to see how the discomfort the Heads are
" experiencing may be because they are unwitting recipients of the projections, described
by Klein (1946), of those around them, making them react insuch a way that their own
feelings are affected as they unconsciously identify with these projected feelings. Such
feehngs may be exacerbated in a number of ways where conflict exists between the
members of semor management teams. Under different circumstances these 1nd1v1duals
might offer a source of support and counsel, but when in conﬂlct they become the

objects of distress and controversy and render them unsuitable as confidents.
T aking Responsibility for Others

Many of the Head teachers interviewed stated that whilst they were generally
comfortable in making decisions about routme issues that did not directly effect

people’s lives, they all expressed their anxieties around havmg to deal with the potentlal |
or real effects of their actlons on the lives of other people, even when they were justified
in takmg certain actions. These actions may be in the form of redundancies, changing
staff responsibilities or competency and disciplinary procedures. This was evidently' a
major source of stress for some Heads, especially in secondary schools with a large staff

where such dilemmas manifest themselves more frecjuently. -

Anxieties around having to deal with the potential or real effects of their actions on the -

lives of other people, even when such actions are justnﬁed may imply a lack of a sense

of power felt by Heads and even unwillingness on the part of their staff to sanction their

authority. These actions include: making decisions regardlng redundancies, changing

staff l'CSpOl’lSlbllltleS or 1n1t1at1ng competency and d15¢1p11nary procedures, all of which
are well within the remit of a Head teacher and if managed judiciously should not be-

' seen as anything other than responsible management if effected within an authoritative

regime. However, the unease of the Head teachers when required to work in these areas
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may indicate lack of a sense of authority. As the Head teachers derive their authority
frorn their role in their school and exercise authority on its behalf, it is understood that
they have the right to make ultimate decisions, often affecting'others. However, if the
~ majority of the school staff do not accept a specific individual’s role as Head teacher
and authority is withheld from below the fear of undermining or sabotage may affect
their sense of authority (Obholzer, 1994). .

Alternatively, the difficulties mav be around the concept of perceived power. As a sense
of power arises from both internal and external sources where external sources that -
could otherwise promote a sense power are not evident or are undermined, the Head
teachers might feel;a sense of powerlessness. Despite the existence of a range of
seemingly adequate external resources, several of the Head teachers made comments
that mdicated that their internal state of mind mrght be undermmmg thelr sense of
power when dealing with the dlfficulties or issues of other people. It could be that some
of the situations the Heads may encounter when takmg responsrbllity for others involve
speciﬁc situations which may closely resemble early life situations that they have -
experienced and which they are still processing unconsciously.» Alternatively the Head
may be inadequately prepared to deal with the effects of suffering or distress in others
and the corresponding anxiety in themselves (Speck 1994). The Heads may have
experienced such similar feelings to their colleagues that they cannot perform a -

containing functlon for them and this may lead to further distress forall.
Taking on the Emotions of Others Around ‘Them o

The majority of those interviewed described how they 'freq'uently‘ become the depository :
for other people’s anxieties and negative emotions and how this had a negative impact
on their own mental state_. They described how anxieties are ’passed on to them as an
apparent growing anxiety which, according to the Heads appears to be becoming |
prevalent in society as a whole permeates their school communities via parents pupils,
the Local Authority, the media and the Government. They also described their efforts to
hang on to their own pnncrples and values despite these pressures. The diverse range of
individuals who interact with Head teachers was described and how, due to the nature of
this work, the needs and emotions of the Head teachers themselves become secondary.
A reluctance to burden others with their own difficulties, whilst routinely having to take
on the worries of others was also expressed. As a consequence of these pressures one - |

interviewee described how minor events can be the final incident for a Head teacher
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who, having had to contam therr own anxieties and those of others is finally toppled by

a relatrvely minor negatrve mter-personal interaction.

Projective identification from rnembers of their staff may be another reason for unease

. amongst Head teachers. Alternatively, depending on the state of mind of a particular
Head teacher, these assumed perceptions of others may be real or imagined. For
example, an individual with a negative self-image may, through selective inattention or

projection, incorrectly perceives that others around them are critical and hostile. When

~ they feel especially vulnerable because of a difficult decision they have made, a “self-

fulfilling prophecy’ rnay ensue if the individual, anticipating criticism and hostility,

r unwittingly behaves in a manner that eventnally cause those around them to become, in

effect, critical and hostile. In'this way, parataxical distortions of interpersonal beliefs

can be seen to express themselves in behaviours that have a predictahle impact on

_ others, (Kiesler, 1996:22). | ‘ -

'From dlscussions with the Head teachers in this study it would seem that often the
emotions and preferences of the Heads themselves go by the wayside in their efforts to
do right by those around them, Such compromises may lead to an undermmmg in their
authorlty, either actual or imagined. Depending on their knowledge expenence
strength of personality and state of mind regarding their role, therr internal senses of
power and authority can be affected and may influence how they present themselves to
others. If the Head is generally demorallsed depressed or unsupported they may
expenence more distress than individuals who attract projected power who have no
difficulty in taking up or being granted a leadership role. The nature of the projections |
may affect whether the Head teacher is hated and feared or loved and admired. A sense -
of responsrblhty without having adequate authonty and power to achreve outcomes

often leads to work-related stress and eventual burn-out.

Further reasons for the discomfort experienced by Heads when they'are required to
" make decisions which have negative consequences for those around them may be the

consequences of taking up a depressive position in order to perform the primary task of

| ~ their institution more effectively. Rather than adopting paranoid-schizoid defences

involving denial and omnipotent fantasies in order to eliminate anxiety, grief and guilt
for all concerned, the Head teacher taking up a depressive stance is required to
relinquish self-idealisation subsequently resulting in feelings of guilt, concern and

sadness,(Bion, 1967). Maintaining a depressive stance may prove difficult for some
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Heads who have a tendency to return to defensive processes such as splitting, whenever
anxieties increase, resulting in repeated loss of the capacity to face painful reality, guilt
and concern, (Obholzer, 1994).

In some cases it could be that through projective identification the Head teachers are
absorbing all the anger, depression or guilt from their o |
staff/governors/parents/pupils/Local Authority. This would make theni, vulnerable to

- being manipulated into acting as a scape-goat for any or all of these groups, or even
| ~ unconsciously manoeuvred into breaking down and leaving.'It can be all too eésy for

-~ others to dissociate themselves from such a scape-goat and to treat their behaviour asa
personal problem (Obholzer and Zagier Roberts, 1994). In this way the Head teacher is
_ in danger of not only expres.sing or carrying something for a speciﬁc :
staff/parent/govemer/pupil/Local Authority group, but may be used to export something
. which the rest of a specified group then need not feel in themselves. Similarly a school .
coinmunity may carry something for another group, such as the Local Authority
(Halten, 2004). Like staff in other professions that predominantly engage with people,
Head teachers, are often ihadequately prepared to deal with the effects of suffering or

distress in'others and the corresponding anxiety in themselves (Obholzer, 1994). If the
' emotions they are experiencing are so similar to those with whom they are dealing; one
interpretation of this situation may be that they are unlikely to be able to contain them
adequately leading to further distress for all. ’ | |

The Head teachers’ perceptions of how the increasing anxieties of society may be -
passed on to them, permeating their school comxﬁunities via patents, pupils, the Local
Authority, the media and the Government resonates with Obholzer’s (1994) claims that
‘ society’é use of various public services such as the Education Services as unconscious
defensive mechanivsrn.s in an attempt to repress their anxieties arouﬁd child care,
.beh'avioural issues, crimerat'es, morality and the future of the country can have a major
adverse impact on those who work within the system. The traditional role of public.
sector institutions .silch as schools as eontainefs for fundamental human anxieties’
(Obholzer, 1994), may have fuelled unconscious, and unrealistic expectations of the
Education system that all children will be equally well—equipped to meet all of life’s
challenges. | '» . |

~ The Head teachers in the stﬁdy described their efforts to hang on to their own principles,

values and ways of working despite these pressures. Whilst ihis task-centred approech
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adopted hy some Heads may have been of some use in defending them from the
anxieties of others (Speck, 1994), they are vulnerdble to the development of
pathological psychic defences (Dartington, 1994). This is apparent in reluctance of
some Heads to burden others with their own difficulties, whilst routinely havirlg to take
on the worries of others. Whilst this may be considered as commendable stoicism, it
may also indicate the development of a defensive psychic shell Wthh may compromise
their capacity to be fully responsive to their emotional environment. However, due to |
reports from the interviewees that relatively minor events or a negative inter-personal |
ihte‘r.action.cah be the ﬁhal straw for them when they have been unable to process or
contain their own anxieties and those of others, it is likely that the Heads in this study

- are still sensitive to their own anxieties and those of others, yet unable to process them
fully. It may be that such work-generated anxiety is resonating with both their primitive :
and personal anx1et1es, tnggenng conscious and unconscious elements of past - |
: experience (Obholzer 1994) '

Managl’ng the Effects of Transference

Several of the Head teachers reported staff who have difficulties with behaViour
management of pupils. The heads recognised that individual members of their staff had | ‘
differing levels of tolerance, triggers, expeetations and relationships with .pupils. Others
reported that some staff were particularly resistant to acceptance of change in |
legislation, teaching practice or the bway in which children are treated. This moy have
been due to past experiences of these staff members whose negatrve emotions are
expressed 1nappropr1ately in the classroom and damage working relationships with
pupils. In this way transference and counter-transference can be seen to affect teachers’
assessment of pupils, classroom interactions, choice of behavioural interventions .

predilections for educational theory and even their decxsrons about the teaching and

" learning of all cumculum content areas in school (Steel 2001)

In the same way perents have their own conscious and unconscious sources of distress
regarding issues around, health, poverty, marital break-down, domestic violence and
“housing. Frequently, such issues manifest themselves to the Head teachers as
complaints, confrontatmns and additionally in the case of staff members, 1llness,
absenteeism, resignations, low morale, poor tlmekeepmg and general incompetence
(Speck, 1994), and behaviours such as these seen in both parents and staff members

were described by Head teachers in the peer superv1sron group. In the spmt of this
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study, it goes without saying that a degree of distress may be experienced if a Head
g teacher or any other member of staff is faced with a ‘difﬁculty or situation that has .
commonalities with an early life situation that they experienced and may still be

: processing unconsciously Similarly, a degree of distress may be the consequence of

constructmg their self—regard on the basis of reflected apprarsals from others around

- them, which may not always be positive, dependrng on their own experiences and state

of mind. If Head teachers do not take specrﬁcally requested courses of action or do take
action in an unfavourable way, even though these decisions are taken in the best |

" interests of the school, they are liable to be appraised in a crltlcal way. Head teachers,

by merit of the1r prominent posrtron are extremely vulnerable to being the focus of

1nterpersonal psychic phenomena Due to the unconscious transference of attltudes and

. feelings from past relatronshlps onto the Head teachers they are often the recrprents of
the negative projections of others such that their feehngs may become affected asthey

unconsciously 1dent1fy with the feelings prOJected (Klein, 1946) ThlS proj ectrve

1dent1ﬁcatron may alter therr state of mind in the countertransference In some mstances, _

: Heads may act out the countertransference denvmg from the projected feehngs and

thereby inflame an already drfﬁcult situation.
Managing Cattﬂicts of Interests . ’

A number of partrclpants reported that exclusrons are a mam source of concern for them
in their roles as Head teacher as they lead to a sense of failure when having trled
everythlng to support a child and prevent them from being excluded, they have to let -
them go as the Head must ultlmately think of the needs of the wider school. One | ,
interviewee descnbed the efforts she had made to avoid excludmg one partrcular puprl

"~ and how she used the group sessrons to drscuss this i issue:

Yes, I presente.d’a problemto __ at the County Ofﬁces meeting, thenl presertteda :
: prablem at _’s meeting, it was about an exclusion, another child, it was the ﬁrst e
exclusion I had experiettced as a head, I 'd been here 5 years and had 3 exclusions B
in3 months which is really difficult, I've tried at all costs to avoid that by puttzng
lots of systems in and tryzng to avoid it — one was a physzcal attackona ‘
v supervrsor and abuszve Ianguage to a class teacher all i in 24 hours, it was ]ust so ~
di ﬁ" cult to deal wzth because I kept puttmg it oﬁr not wantmg to make that f rst

' excluszon ~can we avozd lt can we do this? But he dld attack a lady superwsor
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crying, this child hit her in the face hit her on the back of the neck, on the

- shoulder.

(Head teacher 2 interviewed in current study)

Common threads between issues around managing the anxieties of others, making
decisions that affect the lives of others and t‘eelings of isolation are all manifest in the
issue of exclusion. As a prominent figure seated betWeen the school cornmunity and the

* child and their family or carers the Head teac,her is extremeiy vulnerable to the negative
transferences and proj ections of all those involved. They may experience a range of
complex, contradicting and contrasting emotions. If a Head feels they are obliged to be

supportive of their staff, but like many others entered the teaching profession due to

- - their own altruistic inclinations, they may have great empathy with the plight of the

excluded child and their family/carers. Conversely they may feel great support for their
staff who may have battled against the odds to maintain a challenging pupil in school
" with little support from parents. These conflicting claims on their support may lead
them to experience the distress and anger felt by'staff in dealing with the child, and
~similarly the rejection and frustration of the child through projective identification.
They may be the subject of transferences from the pupil or their parents who perceive ‘
them as any one of a number of heartless, unsympathetic and unreasonable characters .
from the past. However, if the Head takes the side of the child, they may well be the
subject of the negative prOJectlons and transferences from the school staff who may
regard them as weak, unsupportive and lacking leadership qualities. Furthermore, the
opinions and reactions of support services and Local Authonty officers must also be
considered. Where a Head teacher goes ahead with an exclusion they may be perceived
as draconian and non-inclusive by the support services but supportive and a good leader
- by their staff.

The reasons given by the Head teachers for some of the difficult emotions experienced
by those in theirl school communities may have been in response to external threats such
as government policy or social change. Altematively, they arose from internal conflicts
between members of the managerrient team and staff or between individuals, groups and
departments in competition for resources. Excessive workloads were identified as a

~ conscious source of stress. Other unconscious and unidentified sources of anxiety may

" have been kept out of aw_arehess by both personal and collective defenses (Obholzer,
-1994). Other work has been done on this by Kyriacou and Dunham |
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: Rivalry and Competition

Another cause for concern Was falling roles and schools feeling that they are in
competition with each other Concern that these issues might affect workmg
relationships with other schools in the future was expressed The resultmg feehngs of -

defensiveness and protectiveness about their own schools can be very isolating: - -

We are in an area vt;here school rolls are falling so there are spare placesinall y
“those schools, and parents use that, in a sense, to move schools more easily than
- they might have done otherwise. You are always worried about numbers and the
- Jact that your children might leave to go to another school, or other children - -
- come ﬁom other schools to yours. )

- (Head teacher 10 1nterv1ewed in current study)

Concerns were expressed about how these issues might affect working relationships :

- with other schools in the future:

: One thing that strikes me, and it’s an issue Jor all schools, is fdllihg numbers, we
are all very keen to attract children to our schools and although we don’t wish to R
poach from elsewhere, we feel strongly that we have to support our own place in
our staffing ratios, I don’ t know if that would influence how a cluster will behave _
in the future because it is obviously something that has been happemng in many '
areas over a period of time but it is something that is now hzttmg this particular -
cluster and I don tknow whether that would mﬂuence issues.

" (Head teacher 7 mtervrewed‘in current study) - -

A newly appointed Head teacher [who only managed to come to the initial training
| 'sessiorj in the hotel] described her feelings of defensiveness and protectiveness about

her school and how this can be very isolating:

Yesitisa lonely job; and I think the thing is you' are self-protective of your'school
50 even when you are speaking to other Heads you don’t necessarily give k‘the Sull
picture, you might discuss one small issue ‘but you're always deahng with the full ~
pzcture aren’t you? It would be good havmg somebody else who has the full
pzcture

" (Head teacher 9 intervieWed in current study)
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Despite working within a climate where competition and rivalry are prevalent and
perhaps even encouraged, there were few obvious ls'igns of splitting and projection . -
although there was a sense of ‘insiders’ and ‘outsiders’ within the individual schools
* (Halton, 1994), there was no evidenceof the emotions which often accompany these
defences such as: denigration, hatred, prejudice or paranoia,‘although there was an
element of competition regarding school roles. As many of the schools had already

‘ estabhshed links and maintained reasonable contact with each other there was less -
scope for projection of this kind. However, where the Heads admltted that they had

. stopped attending cluster meetings and other * corporate meetings there is a possrblhty'
that some may have been avoiding these unconsciously in order to preserve some

- degree of self-idealisation and use denial to protect them from anxiety provoking

. discussions. Where this did occur there was a danger that their schools were at risk of

becommg stuck ina paran01d-sch1201d prOJectlon system

Although the members of the newly formed group naturally identified themselves
predommantly in terms of their own schools, there was no problem of members
experiencing dlfﬁculty between the conﬂlctmg demands and interests of their own
school and those of the group. It was apparent that the group members had 1nvested a lot
, of personal resource in the group and were keen to share resources and knowledge as

well as building up a shared value-system and personal relationships among members
Difficult fnterpersonal Relationships -

Difficulties were expressed by a _nurnber of Head teachers who reported that where they L
' had other members of their senior management teams who have different points of view
from each other, decision-making became more difficult as they can felt that they were
being pulled between the different views or standpomts of the other individuals (see |

appendrx VI quote 7).

Many of the Head teachers interviewed described a variety of difficult interpersonal
- relationships between themselves and other individuals such as: members of staff,

parents, Local Authority officers and Governors:

Usually when the Heads can tcope any more it’s because that [mterpersonal

relationships and trust or respect] has been fractured
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(Head teacher 7 interviewed in current study)

Where individuals had generally positive relationships there was an acknowledgment of
how difficult and different theirjdb would be if they were otherwise and there was
recognition that this was the case for others. Other comments highlighted the lack of
praise, posiiive regard and acknowledgment of success from the Local Authovrity, the
Governors and others in the school community. In some cases there was wariness of

~ such relationships.

One Head described his awkward relatxonshlp with the governing body and senior

management team in hlS school:

Certamly I've found that the govermng body for instance is not the area where

| one can reveal difficult issues in a way that makes oneself vulnerable, I thmk that
one’s own senior colleagues as well feel very much more focussed on looking for
zmprovement that you re the person who mevztably carries the can at the end of
the day ' o s

(Head teacher 10 interviewed in current study)

Another Head commented on the lack of préise, positive regard and acknowledgment of

success from the governors and others in the school:

Because a lot of Governors meetings are abo.ut things that have not exactly gone
Wrong, or Saying “this policy is nearly right” and I think as almost your -
empIayers they forget to say “by the way, everything seems to be going really
well, thank you very much” and if they don’t say it there's nobody else, you don’t .
get a stream af staff eoming through your daor saying you're doing really well, so
that ‘I think that’s something Heads can do for each other, to affirm what each . ‘

- other is achieving, that can be reaIIy positive as well. ‘ |

(Head teacher 3 1nterv1ewed in current study)

- In contrast other interviewees described their relationships with their governors in a

more positive light whilst acknowledging the difficulties experienced by others:

1 know that [relationship with governors] varies from school to school and the sort

- of Governors you've got, but I've always been extremely fortunate in that I've had
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the same Chalr of Governors through my time in school and that s fantasttc

: because he s very knowledgeable he’s fi rmly got the school’s agenda at heart, he |
doesn’t come with a hidden agenda, his children were here and have now moved
to_-_, but he’s got a passion to support school improvement which is why he -
became a school governor. He has been for about 10 years now. He is very
supportive and has a lot of experience. He is Head of PR with the County so
knows what’s going in with the LA that does help. The Parent GovernOrs have .
come on board, and I have been very fortunate that they want to help support the

school and take it forward

(Head teacher 2 interviewed in current study)

WhllSt regardlng her relatronshlp w1th the governors as supportlve and posmve, one
' interviewee explalned that had this not been the case, a negative relatlonshlp with

governors would have been an added concern

I also knew at various poznts through the year that the Governmg Body could
have questzoned me about what is happening but fortunately because of how
~ they've worked with this school over a perlod of time and how I've always
R znformed the Governors as to how we are dozng and they are always welcome zn
school If that hadn’t existed, that would have been an extra pressure commg

' ﬁom a Governing Body

(Head teacher 7 i_nter\tiewed in current study)

Even where a relationship had yet to become fully established, one head appeared wary s
of the governing body: | |
I've got a new Chair of Governors who was a Head, I m buzldmg up a
relationship with her where I'm hopmg that she is going to be quite supportlve
but still feel that you' ‘ve got to tread very carefully with your Chair of Governors

(Head teacher 6 mterv1ewed in current study)

The level of support recelved by Heads appeared to depend on the nature of the

relatlonshlps with others in the systern, mcludmg other Head teachers

I've known, since 4 years into my Headshtp, that Heads are at the top of ltttle -

pyramzds and who to 8o to when you are at the top of the pyramtd when you need
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to talk, there’s a limited number of people, and I remember saying it to a

. Personnel Ojf icer of the Authorzty who do we go to?’ and the answer was you go
to your Link Advisor — and there are issues there, I don’t have as btg issues as
other Heads do about that, nevertheless, realzsed that at the top of that pyramtd it
seemed to me the place to go to is somewhere on the same Ievel in other words, ¥

other Heads. .

- (Head teacher 1 interviewed‘ in curren_t study)

* Whilst there was evidence of a well established network amongst a number of the group

members where interpersonal relationships were very positive:

Networking with other colleagues ....if anything arises in school, 1 will phone a
variety of people up and ask their advice, there are probably as mahy as 5 people -

- I'would confidently phone up”, officially ‘created’ networks seemed to be less .
successful: “There is also a programme called Head for the Future, for Head .
teachers that have done 3 years or more looking at professional developrnent, so

_ there are networks like that, although I find those a bit isolated. 'It is your own -
network that you create isn’t it. The _____ ctuster is a very' strOng rtetwork and o
you get to know people through that et 0 R e '

- (Head teacher 8 1nterv1ewed in current study)

There was a clear need to offer support to newly appointed Heads who were not part of

the established network: - | | ' . |
Obviously we're known to each other, andas a group of Heads we’ve grown ahd !

- developed, Possibly, 's been a Head in this area longer than the rest of us, -

___came just after I started my first Headship, ___and I were appomted at the
same time, ___ came in the last 5 years, so we 've grown together asagroupin -
terms of our experzence expertise, courses we’ve attended and we meet at
residentials. We do meet termvly anyway, are quite pro-active, and we do email or
call each other “have you got that, have you seen the new poltcy that 's come
out...I've got this disabled equaltty whatsit to do and I'm thmkmg I must rtng

) omeone

(Head teacher 2 interviewed in current study)

The cluster meetings we have are fairly formal, and there’s issues to discuss, so
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there s never enough soc:al time, there’s no social time in actual fact, so I think

- sometimes it’s that chat network that's more zmportant but we simply don’t have
it. I don’t really know anybody yet and it’s hard to approach people that you don'’t
know. | ' ' i

‘(Head teacher 9 interviewed in current study)

Whilst describing his felative isolatibn,. one interviewee articulated his gradual
- understanding of the system whereby the level of support received depends on the

nature of the relationships with others in the system; including other ’Hcad teachers.

These relationships and concern for otheré not part of the ‘establisﬁment’ demonstrated
the considerable goodwill amongst those in the group. Positive rélationships with Local N
Authority officers were recognised as being extremely helpful to Head teachers, but 1t
was recognised by those who enjoyed such relatlonshlps, that where this was not the
~ case difficulties can arise. The factors that determined whether a partlcular Headhada

: 'posmve or negatlve relationship with Local Authonty officers were not 1mmed1ately

obvious.

Where relationships were positive one might suggést that the Head teachers héd adol;ted )
the depressive position and were seeking to know and learn from experience in order to -
solve their problems and allow realistic and pract1ca1 reparative activities to be used. In
'contrast those who were in conflict with local authority officers could be seen to be
exhlbltmg paranoid-schizoid behav1our relymg on omnipotent fanta51es obsessional
rituals and paranoid blaming. However, one Head in particular who had experienced .-
‘negative interactions with Local Authority officers emphasised that it was she who had
sought advice for a r'éco'gnised problem in her school but had been met with insufficient .
and inconsistenf advice from Local Authority Advisory Ofﬁcérs and, much to her
surpﬁse and distress had »b.ecomé the subject of a punitive inv‘esti‘gation. Issues around
. perceived power and authority eome to the forefront again in such accounts. Whilst the >
claims may be factual there is also a possibility that they are a reﬂéction of the mindset
of the individuals who make them. As has been described previously, where a Head is -
feeling generally negatlve and demoralised, their sense of power and authority may be
compromised and through selective mattentlon or pro;ectlon they may 1ncorrectly \‘
percelve others to be critical. If they then go on to behave in a manner that eventually n E
causes others to become critical i in reahty, they may be left feelmg completely out of
control and this may bnng them to breaking point. -
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Alternatively, a Head teacher who is under pressure and not coping may emplOy

' paranoxd defences such as denial and pro;ectlon of aggress1on so that it is experienced

~ ascoming from outside oneself in the form of persecutors. These defences then enable
the individual to deny the true extent of a drfﬁculty, and allow them to fantasise about
repairing the situation in a manner that ensures that they experience no anxiety, grief or
guilt. Their endeavours to repair the situation are likely to be i'mpractical and

. ineffective, and may inyolve the use of obsessional defences, such as the ritualistic
repetition of certain acts,as a further.effort to control and maSter their anxiety, (Klein,
1959 and Segal, 1986). However, the negative defensive behaviour described above |
may be equally applied to others that engage with the Head teachers. Staff in their ‘,
schools may feel persecuted by children who act out in the classroom, and by the

B pohtical clrmate, which offers a unifying discourse, where league tables and a-

prescriptlve curriculum encourage competrtiveness and exclusron whilst at the same

time promoting mclusron of all. They may feel unsupported by the Head who appears to

- want more and more from them yet offers very little in the way of support or sympathy
for personal failings. Slmllarly, Local Authonty Ofﬁcers under pressure to improve
standards and reach targets set by government bodies may use the Head teacher as a
-scape-goat for their negative feelings and anxieties around their work; The isolationiof E
- Head teachers and their sole responsibility for the perceived success or failure of their
- schools and for the contentrnent of their staff, pupils, and Wider school communities a
identifies them as potent1ally vulnerable to this kmd of experrence In addition, the -
| degree of experience that an adv1sor has was seen to be 1mportant especrally to newly
appointed Heads who did not feel confident if they had to muddle through’ witha
Local Authonty Ofﬁcer who was as equally unfamiliar with procedures as they were.
Again such limitations leave the way open for a multitude of transferences and

pro_1ections as 1nd1v1duals struggle to carry out their roles under pressure to perform

The accounts of some 1nterv1ewees who felt that they were oblrged to adopt a ‘Head
teacher persona may be indicative of their efforts to master their anxrety by hidmg
behind this symbohc role to av01d difficult mterpersonal contact The relief when thisis
relaxed may reﬂect the degree of suppressed anxiety bemg released “The perceptrble E
. Vulnerability of group members as they come out of their ‘Head teacher role adds -

weight to this argument as others can observe the frallty of their colleagues behrnd their

mask of authorrty ‘The individuals who were interviewed i in this study seemed to have a ‘ '} ,‘ ‘

genume w1sh for solutrons to their issues. Indecd by agreemg to take part in thlS study
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they demonstrated an ability to face the anxieties causedk by the issues in their schools. ;
Relationships with the Local Authority

In discussing their relatlonshlps wnh Local Authonty Ofﬁcers there was a w1de range
of responses. Positive relationships with Local Authority ofﬁcers were recognlsed as
- very helpful to Head teachers, but where thls is not the case it was acknowledged that

dlfﬁcultles can anse

I've had 3 link adwsors important characters for Head teachers, they have
k’ ~ changed their roles over the 11 years I have been a Head. They were much more
advisors than inspectors when they started now they are much more mspectors
than advzsors but Idon’t have any issues with that, this is a personal thing I'm
beginning to realise, other people see that as a real threat, andwon't have the
link advisor as the performance management person ~Ido, it makes sense, they
~ know me, they know my school, I ve nothmg to hzde but that s the way that I've -
- worked with the link advzsor it’s a case of what you see is what you get and they
- are commg to help It all comes down to relationships again, for me avisithya
Imk advisor is going to be challengzng particularly when we are settzng targets, h
but I don’t see it asa threat I’'m not bothered about it, they come in, they have the
* same interests as me — razsmg standards and gettmg the best quality of educatzon o
for the children in my school, they are welcome.. So I think I'm better off than -
" other Heads that I know well and good people, who don’t see their link advisor
like that, if they haven’t got a'quality professlonal person coming in ony aregular
-basis to give support, 'aﬁ" rm and challenge - I hatre they haven't. ’They have got
somebody coming in who are Jor ever setting targets zn the airy fazry zone, they
know they are not going t0 meet them and down they go, thezr self esteem drifts
‘andit’s just a problem for them, but I don’t see it like that. I've heard about other ,
link advisors and actually I've got a link advisor now who I've heard horrendous
things about she s not liked in schools — she’s welcome any time in my school
she’s given us such a lot, she’s challenging and it’s raised standards, but she s s0
supportive. Idon’t know what they see in her, I see somethtng that they don t |

- (Head teacher 1 interviewed in current study)
Whilst one response from an interviewee was specific in her praise:
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The OQVD Aavisor - 1 fo.und he was v"erysupportive pre-Ofsted, he has been on
~board 2 or 3 years now, and his reports have been very accurate, so SJound him
good.

(Head teacher 2interviewed in current study) -

another described how insufficient and inconsistent advice from Local Authority |
AdVlSOl'y Officers had leﬁ them with limited optlons of where to go w1th their problem '
for support

Having someonefrom the LEA to acknowledge the probtem would have helped ‘
- because you wouldn ’t then feel on your own, because' you've actually voiced it
- aloud. All I could do was go home and chunter to my husband, who isn’tin
. education at all, and it probably would have helped ifI could say it.....I1did speak
1o [the EP]. Ifelt dzsbehef in the reaction of the LEA in terms of the QDD |
process, I felt there was conflict in the QDD process between what one ODD
advisor had said the previous year to what was being said to me was in the QDD
. process last year, so that doesn’t lie easy with me because I'm fair-minded and I
want a fair system, where that didn 't seem a fair system - |

- (Head teacher 7 interviewed in current study) v

~ This lack of support from Local Authority Ofﬁcers came as a shock to the same ;
individual who, having recognised an area of weakness in thelr school had sought help .

from the Local Authonty only to become the subject ofa pumtlve investi gatlon

| And the thing was, I kdidn 't expect 10 have it, I didn’t expect that knee- jerk‘

_ reaction because what I did expect, durmg the Summer Term when I asked what
canldo to zmprove my team results, I expected someone fo come in and say,

- right, you've acknowledged that’s the issue, it’s shown in your SEF, let’s see what

" we can do, we can do the learning‘ wall, we can do the layered targets ~it was
really excztzng and I would have gone with that because that'’s the type of person I
am. It was somethzng that felt more imposed than being part of that rlch ‘
conversation dzalogue because it’s quality development dialogue — it dldn t feel'

that way at all

" (Head teacher 7 interviewed in outrerit study)

A new Head explained that she tllought it was importaut for advisors from the Local
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Authority to be experienced in order to offer the degree of support required to newly -

appointed Heads:

For me personally, it's not the same situation for a lot of people. My advisor is
new to the Authority and it would be more oupportive Jor me to have someone
" coming in with loads of experience, rather than muddling through it together so I
" think it would be more supportive if new Heads were latched into experience |
rather than new people moving forward together, in my personal experience.

(Head teacher 9 interviewed in current study)

" A number of Head teachers stated that they believed that the Local Authority had
become oblivious to the changing needs and issues withi_n society, maintaining a

preoccupation with targets:

I think the target-setting process [is an additional bressure ], the number of
‘soécial needs’ we now have in schools - at one timé we wouldn’t have even been
aware of. I'm not talking about here but many schools also have behavioural
- dzﬁ‘icultié& - society is changing and the Authority do not recogntse this and givé

us the support we need. I've been in the profession since 1974 and when I started
my poot in [ inner. city] L had J4's and it was the 11+ class and it didn’t feel asﬁ

pressurised as it does now with targets, even though at that point in time you' .~

" either went that way towards a Grammar School or that way towards a Secondary'

Modern.

(Head teacher 7 interviewed in current study)

A number of Heads perceived that the idea for the Head teachers’ group came from
* outside the Local Authority rather than from within: |

I think it is @ shame that the LEA is not setting this [the group work] up because

this is the human side.

~ (Head teacher 7 interviewed in current study)

The perceived changing nature of the Hcad teacher’s role from the one originally taken
up by the group members made them feel alienated from their job and in some cases
undermined their motivation to continue. Conversely, in some cases negative

experiences had made Heads stronger and had reinforced their beliefs about what is
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important to them about education and how they might use the experience to help
others. One interviewee in particular described events at her school which made her

question her role as Head:

When the idea of target-setting first came in we didn't like the idea because we |
- thought children are not a commodity and target-setting is more suitable to a
production line. I see the point of setting a challenge in the way that you work |
and challenges for children because they thrive on that, and providing you can |
say this is the child’s starting point, this is them at the intermediate stage, and this
| is where they are now, and this is what they need to do next — that is a healthy -
educatlon Journey. So as a Head of 8 years and a teacher of 34 years it is awful
t0 be havmg that type of conversatzon when I first entered the professzon fora
" long time it was healthy but for the last 5 years it has become a game I don't thmk
| many people like to play that sort of game because it’s children we are handling.
We 've slipped in recent international league tables so all the time it's a negative,
and that’s not the true pzcture of what’s really happentng in our schools what'’s
happemng in this place is an enjoyment of education, they enjoy readtng, they
* enjoy being read to, they enjoy wrmng — it doesn’t mean they don’t have
dzjj“ culties but they are engaged They are motivated, the staff are motivated, and
they have been all the way through so zn 8 years I have seen that progression, ’
and the buzldmg up of a very strong team and that’s what | gzves me the joy of the .
Jjob. We’ve recently had a learning walk, and we had the focus of more able
children, and [the governors] looked at parttcular aspects. One was to look at the
tasks that the children were doing, and as a member of the Learning Team we are
talking to tdenttf ed children and thetr response to the acttvzty and we came back
and had arich dzalogue —thatisa measure of what this school’s about and how
we tzclc So to have an LEA that are trymg tofinda problem or makmg it seem as
though somethzng is hidden is awful when you are so open, and I want to work
with everybody, mcludzng the LEA, and I had worked successfully wzth the LEA -

up to the point of havmg test results that were poor

I think it was awful that I had to questzon my role as Head within the school and ]
was made to conszder, had I failed the children in my care because their fest

- results were so down? You can't do anythzng about it because the Authority could
have been right, Amaybe Iwas the wrong person at this point in time to take the

~school forward, sol questioned the very essence of my style of Headship, my
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. teaching ability, my ability to putlr the staff together in terms of support for the o L
class teacher in here, 1 qaestioned everything as part of that process, and there -
‘was a point at which I said perhaps I shouldn't be here. 1t's like erposing the

inner core of your being, artd’ thts is what drives peopte out of ajob isn tit, |
because that bit is the bit that is exposed, 1 couldn’t have done that, bat now I
could. -

(Head teacher 7 interviewed in current study)

Despite the negative experience, the Head teacher went on to describe how she had been
' made stronger by it and how it had reinforced her beliefs about what is important to her -

about education and how she mlght use the experience to help others:

~ YesI could [help someone thh a similar problem now], and I could do it wzthout‘.
: betng ]udgemental 1 feel yes the LEA were wrong but I have my reasons for that

but in that process I've Iearned alot about really matters in a school when thmgs :
go wrong. I know things that matter most top of that is teamwork, |
communication and most tmportantly, making the children feel they have a'
valuable contri_bution to how things are in the yvorkt'ngs of the school, you came in L
and they were organisirtg themselves, they WOuId come to me, for example, tf they ; o
have an idea Jora club and they sort themselves out, they have little regzsters S

and that is what tt S about

(Head teacher 7 interviewed in current study)

| The general consensus was that ex1stmg structures in the Local Authonty did not
provxde enough emotional support and left the Head teachers feeling 1solated
overwhelmed and unsure about procedures and skills that they needed to work

effectively. There were ‘overvthelming requests for more structured support from the
Local Authority which should ideally adopt a more supervisory role. The apparent lack
of day-to;day support from the Locat Authority was interpreted as an unWillingness to
become involved in difficult issues in SChools, and an expectation that tney will be

‘ managed and resolved by the Heads themselves w1thout any external 1nterventron B

Indeed there were further overwhelming expressions of desire for the Local Authonty to

be more supportive from all of the Head teachers interviewed. In partlcular the :

- perceived lack of structured support from the Local Authority was a cause for eoncern:

" The Sact that we 've all got the same level of responsibility; and in Education
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. there’s no obvious place to go up above you — one of the things I've been amazed
~about is the lack of any sort of controlled supervision, I started exactly 2 years

| Aago as a new Head, knowing nothing about Headship and nobody asks me |
anything, I've got this whole organisation to run and I find it absolutely scaryit
times, when people walk through my ojﬁce door and ask me a question, and out of
my mouth comes an answer and I have no idea where it comesfrom, you can -
make personnel decisions, staffing decisions and curriculum deeisions and there’s
no-one there. The relationship with the Governors is not the same, as when Iwas

‘a Deputy, then 1 had a Head and ] would come and say “I'm doing this, do you |

want me to do it ltke thts? " or “I'm not sure how to do thls

(Head teacher 3 interviewed in current study)

Another Head teacher was specific in hlS calls for a more superv1sory role to be taken4
by the Local Authonty '

IfI'was having a wish list of support it is that support at a County level was more ‘»
proactive in terms of takmg an active role and taking care of you and realising
‘that you are saymg youve uncovered this need for support that wasn’t percetved |
and I actually think somebody should be perceiving that need and providing it —
we have behaviour support peoplein school, counsellors in school, all of which

have to have weekly supervision — nobody says to that to Head teachers and yet ',

the number of problems that come washtng across you sometimes really complex, o

child protectzon and stuff, and yet there s no real Ssupervision for that at all I
- would like to see something more proacttve around the personnel things. I say to
people Iwasa Maths teacher, I was trained to teach maths but no-one has tratned
meon personnel law and yes, Icanread all the pohczes but am I supposed to
~take all this in by osmosis? There are people on the phone but I've been here 2
years and there isn't a system where someone at personnel might think “we ve got |
a new Head there, these are the sort of pitfalls that Heads may get in to, we 'd best
go and chat to him about this” — doesn’t seem to be proactzve, seems o be ° crisis.

(Head teacher 3 interviewed in current study)

Even where support was supphed some md1v1duals believed that it was not -

appropriate to their needs

When I applied for this job they initially refused to interview me because I hadn’t
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got my NPQOH, I had to gét onto the course before I could get an interview, nbne
of that is that sort of level of support, but that was all about all the projects we
were doing about education for the futufe, imc.zgininnghere we will be in 20 years
time, all of which has its &alue but nothing to do with running a séhool onaday to
day basis! That’s actually what's hard, along with future planning because you
are making curriculum decisions, but day to day there’s lots of other things that
are rhuch harder and perhaps you have to have a system where I can go whén
there’sa problem but you always feel you have failed at that point, when you pick
up the phone and say “I have a problem” I wish there was something a little more

proactive really.

(Head teacher 3 interviewed in current study)

With apprdpriate support from the Local Authority the Head teachers believe they ‘
are more than capable of deahng with difficult issues. Claims that the Local _
Authonty themselves are under pressure by the Government who are more concemed R
_ “with meeting targets than engaging with the real challenges faced in education can
lead to Head feachers becoming dissmpowered and disaffected as statistics and
scores @:an become de-contextualised, de-humanised and detached and from the -
péople and situations they affect as they pass up the chain of responsibility from -

" school to government:

- Itwas an inhuman response to a set of results, and that was borne on féar from
the LEA who perhaps hadn’t met their targets, so it goes all the way up from us
setting our targets to the LE4 looking at those, to the LEA passing those to the

Government and then our performance.

(Head teacher 7 interviewed in current study)

‘A number of participants described how the Local Authority failed to acknowledge their -

succesées, only fbcussing on failure which left staff demoralised and likely to resign:

When Head teachers go under they have gone in on ihemselves and they are
reacting, backs against the wall and don’t know what to do next, so they say ‘I
can’tdo it ahymore " but they can, they have the dbility and it shbuld be the LA
:that supports them, but they haven't got the time because they have the
Government breathing down their necks in terms of targets, so instead of the .

‘Government looking at the problem of not meeting our educational targets, they

165



should be looking at that process rather than carrying on with more of it.

(Head teacher 7 interviewed in current study)

I've séen it eisewhere, where a school has been under the microscope of the LEA,
I've seen staff leave the profession. It didn’t need that to happen at all, it needed
" people to say you're actually doing well and you could do this, this would help
you, not ‘look at those _results, what's happening in your school?’, It’s like
exposing the inner core of your being, and this is what drives people out of a job
- isn'tit, because that bit is the bit that is exposed I couldn’t have ‘d-one that [ told
the other Head teachers about the problem], but now I could in the group.

(Head teacher 7 mterv1ewed in current study)

One interviewee described how their personal resilience hed lead thern through an
ordeal which began as an enthusiastic and conscientious approach to becorning .a

Head teacher but ended as an exercise of personal survival as they were required to T
prove themselves to the Local Authonty who allegedly focused on ﬁndmg fault

rather than offermg support: ‘

We are in this business to make childrén Seel positive about their input, their ideas
so that they oecome independent beings and can move on to the secondary sector
- confident. We.’ve recently had a learning walk, and we had the focus of rnore able
children, and the governors looked at particular ospects. One was to look at the
- tasks that the children were doing, and as a member ofthe Learning Team we are
talking to identified children and their response to the activity, and wé came back
and had a rich dialogue — that is a measure of what this school’s about and how
- we tick. So to have an LEA that are trying toﬁnd a problem or inaking it seem as
- though something is hidden is awful when you are so o;oen, and I want to work -
with everybody, including the LEA, and I had worked successfully with the LEA -
“up to the point of havmg test results that were poor. They would not Iook atitin
" context. We had 11 children, of the 11, 2 had statements, 1 chzld had jomed the
. cohort in March to do the test in May, and that child came from Northern Ireland
" so wasn't part and parcel of the education system here, and even though I feltit |
was cohort-specific we had 54% of that cohoft with special needs‘ invarying
degrees, 1did say it was cohort-speciﬁe but I'was slammed down - I had to Vl._ook ’
at leadership, leading maths teacher, teochz'ng and leafnirtg in the school ~ things

" that 1felt very secure about, I was being told to examine again. I think it was
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awful that I had to auestion my role as Head within the school and I was made to
_consider, had I failed the children in my care because their test results were so
down? You can’t do anything about it aecause the Authority could have been
- right, maybel Iwas the wrong person at this point in time to take the school .
fon'vard so I questioned the very essence of my style of Headship, my teaching
ability, my abzlzty to pull the staff together in terms of support for the class -
teacher in here, I questioned everything as part of that process, and there was a
point at which I said perhaps I shouldn't be here '

(Head teacher 7 interviewed in current study)

The same individual reflected on how they had been made to question their own
competence as a Head teacher. Surprisingly, and perhaps ironically, in some cases
OfSTED, a government institution, was seen as a more accurate judge of a school’s

~ functioning than the Local Authority Officers:

It [recognition for achievements and acknoWledgément of problems] came via
- Qfsted, that was the final part for me, I knew we were going to be Ofsteded over =
_ the year and we were inspected just befane the summer holiday. That person - |
came in and we had the hour conversation on the phone, during that conversation
he said, whatever it was I said to him, had changed the complexity of the |
| inspection, so when he came in he said he didn’t want to see any pieces of paper
" he wanted to be pomted in the right direction, well, where I wanted to put him was

with the children because that’s what makes this place special.

(Head teacher 7 interviewed in current study)

It was perceived that the direct human contact and shared understanding of issues in
context that Ofsted inspectors are able,tb gain duﬁng an ihspection xhake thema able

to evaluate and judge the situation objectively but Still in context, resulting in a more
balanced account. However, the resilienbe of some Heads was evident in theif -
descriptions of how negative emotions and personal strife combined withan
overwhelmihg belief in their school had proved to be their saving grace in getting

them through a range of difficulties:

* Ilook back now and think what got through me through the year was disbelief and
anger because of what I could see in this place, what made this place special, 1

wasn't allowed to show, because I had to look at specific areas and they were
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areas assoc:ated with the target-setting process and obviously the test, so we had
to teachmore to a test even though in my heart of hearts I didn’t believe that that
was providing a broad and balanced curriculum so in that process I learned a lot
about myself. I think I'd felt that I had proved myself; most of all to myself, I came
to this school as an Acting Head and I wasn’t sure whether it was Jfor me or not
and it was afantastic experience, and I think for mahy young Heads that go into
' this type of post, to be an Acting Head you find out ifyoulike itand candoit. I
j  set myself targets in that first year of being here and then at the end of that |
process I tho'u'ght Iwould apply and got the Headship. The natare of me is to
work hard, and if that wasn't acknowledged by the LEA because there were -
difficulties, I had to prove to the LEA that t‘n actual fact they were wrong, so I
" don’t think anyone else could have helped me through that process — it was my
learning curve. I'd me more than willing to share the experience af that with other

people should they find themselves in that type of situation

(Head teacher 7 mterv1ewed in current study)

There were also suggestions that current administrative support from the local authority
~ could be better managed, coordinated and organised to make things easier for Heads to

comply:

: ft would be nice to have say somebody in the authority that managea everything

' that was coming out to Heads, for everybody rtot Just for me because I'm new.

* That actually, this, this and this has been asked this half term, so we’ll plan this, |
this and this next half term, rather than every department wanting their bit when

they're ready.

(Head teacher 9 interviewed in current study)

In addition to managing difficulties within the school there are additional pressures such ‘
*as an expectation to keep abreast of innovations and current issues requmng Heads to

read up and go on courses which all takes time,

Expressed beliefs that the Local Authority had Become oblivious to the changing needs
and issues within society, nge weight to the argument that public sector institutions
such as schools, in addition to thelr primary task of educatmg children are also expected
to provide a reliable and stable container for the nation’s anxieties about falling .

standards of attainment and behaviour. However, an over-emphasis on cost- -
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effectiveness, targets and raising standards renders the richer, less measurable and wider
ra_ngihg measures of success perceived by school $taff obsolete. In addition, due to the
ever increasing plurality of society, it may be necessary to re-negotiate the\i)rimary task
of institutions such as schools. Another potential source of stress, frustfation and
confusion may be due to the continuously changing structures and priorities of
institutions of authority sﬁch as Government and Local Authorities, as staff attempt to
adopt and modify their working praétices to take account of these changes (Stokes,
1994). |

- Alienation‘

The perceivéd changing nature of the Head teacher’s role described by a number of -
those interviewed in thc study lead some to feel alienated from the job they origiﬁaily |
tobk up. As has been diséussed, self-ésteem and regard are often consﬁucted on the 3
basis of reflected appraisals' received from influential others such as Government and
Local Authority figures (Le_szc;z,l997,‘Grunebaum and Solomon,1987). Thé |
industrialisation of proéeﬁses such as education can lead to the loss individuals’ sense of
self as they gain more and more of the ideas and values of such others via processes of
projection and introjection. The interviewees believe that in the current climate where
everything is measurable and testable, and turned into a league table, they ﬁave become
more and more treated as tools in an automated, dehumanised system thus supporting
Marx’s (11844), point that in such a system everything becomes a commodity - and
_people become objects. Those that claimed that their job was no longer the one they
signed up for and one that they no longer enjoyed, blamed the mismatch between what .
they were proud of and felt that they had achieved and what they were actually expebted '
to achieve. They believed that there was no longer any appreciation of such things‘ as

| poéitive and rich relationships with children and the wider commhriities and in some
cases such feelings undermined their motivation to _continué. Conversely, others who
had similar negative experiences believed that ti'xgse had made them stronger and had'
reinforced their beliefs about what is impértant to them about education énd how they

- might use the experience to help others.

The appaiént lack of déy-to-day suppdrt and the belief that existing structures in the
Local Auihqrity were inadequate and often inappropriate for the emotional and practical -
- needs of Head teachers was interpreted as an unwillingness to become involved in

, difficult issues in schools, and an expectation that they will be managed and resolved by
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the Heads themselves w1thout any external intervention. If such claims are correct the
effect of the Local Authonty remammg dlstant and uninvolved is the removal ofa -
vsometrmes vital hierarchical layer In reducmg hrerarchlcal levels in this way drfﬁcultles |
f' that were previously managed by projection up and down hierarchical levels, or -

~ between established departments and unlts, may be forced down to the interpersonal |
level between school staff or between school staff and outside agencies and parents
(Stokes, 1994). This may increase interpersonal tensions in schools and even result in-
certain individuals being made into a scape-goat,' subjected to intolerable pressures and
_ even being driven out (Adams and Crawford, 1992). As the ‘indivlduals who eXperience ‘
this sort of treatment most frequently are very often at the boundary with the outside

world, Head teachers are particularly vulnerable to these pressures. -

Even where support was available somevindi'viduals believed}that it:Was not appropriate ;,
to the1r needs All the more frustratmg for the Head teachers who beheved they were
‘ more than capable of dealmg with drfﬁcult issues with approprrate support from the
Local Authorrty Could it be that the Local Authorrty had erected defences for
 themselves in the format that they offered support to school staff whrch serve prrmarlly
to defend their own staff from anxiety rather than fulﬁl the requrrements of the task?
| (Zagrer Roberts, 1994) Itis also possrble that Local Authority staff had dev1sed a range |
~of rules criteria, procedures and formats for offenng assistance wh1ch may have been
| 1n1t1ally accepted by school staff but when challenged by users groups such as school
-staff who do not find them helpful or appropnate they are defended and marntamed ,
despite the fact that no clear Justrﬁcatlon for retalmng them could be found (Dartmgton
1994) '

| Splitting dnd Projectioh o
- The lack of apprecratron of the Local Authonty s support systems may also be due to

school staff usrng sphttrng and prOJectron asa defence for therr own 1ncompetence usmg

__the context of ‘them’ and ‘us’ or ‘insiders’ and ‘outsiders”. A lack of contact between -

the two groups, allows greater scope for projection of thrs krnd to ﬂourrsh and therefore

' mterpersonal contact with Local Authorrty staff and meetmgs wrth them may be -

~ avoided unconscrously in order to preserve self-rdeahsatron based on these prOJectrons S

Sphttmg between school staff and outside bodles such as Local Authorrty staff was

- evident in several cases from those who descnbed confhct with the local authonty who

© were seen to be uncarmg, demandrng and over-cntlcal However, efforts had obvrously
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been made to support a number of individuals who interpreted this as ‘interfering’ or .

‘criticism’;

For me personally; it’s not the same situation for a lot of people. My advisor-is -
~ new to the Authority and it would be more supportive for me to have someone
coming in with loads of exp_erience, rather than muddling through it together so 1
think it would be more supportive if new Heads were latched into experience |
 rather than new people moving forward together, in my personal experience.

* (Head teacher 9 interviewed in current study)

I think it is a shame that the LEA is not settzng this [the group work] up because :
this is the human side.

~ (Head teacher 7 1nterv1ewed in current study)

| Yes I could [help someone with a. similar problern nowj, and I could do it without

bezng ]udgemental I feel yes, the LEA were wrong but I have my reasons for that,
- butin that process I've learned a lot about really matters ina school when thzngs |
go wrong I know things that matter most, top of that is teamwork,
‘communtcatzon and most lmportantly, makmg the children feel they  have a
valuable contrzbutzon to how thzngs are in the workzngs of the school you came in
" and they were organzsmg themselves they would come to me, for example if they 3
| have an tdea Jor a club, and they sort themselves out, they have little reglsters '

and that is what lt S about

(Head teacher 7 interviewed in current study)

It was an mhuman response t0 a set of results and that was borne on fear from
 the LEA who perhaps hadn’t met their targets so it goes all the way up ﬁom us |
setting our targets t0 the LEA lookmg at those to the LEA passmg those to the i

Government and then our performance

(Head teacher 7 1nterv1ewed in current study)

‘We are in thzs business to ‘make chtldren Seel posztzve about thetr mput their ideas =~
so that they become zndependent bemgs and can move on fo the secondary sector -
conf dent. We ve recently had a learmng walk, and we had the focus of more able

| children, and the governors looked at parttcular aspects One was to look at the

_ tasks that the chzldren were domg, and asa member of the Learnmg Team we are
talkzng to tdentzf ed chzldren and thezr response to the actzvzty and we came back o
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and had a rich dialogue — that is a measure of what tlu's school’s about and how
‘wetick. So to have an LEA that are tryiug to find a problem or making it seem as
though something is hidden is awful when you are so open, and I want to rvork '

. with everybody, including the LEA, and I had worked successfully with the LEA -
up to the point of havzng test results that were poor They would not look at it in
context. We had 11 children, of the 11,2 had statements, 1 child had Jomed the
cohort in March to do the test in May, and that child came from Northern Ireland -

- S0 wasn’t part dhd parcel of the education system here, and even though I felt it

. was cohort-speclf ic we had 54% of that cohort witlt special heeds in varying
degrees 1did say it was cohort—speczf c but Iwas slammed down ~ I had to look

“at leadersth, leading maths teacher teachmg and Iearnmg in the school things
that 1 felt very secure about, I was bemg told to examine again. I thmk itwas
awful that 1 had to question my role as Head within the school and Iwas made to

 consider, had I falled the children in my care because their test results were so .
down? You can't do anything about it because the Authorzty could have been
rtght maybe I was the wrong person at this point in time 1o take the school -

~forward, so I questioned the very essence of my style of Headsth, my teachmg
ability, my ability to pull the staff together in terms of support for the class
teacher in here, I questioned everythmg as part of that process, and there was a

point at whzch I said perhaps I shouldn’t be here.

(Head teacher 7 interviewed in current study)
Conﬂictihg Goals

There was some ev1dence that thc school and the Authority had come to represent ’
' dlfferent emotional aspects of the psychological state of the commumty as described by :
Halton, (2004). For example, some Heads explained that thelr main concern was for the
. emotional wellbeing and de\teldpment of their pupils whilst the Local Adthority was
represented as being only ccncerried with their attainment. These projective processes ”
‘may have relieved anxieties which arose from trying to contain and meet the conﬂ'ictirlg e |
needs and emotlons of the puplls in their care. The srmultaneous achlcvement of hxgh -

attainment and inclusion is difficult but through sphttmg and pro_]ectlon these

f conﬂxctmg emotlons may be dlspersed into different parts of the system. One Head _
teacher’s account of how her posmve perceptions of the wide and varied successes of
her school were undermined by condemnations from a Local Authonty that only ’

focussed on a narrow and limited range of aspects mc]udmg poor test results, possibly .
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the result of unav01dab1e and extraordinary circumstances, that were not taken 1nto .
account, could at first glance be another example of the school’s Head teacher adoptmg
a paranord-schlzmd position to defend herself from the truth of her and her staff’s
incompetence. However, as an OfSTED mspector was seen as a more accurate Judge of |
a school’s functromng than the Local Authority Officers other explanatrons mustbe
considered. The direct human contact offered by the OfSTED inspector permitted a
shared understanding of the issues in context and enabled the inspector to gainan
appreciation of the school’s strengths, as well as it’s weaker features and therefore they
~were able to evaluate and judge the situation objectively in a more balanced manner. -
There is a possrblhty that the defensive processes described previously may have been
exercised on the part of Local Authority ofﬁcers who, being under pressure thernselves E
to meet national govemment targets than w1th engagrng with the real challenges faced

in educatlon use sphttmg and prOJectlon as a means of demgratmg school staff and o

1dea11s1ng their own efforts In endeavourmg to 1mprove obvrous measureable mdrcators fa

of success such as test scores, statistics and scores can become de-contextuahsed de-

* humanised and detached from the people and srtuatrons they affect as they pass up the
chain of responsrblhty from school to government By falhng to acknowledge successes |
and only focussing on fallure the Local Authonty may have contributed to the |

“demoralisation, disaffection and d1sempowerment of Head teachers making them more :

likely to resign.

- Another explanation couid involve the experience of ’having had a ciose interpersonal =
interaction with the Head teacher in questron My own experience was to feel a great
degree of anxiety as she told her story, unrelentingly and at length I felt inadequate and

'exhausted as she poured out her account of multlple mjustrce and personal strlfe I
reflected that my feellngs were perhaps a consequence of her prolectlons and were .

" possibly some of the same emotrons she felt through belng in the s1tuat10n Had I been

' an officer from the Local Authority, charged with supporting the Head to brlng about
~ improvement in her pupils’ attaimnent and resolve her difficulties, it is likely that I o

“would have felt oyerwhelmed and lacking in resource to offer assistance because of the
sheer force of the emotion contained in her personal presentation. It is also possible that

the Local Authority Officer unconsciously chose to avoid any further anxieties by

o erecting their own defences usrng sphttmg to denigrate the efforts of the Head teacher

and her staff and proj ectmg personal feehngs of 1nadequacy and incompetence back
onto her, makmg her solely responsible for the dlfﬁcultres of her pupils. ‘The prOJectlon

of such feelmgs of badness outside the self helps to produce a state of 111usory goodness ;
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and self-ldeahsatlon and 51mp11ﬁes complex issues and often produces a r1g1d culture in.
- which growth is inhibited’, (Halton 2004)

The‘ resilience of some Heads, including the one mentiOned above in their use of self .
belief combined with their unerring belief in their schools suggested that some Heads
were indeed using defence}s but of a more helpful variety. By acknowledging the
weaknesses and difficulties in their schools the Head teachers assumed the depressive
position. The ensuing feelings of guilt, concern and sadness dertved from adoptlng the
-depressive position gave rise to a desire to put things right and consequently lead_ them -

to seek support and guidance from the Local Authority The oveerhelming requests for | ’ =
more structured and supervisory support from the Local Authorrty in addition to better
management and coordrnatlon of admrmstratlve support in order to make thlngs easier
for the Heads to comply with tasks and instructions indicated their desire to improve
their own performance and that of their staff. The abundance of creative suggestions to |
. 1mprove services and resolve difficulties offered by the Heads was further ev1dence of
their resolve to develop and establish better practice ThJS proved to be a great
rnotlvatmg factor for some individuals and may account for the reason that some of the

Heads took on the role in the ﬁrst place |
- Trying to Meet Unredlistic Expectations

 As the Head teachers in the study declare and demonstrate that whilst they welcome the
challenges and authority that comes with their JOb they often find the responsrblhty
onerous, partrcularly when expectatlons cannot be fully met for a vanety of legmmate

reasons. The sense of burdemng responsrbrllty on the part1c1pants in this study who K
believe they are under-resourced and 1ll-equ1pped to meet the stnngent demands of the v
Local Authority was very apparent ‘The Head teachers in the study claimed that not
only is there a great degree of stress generated in trying to meet the ever-mcrcasmg :
needs of challenging pupils and maintaining and raising standards of achievement, in
addition, the greater public accountability and scrutiny of educational practice increases
the daily pressures upon the professmn especially as it no longer engenders the respect R
it formerly held. The unreahstrc expectations of schools to overcome a multitude of -

‘ | social problems including poverty, underachlevement and disruptlve behaviour are - |

B recogmsed by Mortlmore (1997) and Bernstein (1970) who argue that education and
- teachers alone cannot compensate for socxety and calls for _]omt mter-professronal

development at the initial trarmng stage and as part of contmumg professronal

A
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.development for all professional groups. . : , B N (
Difficulties of Specijic"Settings : |

Most of the Head teachers interviewed regarded their schools as having particular
reasons for being especially disadvantaged in comparison with others. This may have
been on the grounds of location, popplation, socio-economic factors or lack’of resources
and/or personnel. However, the Secondary School Head and the Heads of smaller |
schools perceived their situations to be relatively even more challenging. The additional
difficulties reported by the Heads of smaller primary schools demonstrate that to some

: degree the problems are around a lack of human resources in addition to material
resources. One of the main problems was around there being fewer members of staff for_
the Head teacher to confide in. Others highlighted the apparent difficulties around |

recrultment of Heads for smaller schools

That’s right, there aren ’t peOple queuing up at the door kto be Heads ofsmall ;
~ schools.... The other thmg Iwould say is that I do think we are getting to the pomt
of crisis in terms of Headsth, partzcularly Jor small schools — if you talk tothe
authorzty you would probably find better mformatton dzrectly Sfrom them but in y E
- terms of the schools arotmd here ihejz have really struggled to recruit and are )
havzng to come up with more creative ways now of appomtmg Heads, sonot -
- appointing a teachmg Head like myself, but maybe someone who's a Head part-
time and a part—tzme teacher. Ithink schools are going to have to come up with
much more creative solutions in terms of that. Ido WOrry‘ about small schoolsin
' partzcular but think its happening across the board, if I thmk about the number of l‘
- people I've worked who.are going on to Headshlp, its such a small propornon of |
the people who ve got potential to do Headsth but so many of those people just
- don’t want anythmg to do wzth lt S S

(Head teacher 6 interviewed in current study) B

In the same way tllat changes of organisational structure, functionihg and priority, in N
large institutions can result in dlfﬁcultles that were prevrously managed by projection -
up and down hierarchical levels, or between established departments and units, being
forced down to the mterpersonal level between members of an organisation (Stokes, :
: 51994), as there are less people available in a small school, the intensity of the ‘k SR

relationships between those involved may lead to an increase in interpersonal tension *
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and personal stress. This may manifest itselfina yariety of ways such as sickness and

‘ absenteelsm of staff or even as ‘bullymg (Adams and Crawford, 1992) and other forms
of scape-goatmg of certain individuals 1ncludmg the Head teacher. In addition, there are |
even fewer members of staff available for the Head teacher to confide in. This may
explain further the dlfﬁcultles around recruitment of Heads for smaller schools. -
Alternatively, some teachers in small schools commented that as they had a small staff
they had many opportumtles to discuss concerns together and in this respect setting up
groups in small schools may bea more difficult task as the perceived need to meet asa
formal snpport group may he less. Conversely, the secondary Head teacher likened his
“role to that of a Chief Executive in a large company where there is no obvious person to
 turn to for advice whilst having to carry the burden of hrghly classified information and
responsibility for an institution, its personnel and performance. In addition, the larger :
number of people making up the staff of a large secondary school made it more likely -
that the Head would encounter personnel, disciplinary and othercontentious di‘fﬁculties
more frequently. These concerns resonate with the pressures of reducing hierarchical

layers as outlined above.
Time Pressures

.Most of the Head teachers interviewed stated that time pressures were one of their main ,
_ difficulties. This was also one of the marn dlfﬁcultles they had with attendmg the group | 5
sessions. A number of individuals explarned why time was partlcularly pressmg for
them. Apparently Heads of small primary schools were particularly time pressured. A
Secondary Head teacher acknowledged the time pressures expenenced by pnmary

: schools, especrally small schools and contrasted it wrth hlS own commrtments

~ Tknow alot of the small Primdry Heads get so little time io themselves that it
* must be nice o be able to give them that little bit of breathmg space where I feel
incredibly busy but my teachmg commttment isn’t masswe soIam m a bzt more

: .control of my own life than they are

(Head teacher 3 1nterv1ewed in current study)

Others explained‘ the need to know of events well m advance in order to be able to -
- plan to attend them although even pre-prepared engagements can be changed due to -
changing priorities. Another head descnbed how even pre-prepared engagements can

~ be changed due to changmg pnontles
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- I was supposed to be out 2 days last week. I went to a meeting on Wednesday but
decided not to go out on the Friday because the school seemed bubbly and 1
. thought my duty is always to be here. It's 'alt&ay‘s easy to make that decision,

- (Head teacher 3 interviewed in current study) -

A newly appointed Head teacher saw time as a particular problem for her as she was
trying to take on a raft of new responsibtlities and she had not yet establikshed her
personal timetable as well as being required to take time for mductlon activities Wthh
ate into the already overfull day ' ‘

These difficulties around avallable time are consrstent with the ﬁndmgs of Stnnger et
al. (1992) and emphasrse the requlrement for events to be pubhclsed well in advance in
| order for arrangements to be made to enable Heads to attend sessions was universal. As
was the concern that although even pre-prepared engagements can be changed due to |

- changlng prlorltres ‘

* Personal Stress and Lack 'of Suppori |

Issues around recruitment and retention of Head teachers in relatron to the stresses and
 strains of the role were highlighted by a number of interviewees who stated that fewer
people are prepared to take on the role of Head teacher in the present climate _where it is
growing increasingly difficult to maintain a healthy Work/life halance. A number of |
interviewees described how they are personally affected by the increasing stresses of the
job. The need of the Head teacher to feel in control may be undermined in several ways. |
In particular, if a school has a drfﬁculty for which they need support from the Local |
Authority, if this is instead percelved as a weakness by the Local Authority it may lead
to the Head feeling completely out of control due and may bring them to breaking point: =

It’s that not knowing, and what we tend to like a breed of people as Heads we like -

to feel in control, that doesn’t mean to say that we are autocratic, it's very much a

democracy here and that’s the strength of the place

(Head teacher 1 1nterv1ewed in current study)

The additional pressure of havrng to adopt a ‘Head teacher persona and the rellef when

this can be relaxed was also described. Furthermore the perceptrble vulnerabrllty of
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group members as they come out of their ‘Head teacher’ role is more apparent: J

- Teaching is all about acting anyway isn’t it? You come in every morning and play
the Head teacher with the kids and to some extent, the staff. I think that is one of
the things, a bit like we are sitting here now and its totally confidential so you

“almost just physically go, “right, I'm going to be myself now, don't have to put an
act on”, and I'm aware later this afternoon I'm seeing a parent and I'll have to
be back to being a Head teacher, and at Governors tonight — you know? So you
do see people looking or seeming more vulnerable and it brings the odd concern |
out.

(Head teacher 3 interviewed in current study) -

" The lack of a mechanism for limiting their workload and the efforts they have to make
is generally accepted by Head teachers asan inevitable part of their _]ob However, the
group sessions are recogmsed as a means of dissipating the stresses by talking them
through and enablmg 1nd1v1duals to con51der arange of options to assist in their

- difficulties:

- There is nobody from the LEA who will tell you to Stop, and most Head teachers‘
are programmed not to make a fuss kwheﬁwe have problems, and we do feel yes,
we do have problems and they are here and now and we have to handle them, so
this is a way of shifting that so it becomes aired within the cluster group area, and

~ you could then come back, because yau 've talked about it and aired it, you come
back ready to thmk yes, I can take those points on board. | |

(Head teacher 7 mterv1ewed in current study) .

.Despite experiencing considerable levels of stress due'to .speciﬁc difficulties, the Heads
frequently regard their own schools as a source of strength One .Head teacher
graphlcally described the effects of the stress she expenenced when trymg to deal w1th a
dispute with the Local Authority over a percelved fall in standards in her school.

Throughout her difficulties she regarded her school as a source of strength:

I can now harness it [negatlve expenence] it is now controllable, feelmgs are
controllable aren’t they whereas at one point I was waking up in the middle of the
night, and that is scary, isn't it? At no other point during my career did I have

periods of time when I wondered what was gomg to happen next, how much more
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can I take - 1 dtdn t know what my breaking pomt was. That's ltfe experience
isn't it, for all of us, and therefore, it’s thattnot‘ knowzng, and what we tend to like
is a breed of people, as Heads we like to feel in control, that doesn’t mean to say
© . that we are autocratic, it's very much a democracy here and that’s the strength of
ihe place.

(Head teacher 7 interviewed in current study)

The additional difficulties of maintaining a healthy work/life balance was discussed ,

by several.Heads;

Due to the anx1et1es arising from the nature of their work resonatmg with both primitive

and personal anx1et1es it may be that some of the Head teachers had unconsciously

- organised work in their schools to defend themselves and their staff from further anx1ety ‘
(Dartmgton 1994), through structures and practices, ways of arrangmg tasks, rules and |
procedures. As several participants discovered through discussions i inthe group, that -
although such strategies may appear to assist their staff in preserving their primary task

| of teaching children and enabling them to cope with stress, these defences may also be

~ used to deny reality, and allow unbearable simptions to continue as if they were

perfeetly acceptable, when in fact they should be challenged in order to preserve both

the staff and the primary work-task, (Obholzer, 1994). Rather than promoting task

' perfdrmance these patholegical defences primarily defend staff from anxiety (Zagier’
Roberts, 1994), and come in the form of automatic assumptions, rules and procedures

which superﬁc1ally appear to be innocuous habxts, but when challenged cannot be

ratlonahsed By attending the group sessions several Head teachers recogmsed the need

to examine their current practices and re-think their strategies as a means of d1551pat1ng |

the stress and cons1der1ng a range of options to assist in thelr dlfﬁcultxes

i Experiences of Being in the Group

All of the peer Support sessions including those on the initial frainirig déy and those that
followed later aware described very positively by all eleven Head teachers who attended
and the general consensus was that they provided the type and quality of support that |
was requlred The higher proportlon of posmve statements to negative statements about

this process is a strong indicator that the peer supervision groups were of value to the

Head teachers involved.
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A number of Head teachers expressed their dissatisfactioﬁ with the meeﬁngs that had
already been established for Head teachers in the area and said that the peér support -
group was quite different from anything experienced previously or already established
(See appendix VI quote 46). Several heads highlighted the need for more opportunity to
talk to other Heads and estabhsh inter-personal relatlonshlps
| . \ h . . »
If I'm really honest, my previous experience of working with our cluster Heads
and the other people who were there, I hadn't really gone with the way of working
that the gfoup had actually got, 1'd been to a couple of meetings but#I was alWayS
having fo not go to another meeting to be there and it would end up a moaning :
and groanmg session. I felt I'm getttng nothing back from this, nobody else is |
really getting much back Jfrom it and so I haven’t been to many of those meetmgs
but these meetings have a different feel to them. ’

* (Head teacher 7 interviewed in current study)

‘Many of the posmve attributes of a joint consultatlon process as described by Brown et
al. (1979), Meyers et al. (1979), Hanko (1985), Stnnger etal (1992 and West and Idol
(1987) were evident in that the process was: a helping, problem-solvmg process based
upon equal relationships occurring voluhtarily between help-givers and a help-seekers,
characterised by mutual trust and open communication, utilising joint approaches for
problem identification and the pooling of personal resources to identify and select -
strategies to resolve issues in such a way that future problems may be handled more
sensitively and skilfully. There was also a shared responsibility in the iinplementation
and evaluatibri of the program or strategy that was initiated. Similarly, Hawkins and} -
“Shohet’s description of ‘corisultancy supervisioﬁ’ where the superVisee is responsible .
for consulting with their supervisor “who is neither their trainer/nor manager, on those
issues they wish to explore” (op cit, pp 45), was also relevant, In partxcular the clear

.~ structure of the process using in the peer supervision group was seen as a particular
strength. '

Structure

Results from the questionnaires with the Head teachers who attended the sessions may
be interpreted in a way that indicates that the structured nature of the process and the

establishment of confidentiality and supportive relationships were very effective:
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It ib very focused on trying to find the &olution, it’s also focused on the idea that

~ everybody has difficulties that they can’t always overcome on theif own so they
need support from colleagues. If you reveal something to a colleague in a
situation where everybody understands it’s confidential, usually people follow
those rules, I think they feel valued somewhat by having someone .trusting them
enough to reveal something to them. It increases their self-esteem and sense of
value that.others can talk to them in a very deep way. I think coming to that
meeting I was comiﬁg Jfrom a background of there being certain problems inmy
schooi sol wbs very inferested ina p}'ocess that would enable me to solve
problems I felt it was very supportive, totally non-judgemental.

(Head teacher 10 interviewed in current study)

The inclusion of a chairperson to manage the proceedings and to observe time limits
helped the group o reach conclusmns more effectlvely as well as providing emotional

~and practical support

It concentrates the mind, and the Chair keeps everyone on track. The process is

 structured so everybody knows where they are going and what they are doing

- although the issues can be diffi cult at times, but everybody is clear about the
steps, where they are coming ﬁ'om Although sometimes that does need
managing, so the bit about where the group are asking questions, I've seen it from -
both sides and it’s really hard not to give solutions at that point — that needs to be
tightened ﬁp and chaired. To be fair, we are quite good at that, W particularly
works with us and when he’s chaired it you can see him putting some peoples
backs up but he will say we are not at that point of ojfering solutions, we are
asking questioﬁs, 50 when you asked me why it’s a useful process its because of
the structure, and that old saying, two Head& are better than one, you get all thesé
different solutions coming from different people, and they may not be the answer
but looking at all of those together is a useful way forward. T he group does work .\-
very suppomvely 50 you 've got the structure there which is reassurmg and then

~ you've got this supportive group, people all in the same position, have been .

through similar problems.

(Head teacher 6 interviewed in current study)

I think the idea of the chairperson in a circle didn't make comments, rather than

trj}ing to solve it and say “this is what I would do ”, and “that’s my response” -
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3
it’s a very different response because when we ring each other (Heads) and say,

_ “f 've done this and it’s backfired, and that’s happened — what would you» have
done?” and 1 think the idea of the questioning to look at ways to iﬁit_iate a |
response to make you look at it — that's been really helpful, a new approach for
me that I have no experience of before.

(Head teacher 2 1nterv1ewed in current study)

In particular the Head teachers seemed to appreciate that the sessions were focussed on

finding solutions to difficulties rather than dwelling on them:

I've been at courses where you get a ‘couple of cynical Heads just moaning about
everythmg but here you have to contribute to the group dynamzcs and 1 find that
very positive really, you are bemg support:ve and bemg supported yourself by
askmg those questions, sometzmes you get quite analyncal about the situation. -
This one was about a child causing a lot of dzsruptzon and the issue was whether
or not to exclude, you could relate it to your own experiences.

" (Head teacher 8 interviewed in current study)

The group format provided the educative and normative functions of peer supervision.

Each person contributed to the range of expertise and experience needed to address the »

problems raised. This meant that there was a shared understanding of the panicular role
of the Head teacher and the context of working in primary schools Imtlally there isa -
" need to encourage group members who fear they have little to offer a group in terms of
‘ experience, skill or personahty to take part in order to listen to the contribution of the

other members of the group. Counselmann and Weber (2004) highlight the importance

of a group in peer supervision as a mechanism for conveying a therapeutic effect. Atits

simplest level it allows the normalisation of problems so that individual Head teachers
see that it is not just them’ and that other Head teachers are facing similar difficulties
and challenges. - | - | ' | |

The Supportive Effécts of the Group

A number of Head teachers descnbed feelings of how the group had been suppomve

and affirming for them. The intense feelings of warmth and support that some .

part1c1pants had felt directed towards them as they shared their concerns with the group

made them feel very emotionai yet more empoWer_ed and cbnﬁdent. Although these
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emdtional reactions had been a shock, it demonstrated how deeply they had been

affected by the issues that they had shared and how much they valued being given

' permission and time to speak about their concerns. Specifically a number of participants

reported that in addition to the feelings of supportive warmth, they felt that thelr actions
and Judgement had been affirmed durmg the session. - '

Initially some participants expressed fears that they were in danger of exposing their .
incompetence and/or trivial nature of their problems. However, having overcome these
fears enough to describe their difficulties, the response of the group had been reassuring
in letting those that had shared their problems know that they had done everything in

- their powers to resolve the situation and that the decisions that they had made were

‘valid and that others in the group wouldvhave made similar choices. Having seen others

handled with such positive regard by the group other participants mdlcated that they had
been able to overcome thelr fears of ridicule and had been able to artlculate their

difficulties to the group.

' The effectiveness of the structured nature of the process in the establishment of

confidential and supportive relationships was consistent with Obholzer’s (1994), view

- that such a structured containing environment enables members to take time to get to

- know each other and become familjar with each other’s issues and contexts in a safe,

~ task-orientated setting. Where the group remained ‘task-orientated mnintaining the

structure and group ethos it encouraged open discussion of personal feelings which -
were connected w1th work-role’ (Hornby 1983:49). The structure enabled staff to face
rather than evade difficult issues, (Hornby (1983), and the sessions were not
unconsciously disorganised by the members attempting to auoid facing their
disagreements, as described by Obholzer (1994, 16, 157). As the structure facilitated a
supportive and solution-focussed approach, group members were not rendered helpless,

and where this structure was maintained the group remained focussed on the issues at

~ hand rather than engaging in defensive discussions about other events in order to avoid

* unacceptable feelings. The group members clearly enjoyed the freedom to articulate

their own thoughts, which enabled others in the group to become sensitive to their
internal experiences and underlying intentions. Group members were not critical or

blaming of each other, rather their tone was empathetic and supportive (Yalom and

Leszcz, 2005:42). The inclusion of a chairperson to manage the proceedings and to

observe time limits helped the group to reach conclusions more effectively as well as
providing emotional and practicai support. In particular the Head teachers seemed to-

appreciate that the sessions were focused on finding solutions to difficulties rather than
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dwelling on them.
iii.  Individual Benefits

The supportive function of peer supervision has featured highly in Head teachers
comments. The sessi’ons allowed the Heads to see that others shared the same issues as
. themselves and this helped them to keep problems in proportion. This has served to
meet common needs such as; decrease feelings of isolation, promdting self-confidence,
and development of feelings of self-efficacy as problem-solving skills increase.
Working with others in the group has helpéd to establish codperative relationships_
between individuals based on shared concerns or situations. The group also prolvides an
'in.dividual with reflection ahd this promotes self—éppraisal to help with development of

~identity and self-esteem (Couhselmann and Weber, 2004).
No'rmalising Effects

The Head teachers in the group appeared to be genuinely surprised at the discovery thz;t .
other Heads shared similar difficulties and issues as themselves: ' '

Its amazzng how much overlap there is with the problems and we actually met
yesterday and that was one of the things we said, that hearing someone else
working through somethmg that you've go( a similar issue with, that's really

helpful.

(Head teacher 7 interviewed in current study)

Hearing others with the same problem had a normaliysing effectand helped =

individuals feel less isolated and incompetent:
- One of the things which definitely helps is hearing directly from somebody that -~
~ they 've got the same problem that I've got, even down to the detail ofsaying T
- just can’t get into the routine of checking my emails every day > and somehow, for
 some reason, that lifts me, not that it makes it any easier to keep tabs on the
extranet/emails myself, but just knowmg that this guy, 6 miles away, is in exacily |
\the same position as me, that in itself is worth going for, and 1 think, and on
behalf of ofher people who haven't had those feelings, to have those feelings and -
be able to recognise the links to what is it that's brdugh_t this feeling about, ywi‘za't- -
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is it about this meeting that's different from area Heads meeting, or meeting
- somebody in a pub, you've got to experience it to be able to know the value.

(Head teacher 1 interviewed in current study)

Several participants described how as a consequence of being in the group they had
learned that they were neither more able or less able than anybody else in the group
and that their Head teacher colleagues were grapplmg with all the same pressures

that they were and were trying to come up with the same kind of solutions that they

‘were trying to find:

I think I've learnt that I'm neither mbre'ab_le or less able than anyboaﬁv else in the
grOup in that sense that I'm not, I've got a group of colleagues around me who
are gfappling with all the same‘ pressures that I am, and are trying to come up ”
with the same kind of solutions that I am trying to find. I've Iearned that there ls a
great strength to be gained from actually appéaring weak ln a sense, in that by
revealing difﬁculties, you can actually gain a lot more from that position. I've

learned that even when a problem arises, you don't actually have to take it on and
solve it yourself. | | |

(Head teacher 10 interviewed in current study)

They also stated that there was a strength to be gained from actually appearing weak
and that when a problem arises they realised they did not have to take it on and solve

it by themselves.

- Such feelings illustrate that jllSt by bemg part of a group, rnembers may experlence a
more human, richer part of themselves which may be of great value to them in it’s own
right (Rogers, 1966 in Yalom, 1D. & Leszcz, M. (2005.63)). As Rogers argues that the

intimacy developed in a group may be seen as a “Counterforce in a technologically
driven culture that, in all ways — socially, professionally, residentially, recreationally —

- inexorably dehumanizes relationships”, (Rogers, 1966, in Yalom, L.D. & Leszcz, M.

(2005: 63)), the experience of such intimacy may be of benefit to those who feel a

degree of alienation from their role.

Improved Problem-Solving Skills .

Another perceived benefit of sharing similar problems was that hearing about a problem o
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and being party to a discussion about its resolution forearms others who might face the
same situation in the future and therefore any negative emotional impact of the situation

may be reduced before it happens:

There was something said yesterday by somebody else and I thought “goodness N
me, I thought it was just me who felt like that”, and I've been beating myself up
- for feeling like that about exactly the same thing and to hear someone else say it,
itwas really powerful to know that somebody else felt the same, and there was
another Head there who was due to go through a similar expert‘ence shortly, so it
meant if that then happens to them they are fbre-armed now that other people
have been i in that situation, that zts no-one’s fault but it’s how you are gomg to

~ deal with the feehngs it creates.

(Head teacher 4 interviewed in current study)

In particular, havihg a shared awareness, understanding and appreciation of the
responsibilities and emotions associated with the Head teacher’s role proved to be

especially powerful: -

- So the thing I like t‘s talking to people who are in that exact same pesitt'on ahd
when you even scratch the surface you  realise they’ ve all got exactly the same
worries you have, that’s so reassuring, because, although I love the job, at times it .
terrifies me! Ithink we all feel that sort of vulnerabzlzty Even we workin -

| different contexts such as the Primary context where they are having to make all
the same sorts of decisions. They may'ohly have half a dozen staff and I have 90

. but it doesn’t matter because all human life passes by in away, perhaps at a
slower pace in terms of the number of problems you get but they 've all had
maternity leaves, or disciplinary issues or inability to recruit or whatever and
those sort of thihgs may face me every year, or once every 5 years or whatever, :

especially the small schools.

(Head teacher 3 interviewed in current study)

By listening to other Head ‘tea'\c.hers explore difficulties and express their ideas for
résolving them, a less experienced head gained confidence in making and taking - -
decisions to prioritise work and deciding what they wanted for their own schools rather
than followmg the directives from the Local Authonty ‘by the book’: -
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. Some of the much more experienced Heads ‘than I am have got that conf dence to

_ thmk, well I've been told to do that but I'm not going to do it because Idon’ t

~ believe in it, or I'm going to give that avery low priority although someone is
telling me it should have a high one, and all the rest of it, and I think learning that

~ sort of confidence and ability to make those deczszons 50 talkmg to all those
people on that level, you know they are all dozng that and it really helps -

(Head teacher 3 1nterv1ewed in current study)

Even when the issues being discussed did not have a direct parallel with their own |
situation or circumstances the Heads felt that there was still value on being part of -

the discussion:

We tackled problems ﬁom a secondary Head s viewpolnt and we also tackled a -
problem put Jorward bya Head ofa large primary scho‘ol and even though Idon't
identify partzcularly with secondary or large przmary there was somethmg that I
could take away from the meetzng

(Headkteacher 7 interviewed in current study) .

The peer supervision group members also reported that the group process. had a

supportive or restorative function in that it helped them deal with the emotional aspects . L

of working with people as they were provided with space to reflect on the i 1ssues that
arise from their work (Isbell 2003) and helped them 1ntegrate what they were domg, e
feeling and thinking (Zorga, 1997). It also provxded valuable support after stressful
situations (Aston and Molassnotls 2003) and lead to feelings of competence and belng
able to cope with dlfﬁcult types of work (Day, Turlow and Wooliscroft, 2003; Lantz VR
and Sevennsson 2001). The group sessrons also permitted validation of the supervisee 1 o
asa person as well as a Head teacher. The reassurance and affirmation recelved from
: the group helped dispel feelmgs of guilt that may have been harboured for some tlme o
: Afﬁrmatlon gained from the group that difficult situations had been handled”to the best ,

~ of their ability, in some ways had more value than ahy new suggestions 'or solutions
offered to resolve it. By listening to others with 81m11ar issues to ones they had
'experlenced in the past gave some group members comfort and reassurance that they
had managed the problems appropnately and also they could now share thelr dlfﬁcultles

. W1th the group in the future rather than attempting to manage them by themselves . |
Recognition of the value of their personal contribution to the process came from

participants’ own experlence of managlng very difficult 51tuatlons in the past. :
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Therefore, althoﬁgh the solutions to a problem offered by the group may not always
_prove to be practically apphcable, the shanng of the problem with the group is often
\beneﬁc1a1 '

Reassurance and Affirmation

The reassurance and affirmation received from tbe group helped dispel feelings of guilt
that may have been harboured for some time. A number of Head teachers described -

feelings of how the group had been supportive and affirmative for them:

I feel very positive about them [i the group sessions] because they are very
supportive, in the atmosphere, there’s just someihirig about how the group is -
Jformed and realise the pufpose of being there — I feel very aﬁ‘irmed not just by
being there and people saying good things but by people sharing their probiems
and their difficulties because you feel very much supported by the fact that other
people are havzng the same kmd of problems you do and 1 felt positive about the

experzence

* (Head teacher 10 interviewed in current study) |

One Head teacher commented on the feelings of warmth and support that she had felt
directed towards her as she shared her concern with the group. She described how the
intensity of these feelings had made her feel very emotional yet more empowered and =
- confident. Although her emotional reaction had been a shock, it showed her how deeply .
she had been affected by the i issue that she had shared and how much she valued bemg

‘given perrmsswn and time to speak about her concerns:

It was far better than 1 expected. The structured appfoach gave us what we

" needed — a way of getting stuff’ ojf your chest as u'ell as getting lots of useful
suggestions. 1 did get upset when I was talkmg about the problem to the group but
1didn’t mind that.

'(Head’ teacher 11 interviewed in current study) R

: Speciﬁcally, a number of participants reported that in addition to the feelings of
supportive warmth they felt that their actions and judgment had been affirmed dunng

the session:
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That’s what was so special about yesterday, 1 still felt at the end of the meeting

_ affirmed. Specifically, not last night but the meeting before, a colleague came with .
an issue about exclusion and the tension, the ‘shall I?, sha’nt 12", and what are
the outcomes of it?, is it in the child’s interests?, and all the other things that are
built in there, within that specific one, there wds, without it being sqi¢ there was
affirmation for me in terms of “I’ve been through this, that’s what I did, that’s
how Ifelt” when it happened to me, so it was really useful. - |

(Head teacher l interviewed in current study)

Initially some participants expressed fears that they were in danger of exposing their

incompetence and/or trivial nature of their problems: -

There is always the initial Jeeling of, is this too stupid to tell anyone about?, or is
this going to deal me as zncompetent or not able to handle something?

(Head teacher 10 interviewed in current study)

Having overcome these fears enough to descnbe their difficulties, the response of the
group had been reassuring in letting those that had shared their problems know that they -
had done everythlng in their powers to resolve the situation and that the dec151ons that

they had made were valid and that others in the group would have made similar choices:

At first I felt really embarrassed, [when presenting an issue] the W___ groupis
quite well attended and most people were there,. and you think, I'll be talking
about something I feel I could have dealt with more effectively, maybe they 're
going to say “you could have avoided that” but that wasn’t the respvonse beeause
obviously with the questioning you go round and ai the end all the Heads said you
 didall Yyou could, that was the decision really, wasn’t it? You looked at other A
~ agencies, you looked at support Jrom Ed Psych, Behaviour Suppbrt, parents, TA
and everything we ‘t'rjy to do as a school but in the end, physical attack is very
serious, and staff don’ tcome into school to be hit in the face and on the back of

‘ the neck, do they"

'(Head teacher 2 interviewed in current study)

- Another participant explained that having seen others handled with such positive regard . -
by the group they were able to overcome their fears of ridicule and were able to .

articulate their difficulties:
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You can feel abitofa Charlze can’t you? I think such is the conf dence of the
' group, and the ability and experience of those in there, that they feel happy saymg

my questzon s been asked and can swuch to another questzon

~ (Head teacher 5 1nterv1ewed in current study)

A number of Head teachers indicated that the reassurance and affirmation they had

received from the group helped them deal with feelings of guilt that they had been

harbourmg for some time:
Well, it was reassuring, [to hear afﬁrmation from others that I had done all thatI .
: could] There have been many times I've had to exclude and all the time you feel
 very guzlty, as a Head you Jeel its your fault that you've mlssed somethmg along
, the way and you could have avozded it, but when there’s a physical outburst... So
I came away thinking that 1'd done all I could to try to avoid the excluszon and
| that was the message that I got from the other Heads where they asked the !
questzons Iwent round the circle and at the end I felt quite conf dent that I ’d
done everythmg I could to try to avozd it -

~ (Head teacher 2 1nterv1ewed in current study)

'One new Head teacher drew parallels with the current Head teachers group and tlle
- group she was attending for new Head teachers She explalned that the affirmation
galned from the group that she had handled a difficult situation to the best of her ablllty,
in some ways had more value than any new suggestlons or solutlons offered to resolve :

it, a view shared by the leader of the course she was attendmg

I'm doing the New stzons course for new Heads and we dzd action learnmg on
* the last meetmg, the person that was leadzng it dld exactly the same and gave her
issue, everybody asked questlons about it, I think the group was too bzg todoitto |
be honest — but she still got a lot from it although it was from 9 years ago, was ;
still affected by it. At the end of that she sald, well that has all been supporlive o
“because you said to me that the things that 1 did and the actlons that I took‘ werea
path that you WOuld have done and I think that I, probably similar to: herin
finding the conclusiOn to it, the affi rmation afterwards is more important tome
rather than asI'm going along You know when you walk away and think this is - .

what happened thts is the conclusion to it and thzs person, say, has lost thexr job



—then I've aﬁ"ected that person hugely, was I right to do that? 1 think issues like
that are very important for your own well-bemg
(Head teacher 9 1nterv1ewed in current study)
The comments of the course leader also indicated how past difficulties can remain and

still cause difficult feelings for the individual involved even after many years.

Even when participants had not presented an issue themselves, a number of Head
teachers statedthat by listening to others with similar issues to ones they had |
expenenced in the past gave them comfort and reassurance that they had managed the
problems appropnately and also they could now share their difficulties with the group in

the future rather than attempting to manage them by themselves: |

I've lzstened through some fascmatmg issues, and two of the issues I've grappled
with myself in the past, particularly the last one, and lf 1 ’d have listened to this
person talking say two or three years ago — 1'd exactly the same issue, and I
battled with it by myself because when that kind of ‘things kicks off in school you
are by yourself— other people can say ‘I'm supporting you’ but because you are
the Head teacher, you are battling by yourself. IfI had been able to take my issue
to these people I'd have felt better because rd actually aired it within a group of
experienced Head teachers. '

(Head teacher 5 interviewed in current study)

" One Head teacher in particular recognised the value of his personal contribution to the
_ process as it came from his own experience of a very difficult situation in the past and

* he recognised some of the mistakes he had made in the past and the need to handle

tlungs differently in the future |

The suggestion I made was frotn hard experiertce, and when I had the issue I was
involved in, I don’t think I made all the right calls on it, it ended ap fine butI
didn’t make the right calls through the process, itwas a kvery, very stressful time -
Jor me personally, and also for the class teacher as well.- 1 had to get involved
because I was the Head teacher, had I been ina group and listened to that 2 or 3
.years ago, 1 would have handled it differently.

(Head teacher 5 mterv1ewed in current study)
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Deépite the posiﬁve asbects of taking a problem to the group, the suggestions offered
proved not to be practically applieable for one Head teacher although the sharing of the -
problem with the group had been beneficial: -

~ The advice that they gave back_ - actually, was probably not practically useful. I
u;as‘ quite a complex issue a.nyway. and from that meeting things meved very
quickly, you find yourself in a new situation where advicekgi.ven' is no longer
applicable because something else has happened by the next day which has

‘o pushed things on. It was nice to listen to what people have to say and how they

" would have dealt with it but I thought, well, 1 know that, so nothing additibndl

:.'cameoutofit. o o ‘

(Head teacher 9 interviewed in ci_J.rrent study)

Affirmation gained from the group that difficult situations had been handled to the
best of their ability, in some ways had more value than any new suggestlons or
solutions offered to resolve it. By listening to others with S1m11ar issues to ones they
had experienced in the past gave some group members comfort and reassurance that
.they had managed the problems appropﬁetely and also they could now share theif
. difficulties with the group in the future rather than attempting to manage them by
~ themselves. Recogmtlon of the value of their personal contribution to the process
. came from part1c1pants ' own experience of managing very difficult situations in the
past. Therefore, although the solutions to a problem offered by the group may not
always prove to ‘be practically applicable, the sharing of the problem with kthe group

is often beneﬁcial.
Benefits bf Altruism

“The ability to look at past mistakes and spare others from making similar errors or going

through similar experiences appeared to be a motivating force within the groupﬁ ,

- One of the things that would make this group work for me is knowing that may be
somebody else is going to be in a similar position to where I was and I could help

them avoid some of the same stresses that I went through.

(Head teacher 7 interviewed in current study)

Indeed some participants articulated how much they enjoyed being able to help others: |
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Idon’t know anybody who doesn’t like to help somebody out. I feel great when
somebody phones me up and I can give a suggestion, and they can say, Tlltry
that one’, it’s human nature, isn’t it? It's quite nice to try to solve somebody else’s
problems when you are not tied up in your own, you can give it more

dispassionate consideration. | BO |

(Head teacher 5 interviewed in current study)

whilst others descrlbed how just bemg part of the group process made them feel better

in themselves even though it was not their problem:

I find them [group sessions] very useful. Either - I haven’t taken any more - - |

_ problems since the very fi first tramzng session of my own to present to the group, =
but one of the mterestzng and excmng outcomes of the dtscussmns is whoever v

" raises somethmg, whatever role 1play as an individual in terms of listening, or .

- getting more information, or even offering something “have you tried this, this
nght be useful” - 1 find that I feel better about the whole thmg myself even
though it wasn’t my problem.

(Heed teacher 1 interVieWed in current study)
The success of the group superv1s10n rehes on the bu1ld1ng of trust and posmve
relationships. This occurs over time and means that each successive session is hkely to |
have more impact as supportlve relationships develop. The apparent ‘opening up’ of -
more withdrawn individuals was testament to the level of trust and mutual respect
established by the group. Zorga et al (2001) pomt out that in group peer supervnslon the 4

roles of superv1sor and supervxsee rotate around the group. ThlS is an 1mportant part of *

| ~ the process of developmg trust and means that the Head teachers should be encouraged

to act as ‘Chaxr even if they feel uncomfortable with this unfamiliar role. The surprlse
- of some participants at how open other people had been at the mcetmgs was matched by
accounts of those ‘who claimed that the process had helped them overcome their initial

reluctance to share difficult or sensitive issues and allowed them to become more open:

I thmk that the main Iaunch session that we had for the whole day was mcredzble ,
- and I was surprised at how open people were wzllmg to be, because there are
obviously 2 secondary clusters there even though I was the only secondary Head

there, and I thought to be i ina group wzth people who really don t know each
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j
other and to be so open I thoztght was really positive, and as a relatively new
- Headl really appreciate the system because Ithink it is quite lonely at ttmes, and
~ even though the Primary people areina dtfferent context to me and facmg in
some cases different problems, in other ways they have the same levels of
- responsibility and therefore the same feelings as I have so its still 'very, {fery good
to share things with them and also to get that other perspective as well from them,

- so I really enjoyed that.

(Head teacher 3 interviewed in current study)

~ The above accounts are similar to the feelings described previonsly by Rogers (l966),
concerning group members’ experience of a more human, richer part of themselves
through the 1nt1macy of being in a group. As group members were requ1red to shift :
between roles of help receivers and help provrders they learned that they had obhgatrons '
to those from whom they w1$hed to receive care in the manner descnbed by Holmes and ‘
. Krvhghan, (2000) For those who may have become somewhat 1mmersed in thelr own
problems and as a consequence may have adopted a more r1g1d mlnd-set thelr
involvement in thinking about someone (or somethrng) outside themselves and by .
_ forgetting their o\yn situation, may have provided them with a new sense of purpose as
described by Yalom and Leszcz (2005:15). i e

The experiences recounted by group members may have shared featnres with the
corrective emotional expenence descrrbed by Alexander (1946). As group members

: recounted the difficulties they were exposed to, emotions that had been previously

| unbearable were expressed and contained within the supportlve and safe envrronment of
the group. Group members were able to take risks in expressmg these emotlons, SRR
interpersonally to.the group which proved to be supportive enough to permrt this risk
taking and allowed the individuals to examine and reahty-check xncrdents with the aid
of consensual validation from the other members. Ultimately the group facilitated

1nd1v1dual group members’ ability to frame their experrences and make sense of thexr X

emotrons and behavrour

Evrdence for some degree of success in thls process came in the statements from group

members that they were able to express more emotion, recall more personally relevant

and formative expenences, and were more confident in the manner described by Fretter,
: Buccr, Broitman, Silberschatz and Curtis (1994) Specrﬁcally a number of partrcrpants )
_ reported that i in addition to the feelings of supportlve warmth, they felt that their actions



and judgernent had been clarified and affirmed during the session. In this way both -
emotional and cognitive components were available to bring about change in behaviour :
and beliefs and helped to make sense of the eniotions evoked -(Yalom and Leszcz,
2005:31). The sense of belongingness, acceptance and approval engendered by the
group helped to raise some members’ self-esteem and met their dependency needs '
whilst giving them autonomy and a sense of responsibility as they individually -
contributed to the group’s welfare and were able to experience the atmosphere of a

cohesive ‘group, (Frank (1957); Braaten (1991); (Yalom and Leszcz (2005:57).
Educative or Formative Function of the Group -

The Group supervision sessions had aned\icative or formative function in that they - | |
~enhanced the "development of the group mernbers’ knowledge and skills and allowed the '
transmission of professronal knowledge, values and skills from the other group

* members (Zorga, 1997 Crespi, 1997; Isbell, 2003; Aston and Molassrotls, 2003)
Members learnt about their individual strengths through the reﬂectrons ofthe
supervision group (Zorga, 1997; Nash 1999), and through sharmg theory and practrce a 1
sense of consrstency was established (Isbell, 2003), and professronal competencles were .
enhanced and evaluated (Robiner et al, 1997). Initially some partrcrpants expressed ‘
~ fears that they were in danger of exposing their i 1ncompetence and/or trivial nature of .
their problems. These feelings are consistent with those described by Yalom and Leszcz
~ (2005:7), of basic inadequacy, interpersonal alienation, concerns about sense of worth |
and ablhty to relate to others commonly experienced by members of therapeutrc groups
| However, havmg overcome these fears enough to describe their difficulties, the
responses of 1nd1v1duals in the group had been reassunng in letting those that had ,
shared their problems know that they had done everything in their powers to resolve the
situation and that the decisions that they had made were valid and that others in the

group would have made similar choices.

For some isolated Head teachers the group sessions may have been the first opportunity
~for accurate interpersonal feedback on how they were managing a situation. (Yalom and

Leszcz, 2005:17). Maybe for the first time, some members had an opportunity to reﬂect : |
- and gain some understanding of their situation through they eyes of their peers. There

was evidence that some Head teachers had been able to gaina degree of insight (Yalom | .

and Leszcz, 2005:15) into their own behaviour such as: how they are seen by other 7

people; their more complex interactional pattems_ of behaviour and why they do what
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they do to and with other people. Through exploring their work experiences, members
came to recognise their defensive behaviour and questioned practices previously taken
for granted. Individuals were empowered to speak, whether on their own behalf or on
behalf of their institution. As their anxiety was contained, they were able to articulate
what needed to be discussed. Some felt for the first time that it was possible to regain
some innet' sense of having the power to affect ones’ own experience, rather tltan ‘
“assuming a victim role in the manner described by Obholzer, (1994). Having seen
others hartdled with such positive regard by the group more group members were able

to overcome their fears of ridicule and were able to articulate their difficulties.
Improved Listening Skills

- Group members commented that the rigid structure ef the process had helped them

listen to others and va_lidated the time allowed when others were listening to them:

The group process has established an understanding, it’s put in place trqm-lihes
so that people have got a greater sense of keeping within those tram-lines, in
terms of “this is my opportunity to speak andI'm gomg to be listened to”, or “this

. is the time when I need to Izsten and not mterrupt

(Head teacher 1 1nterv1ewed in current study)

In addition, the process had not only improved the quality of the listening skills but -
had also enabled participants to spend greater focused time listening to others, a

situation that does not normally occur in the experiences of Head teachers:

Ithink it’s the 'wdy it very overtly made you think about how you listened to other
peeple artd then what you do when you've done the listening and about asking
questions to clarify before offering suggestions. I was only looking yestefday
~ when each of us was talking - when one person was talking, that respect for
listening to somebody for an extended period, which was quite something for
Head teachers because they always want to chip in, but there was a long period |
where we were just listening to one person,' whereas in other groups of Head -
Tteachers there is ofien a kind of free flow, things being barted backwards and
forwards, at quite a speed and in those circumstances perhaps things aren’t -

explored or listened to in so much depth, that is certainly one of the areas that

helps us.
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(Head teacher 10 interviewed in current study)

The opportumty to voice concerns out loudto a receptlve and sympathetlc audlence

was greatly apprec1ated

It’s quite nice to offload it to be honest, I think you are very isolated in schools
and there are not a lot of people to share things with it was nice to explain what a
diffi culty was and know people were responding back to you about it.

_ (Head teacher 9 interviewed in current study)

and the potential containing qualities offered by the process were inferred by one
group member who described how a dlfﬁcult s1tuat10n she had experlenced in the

past mlght have been made bearable 1f she had been able to express her concerns:

~ Yes, it [if somebody else had acknoWIedged the difﬁculties] would have helped,
" because you wouldn’t then feel on your own, because you've actually voiced them -~
- aloud. | .\,,..‘ i - " | , s
. (Head teacher 7 interviewed in current study)

Another participant expressed the benefits of containment more graphicatlyi

1t’s like this morning, Trambled to you about we've done this and we 've done
that, and I think it’s human nature isn’t it, you ofﬂoad and think 1f 1 talk about it
it's going to help, I'll share it

- (Head teacher 2 interviewed in eurrent study) |

The fact that the sessions prov1ded a posmve response to solvmg problems rather thanx
just expressmg concern in an unfocussed way was welcomed by the Head teachers and

encouraged a more posmve outlook

That 's one of the good things about it - it's not Just about emOting willy-nilly. o
you ve got a procedure to foIIow It helped us realise that there are ways through
these situations that don’t mean going away and banging your head against a:
brick wall - just that short spelI has made usa better group —it has made us alI
more forward lookmg ) '

 (Head teacher S interviewed in current study) .



Unlike most Head teachers meetrngs the process allowed partrcrpants trme to really
listen to each other and group members reported that the ordered and methodical

approach offered by the process allowed them to really take trme to reflect on issues and

consrder their responses:

1 thought peopfe 's responses were.very measured which I was surprised at, I
thought people would come back with things more quickly than they did so that
A shocked me, that people were very measuréd in the precision of the questions that
| '.they asked and the calmness in whzch that was done. 1 really Itked that because
then I thought this is not going to be a moaning sesszon this is an znformattve -
' supportzve professzonal dzalogue so I thmk it worked really, really well

(Head teacher 9 1nterv1ewed in current study)
In particular the time taken to reflect on issues was appreciated:

1felt we had the time to get to the bottom of the problems which I think all the
Heads appreczate, in a small school in partzcular everythmg happens very fast
and sometzmes you thmk that you 're just respondmg quick wzthout atime for
reflection. I think the process glves you the chance to reflect wzthm the actual

tzme we had. 1 feel as though there is a lot of mzleage init. -

(Head teacher 7 mtervrewed in current study)

Furthermore, partrcrpants reported that the process allowed the clanﬁcatron and
defimtron of problems to be scrutinised in such a way that enabled part1c1pants to

understand the issues more fully and denve more effective and appropnate solutions:

Actually speaking an issue out loud, | I didn’t do that in the group nrysetf but
listening to other people you can hear how thezr reasonmg s working after a | .
| “ while, actuallyl haven’t thought about it like that, [clarifying the 1ssue] and you. g
can hear them refining the problem and commg up with a better defi Snition of it so
that you can then address it more eﬁ’eétittely - people were talking about things A, |
| witho’ut saying “I've got the answer to that ", or “well I had that problemk andthis |

is what I did”, it doesn’t go down that route it remamed in the standzng back and
lookzng more objectzvely at thmgs

(Head teacher 4 interviewed in current study)
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Moreover, the improved listening and problem-solving skills avoided glib and ill-

thought out responses which might have done more harm than good:

Offering the suggestions is much better if it is directly related to that persons
situation and not “oh yes, well that Ihappened to me 2 years ago and what I did
was...” , because you can’t always transfer — “have you thought about, is it
- posszble to”, I think people are much more likely to think “oh yes, maybe I
could”, ifit’s “I did this, Idid that” that can make a personfeel worse.

" (Head teacher 4 interviewed in current study)

Even though individuals felt that being part of the process caused some degree Of ,
anx1ety due to fears about their ablhty to generate orlgmal questlons and useful

~ solutions, the overall beneﬁts of the process were seen to outwelgh these dlfﬁcultxes

I think it [being one of the solution-givers] does make you think because as you go.
round the circle and someone says something, you say “I Was going to say that”,
or “I was going to question that, what am I goingto do now?” so the pressure is 1
onas you go round the circle to think of something different or to think “I 'm

. going to repeat that beeause Iwas going to say the sarne thing” sol think it does - -
make you hone in on the problem and make you focus on what the issues are =
because tf people have already dealt with it and its coming t0 you, you must thmk

- of somethmg else. It does help to focus your mind on the issue.

(Head teacher 2 1nterv1ewed in current study) ,

In some cases initial feelings and anxieties about being unable to make a valid
contribution _Were replaced with an awareness of having been supported and accepted

- and this enabled participants to volunteer to offer an issue in the next round:

I thought initially it was a really mformatzve way of sortmg it out, the f rstone

‘that we did, the first cycle, 1 actually felt under pressure when it was commg |
“round to my turn to speak, but after we'd done the first one I thought everybody

was very supportive in their questioning and there Was a good outcome _that came

from it so that s why then I'was happy to do the second one.

(Head teacher 9 interviewed in current study) P e
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" Improved Problem-Solving Skills

As a consequence of being in the group and taking part in the process, iridividuals’
reported that their problem-solving skills had improved and developed to a level which

they could apply more effectively back in their own settings:

In some ways, even when it wasn't me who was‘ the person who was taking part
- you identified with so many things that came into the discussion that it was
" actually quite helpful for you as part of the group, fof your own role back at
schoél. There was a transference of bits of thinking that we worked through, and
realising that there are a number of possible ways through something, anditisn’t
- always ﬁnding the right way but actually ﬁhding what you could do and then
choosing ﬁom that, and I found that really useful. |

(Head teacher 4 interviewed in current study)

Several participants described how being in the group had encouraged them to reflect
on and critique their own practice when forrnulatlng questions and responses for the

 group process:

It makes you think about similar situations and the issue, it puts you on the spot as
you are expected to actively contribute, aﬁd actively think about the questions you
are asking to see if they would be of any help. I would say that actually, because 1
can look back at some of the decisions I have made, I've been a Head for 3 years,
and some of them have been leaping in, knee -jerk without actually taking that tzmé '
“and distance from an issue, involving other people in it and getting other peoples
opinions, perhaps taking a whole different approach next time.

(Head teacher 8 interviewed in current study)

- Hearing the views of others and the range of *solutions’ or approaches to difficulties

- was viewed as a contributory factor in the development of participants’ own thinking
skills: - -

That'’s whgre the group situation is probably better than the 1:1 situation, the fact
that different people give different suggestions actually ‘doés make you think there
isn’t one straight answer 1o this, there are a number of things I could do. When

- youdo the 1:1 if the other persons talking through something you are bein-g taken |
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their way, aren’t you? Which only gives you one possible way, but I didn’t Seel I
had to take the suggestions that the other pe'rson was making, I very much felt that
they were helping me to widen my thoughts. '

(Head teacher 4 interviewed in current study)

One Head teacher described how hearing a problem discussed by the different
individuals in the group, each using their own thought processes, experience and
perspectives, he was made aware of how the same issue might be viewed from very

different perspectives which can help in finding a better solution:

Ithink I've Iearned the procedures, but I've learned how we are as peopfe and
that this to me is a brilliant tool because not onIy is it eﬁ‘ecnve and you get some
good solutions out of i it but it sits between ‘there’s this problem and ‘there’s this -
answer’, that’s one extreme so that’s kind of my left-brained way of seeing things,
- and the right-brained way of seeing things which is ‘well, let’s talk about the
. problem’ that will help. Four or five worse case scenarios will come out and then
what actually transpires is rzothing like all the nightmares you've ployed out in
your own mind. It’s very clear that it does sit between two extremes and I findit’s
_helpful to me because it’s moving me away from that very left-brained‘ way of
-' seeing things but it’s not frustrating in that it’s completely the other end of the
spectrum where we just talk about things and go round in circles. It's how we
respond to whatever that thing is, so the more I ertgage with the process, the more
I get out of it. :

(Head teacher 6 interviewed in current study)

He went on to ei(plain the value of hearing a problem discussed by indiviouals from

* different perspectives independently:

I think partly we're all different and alsoﬁom my background, I'm an engineer 50
try to look for definite answers, 1 talk lots of problerns through with my wife at
home, I'm sure alot of people do ihat, and the difference between how she looks
at problems and I look at problems is very different — I'm quite analytical, B
whereas my wife is in-training so it's a similar sort of field, and she likes to talk

things over rather than coming up with solutions.

(Head teacher 6 interviewed in current study)

201



: in particular the shanng and awareness of different perspectlves was especially helpful
and would seem to have been used by 1nd1v1duals following the process in order to

‘consider difficulties:

The thing that struck me when I walked away was, that was not to offload and |
- moan, it’s to seek a solution and I think I've used that a lotfmyself inmy own °
 situation — this is the problem, and instead of moaning about it, I've said this is -
the position, what's the solution, sol 've done it more in my own head from the
method. :

(Head teacher 9 interviewed in current study)

The wide range of expenence in the group was also seen to be advantageous asit’
: provrded many different angles to problems and raised the possibility of more solutlons
~ Being party to a discussion about a problem and its resolution forearms others who

" might face the same situation in the future and therefore any negatrve emotional 1mpact

of the situation may be reduced before it happens The process was generally seento - e

have 1mproved how the Head teachers related to each other in that it offered an -
' orgamsed, structured and focussed problem-solvmg system which built on an already

established system:

The process has made, helped and bettered how we do thihgs -in the past it’s
been said ‘we ve done this, what do you think? " Or “that s happened what s
your advzce? Thzs is certamly a better way of deahng wzth thmgs 7

' - (Head teacher 4 interviewed in current study) '

Asa consequence of attendmg the group sessions one part1c1pant described how she had
proactlvely sought out support carlier than she might have done prevrously and in so

doing reduced her feelings of d1stress ~

What actually happened was between the group sessions something cropped up -
that I was anxious about and wasn’t sure who I could talk it through with, so I
emazled and just put ‘Re support could do with havmg a few minutes ezther
- by email or over the phone or whatever we actually did it over the phone inthe.
end — he let me talk through what it was and then he asked me some questzons so
it was the same sort of. format but it was a faery instant follow -up to me sayzng I
~could do with talkmg through this, and by the time we had fmshed I feIt I was e
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making the problem seem bigger than it realfy is, what I've actaally_ gottodois...
) and it helped me clarify how I was going to deal with that. I probably would not
as easily have done this before, I would have probably waited until the problem
was bigger, and then I might possibly have contacted ____ because we already
did do a little bit of being there for each other anyway, but I thought of it earlier
onin the process, as soon as I was aware tﬁat I was getting wound up about it. |

. (Head teacher 4 interviewed in current study)

Increased Trust, Openness and Communication

A number of partlclpants described how desplte their initial reluctance to share difficult
or sensitive issues with the others in the group, the process helped them overcome these

feelings and allowed them to become more open

There is an inrimidating eIemerzt to it initt;ally, you tkink am I going to share |
~ something, but I think as we 're deveIopmg as a group, I think we feel more
confident revealing thzngs to each other that you wouldn t necessarily in another
context, so I think the process does help that. _
(Head teacher 10 1nterv1ewed in current study)
Indeed, such was the strength of the group, although sorrie were not personally ‘inclined

to share difficulties with others, that they were now willing to share their problems:

I'm not the most forthcomihg when it comes to sharing problems for a whole host
of reasons, 1 ufould now feel confident in sharing a problem in a group, sayihg I
don’t know the answer. Over a real hard issue I wouldn’t have any problem in

~ saying I'm open t0 suggestions please That admtsszon hasn't always rested
easily with me, not that I think I'm always right because over 16 years I've -
dropped some clangers but maybe those clangers wouldn’t have been dropped lf
there had been a group like this one. Even within this kind of group you may not
be talking about issues relevant to you at that time, but you may be listening to

issues that you may come up against in the future

(Head teacher 5 mtervxewed in current study)

Similarly, the process enabled previously difficult subjects to be discussed openly“

which improved and established positive relationships, openness and mutual support - |
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amongst group members: -

I felt very much that I got one or two of my colleagues from schools that are very,

~ very close by and previously I think there has always been a bit of competition |
with these schools, whereas I feel now, having talked about it extensively with one
teacher from a netghbouring school, and she was actually the person I paired up
with at that training as Well, you actually feel much more that you are two

" teachers in partnership working in different contexts, and that sharing problems

* or difficulties with each other is actuaIly a very supportive thing for each other, it

is not in any sense revealing yourself as a school not as good as another school,
it's actually a process where you feel 1 could actually pick up a phone and ask
that person for some advice if the situation arose, I do feel that I could ask for a
1:1 session, where we could explore something that I was concerned with. 1 don't
think there was the understanding previously that I could do that, or that I would
have felt very vulnerable doing that, because we are in an area where school rolls |
are Jfalling so there are spare places in alI those schools, and parents use that in
a sense, to move schools more easzly than they nght have done otherwise. You . -
are always worried about numbers and the Jact that your children might leave to
go to another school, or other children come from other schools to yours, I think

_ that’s helped get over all those embarrassing areas, and that we feel ver)t much

more like colleagues, working together.

(Head teacher 10 interviewed in current study)

The experience of being in the group and getting to know other members more
‘ intimately had changed some of views group members felt towards their fellow Head

teachers and made them more relaxed around them:

. Despite being Head here for 8 years, and I know that has been for longer at
,'I'm finding out more about him professionally and my professional
reaction to him in that process, which makes me feel more relaxed and therefore

able to offer an opinion on ideas.

- (Head teacher 7 interviewed in current study) . '

It depends upon how you feel about the colleagues who are there, and 1 feel about
the colleagues that were there, I trust them, and I feel that they were listening,

there were quite a few colleagues there who are quite experienced 50 when they
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come up with recammendatio,ns often they are based on their own experience in
their own practice. I feel that lf I had a burning issue I eoald go to a meeting and :
talk about it. By nature I'm not a person who shares my problems with a range of |
people, I'm someone who gets on the phone and would chat one to one, but I felt -
that if I had an issue I coald use that as an arena where I vcould air a problem. I
actually Jeel ﬁom how people have behaved that they feel the same. ‘

(Head teacher 5 1nterv1ewed in current study)

Another effect of the safe and trusting atmosphere created by the group appears to

enable members to go ‘out of Head teacher role’ and become ‘themselves’. Th1s also

- allows others to perceive their vulnerablhty more easily and perhaps makes group

' members more sensrtrve to when others are in distress than they had been prevrously

T. eachtng is all about actmg anyway isn’t rt? You come in every morning and play e
the Head teacher with the kldS and to some extent the staff. I think that is one of '

the things, a bit like we are szttzng here now and its totally conf dential so you

almost just physzcally go, “right, I'm going to be myself now, don't have to put an -

- act on”, and I'm aware later this afternoon I'm seeing a parent and I'll have to be
back to being a Head teacher, and at Governors tonight - you know? So you do
see people lookmg or seemmg more vulnerable and it brings the odd concern out.

(Head teacher 3 interviewed in current study)v e

Surprisingly these effects occurred in spite of Head teachers Working in an extreme and

ever-increasingly competitive environment where they are required, if not overtly

encouraged to be competitive and single-minded with regard to their own schools: -

- Ifyou think how the group works, it is actually quite surpristng how it does work,

- we are more and more being lead down the route of competition with aurselves, L
and the fact that you've got Head teachers who can be a bit egottstzcal andyet -~ |
we 've got this group who are Head teachers who are competitive but are i
prepared to support one another, and we have a secondary Head there who might

“have all sorts of perspectzves about dzjferent schools, and all of that is put to one.

side so that we can support each other.

(Head teacher 6 mtervrewed in current study)

Another Head eXplained how being in the group and getting to know other members
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more intimately had changed their view of them and made them more relaxed around

_them:

I'm ﬁndihg out more about him professionally and my professional reaction to
him in that process, which makes me feel more relaxed and therefore able to offer
an opinion on ideas. |

(Head teacher 7 interviewed in current study)

The reasons for this increased level of trust were based ubon the positive personal ‘
interrelationships and understanding of others in the group. These were listed by
'part1c1pants as: being amongst people who could be trusted, had valuable expenence, -

were respectful and with whom a good relationship had become estabhshed

It depends upon how you Seel about the colleagues who are there, and I feel about
the colleagues that were there, I trust them, and I feel that they were listening, =
" there were quite a few colleagues there who are quite experienced so when they
come up with recommendations often they are based an their own experience in
~ their own practice. I feel that if 1 had a burning issue I could g'a to a meeting and
- talk about it. By nature I'm not a person who shares my pfablems witha range?of
people, I'm someone who gets on the phone and would chat one to one, butI felt
that if I had an fssue I could use that as an arena where I could air a problem. I .
actually feel from how people have behaved that they feel the same. | |

(Head teacher § interviewed in current study)

For Secondary Head teachers there were distinct advantages in meetmg outs1de the head -

* secondary teachers group as the competmve element was removed:

It '[presenting a problem to }the group] was fine because I didn’t feel vu‘InerabIe.‘

-~ In that particular context I was very confident about the confidentiality of the‘
situation. I meet regularly with all the Secondary Heads in the area but yoit are
still aware that Yyou are in competition with them and so to some extent you feel
that if you show too many chinks then in a way that’s not as easy, and perhaps in
the context that we meet it isn’t as easy so I felt perfectly happy to do that. -

(Head teacher 3 interviewed in current study)

Surprisingly the level of trust and positive regard was not always a result of being part
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of a long established group. Whilst some individuals did know one another from
working in local clusters together, others were not part of an estabhshed network but

still had posxtlve feellngs about workmg with others in the group

Intttally 1thought I'm not gomg to lzke thts probably because I dzdn 't know the o
. people there, I'm a new Head, and some of them were very frzendly with one -

' another and knew one another, however I dzdn t feel restrtcted in any way by S
bezng a new head because I think they were quite open and welcomzng, everybody .
valued you as a person, it wasn’t ‘you ha_ven t been dozng it for long so what do

-you knoW? ' sort of thing, I don’t think people are of that attitude. e |

' - L (Head teacher 9 interviewed in current study) j

A newly appomted Head teacher s fears about bemg an outsnder were qulckly allayed

Likewise a Head teacher who had been unable to attend both mmal training sessrons
and had only attended one of the mdependent meetmgs orgamsed by the Head teachers T
quickly felt part of the process: ‘ '

'Having gone through the process now twice it made me feel that I had something SR
of value to say, whereas sometzmes you wouId sit there very quzetly with groups of |
- professional people, in a sense this forces youto oﬁ'er somethmg sol understand ”
the anxiety it places onyou to respond, but the more you do it, the morethat
- would lessen. i ’ | S ‘ 4

(Head teacher 7 interviewed in current study)

Overall the partrcrpants stated that they believed the group tobea good use of thexr trme e -
and having had positive effects on them personally, even when some of the effects had

been 1ntang1ble

The increased level of openness experienced by the schools since the establi‘shment of
the group was seen to be a way of preventing potential tensions developing As

~ discussed prevrously, it is possible that the group had a ‘containing’ functlon, provxdlng o

‘de-toxrfymg process for the members by bearmg what they could not, and enabling -

them to contain and process the anxiety caused by projective identification and a range

of other anxiety-provoking issues such as falling roles targets and challenging

behaviour which are often sources of tensions and rivalries between schools. (Obholzer, b o

1994: 6 and 70). Several Heads sa1d that they were now workmg on prOJects and tasks :
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together such as classroom observations, professional development, school prospectuses
and job descriptions and that they felt more comfortable in seeking support from others
*in the group. Specifically some felt more able to ask individuals they had met in the
group about issues, even outside the group situation. In addition, it is also possible that
the group enabled the members to assume a depressive position rather than maintain a
paranoid-schizoid position where their only recourse was to omnipotent fantasies,
obsessional rituals and the paranoid blaming of others. The group therefore enabled

- them to tolerate reality, state their problems accurately, think coherently and solve their -
problems constructively (Zagier Roberts, 1994). In the depressive position facilitated by
the group, the members were able to seek to know and learn from the experience and |

~ resources of others in order to solve their problems and allow realistic and practicali

reparative activities to be considered.

| The success of the group Supervision sessions clearly relied on the building of trust and

positive»relationships. Whilst some of these relationships were already established in

part, some were established during the sessions, The establishment of these positive

- relationships resulted in snccessive group sessions having greater impact as supportive
relationshjps developed. The apparent ‘opening up’ of more withdrawn individuals was
testament to the level of trust and rnutual respect established by the group. In'

» establishing and maintalnmg these levels of trust and openness in group members the

~ group process may be related to object relations theory in that the group has acted as a
transactional object ass1st1ng in the process of separation individuation and

establishment of object constancy (Hoffer, 1955; Mahler, 1975; Trafimow and Pattack,
1982).

Although some participants expressed a reluctance to take the role of Chair, Zorga et al
(2001) point out that the rotation of the roles of supervisor and supervisee around the
group in peer supervision is an important part of the process of developing trust and
justifies the encouragement of all the Head teachers to act as ‘Chair’, even if they feel
uncomfortable W1th this unfamiliar role. The surprise of some partlcipants at how open
other people had been at the meetings was matched by accounts of those who claimed
that the process had helped thern overcome their initial reluctance to share difficult or
sensitive issues and allowed them to become more open. Indeed, such was the strength
of the group, although some were not personally inclined to share difficulties with -
others, that they were now willing to share their problems. Several group members |

stated that the process had enabled previously difﬁcult subj ects be dlscussed openly
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“which improved and established positive relationships, openness and mutual support :
amongst group members. By sharing their difficult work situations, the supervisees

commumcated their possibly painful or uncomfortable states of mind often the results '

o of the projective identifications of others, to the group as well as giving them factual

information. The group was therefore able to act as a ‘container’ prov1d1ng a ‘de- »

toxifying’ process for individuals by bearing what they could not, and enabled them to . &

contain and process the anxiety themselves. (Obholzer 1994:6 and70)

| Surprismgly the level of trust and positive regard was not always a result of being part
of a long established group Whilst some individuals dld know one another from - :
working in local clusters together, others were not part of an established network but
still had positive feelings about workmg with others in the group A newly appomted
Head teacher’s fears about be1ng an outsider were quickly allayed. Likewrse a Head
teacher who had been unable to attend both initial tra1n1ng sessions and had only ‘
attended one of the 1ndependent meetmgs orgamsed by the Head teachers qurckly felt
part of the process. ‘

. ’It is possible that by engagmg in forms of actrve coping such as: speakmg openly, and
'prov1d1ng mutual support the group members had activated the neural 01rcu1ts in the
brain concerned w1th the regulatlon of the body’s stress reactions Through the use of
active coprng strategres to deal with traumatic or challenging events the effects of stress
.were srgmﬁcantly reduced (Ledoux and Gorman 2001.In reducmg stress levels 1n thrs '
way, it may be that individual group members changed from wanting to reheve their

anxiety to wantmg to learn to commumcate with others and to be more trusting and -

honest with them (Yalom and Leszcz, 2005:23). This shiﬁ from the relief of suffenng to |

change in 1nterpersonal functromng is mdicatrve of an essentral step in the early

dynamrc therapeutic process

. The reasons for this increased level of trust were based upon the positive personal ‘
| interrelationships and understanding of others in the group.'These were listed by
: participants as: being amongst people who: could be trusted' had valuable experience;
- were respectful, and with whom a good relationshlp had become established. .
\ Surprrsingly these effects occurred i in spite of Head teachers workmg in an extreme and

ever-mcreasmgly competitive env1ronment where they are requlred if not overtly

- encouraged to be competitive and smgle-mmded with regard to therr own schools For i

Secondary Head teachers there were distinct advantages in meetrng outside the’ f
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' Secondary Head teachers group as the competmve element was removed Overall the )

| participants stated that they believed the group to be a good use of their time and having
had positive effects on them personally, even when some of the effects had been
intangible. el o ‘

~ The reported benefits for individuals asa result of being in the group‘ such as: .
normahsatlon of issues; 1mproved problem-solvmg skills; reassurance and afﬁrmatlon,
expenenced benefits of altruism; the educative or formative functions of the group,
improved hstemng skills; 1mproved problem-solvmg skills; increased trust, openness
and communication are an indication of how the effects of the group maybe gene’ralised. |
WhllSt it is acknowledged that it is not possible to replicate the group and have any |
* assurance that the same effects would be expenenced by dlfferent 1nd1v1dua1s, it can be
seen that for the 1nd1v1duals involved in this group, their expenences of belng in the

. group may be generahsed in other situations and contexts.
iv.. ~ Wider Benefits

- Allof the Head teachers who attended the sessions felt that the group would beneﬁt

the1r schools asa whole

- This has been helpﬁd to the whole schoaf | “If I had gone under wt'th stressit
would have not been good for the school. Peer supervzszon has provzded away to

| get rid of stress without puttzng it onto the staff.” “This is not just a ‘way of
supportmg current Head teachers it is also a way of promotzng Head teachershtp
in a time when people are unwilling to take on the role due to the hzgh levels of

stress. -

(Head teacher 11 interviewed in current study)

and may offer support to the Head teachers’ professron and to other groups such as new
Head teachers; those Head teachers who had not taken part SENCos, deputy Head 2
teachers and Newly Quahﬁed Teachers

* I have already told other coIIeagues not present that the group was a very ‘, |
eﬁ" icient, eﬂecttve and conf idential way of enhstmg lots of heIp and support Those
are the thmgs that Head teachers crave.l thought straight away that it could well
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be applied in other contexts within layers of the education system. in your own
school’s enﬁir:onment, if you have time to release people it would be a good thing
for personnel in.school to use as a release valve themselvés, particularly good

. because it focuses on solutions rather than just grumblihg and then we all go

home.

(Head teacher 11 interviewed in current study)

The increased level of openness experienced by the school since the establishment of .
~ the group was seen to be a way of preventing potential tensions developing. Several
Heads said that they were now working on projects and tasks togéther suchas |
classroom oBserVations, p‘rofessionalAdevelopfnent, school prbspectﬁses and job
descriptions and that they felt more comfortable in seeking suppdrt from otheré in the

group:.

From the 2 or 3 1 ve been to, 1 often come away quzte secure of the people sharmg |
the same issues I'm sharing, or havmg the same problems r m  having as well, I
think it's very positive and certainly, if I had a problem, I now feel I could share it
in those meetings even though initially I'm not one for sharing things in a group
situation. | ' o k'

* (Head teacher 5 interviewed in current study)

Specifically some felt more able to ask individuals they had met in the group about -
issues, even outside the group situation:

Even if I could not air a problem in the group I now feel that I could contact the
others and still get support. After the first meeting I met up with ____, and weA
W¢re looking at WHether it was personnel issues, or staffing, or parent itwas an
’ opporiunity to start it going and I think geographically ~__ and Iare obwously
very close and I think I have the same close relationshipat ____and I could rmg '
him. 1 feel there are 2 Heads there who have been part of this group that I could
now ceriainly Jeel comfoi‘tabie in ringfng or making arrangements to meet up.
| (Head teacher 2 interviewed in current study)
For a newly appointed Hgad teacher, the initial rﬁeeting of the group enabled her to |
make contact with the Heads in the area:
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’ Smce the f rst meetmg, quite a few of the people who were there they are in our
cluster, and I've latched into them for other things, so whilst I haven’t been to the
-  meetings, I've phoned different Heads from different schools and said ‘Oh, I've -
forgot this’ and they've helped me out back, 50 that’s nice. For me that was a spin '
off. from that meeting because I wouldn't have approached them and because I 7'
haven t been able to make other meetings, I've been able to say, ook I've gota
problem with thts or can you help me out with this' and people have been
fantastzc back, so I've gained a lot of support even though I haven't been able to
attend specific meetings. We havediscussed the meeting in our cluster as well,
we 've said everyone’s welcome to come along to ‘it, and this is what we get from
it, and everybody’s been very positive about it so while I know that it is carrying
on and we do ﬂag it up each time we have a cluster meeting and give out new
dates forit, S0 it’s been good.

(Head teacher 9 interviewed in current study)

v Othere claimed that being in the group and getting to know other members more

intimately had changed their view of them and made them more relaxed around them: |

Despite being Head here Jor 8 years, and I know that ____ has been for longer at
, I'm finding out more about him professionally and my professional -
reaction to him in that process, which makes me feel more relaxed and therefore

able to offer an opmzon on ideas.

(Head teacher 7 1nterv1ewed in current study)

Where a number of sources of support were establrshed the peer supervrsron sessions

provided an addrtlonal level of assistance for some pamcrpants

. IfI have an issue that I ’m speciﬁcally concerned about; we talk about it in the - |
school. I can phone up a number of Heads Idon't often, but Ifeel conf dent in

- phoning up a number of Heads if I have an issue, and I think this group work rs
another layer on that — it complements what I've already got.

"~ (Head teacher 5 interviewed in current study)
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. Possibilities Jfor Other Groups

A Heb‘d teacher about to leave and take up a job elsewheré described how her
experiences in the group had made her sensitive to the needs of others and had

influenced her approaqh to dealing with listening and responding to others:

I'm very aware when I'm talking to the Head I'm taking over from in _____,
yesterday he sent me an email and said can you give me a ring, there's a couple of
, thzngs I need to share with you it would have been very easy to pass judgement
“back on what's happening there at the moment but I thought no, that’s not what
this is about, he obvzously feels he needs to talk thts through and what I need to do
is check that I understand the situation properly and help him to work through

- what’s happenmg now.

’ (Head teacher 4 interviewed in current study) ‘

- A consequence of heanng others with s1m11ar issues to thelr own may make them a

useful resource for others in the future '

I 'm very aware that if something cropped up today that related to an issue that
somebody else had talked about, they might actually be the person that I 'd want to

* ring and meet wzth

| (Head teacher 4 interviewed in current study) |

7 ' Interviewees also indicated that group members were more likely to recognise When a
~ colleague is in distress and make them more inclined to offer support following their .
attendance in the group: ‘

I thmk in one case in partzcular I've seen somebody that I feel a IzttIe concerned
about, that to me seems much more vulnerable than I thought they were, have
slight concerns about to what level they are coping at the moment, so I think you :

" do see people ina di ﬁ‘erent Izght because they have let their fa;:ade down. ..... I
think what you could do then i take account of that in your dealings wzth them so
that, say you were Srustrated at how they responded to something, 1 would haveat
the back of my mind, “yes, because of this, they are under quite alot of stress and

this is perhaps t00 much for them , you orgamse a Iot of thmgs m secondaty o
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schools for the primary schools and they often forget to send you the names, but |
you think “all they've got to do is send rne the names of the children, its not .»
- difficult!” you forgot what they are doing, just running to keep up with everything,v '
so if you know someone that bit more or seen that side to them Ithink it can only ..
be helpful, either if you ring an alarm bell 4go into them and say “look, I'm ’
‘really worried about you”, or if you have the sort of relationship where you can
" ring them up one-to-one and say, “Ey up Fred, are you OK?” or take account of
it inyour day to day dealings with them. -

(Head teacher 3 1nterv1ewed in current study)‘

Several of the Heads reported that the group sessions had helped to estabhsh more
meamngful links between members

Ican honestly say that the cluster has developed professzonally in the 8 years
‘ -sznce 1 have been here, when I f rst came here it was very zsolatmg, you don't .
know all the ins and outs so it was diffi cult and of course we have had a number
of Heads who have left 50 it’s then absorbmg new Heads which I thmk we do very
well and we are supportive. I don t know that I can put my fi inger on it [what has «
“been learnt from being in the group] I suppose you could say we have learned
that are capable of working in that way, having that more meanzngﬁd relatzonsth ,
rather than prime lzazson meetings are sharmg of ideas and information but not
the same, s0 perhaps you could say that I've Iearned that.

(Head teacher 7 1nterv1ewed in current study) s

d for at least one Head teacher, the expenence of bemg a part of the group made them -

aware of the need for thls kind of work and made them consxder workmg in this field in
the future: '

I'm becommg more aware of the idea of provldmg support Sfor Head teachers
happemng in more and more places It was mterestmg because after that fi rst
“session, I was applymg Jfor jobs at that pomt one of the jobs I applled for was a
Head teacher supportrolein_____, 1 dtd get an interview for it but chose to -
stick with the Head teacher role that I got an interview for earlier in the week, but
it made me think that this is a really valuable thing to be domg, and I can heIp
transfer it to other people as welI I don’t think I would have been able to make

‘the applzcatzon as well as I dzd without bezng a part of that group ortgmally
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(Head teacher 4 interviewed in current study)

: .Several Head teachers suggested that the peer supervision process may offer support to
the teaching profession as a whole as it was seen to have potential application to other
groups such as: new Head teachers; those Head teachers who had not taken part;
SENCoS; deputy Head teachers and Newly Qualified Teachers. -

Improved Problem- Solving Skills

Improved prbblem—éolving skills and encouragement to adopt different ways of thinking
~ though issues and approaching difficulties developed in the group sessions, had helped
some participants to manage other issues more effectively in their own schools:
- .I think that one of the things that’s transferred a little bit to mj) functioning
particularly with the chtldren in some cases with members of staff, is that you'd
_get once a day when the children will have an argy-bargy in the cloakroom and
its always one of those stories where its difficult to sort out what’s happened with
whom and all the rest of it — I came up with the tactic where I said to them ‘You
get together the four people mvolved and you decide what the truth is and what
you want to get out of It', and they Jjust want really to feel that they've been heard

- (Head teacher 10 mtervxewed in current study)

Sotne Head teachers commented that by contributing to the group their own self esteem
and confidence had increased and some reported noting observed changes in themselves
and in other Heads. A greater ability to stand back from the difficulties of others and not

take them on personally was a wider benefit experienced by at least one participant:

I've felt that very much with parents [that he has to'také on their troubles]l, I've
alwaye been a great listener to do with what parents have got to say, butit’sa
facet of my character that I've always thottght “well, I must fix that”, I've always
~ wanted to make everybody happy, which is impossible isn't it?, part of that is

trymg to say “I'll fix that " and out pops promises you can 't keep because you

can’t fix everything. I've been a little bit more thoughiful so that when they come -

to talk to me about somethmg, to ask that question “where do you want to go with |

! this one, what do you want todo?” somettmes they just want to say what they

_want to say and then they 've f mshed wtth it, or that they ve already thought of a
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~ solution themselves and they wzsh to pursue 50 — that makes my job much easier,
not to feel I have to grasp that straight away or else the school s going to faIl
down. It’s much easier to drop back out of it for a bit and occasionally, zf
- somebody’s completely irate, ... I can think of one gentleman who was completely
irate about something, there was.the containment of thinking ‘this isn’t about me, _»'
“this is about something that's happening in his life’. 1 Just haye to Ireep calm about
it, and listen to it, but I'm not going to be swayed byanger in that sense or indeed |
. get angry myself about it because it’s Jjust not worth it. '

(Head teacher 10 1nterv1ewed in current study)

Other group members reported how the skills they had learnt in the group were

transferable to their own school contexts and in their dealings w1th others who came to

them w1th problems

I felt that at that time, that that [the process] was trans’ferring‘itself —diffusing if -
- you like into how we work and how we 've worked with each other since. So, I'd
like to think that that has been part of the way that I interact with people, I could
illustrate it with people who 've walked into this office, and I've krzown that they-
- need to talk and I need to listen and just let it go, and at the end Jjust say, if |
anythmg, ‘is there anythmg else they you'd like to tell me” and just let them get zt
- out. So justas a section of the techmque bemg part of what we do, 1'd like to say-
- “yes”, and specifically from the training that you gave us I hope that because it
was a part of what we were already doing, it wouldn't be 50 easy to say, “Oh yes,

there was thts mstance or there was that mstance

(Head teacher l mtervnewed in current study)

Rather than relymg on interpretation and insight, the practlcal ‘here-and-now’ relatnonal :
i expenence of bemg in the group had allowed 1nd1v1duals to challenge thelr own
erroneous or dysfunctlonal beliefs. Group members were more able to analyse and gain
an understanding of their own dysfunctional ways of respondmg tosituationsand |
replace these with more functional responses. In thlS way their self appralsals and those v
of others may have been altered and changes both in their behav1our and their - T
internalised images of past events was able to occur in the positive manner descnbed by | § ’
Fonagy etal. ((1999) in Yalom and Leszcz, 2005 52)

The 'group format provided the educative and normative functions of peer supervision. -



Each person contributed to the range of expertlse and experrence needed to address the
_problems raised. This meant that there was a shared understanding of the partlcular role
- of the Head teacher and the context of workrng in schools. Initially there wasaneedto
- encourage group members who feared they had little to offer a group interms of |
. expenence Sklll or personahty to take part in order to listen to the contribution of the

other members of the group. ‘Therefore the group is an 1mportant mechanism for =~

conveying a therapeutic effect in peer supervision (Counselmann and Weber, 2004), as

it allows the normalisation of problems so that individual Head teachers see that ¢ 1t is-

not just them and that other Head teachers are facmg srmrlar drfﬁcultres and challenges. L

The educative or formative kfunction of the peer supervision group was again evident in
the members’ accounts that described the development of their' knowledge and skills
* through the sharing of professional knowledge, values and skills with the other group
members (Zorga, 1997, Cresp1 1997 Isbell, 2003; Aston and Molassrotrs 2003).
| Through the reflections of the supervrslon group, members learnt about their individual
strengths (Zorga, 1997; Nash, 1999) ‘and were reassured of their professronal
competence (Roblner et al, 1997). The fact that the sessions provided a posrtrve : ‘
response to solving problems rather than just expressrng concern in an unfocussed way
was welcomed by the Head teachers and encouraged a more posrtrve outlook ‘Unlike
most Head teachers meetings the process allowed partlclpants time to really listen to |
: each other and group members reported that the ordered and methodical approach
- offered by the process allowed them to really take time to reflect on issues and 'cvonsider
" their responses» Furthermore, participants reported that the process allowed the |
clanﬁcatron and definition of problems to be scrutinised in such a way that enabled
partrcrpants to understand the issues more fully and derrve more effective and
appropriate solutions. Moreover, by takmg time to define the problems methodrcally,' y
 the improved listening and problem-solving'skills avoided glib and ill-thought out -
‘responses which might have done more harm than good Even though individuals felt
 that being part of the process caused some degree of anxrety due to fears about their -
ability to generate orrgrnal questions and useful solutrons, the overall beneﬁts of the
: process were seen to outwelgh these drfﬁcultres In some cases initial fcellngs and
anxieties about being unable to make a valid contrrbutron were replaced with awareness |
of having been supported and accepted and this enabled pamcrpants to volunteer o
offer an 1ssue in the next round

Making Contacts and Establishing Networks
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| For a newly appointed Head teacher the 1n1t1al meetlng of the group had a further

: purpose in that it enabled her to make contact with the Heads in the area. Others already

established in the group claimed that being in the group and getting to know other.

members more 1nt1mately had changed their view of them and made them more relaxed
around them. Therefore, where a n‘umber»of sources of support were already establlshed, K

~ the peer supervision sessions in some cases provided an additional level of assistance.

Hearing the views of others and the range of ‘solutions’ or approaches to dlfficultles -
vwas viewed as a contributory factor in the development of participants’ own thmkxng
skills. In partlcular the sharing and awareness of different perspectives was especially
helpful and would seem to have been used by 1nd1v1duals following the process. in order
to con51der difficulties 1ndependently There was also evidence that some group
members felt that they had gained advantages through the modelhng of aspects of some
other group members (Borgers 1983) They were able to learn from watchmg and _
hstemng to how each other tackle problems partlcularly where the focus was on shared N
problems (Kuipers et al. 1997). Some Head teachers commented that by contnbutmg to
the group their own self esteem and conﬁdence had increased and some reported noting °

observed changes in themselves and in other Heads
Generalising and Adapting Skills

“A greater ablhty to stand back from the difficulties of others and not take them on
personally was a wider benefit expenenced by at least one partxcxpant Whilst other
group members reported how the skills learnt i m the group were transferable to thexr .

~ own school contexts and in thelr dealmgs wrth others who came to them with

problems.A Head teacher about to leave and take up a job elsewhere described how her
expenences in the group had made her sensitive to the needs of others and had |

influenced her approach to deahng with hstenmg and responding to others:

I'm very aware whén I'm talking to the Hea.al I'm takihg over fromin ___, |

yesterday he sent me an email and said can you give me a ring, there’s a coupl’ek of

things I need to share with you it would have been very easy to pass judgemem

back on what'’s happemng there at the moment but I thought no, that's not what ;

this is about, he obviously feels he needs to talk this through and whc_zt I need fo do e -
‘ is’checkvthat I understand the situationbproperly and help him‘to' work ihrbz)gh f‘ g
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what's hoppening now.

(Head teacher 4 interviewed in current study)

A consequence of hearing others with similar issues to their own may make them a

useful resource for others in the future:

- I'mvery aware that if something cropped up today that related to an issue that
somebody else had talked about, they might actually be the person that I'd want to

ring and meet with. -

| (Head teacher 4 interviewed in current study)

Attendance at the group increased awareness of the vulnerability of others and as a
consequence group members felt that they were more likely to recognise when a

colleague is in distress in the future and make them more inclined to offer support:

I think in one case in parttcular I've seen somebody that I feel a little concerned :
'about that to me seems much more vulnerable than I thought they were, have ' '
slight concerns about to what level they are coping at the moment, so I think you
do see people in a different light because they have let their facade down. ... I
think what you could do then is take account of that in your deahngs with them so

_ that, say you were frus_trated at how they responded to something, I would have at
the back of my mind, “yes, because of this, they are under quite a lot of stress and
thls is perhaps too much Jor them”, you organise a lot of things i in secondary

- schools for the primary schools and they often forget to send you the names, but
you think “all they’ve got to do is send me the names of the children, its not
diﬁ'icultt ” you forgot what they are doing, just running to keep up with everything,
S0 lf you know someone that bit more or seen that side to them 1 think it can only
be helpﬁd etther if you ring an alarm bell — — go into them and say “look, I'm -
really worried about you or if you have the sort of relatzonsth where you can

. ring them up one-to-one and say, “Ey up Fred, are you OK?" or take account of |

it in your day to day dealings with them. A

(Head teacher 3 interviewed in current study)

Several of the Heads reported that the group sessions had helped to establlsh more
meaningful links between members:

219



I can honestly say that the cluster has developed professionally inthe 8 years
since I have been here, when 1 first came here it was very isolating, you don’t
know all the ins and outs so it was difficult and of course we have had a number
of Heads who have left so it’s then absorbing new Heads which I think we do very
weil and we are sdpportive. I don’t know that I can put my finger on it [what has
- been learnt from beihg in the group], 1 suppose you could say we have learned

that are capable of working in that way, having that more meaningful relationship

 rather than prime liaison meetings are sharing of ideas and information but not

' the same, so perhaps you could say that I've learned that.

(Head teacher 7 interviewed in current study)

and for at least one Head teacher, the expérience of being a part of the group made them
‘aware of the need for this kind of work and made them consider working in this field in
the future: '

I'm becoming more aware of the idea of providing support for Head teachers . .
happening in more and more places. It was interesting because aftér that first
session, I was applying for jobs at that poz:nt, one of the jobs I applied for was a
‘Head teacher supportrolein _______, 1did get an iﬁteri{iew Jor it but chose to
' ~ stick with the Head teacher role that I got an interview Jor earlier in the week, but
' it made me think that this is a really valuable thing to be doing; and I can help
 transfer it to other people as well. Idon’t think I would have been able to make

the application as well as 1 did without being a part of that group originally.

(Head teacher 4 interviewed in current study)

The psychoeducational effects of the group may also have helped some group members
to consider the impact of negativé emotions on their own relationships and those of
others in a more effective manner, having directly examined how these emotions can
affect their own lives and their relationships. Had they not examined these issues within
the group, individuals may have .re.v.erted to inappropriate or dysfunctional handling of
such emotions (Beardslee, Wright, Rothberg, Salt and Versage, 1996). Indeed, for at
least one participant, the experience of being a part of the group, had made them so .
aware of the effects of negative emotions on others and the need for wéys to mitigate

"these, made them consider working in this field in the future.

Awareness of the difficulties of others was shown to help both the ihdividuail with the
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problem directly and others in the group indirectly. Direct support for those witha =~
difﬁeulty came in the form of support reassurance, suggestions, and insight. However, - |
as a consequence of sharing their issues they became a potentlally useful resource for

others with similar concemns in the future.
Increased 'Reﬂexivity :

~ Experience of taking part in the group sessions had made some participants more
prepared to reflect on their own practice and to relate it’s effects to other training they

had received in order to improve the running of their school through consultation with,

and development of, other members of stafT:

* I'would say that actually, [because of the group experience] I can now look back
- at some of the decisions I have-made, I ”ve been aHead for 3 years, and some of
them have been leaping inA knee jerk without actually taking that time and S
distance from an issue, involving other people in it and getting other peoples a
| opinions, perhaps taking a whole different approach next time. Yt es, it’s
_interesting, because it’s made me think about a _____shzre Small Schools -
Conference where there was a speaker, John Burnham- West, talkmg about ina
school how to sustain Ieadersth, I've realised I can tdo this on my own. Iv ve got
2 full-time teachers and 3 teaching assistants. He had thts model, if youwant to
sustain in your own eapacity to be a leader, how capable people were and how
» engaged they were wzth what they were doing, you could measure your members
of staff - say_____, our Deputy Senior teacher, she's very capable and
completely engaged with everything, very enthuszastzc, similarly wzth —yvery
experlenced extremely capable. The TAs are all very capable. He sazd in some
schools you ‘have a teacher that’s not really very capable and completely swztched
off so she would be down there, or this teacher that i is really capable been here :
for years but completely un-engaged as well, then the enthusiastic people but not

that capable soasa Head where do you concentrate your energtes7 4

sustainable school has lots of dyfkrent levels of Ieadersth, who'll actually have ? - -

. people up here so that’s what you want to concentrate your time on. ]f I was in a

large school and had one or two of these peopIe I'wouldn't want to waste tlme

- gettmg them ﬁom there to there, I 'd look at the other people and make them more =~

B capable through professzonal development So these people can heIp me, and I m

at this stage when I wzll actually go fo and____to gauge their opzmon k, L
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on things, it’s very important to do that.

(Head teacher 8 interviewed in current study)

~This may be further evidence of the greater inclination to adopt a more depressive
position on the part of group members who might previously have taken up more

paranoid defensive states of mind. It may also be due to the improved cognitive skills -
and greater awareness of the emotional aspects of adverSIty expenenced by those who

_had attended the group.

Whilst the more obvious advantages of being‘in the group were readily and clearly |
articulated by group members, a number of participants stated that the deeper benefits of
the sessions were almost intangible and the benefit was in experience rather than the |
outcomes. Indeed some interviewees appeared almost dismissive of vengaging ina

" discussion about evaluation of the sessions and suggested that the only way to see if

new 'groups would work was to set them up and see.
V. Barriers and Limitations

: Desplte careful planning at the start of the programme a number of pltfalls assocxated

with using group supervision became apparent in mtervrews with group members. From

the outset it was very 1mportant to have a structure for the group sessions in order to

- avoid unconscious drsorgamsatlon of the group by members who wish to avoid facmg :

“anxieties and dlsagreement (Obholzer 1994). A clear structure helped to build trust and
gave partlclpants greater freedom to ask more probmg questions, make more frank
observations and offer more radical suggestiorrs than they would have done in another,
less structored forum. To make up for the absence of a group leader the maintenance of
such a structure required a high level of conrrrﬁtment from group members to the -
process. The structure was established in this study by running a group sessions led by
an EP before asking Head teachers to take on this role or to use the process in parred
sessions. In order to prevent d1vers1ons and dxsmtegratron of the process, sessions were
required to follow a pre-arranged structure where the chair maintains the essential steps
and procedures. Each of the sessions was desxgned to have focused on provrdmg a

. positive and pragmatic approach to problems within a supportive and trusting context.

Lack of Structure
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Where the proceSS was not strictly adhered to there were mixed feelihgs where some
‘members enjoyed the eonsequent diScussion whilst others were dissatisfied. Participants .
described a meeting whlch had not stnctly adhered to the process as ‘a whinging

session’ whilst others in the group found the same meeting to have been helpful and

- rewarding:

The meeting that I went to at ___ School the other day, we didn't share a speczf c
problem so it was more of a general dzscusszon, some talked about the thmgs .
they'd talked about with you 1 had interviewed a number of Head teachers at th1s
point], people you had already seen, some people talked about the general -
| pressures on them and support they gotﬁom a group situation like that, and we J
also discussed the principles of what we were doing and there was a Iot of support ,

for that again that was a mzxed cluster some from the clusters and some . |

" from ours, so yes, it was good. '

(Head teacher 3 interviewed in current study)

Specifically those who enjoyed the session Saw it as areview of the process and an
analysis of what worked about the process They also saw itasa way of planmng

sesswns for the future:

We did say yesterday, we were talking about the process and how it was going to

“work in the future and that sort of thing, we felt that we *ve changed the way we
listen o each other and how we talk to each other so the moam'ng/groaning bir '

" was diminished and there was a much more supportzve Jeel. You know the way of -
working where you listen to the person tell their situation then you go round and
ask questzons we were almost using a version of that but within the open

‘ discussion forum S0 everybody was giving other people time to express what thetr ‘
problem was and then they were askzng another questxon to f ind out another bit of o '

-information and then we found that somebody was pulling it together and
summing it up and feedmg it back to us w1thout us actually havmg set it up like -
~ that was what was actualIy happenmg, and I'was very aware of that, we dtd say at

_the end how useﬁxl it had been R

(Head teacher 4 interviewed in current study)

There was specific support and zdeas gzven perhaps it was almost an mformal

 review of where we're up to and dzd we want to take it forward that was f
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valuable. We've agreed a particular focus for the next meeting because one of the
 things we talked about a lot was relations with parents, difficulties with them and
how to encourage them, so weve all said we’ll come prepared with some issues
- surrounding parents and at least a couple of peopie will present those. Ithought
that was nice as well, to have a theme, because if we ’ve all been thinking about
 that and it may be that someone else s problem helps us with ours anyway — -1

thought that was a posmve

" (Head teacher 3 interviewed in current study)

One part1c1pant explamed that he felt that the process had developed from the initial
format into somethmg equally helpful, still maintaining elements of the ongmal format

but with the addmonal possibility of a structured open forum:

__ poured her heart out about the pressure she 's under because of target-setting
" and of course everybody m the room was all exactly the same — no, not exactly the
same because it was interesting what came out, but what went on then for what
must have been half an hour was what an observer would see as an open
discussion but all the elements that we 've been taught were in there but mixed up,
so that everybody had an opportunity to put their experzence and agree. It felt
like that when our advisor comes in and stuff like that, and let's not forget about
 what value Ofsted has in this, it was a very wide ranging dzscuss:on itwasn't
- 100% whinging and that is a huge step forward because I believe that without the
training we 've had and the understanding that we have within the group, if we 'd
have sat down as 8 people cold, and that had been raised, it would have been
_different. ' |

(Head teacher 1 interviewed in current study) , ‘

Conversely, other interviewees expressed their frustration about the events that occurred
and were keen to re-establish a formal process and structure. One individual reluctant to
take control for fear of appearing overbearing and controlling felt inclined to take over

the process to get it back on track. However, he went on to describe some positive

outcomes from the meetmg in that the group agreed to have a focus for the next

meetmg

)

- I suppose I was just shghtly dzsappomted but I wasn’t running the meettng, it dzd

" turn into a moaning session. There were a couple of times during the meenng
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- whenl rzearly said “right, shall we....?" I suppose the main thing that stopped
‘me, one of the things about my primaries is I don't aMays want to goinasthe
'Secondary Head and say, “let’s do this” because it’s very easy and Primary staff

will almost look up to you if you're not careful and see you as somethmg different,
and I've always fought against that, I don 't like sayzng ‘this is what you need to
- do with your children so they're ready to come to us”, its “how can we Sitinwith
~what you've done. I'm always a little bit reluctant and if I'd been in my own

~ school I probably would have done, ibu't because I was sitting in a colleague ’s
i staﬁ\r room drinking their'tecr and eating their biscuits, to suddenly say “well I
think we should...” I was just a bit reluctant but got close to it - perhaps I should

have done!

(Head teacher 3 interviewed in current study)

- Another Head teacher who had been at the same session also explamed hlS frustratlon
about the events that occurred and was keen to re-establish a formal process and -

structure .

I was a bit frustrated after the last session, I said let’s all come with at least one -
. issue, then we can negotiate at the meeting Which issue we discuss, but at least if
we come with an issue, we are not just going to end up agam just talkmg and

. moaning, the process ztself is really worthwhzle

(Head teacher 6 1nterv1ewed in current study)

One inter;;retation of the actions of those who enj oyed the session which had not strictly
adhered to the process as the adoptlon of the depressxve posmon as they could have
been seen to be evaluatmg their current posmon in order to make it more relevant and
efficient. However, as the overt aim of the group was to provide a space for staff to
drscuss specrﬁc issues in order to resolve their difficulties, there was a possrblhty that
some group members had a covert aim. This may have been to avoid experiencing the
- negative feelings that may be engendered dunng the discussion of a speclﬁc problemor
it may have been to spare the group the arduous task of workmg through a speclﬁc issue
at a time when all concemed were very trred Such behaviour may have been a .
consequence of some members adoptmg Bion’s (1967) basxc assumption mentallty It

could have been that basic assumptlon pairing (baP) mentahty was adopted by members

of the group who regarded unspecrﬁed future events as a defence agamst the dlfﬁcultles :

of the present. Discussions about certain topics may have been used defensxvely_to share =
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acceptable, common feelings whilst avoiding other, less commonly shared,
~ unacceptable feelings and the possibility of feelings of helplessness in the face of being
able to do so little.

On one occasion there appeared to be an opportunistic unburdening of negatfve
emotions by one individual who could not contain their emotions for themselves. Such
behaviour may reflect Bion’s (1967), basie assumption fight-flight (baF) mentality. It
was appafent that an ‘enemy’ in the form of the Local Authority was identified By some
in the group and the unstructured group discussion enabled those in conflict with or in
fear of the Local Authority to rail against it and encourage others to devise retaliatory of
avoidant action for them to follow. Although some sense of unify may have resulted, it
may also have merely served to avoid facing the difficulties of the work of the group
where some members of the group spent their time protesting angrily, without actuélly

' planmng any specific action to deal with the percelved difficulties (Stokes, 1994). By
not following the correct procedure, some individuals prOJected their negative feehngs

"~ onto the other group members who experienced this as dxscomfort and anxiety and were
unable to contain the feelmgs adequately, This may suggest the value of the

psychodynarmc approach for EPs workmg within systems where this type of
phenomena might emerge. .- -

Although a number of participants described how deviations from the prescribed |

. procesé had developed from the initial format into something equally helpful, that
retained elements of the original format with the additional possibility of a structured
open forum, other interviewees expressed their frustration about the ev'ents that

, occurred._ They descﬁbed the discussions as repetitive and aimless, outpourings of
negative emotion where feelings were expressed in an ﬁn—thought-out and destructive
way and with little regard asto how the isstx_es may be resolved, after the fashion
,descri’bed ‘by Obholzer,' (1994). These group members were keen tdre-e'stéblish a formal
process and structure and they hinted that if this was not achieved there was a danger - .
that their attendance -might become less frequent, or even non-existent (Obholier, 1994).
The reluctance of one individual to take control and to get the process back on track for
fear of appearing everbearing and controlling, reflected the degree of frustration, -
anxiety and possible helplessness experienced by some group members wbh‘o’may have
been unwitting reclpnents of the negative emotions of others expressed in an |

uncontrolled manner that did not facxhtate containment.
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Need for a Leader

. "I‘he expectation and need for an ofﬁcial. leader, not only to act as Chair but to

" administrate and organise the meetings for the other members came over 'cleavlrly from

“several other interviewees. SeveraI of those who participated stated 'that' whilst it Was
essential to have a Chair to lead the sessions they were reluctant to take this folc -
themselves as they felt their lack of competence and inexperience in the role may

impede the support of a colleague:

Idon 't‘know that I would be confident at this moment to act as chair, I'm quite
willing to listen and ojfer vxewpomts and also to ask for clarification but Idon’t

_ feel that confident to be the Chair at this stage.

(Head teacher 7 interviewed in current study)

However, others described how their initial reluctance to act as Chair was diminished

" having experienced béing in the group:

1looked at 2 of the Heads and thoi(ght they were very conﬁdeni, I don 't want to be
in their shbes, 1 couldn 't chair anything j}ét, I feel too nervous but now that’s

- changed. 1 hal;en 't particularly got a problem, bui Ican actuallybeina . .
supportive role through that process.

(Head teacher 7 interviewed in current study)

The difficulties of deciding a process for who should take the role of the Chair were
highlighted. Likewise concerns around the expectation that preVi;)usly competent Chairs -
would automatically assume the role were voiced. One individual in pamcular who had
taken up the role of Chair at several meetings expressed his concern that an expectatxon -
" that he would always take that role had been set up. He explamed that whilst he was
prepared to édministrate the organisation of the meetings he did not want to be the

named Chair and he descnbed the events that happened in the group when he 1gnored
the cues to take up the role

Now I'm very happy to [admmlstrate the group] with a btt of a condition on zt
because I felt that even though we 've had 3 meetmgs, last mght s meeting



confirmed that there is an expectation amongst the group that ___'s going to -
organise this, and if somebody bring& a problem, eyes come towards me to chair it
and I'm not comfortable with that, because I don’t think it's right for the group, |
I'm happy to serve but don'’t think it’s right that one person should always be
takittg that role, I'm happy to take the management role of letting people know,
~which I will do this morning, an email to say that the next meeting is at this ' _
school, at this time, this plaee. Last night's meeting I think is relevant to that issue
- because there were 7 or 8 of us, all-very tired people at the end of term, and we 've
all got what’s going on in the oaokground in Christmas plays going and all the
rest of the stuff at the end of term. What came out was, at one point, __, who is
the Head of the host school, looked at me, I was opposite her round the table, and
- I know she was effectively sayihg to me, are you going to start the meeting now,
are you going to call us to order after the chit-chat that we ’ve had at the start, but
Ididn't respond because I didn’t want to say “You take it” but it’s her school and
I wanted her to have the opportunity to take the lead, but what happened then was
that ___ called the group to order, if you like, and then she raised an issue but she
didn’t say we 've started but she started and the rest of the group didn’t strictly
keep, because nobody had said thts is the beginning of the group session, but she |
‘started to speak.

(Head teacher 1 interviewed in current study)

The expectation and need for an official leader, not only to act as Chair butto |
administrate and organise the meetings for the other members came over clearly from

several other interviewees:

I think often these groups have one or two driving forces, it needs somebody who
perhaps is the prime mover, who is very committed t0 it, who is oﬁen the best

- person who will keep something going, has energy and willingness to talk to
people, to ring someone up who hasn’t come and make sure they’re there.

- (Head teacher 10 interviewed in current study)

- Yes, because unless you do that [the facilitation/administration of the group]
* people won'’t get together because everybody is busy, aren’t they? .

(Head teacher 6 mtervxewed in current study)

" It needs a key person who's leading it, I know that's not the essence of it, but I
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think I need to know when the next meeting so I can block the time, so that 1 'm

available, but actually I don’t know who to contact - yes, because there does need
to be one person that you latch onto, maybe a well established Head who ’swilling
to take it on and it isn’t fair on one Head not to gét that opportunity to participate
if they're not told about it. -

(Head teacher 9 interviewed in current study) -

However, there was also recognition that no-one was willing to take up the role of !
leader/ administrator and there was a suggestion that the role of facilitator might be

taken up by the Educational Psychologist.

The reluctance of some group members to take on the role of Chair was accounted for
by an apparent lack of competence and experience in the role which may have impeded

the Support of colleagues:

It is [quite stressful to support someone else] from the point of view that you feel
quite responsible, because you feel that thé other person is depending in the grbup
to come up wiih t}zings they can run with, and it isn’t always gbing to be the case,
the things that péople suggest might suit them in their éircumstances but might not
suit the person they are talking through, so you can ﬁael responsible, and also you
feel that I've got to have something to suggest otherwise I might not be supporting 'V
this persén in the way that I want to, particularly if you have other things in your
own mind that you are already worryi‘ng about. To focus on someone else’s issue |
at that point isn't easy, it’s quite hard work, you have to clear your m.m"mind of .
other things and stick to what it is you 're talking about and sometimes ybu start to
go off on different thoughts because somebody might mention something and you
have to keep your train of ihought back where it is but somebody saying at the

- end, “actually there area éouple of things I could run with...” the worries abate
a little bit at that point because actually it has been powerful for them, it has
given them something and even if it isn’t the solution it has given options.

(Head teacher 4 interviewed in current study)

. waever, such dependence'on a leader figure, combined with reluctance to take on the

~ " role is reminiscent of Bion’s (1967) Basic Assumption mentality, adopted by groups to

meet the unconscious needs of its members through the reduction of anxiety and

internal conflicts, in contrast to the behaviour of groups adopting the work-group '
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mentality where members are intent on carrying out a specifiable task and assessing

 their effectiveness in doing it. Specifically, basic assumption dependency (baD) may be

apparent in the reluctance of the group members to take on the positions of Chair or |

‘administrator as the members of the group expect a leader to emerge who will look

after, protect, and sustain the group without makng the members face the anxieties of

carrying out necessary offices. However, others described how their initial reluctance to

- act as Chair was diminished having experienced being in the group. There was a

suggestion that the role of facilitator might be taken up by the Educational Psychologist. |

Fears about Personal Exposure and Emotional Stress

A number of partlclpants stated that they had been initially reluctant to share an issue

with the group fora varlety of reasons: One Head teacher descnbed how she overcame

her initial reluctance to share her problem:

1 think there is stili abitof a reluctance; I know at [the last meeting], I had the

problent, and at first no-one would say tznythirzg, you know how you do, everyone

had rushed in for 9.30 and grabbeda coffee tind all sat down, immediately [the

. Chair] said “shall we begm make a start”, there was a silence and at the backof '

- my mind I had this exclusion issue thinking, I'd like to mention that but I'll not say

anything because there may be a more burning issue, and they will all think ‘we

deal with that ona daily basis, get a grip woman’, it was quiet for a few seconds

and then I thought T've got to go w:th this because it’s a real worry to me’ so

that's what we did!

(Head teacher 2 interviewed in current study)

whilst some felt that their issues were not serious enough:

‘The interesting thing was when the guy said has anyone got anything they 'dlike

to discuss? There was a long pause because at the moment my school has the .

issue that we don’t have a school uniform and I would like to introduce a school

. uniform and out of a questionnaire that came out at the end of Iast summer there '

was a small majorzty of parents who would like to see a school umform so you ve
come further down the road, but it's an extremely emotive issue to some of the
parents in the village who are extremely opposed to the idea, it's become an issue

-~ in my head - is it a battle worth fighting? Is it the gossip on the playground? Is it
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worth destroying the ethos of the school over? So I was half wanting to take that -
myself but didn’t know if it yvas serious enough. Next time I would actually |
address it, there are so many issues from different Heads but there are a lot of
commonly-shared issues, so I think the uniform one may be something they've
been through. Each school has its own set of parents, each school is unique. 1
probably would take the umform problem to the group now actually, yes.

" (Head teacher 8 1nterv1ewed in current study)

or that their problems were too similar to issues that had already been discussed

\ previously:

I have discussed a problem with the group, it went really well, the only thing that
- concerned me was that it was quite similar to one we had discussed at a previous
session. ' |

© (Head teacher 6 interviewed in current study)

- A number of .Heads expressed a yvoh-y that prior to attending the initiai session they |
were concerned that the group work mlght be stressful and that they would have more

emotional weight to carry As one Head teacher said:

- I'was aﬁaid it would become negative and people would geta sense of unburdeﬁing -

themselves.

(Head teacher 11 interviewed in current study) o

Other fears expressed were concerns about COnﬁdences 'bein'g broken or of being -
exposed as ‘weak’ or ‘not up to the jOb' The risks of personal exposure and being told -

what to do were explained by one participant who came fo view the process as being

very beneﬁc1al

1 thfnk one Ofthe problems with these sesSians_is that you feel a bit vulﬁerable, it's.
a bit risky and although it is worthwhile, and you want help, but you don’t want to
. seem as though you want help — you want people to help you and come up wzth |
 ideas, but at the same nme you don’t want people telling you how to do your jOb
It’s sucha useﬁd tool, absqutely spot on in terms of coming up with posszble

solutions. But in all of that positivity there’s these vulnerable feelings and

" anxieties.

o



(Head teacher 6 interviewed in current study)

Despite these concerns the interviewee stated that the p‘rocess was of benefit and that

“others should overcome their anxieties in order to find solutious to their difficulties:

I'm struggling to criticise the process because I think it’s so effective, there are
- those issues we talked about in terms of insecurities and anxieties but I think that
it couldn’t be any better unless people are going to overcome those anxieties, they -

- are just not gomg to find the answers, are they?

(Head teacher 6 interviewed in current study)

- One Head teacher stated how, by attendmg the group, she had overcome her reluctance
to share difficult issues:

I'was handling a situation last yecrr as regards the LEA’s perception of my school

tat'the end of KS2 test results and I came to feel that in the end, over the year, I

came to my own salvation with that one, but maybe if something now came up I
“would be conﬁdent to share with colleagues because I think that’s the other side.

(Head teacher 7 interviewed in current study)

Reluctance to Share Problems

The fears of some group members thar their issues were not serious enough or were too
similar to issues that had elready been discussed are consistent with the feelings of basic |
inadequacy, interpersonal alienation and concern about their sense of worth and ability
to relate to others, described by Yalom and Leszcz (2005), as common concerns of (
those involved in therapeutic groupé. Similarly, the worries of some paxticiparlts priorto
attending the sessions that they might be streszul and would give them 'additional |
emotional weight to carry, were fairly typical Although some group members reported
bemg upset or distressed as they recounted their concerns to the group, consistent w1th
the claims of Hollway and Jefferson (2000), it proved that it was not necessanly
harmful to experience such feelings, as they then went on to state that it was in fact
reassuring and tlierapeutic to talk about an upsetting event in a safe context. Similarly
there were no reports of group members being subjected to scapegoating, group o
pressure, breaches of conﬁdence, inappropriate reassurance, or hostile confrontation.

Likewise, there were no reports of the process resulting in the precipitation of a crisis in
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a mernber’s life, or of an individual entering a group session feeling relatively S
‘ comfortable and leaving feeling vulnerable and defenceless. There were no reports of
anxiety created as a result of listening to the problems of others in a group and there was

no incidence of personal issues emerging as a result of being in group.

| -Because all of the 1ntervrewees stated that the process was of benefit and that others
should overcome their anxieties in order to find solutions to their difficulties it might be
assumed that the solution-focussed nature of the group sessrons made it is unlikely that
a participant would become the victim of any of the above situations and be left

* unsupported or feehng helpless The structured process may therefore have reduced
personal vulnerability and psychologlcal exposure. Again the contammg qualltles of the
group process are apparent in that as the recipient of the proyected dlstress, and by -
actmg as a ‘container’, the group was be able to bear what the individual member could
not, and, by arttculatmg thoughts that they have might have found unthmkable
contributed to developlng in them a capactty to thmk and hold on to anxiety themselves, ! _
(Obholzer 1994). | |

' Feelirtgs of Responsibiiit)} _towdrds Others in the Group

A number of partlmpants reported that they had reservations about attendmg due to
feelings of responsibility towards supporting others in the group and the anxieties
around having to generate questrons and offer solutrons, partrcularly when they had
their own issues to consider. One Head teacher told me that she had felt too emotional
_ to be able to offer support o others whrlst others did not feel that they had enough |
expenence to offer. One partrclpant inferred that some of the anxxety experxenced may

 be because some problems do not always have an obvrous solutlon :

~ The fact that some of the problems are really dtﬁ‘ cuIt and you want answers to those

problems but perhaps sometimes there aren’t clear cut answers.

(Head teacher 6 interviewed in current study)

Whilst a sense of belonging to the group can raise self-esteem and meet members" S
dependency needs, it may also foster responsibility and autonomy, as each member s

_ requlred to contribute to the group’s welfare (Frank 1957, Braaten (1991) Such -

reluctance to engage in the difficulties of others and the lack of conﬁdence in bemg able s

to offer solutrons may also reﬂect the feehngs of the group membcrs who consrder e
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B themselyes to be inadequately prepared to deal with the effects of suffering or distress in -

, others and the correspondlng anxiety in themselves (Obholzer, 1994). It could also
suggest that they may be experiencing such similar feelings that they feel that they

| cannot contain them for each other (Speck 1994). Some of the anx1ety expenenced may -

also have been because the solution to some problems were not obvious.
Advantages Difficult to Define

When discussing the advantages of attending the group, some participants stated that
| in some ways it was very difficult to define or indeed, justify what was actually -
being gained. They felt thls mrght be a drawback if they were requrred to account for :
the time they spent in the group The dxfﬁcultles of explarmng the merits of the group |
to other Heads who were bemg encouraged to attend the meenngs, who mlght not

regard this kind of work asa pnonty glven the tlme pressures were also expressed

Itis, it's not that you can put a manual together is it, and write down this is what | o |
we do?, its not like that, we get Heads whove got somethmg to say - good

- practice, got thezr SATs results up, or domg well with the boys attainment or got |
something going good with the governors project, it’s easy to stand up and talk
about, they coulddo a Powerpomt on that and talk about it but this isn’t like that
think carefully what you would stand up and say to feIIow Head teachers. You ~
don'’t know, even if you're commttted to the group as a good thmg and you thmk
they ‘Il [other Head teachers who have never been to the group] benef t from it,
what do you say to them because its s0 mtangzble? The outcome 1 thmk is not
entirely but Iargely dependent on qualzty and w111mgness of the people in the
group so there's no guarantee that You are going fo pop out with a kite mark at
the top of your letterhead like you would do if you were gomg todo health
promotzng schools, its not like that - that stuﬁ’s not of value I'm sure of that

(Head teacher 1 mtervxewed in current. study)

One Head dtscussed how his attendance at meettngs mlght be v1ewed as mdulgent by = : |

others who do not understand the beneﬁts of attendance

Its very much percet’ved asa quut:y, it could be perceiyed Iilte that in the minds of by '
many people - somebody mtght think weII you are gomg ojf toa Iovely, warm

' chat group as it were, support group isn't that a bzt of a quury when the ,M'



school’s budget is under pressure? |
(Head teacher 10 interviewed in current study)
Another Head teacher explained that sometimes in trying to evaluate outcomes of the \

success of the group, the effect of it could be lost:

So Iét"s look at the issue we talked about at ____, we could talk at the next
meeting &bout how effective it was on the Head teach'erv with the ‘jum’o‘r school

~ whose issue it was. I think sometimes we need to be careful with outcomes,
sometimes it just gets you going through the processes of articulating the issue
‘that you've got, of listening to the experience of the other people — that’s |

. worthwhile in ztself because what it often does is start thought processes going
‘and when you'reina school all the time and not rubbing shoulders with other B
Head teachers, I think the benef it is the fact that you are rubbing shoulders with
other Head teachers and listening to other Head teachers whereas when you are
ina school it’s a lonely profession and if things start going wrong you really are

by yourself. Ithink this group particularly is beneficial because you are not by
yourself; you have no need to be on occasions, you can get in and articulate what

the issues are.

| (Head teacher § interviewed in current study)

This may be a factor when trying to recruit new members to the gronp. The 'experience
of the other Head teachers in the group was something that was clearly valued by the

- members. However, a newly appointed Head did not feel unwelcome due to her relative

lack of experience.

Rogers (1966), regards this deeply felt human experience in the group to be of great
value to the individual even when there are no obvxous changes in their behaviour or -
other outward signs other than their expenence of a more human, richer part of
themselves. In addltlon, Rogers’ (1966), and Schlatchet’s, (2000), claims that the
intimacy developed in a group is essential as a counterforce in a culture that undermines
human relationships may 1n1t1ally serve only as internal reference points for those

- involved, having no obvious external signs, at least for some time, and as a consequence '
be difficult to evaluate N

l 1235



-Time Pressures and Other Commitments

In order for the group to survive and proéper, interviewees stated that there wasa

requirement for regular attendance from the members and regular communication: -

I think probably the regularity, you need to constaﬁtly stay on it, 1 feel because I
couidn 't make the last 2 I'll find it more difficult latching into the next one
because from my point of view I Il think well, they all managed to make that -
meeting, I "ve had no Sfeedback from that Meeting 50 know nothing about it, so me
then walkihg back in 6 months later, even though I had been invited to them all,
f’ll be thinking have they got a bond that I'm breaking into? So that 's quite an
issue really, in terms of how you get information back from the meeting, well youv
don’t, because it’s confidential, so you don’t know what'’s gone on and get less

connected, don’t you?.

(Head teacher 9 interviewed in current study)

In common w1th the ﬁndmgs of Stnnger etal. (1992), time pressures and teachmg

commmnents were seen as a main barrier to regular attendance at the group:

It is a problem because I know at one of the meetings something came up, and it's
very easy in those circumstances to think, “right, well I actually won't éo to that,
because if [don't gb, its not like I'm going to miss vital information that I will .
" need in 3 weeks’ time. But I think th_e more we meet, the more we see commitment
JSrom each other, the more those kind of excuses will disappear, but I do agree that
for people who haven’t come at all, and for people who might want to join the

group but haven’t come it's probably quite a difficult thing to do - how do you
reach those people? ‘

.

(Head teacher 10 interviewed in burrent study) |

Despite arranging dates for meetings well in advance, other events can compromise
members’ attendance at the sessions if they were called upon to deal with unexpected

crises. Concerns that time constraints would have an impact on attendance at the group

were artxculated by several interviewees:
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My other worry is attendance, because I know how hard it is Jor people to get to
these sesstons, and when you are trying to fix a date, you know how it is, you've
got6 or 8 people there, trying to find 1 date that everyone can make is difficult,
anaV even then things crop up, so a commitment from the group to keep it going

: and keep attending I think is really important. That worries me because if I think -
of all the other things I've been involved in — NPQH had a sort of support group, -
but people were basically Just too busy to keep it going.

(Head teacher 6 mtervxewed in current study) '

However, by arranging the: location, venue and time of day well in advance the chance

of members attending is increased:

It’s the time you can glve to if, we Iook at when everyone can meet and put in our
dzarzes as soon as we can, and it can be sometimes can’t it because when you et

' nearer to it you think well, actually, I've got a church mspectton sodon't really
want to be out that morning, the key thing is we 've Iooked at time, I think the last
one we allocated 9.30 to 11.00, we said look, lets get the early morning rush
over, allocated that mid-morning time and get back far lunch. That could
sometimes be perceived to be a barrier, when you've got to be somewhere for
-1pm, something happens_' at lunchtime and you can'’t leave. So timings can bea
barrier for people in certain circumstances. We've tried to overcome that by
saying what works for us and when are people happiest to come out because we
are all tt‘avelling within 4 or 5 miles, so it's keeping it local, so hat)ing a trip say
to__,canbe perceived to be a barrier. The venue and timings can be a prohlem,
50 you need to overcome that And also make sure that it is in schools — it's been
at County, at the Hotel, at ____Juniors and now going to be at -

(Head teacher 2 interviewed in current study)

Time constraints were also seen to be especially constricting for Head teachers of

smaller school who have teaching commitments:

The only prevention is time Jrom my point of view. ____ has just emailed to sayl '

the next meeting is at such and such a primary school on such and such a date,

and looking at that week, I'm out of schoal alfeady 3 times so can I afford to go, |
because I teach as well you see. It would be OK for sameotze like . ina btg

"school - I'd say time is the big restrictive thing. It’s balancing out what the
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priorities are, but to survive Headship you've got to get out of school at least once
a weeh get out —I've got perfectly capable staff who wouldn’t miss me for an
afternoon. The only thing restricted me is prioritising what's important, even if I
haven’ tgota problem to present it's beneficial to go.

(Head teacher 8 interviewed in current study)
Newly appointed Head teachers also felt under more pressure than others:

Time is the main one, I think for me, say in a couple of years’ time, when I haven’t

got the same pressures of just taking over a new schooI then that would be more

. that Iwould seek to do down the line because I've got more time to do it but at the
moment everythmg is pushmg Ithink everybody is trying to pour so much into
you as a new Head in terms of ‘the authority want this’, you've got the New

| Visions course, and the first year of Headshtp courses, and there’s all those thmgs
you didn’t have when you were a Deputy, and also I'm a teaching Head, so

‘there’s a limit.

. (Head teacher 9 interviewed in current study)

Time constraints were also seen to be potentially off putting to Head teachers who had |

not been involved previously and were invited to attend:

1 think one of the difficulties people would have initially is the time commitment,
that is the crucial factor - weighing that up against other competing pressures, in
one sense we are trymg to persuade them that this is very good for them or for us,
to come to such a group, would actually benef t us, the tack to take might be todo
with a phrase which governors are meant to take account of — lets be mindful of -
the Head teachers’ work/life commitment and indeed are meant to be mindful of
stress, aren't they? Iforget what the regulattons are now to do with that Another -
carrot is always if as an authority to get a sum of money in so that one’s
compensated in some way for coming out of school to a social meeting, that
sounds mercenary, but it’s not in actual fact, particularly for Heads of small

schools who might well need to get someone in to cover them.

'(Head teacher 10 interviewed in current study)

Despite the time constraints the meetings were seen to have value as a means of

networking and engaging with other Heads on a level that is more valuable than the
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standard meetings where again time was a limiting factor:

Yes but its an opportunity [when built up a rapport with the other Heads to share
more difficult things with them). The cluster meetings we have are fairly formal,
and there's tssues to discuss, so there s never enough social time, there’s no

social time in actual fact, so 1 thmk sometimes it's that chat network that’s more

important but we simply don’t have it .

- (Head teacher 9 interviewed in current study)

- Whilst contact and famxhanty w1th the issues of the anary Sector were a real pnonty
to the Secondary Head teacher, built up over his career, he expressed his concern that
the group may cease to be relevant for him in time. Although attempting to prioritise
this work he admxtted that he was strugglmg to maintain this and had recently had to ask
others to accompany him to meetmgs asa safeguard ifhe could not continue to attend
meetings and events. Others in the group suggested that sometimes the issues being ‘

discussed had little relevance to their own settings.

Concerns of this nature inevitably have an irupact on group cohesiveness as the more
the group has relevance toan individual, the more that person is likely to remain within

~ the group (Miller, 1983). Like the experiences of the newly appointed Head teacher whd
felt that the group worked well despite her sense of distance from it, the secondary
school head may also feel a grcwing distinction between his dwindling sense of
belonging and his appraisal of how well the entire group is working, (MacKenzie and

" Tschuschke (1993). These fears were articulated by several group members following
the ‘atypical® session that did not follow the usual structure. The relationship between 5
cohesiveness and maintenance of rhembership has implications for the total group. Not
only do members who terminate their membership fail to benefit from the gt‘oup
sessions but where there is a high turnover of members, the group sessions pt‘ove to be

less effective for the remaining members as well. Clients who drop out may also

N challenge the group’s sense of worth and effectiueness (Yalom and Leszcz, 2005:70). . sl

o - It was generally agreed that dates for sessions should be organised well in advance and

an efﬁment means of commumcatmg information about sessions should be establtshed

between those taking part and should include those who have failed to attend. -

Group Dynamics and Cohesiveness
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The possibility of “difficult’ individuals attending the group and affecting it’s
functioning was raised by several participants however, the process used in the group
sessions was believed to be strong enough to manage challengi‘ng individuals who

might join the group:

Ifyou’'re not willing to Iisfen to suggestions from other people, or consider

suggestions from other people, its down to good dynamics, how groups work. If

there are iriexpérienced people on it who won't work to the process that wouldn't
} be a good thing, but over all. i _
' (Head teacher 5 interviewed in current study)

I think a stroppy character, if they were in a group for whatever reason, would L

| .best make a contribution and get the most out of it if the structure was rigid, that'’s :

my opinion, that’s justij‘z’catibn for introducing, developing and mainfaining the ‘
. process. 1t’s all about people and its all about char"aéters and perspectives,

approaches to it. If someone was stroppy, then it would finish up as a vigilante

group, it would degenerate to that, and I think people, it would be all too easy to

sltp into that slzmy pit.

(Head teacher 1 interviewed in current study)
. The negative effects of fatigue on the performance of the group were also mentioned:

The last one didendup as a dtscusszon but to be honest with you, we were aII

absolutely shattered

(Head teacher 1 interviewed in current study)

In general the group members believed that group relations could be mahaged as there
was sufﬁéient sanctioning of authority, both from within and from outside the group
and the primary task of the group did not conflict with the aims and priorities of the
members’ home-groups. Early cohesion and engagemeﬁt of the group members was
apparent and assisted in establishing a context in which quite challengirig work whére
more conflict and discoqurt erﬁerged, could be achieved (Kivlighan and Lilly (1997); .
Castronguay et al. (1998)). However, potential fluctuation in group cohesiveness was |

~ apparent as some participants were »unhappy'about the lack of structure or change in

format of the sessions where they felt the changes in focus might not be for them.
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(Kivlighan and Mullison, (1988); Braaten (1990)). Some individuals felt ‘that the group

was working wel.l despite the fact that they did not feel that they fully belonged, as in

) the case of the newly appointed Head teacher who had been unable to attend several
sessrons (MacKen21e and Tschuschke, 1993)

- The group believed that cohesiveness would be maintained as long as it remained -
important enough to its members for them to invest sufficient comm1tment to attend the
group and individual members felt that they had a spemﬁc contrlbutlon to make
However, as group cohesiveness also requires self-dlsclosure, risk takrng, and the
constructive expression of conflict, there was a recogmtlon that there was a need to
develop ways that could contaln and process open expressmns of hOStlllty to prevent o
persistent or covert hostile attltudes undermrmng the group’s cohesweness and effectlve ;
mterpersonal learning. Group members expressed their concerns that if feelings of |
hostility or conflict were not expressed they were in danger of emerging ina number of -
indirect ways which may go onto damage the therapeutic process of the group (Yalom
and Leszcz , 2005:70). Group members felt that the group process enabled them to
contain and accomrnodate open expressions of disagreement and /or conflict and :

provided support and a way forward.

The increasing levels of fatigue and the corresponding negative effects on the lives of , |
‘} ‘the Head teachers was mentioned by several interviewees. A number of Head teachers
also mentioned how this may have a negative impact on their performance in the peer 1
supervision group. Just as the effects of fatigue may result in individuals using
unconscious defences in their own schools to enable them to cope with stress, there is a ‘
potential risk that these will also be used within and by the group. Defences may be ‘
used by the group which serve primarily to defend group members from anxiety rather
than to promote task performance (Zagler Roberts, 1994) As in the case of 1nd1v1dua1

schools, this defenswe function of the structure of the group may go unrecogmsed
Rivahy.and Competition

v Where rivalry existed between schools it was thought that this sort of group may not |

work:

- The only one that strlkes me, and it’s an issue for all schools zs fallmg numbers

we are all very keen to attract chlldren to our schools and although we don’ t wzsh |
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" to poach from elsewhere, we feel strongly that we have to suj)port our own place
in our staffing ratios, I don’t know if that would influence how a cluster will
- behave in the future because it is obwously somethmg that has been happening in
many areas over a pertod of time but it is something that is now httttng this |
particular cluster, and I don’t know whether that would tnﬂuence issues .

(Head teacher 7 interviewed in current study)

and it was estabhshed that there isa need to keep the group ‘fresh’, outward lookmg and

motlvated

The limitations I've always found when I've used this method with solutions ‘
‘within school for pupzl—centred problems is that after a while people have their
stock of suggesttons which often you ve already tried so it can get stale and I’ ve

- actually found solutlon ctrcles work better with external people. Now at the -
” moment all these people are external to my potentzal problem so that may
~ continue to work, certaznly within school Years ago I went ona Behaviour 3 60

Conference that [Local Authority] did and we were all ltke, “yes, this is the way .
forward this is really good”, and exactly the structured half hour meeting, and R

who talks when etc. etc. and it worked really well, and came back it never worked

quzte the same way at school because people tend to think about the ‘lown
. school]’ strategzes and so are not suggesnng things from the outszde

(Head teacher 3 1nterv1ewed in current study) |

Concems about potentral breaches of conﬁdentrahty were also expressed although none '

had occurred to date:

" The thing that would bomb it completely I th‘ink‘ was if we ever felttha‘t something
we ’d said had been relayed inan mapproprzate way, but that isn't somethmg that
worries me Just Jactually, if I ever jelt that had happened then I think that would
wreck it, if you felt there was a ‘leak’ in the system if you like. ‘

(Head teacher 3 interviewed in current study) i .

As the members of any newly formed group naturally 1dent1fy themselves ,
predommantly m terms of their own agencres there is potentrally a problern w1th
“members experiencing dlfﬁculty between the conflicting demands and interests of thelr

own school and those of the group. In some cases this can make it very difficult for the
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v group to work effectively as members with loyalties to different home-groups are more |
likely to be competltive and reluctant to share resources or knowledge. However, asin

the case of the group in this study, as the work of the group took on greater meaning and
importance the members appeared to invest more and more in the group, buildingup a -

shared value-system, as well as personal relationships among members. -

Although the members of the current group apparently did not dlsplay any of the
negative defences that accompany feelings of rivalry such as splitting or proj ection and
had a well established co-operative network it was recognised that other groups may not
be so fortunate. It could be that those Heads that are prepared to become involved in . -
peer support groups are naturally prone to assume a depressive position, whilst others -
who ‘havye not joined remain in a paranoid defensive position. Therefore there isa &
possibility that it may prove dlfﬁcult to recruit Head teachers to the group who are
affected by feelings of nvalry and competltlon as they may deliberately avoid such -
meetmgs in order to preserve some degree of self-idealisation and use demal to protect ’
- them from anxrety provokmg dtscusswns, in the same way the Heads in the group do
when they admrtted avordmg cluster and other corporate meetings that caused them |

anxiety. Asa consequence they may be more vulnerable to becommg stuck ina
paran01d-sch1201d pro;ectron system

Experience

The experience of the other Head teachers in the group was something that was clearly

~ valued by the members However, a newly appointed Head did not feel unwelcome due Z

to her relative lack of expenence In acceptrng newcomers in sucha posrtlve way the -
group demonstrates an open and inclusive approach where all are valued. However ;
another perspective suggests that the established group members may use the group o
unconsciously as a means of ‘moulding the newcomers into their established ways of |
doing things, including participating in their established institutional defences. The
danger that such individuals will lose their capacity to remain detached and to ‘see’

thmgs from an outsider’s perspectrve, may eventually challenge the group’s capaclty to . "
- retain critical thought and questromng, (Obholzer, 1994)

F ears that th'e AGroup May Become Stale

There were fears that the group might become ‘stale’ over time and the needtokeepthe
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group ‘fresh’, outward looking and motrvated are understandable. However, these '
concerns may md1cate the inevitability of the group changing and developmg as it’s
members become more skilled due to the intended effects of supervision which aim to:
develop supervisees’ knowledge and skills (Zorga, 1997;'Cresp‘i, 1997; Isbell, 2003; - i
Aston and Molassiotis, 2003); allow reflection of the main content and process of their |
work; enable them to learn about their individual strengths (Zorga, 1997; Nash, 1999);
develop congruence between educational and pedagogic theory and practice (Isbell,
2003), enhance and evaluate professional competencies (Robiner et al, 1997); help |

. supcrvisees deal with the emotional aspects of working with people; encourage pro-
active thmkmg and planmng about therr work and allow them to develop high quahty

practice.

As the ongolng effects of superv1sron aim to promote 1ncreased ab111ty to work
autonomously with more educative supervrslon less need for management supervision .
"(Zorga, 1997) and 1mproved ab111ty of the superv1see to relate to clients (Lantz and
Sevennsson, 2001),it is unhkely that the needs of the group will remain constant and
~ other aspects of supervrslon may come to the forefront as more pertinent aims such as:
the provision of space to reflect on the issues that arise from work‘(lsbell, 2003); help - |
for supervisees to integrate what they are doing, feeling and thinking (Zorga, 1997);
providing support after stressflﬂ'situations (Aston and Molassiotis, 2003) and providing
a mechanism for the individuals to monitor the quality of professional services (Robiner |
etal, 1997).- | g S R |

 Whatever future modiﬁcations and developments in the format the group rnay adopt in

| the future, the end result should still aim to: increase feelings of competence; being able’
to cope with difficult types of work (Day, Turlow and Wooliscroft 2003; Lantz and o
Severinsson, 2001); allow validation of the supervrsee as a person as well as a worker

and provide an opportumty to compare notes w1th other Head teachers facing srmrlar

challenges. These changing needs suggest that some form of on-going evaluation |

~ process might be 1ncorporated into the group in order to momtor the changlng needs of '
the members and their perceptrons of it’s relevance to them in order to maintain
cohesiveness of the group. Suggestrons for a facilltator such as.an EP who could offer
‘refresher’ sessions to stlmulate interest in the group as the 1n1t1al trarmng session had

done may also be considered.

Confidentiality Br'eaches" :
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Concerns about potential breaches of conﬁdentiality referred to the possibility of
members breaking the confidence of those within the group 1eading to personal or
professional embarrassment or exposure. Whilst every effort was made to ensure against
this happening by starting each session with a reminder of the need forhabsolute -

- confidentiality and the consequences to those who breach this and for those whose
conﬁdentlahty is broken there could be no guarantee that this w111 not occur in the
future Therefore, contmgency for this occurrmg should be made and may use the -

' provrslon outlined in the ethics sectlon asa guide.

Other areas of conflict arising out of the strict confidentiality rules employed_ by the - :
group were not seen as an issue for the group.in this study. As the Heads in the group
had been 1nv1ted to forrn the group by their own senior line managers in the Local

. Authorlty, there was no suggestlon of the group actingina dlvrswe or actrvrst

| manner. However, as two of the Local Authorlty Officers who 1n1t1ated this work were e
present dunng the initial training sessions, some group members may feel compromlsed
if the officers attended other sessions as they may feel that they could not speak freely |

about concerns regardmg the Local Authonty Similarly other groups, such as those for

staff within schools, such difficulties may arise if Head teachers do not remain aware of e

the1r own sensmvmes around conﬁdentlahty and the need to speak freely ina safe

envrronment
vi. © Ongoing Success and Survival of the Group -
Commitment and Cohesionvof Group Members |

The participants 1nd1cated that the ongoing success of the group was dependent on the
' commrtment of current members and a shared sense of belief in what the group is trymg

to achleve

1 am picturing other Heads Idon't think that a group wouIdk wbrk anless there = ;'
was a genume wzlllngness to make it work If it was just pamrmg by numbers zt s
not going to happen so I think that’ s the reason that we are meeting again, and
there is no questzon about that, it was a case of when we meet again, I think that s

' there because we alI understand and value what we 're doing.’

- (Head teacher 1 1nterv1ewed in current study)



- Commitment was seen to be encouraged by part1c1pants knowing that others mlght

share the same issues:

' One of the thmgs that would make this group work for me is knowzng that may be
- somebody else is going to be in a szmzlar posmon to where Iwas and I would -
want to be able to help them .

- (Head teacher 7 interviewed in current study) 1

A shared understanding of goals ' culture and knowledge of the locality along with a T
. focus on looking for posmves rather than negatives were seen to be essentlal elernents

for the ongomg success and survrval of the group

Ifind philosophically within our c‘lusterthere are a lot of people who Ifindit easy ‘
to get along with, we seem to have similar aims, similar views about educatzon
what we want Jor our school. 1 know when Igoto County Heads meetzngs I've
Sfound I'm the most uncomfortable and I'm still very new at it really, but there are
a lot of people there who say they don’t agree with that philosophy, and I
wouldn’t I don’t thmk feel comfortable sharmg some of my issues with them "
although they might have a very different perspecttve which mtght be very
interesting I guess 50 perhaps I should be able to do that, but I think that I would

| worry that they see me as weak for Iookmg at it in that way or somethmg Itke that
if they didn’t agree with what I was trying to achieve here. The key thing for me

- is the group itself. I think I can see it not working as welI in dy%rent contexis, so
some thought about whether you have people from the same cluster, or people

. from different clusters lt s not an easy one to answer because Iwasn’t sure how it y'

was going to work, but it’s proved to be successful

(Head teacher 3 1nterv1ewed in current study)

When consrdermg factors that contnbuted to the success of the group several

interviewees suggested that it could have been due to the co-operatlve ‘network already )

establrshed between some Heads in the area:

~ We have a good foundatton that this could butld on, I'wonder if it would have

been as successful had we not that good relattonshtp

(Head teacher 7 1nterv1ewed in current study) i
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The group clearly mattered to the individual members, and they all appeared to
subscribe to the group values and in the main agreed with group Judgements (Miller,
1983). These factors suggest that the group was cohesive and the members recogmsed
that this relatronshrp between cohesiveness, malntenance of membership and 1ts
implications for the total group must remain promrnent in order to keep the group ahve
There were fears that should individual members lose their sense of cohesiveness they ‘
might terminate their membershrp and not only would they fail to benefit from the
group but the therapeutic effects of the group would be reduced for the remarmng -
‘members and may challenge the whole group’s sense of worth and effectiveness (Yalom
and Leszcz, 2005:70). v B : ‘ h

Personality Types of Group Members

- When consrdenng factors that contnbuted to the success of the group several _
interviewees suggested that it could have been due to the co-operatrve network already .
established between some Heads in the area and therr specrfic personal qualltles to

specific qualities of the people who attended it:

The outcome I think is not enttrely but Iargely dependent on qualn‘y and
willingness of the people inthe group. |

(Head teacher 1 interviewed in current study)

One pa.t't101pant was specrﬁc in his appreciation of others in the group, emphasrsmg the

respect they had for his colleagues In partlcular, thelr honesty, espect dlscretlon and -

CXpCl'lCl’lCC

The success of the group is down to people bemg honest with themselves and
honest about what they re doing. Ifyou have someboaj: in a group who has a:
high opzmon of himsely, automatzcally you have got the backs up of the rest of the
people in the group, zt s defi mtely down to the quality of the people, their
discretion and their experrence The process alone could not do thzs it’s the

qualtty of the people

 (Head teacher 5 interviewed in current study)

However, as individuals who were not familiar with others in the group also k
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experienced a positive feeling of common values and needs:

1 felt that we were very lucky, 1 felt very comfortable straight away with the people
who I didn’t knaw, the people from the ____ cluster who were on our table when |
we were doing the problem-sharing, and I haven't seen them since. They came
again the oiher day and seemed very keen to make it work, they felt the need for it
as well”,

(Head teacher 3 interviewed in current study)

As you know, I've moved from ana_ther school, and I've thought about whether
this group would work with the cluster | was in hejbre, and I think it would work
with some of those peaple but not all of themv we »eorked well as a cluster, but
there is somethmg about the group of people we 're meeting with now — there are
no hidden agendas they’re a very open, supportzve group of people There
doesn t seem to be any polmcs amongst this group.

(Head teacher 6 1nterv1ewed in current study)

There must have been other factors as well. These may have included: shared

difﬁculties, the range of experience, the level of confidentiality:

,Wonderful Head teachers and their handh'ng and battling with common issues
being thrown on us i.e. performance management target settmg, Oﬁsted All the
members of the group I knew beforehand a hzgh percentage of them are
experienced Head teachers who have been in their schools Jor reasonable lehgths
of time, all had good Ofsted reports, all work with the authority, and they are all
kmowledgeable about what they do in their own different ways — one of the things. |
that makes the group work. We trust each other so much that we know we’re not
going to go away and talk behind each others backs. For example yesterday, I
took another teacher home and what had gone in the meeting wasn’t even
discussed. You've got the experience, the knowledge and the trust of the other
people, knowing that if you have got an issue, it won't be talked about behind

* your back. Remember, in that group there is a lot of Head teachers with a vast
“amount of hand-on experzence gamed over years and years

(Head teacher 5 mtervxewed in current study)
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and appreciation of working within that parti'cular local cluster all expressed by group

members:

A lot of it is to do with the people, I think that politics is a good word for it
because some people ha{:e a hidden agenda, they waht to prove a point, they're
nbt looking at the problem, it's more abbut them or their power or position in the
group, we don'’t really have .people like that - if I can illustrate that by talking
about ___, the Secondary Head. He just seems so much on a level with us, he
seems like a colleague. I've worked in other clusters where the secondary Head
has seemed so out of touch with primary schools in terms of iheir eMpathy. He's

| a really nice bloke, there isn't this distance, I've worked with some secondary

- Heads and you have this thing going on ‘I don’t know what'’s going on in your
school, but ydu don’t know what’s going on in mine’, building barriersbrather : ,
than breaking them down. 's not like that at all and I think the success of.
the gfoup is down to that. 1'd love him to keep part of t.he'group,' I'worry that if
we just get into a whinging sessions, our whinges are different to his, and he may
drop out -1 feaf we are going to lose him .

* (Head teacher 6 interviewed in current study)

Others similarly stated their appreciation of wdrking within the local cluster and their

respect for the secondary school and it’s Head:

1don’t think it would work for us, actually [to form group from individuals from

the outside areas], I think we have a great deal of respect for _____ School and

particularly for _____as Head, we all work closely together with the cumculum,
 andl think‘it feels" comfortable so we c;re in thdt segment of educétion supporting

School.

' (Head teacher 7 interviewed in current study)

There is also a possibility that those who responded to the invitation to attend the Head
teachers’ group shared commonalities in terins of personality, outlook on life, past‘ L
expefiehcc and approach to difficulties. Bion’s (1961) concept of valency may be ‘
. relevant here in that there could be possible links between the Head teachers’ choice of
occupétion and their personal histories resulting in individuals with similar interna!

needs and tendencies matching certain kinds of defences which give rise to collective
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- defences against similar anxieties that are stirred up by the nature of their work.

As the majority of those interviewed were in favour of keeping the group exclusively |
| for Head teachers who had shared issues and a common understanding of the difﬁculties .
faced by Heads and all stated that this was one of the group’s main strengths.. The
exclusivity factor must be taken into account as a factor that contributes towards the
group’s cohesiveness. The secondary Head teacher’s doubts regardlng the success ofa -

- group set up specifically for secondary Heads:

I don’t know, that’s an interesting thought, I don't know whether you would get

the level of commitment, _whéther people a_re Just so busy, whether they would -
makeb the effort to go unless they wanted to, to hresent._ I think that within our
federatton which is 11 schools in the beéause the Heads meet regufarly ’

anyway, but it's more talkmg about currtculum management and orgamsatzonal

issues. 1 think if we were in that sztuatzon we probably would because we share a. o

lot about i issues in school in general so it wouldn t be a massive step to take it one
stage further: . /

. (Head teacher 3 interviewed in current study)

may be further mdrcatlon of the cohesiveness of the current group, which the other - |

- secondary Heads are not a part of. Altematlvely, the secondary Head teacher may have
sensed that the common factors experienced by the pnmary Heads would not be shared
by their secondary colleagues as he himself expressed some doubts about the relevance
of some aspects of the group to his situation. This raises the possibility that a group set |
* up specifically for secondary Heads mlght be successful. The desire to keep the group

‘ exclusrvely for Heads is further evidence of some of the therapeutlc factors offered by

groups, in particular, the addressmg of common needs and the normahslng effects that ; ’

help 1nd1v1duals to feel less isolated and 1ncompetent
'The Initial Training Session -
A number of pamclpants felt that the initial trammg session helped the group to become

established (see appendlx I.In partlcular the rigour of the process helped to keep

subsequent meetmgs structured

The training day in the hotel helped as I'd never been throagh‘ahything like that L e
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before, and because you were being watched, that was an added pressure. It Was

© atraining sessiOn, wasn't it? I found it very useful, the advantage was that you |
were shown what to do and how rigid you have to Ibe, how rigid about when e
somebody’s explaining something, you don’t chip m which I chipped in and got
told off. for!_' It’s getting used to the process. If 1 hadn’t been to that training
session we wouldn’t be where we are‘ would we? This group WOuldn ’t have :

- formed and wouldn’t have worked as it does. When I was upat -, the Head
teacher chazred it exactly as you did in the hotel. :

(Head teacher 5 1nterv1ewed in current study) }

The theoretlcal elements of the tralmng day were also thought to have had an 1mpact on

the success of the group: .

I think the theory that we dld has helped weve trzed our best to do that it

certainly struck a chord with me, I haven tactually talked that much with other |
colleagues about the background/theory of the process but1 know from yesterday %
we dwelt on the process a little bit, because somebody was reporting back that
they met with you [in the process of carrymg out the interviews ] 1 know the .
feehng that this was a very poszttve process came through very strongly

(Head teacher 10 mtervrewed in current study) :

The success of the 1n1t1al tralmng session demonstrated the positive effects of a psycho- o
educatlonal approach where the impacts of negative emotions on individuals and

' relatlonshlps could be graphrcally related to the hves of the group members through a .
combination of expenentral exercises and theoretrcal models. This gave welght to

arguments for both cognltlve and emotronal elements in such trammg
The Structure of the Process .
"The general consensus was that much of the success of the group could be attnbuted o

the rigid structure of the process “The positive structure [1s the reason for the group I

success] it’s a forum for you to seek a route Jor any advice you might need”. On an

occasion when the group engaged inaless structured approach more general dxscussron Sn

had occurred where all of the group members had expressed their concerns using a

structured process adapted from the ongmal process rather than havmg one mdrvrdual
descrrbmg an issue: ' :
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I do believe the right starting point is not to demonstrate what happened last
night, which I think was special, it wouldn’t necessarily happen again, but the
right starting point is a formal 2 minutes for this, so many minutes for that, rather
than people Just talkt'ng as and when. You didn’t put timings with your training,
that s the original training, but so many minutes, very very strict-helps What

' happened Iast night when people started to talk felt strange, not wrong, but it felt '
strange, but it enabled people to put in what they could and get out what they |

could so it Justzf ed it. Head teachers don't like bezng told what to do, we are not B

good at that, we are managers at the top of little Pyramtds and so to choose to do ,
' that without a structure — I don’t think so. I think the only way is to be able to
justtfj/ the structure — teach it, model it, expertence it, then the group member

would recognise within themselves there S somethmg in this that I could benefi 2 N
| from and even help somebody else, a fellow colleague, 50 etther way there s JEAERRE o
' ]ustzf catton for saying to themselves as an mdzvzdual ‘I min’ |

(Head teacher 1 1nterv1ewed 1n current study)

Thc positive effects of the modlﬁed process and its capactty to enable group members to
engage ina reﬂectlve dlSCUSSlOIl about thelr own expenence a.nd practlce were

expressed:

____ poured her heart out about the pressure she S under because of target-setttng

_and of course everybody in the room was all exactly the same — no, not exactly the
- same because it was interesting what came out, but what went on then for what |

must have been half an hour was what an observer would see as an open
dtscusston but all the elements that we 've been taught were in there but mtxed up,
so that everybody had an opportunity to put thezr expertence and agree feel like
that when our advisor comes in and stuff Itke that and let’s not forget about what
value Ofsted has in thzs, it v was a very wide . rangtng dtscusswn it wasn't 100%
whzngtng and that is a huge step forward because 1 believe that wzthout the
training we 've had and the understandmg that we have within the group, if we'd
have sat down as 8 people cold, and that had been raised, it would have been

| dlﬁ"erent

(Head teacher 1 interviewed in current study)

The idee of a pre-agreed focus of concern for the grdup where groitp members only :
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brought issues relating to that particular topic was discussed and agreed as a way

- forward:

You have a kind of focus, and 1 suppose that might dratu people back each time to
think well Iwould like to hear other people’s experzences of parents and give

them my advzce, share my sztuatzon That's a way of havmg some kind of selected = -
focus for future meetings.

(Head teacher 10 interviewed in current ’stud‘y)

- This may indicate that the group has the capacity to develop a process to flt its needs
'more appropnately in the future The positive effects of the modified process and its
capacity to enable group members to engage in a reflective discussion about their own
experience and practlce perhaps reflected the changing needs of the group as they
became more competent 1n their skills and knowledge through attending previous
sessions. ‘The idea of a pre-agreed focus of concern for the group where group members
. only brought issues relattng toa specified toprc was further evidence of the group
evolving to meet the needs of its members. However, the concemns of those who drd not
'regard the changes as being positive must also be taken mto account and some form of
on-going internal evaluative process must be considered in order to gauge group.

~ members’ feehngs and prevent cohesweness bemg eroded.

0y
ey

The Need for a Facilitatorf’ Af

High amongst the suggestions for ways to promote the survival of the group was the
requirement for a facrlrtator for the group who could maintain communication and

~ publicity about meetings and make sure that meetings were set up forward:

I think often these groups have one or two drtvmg forces, it needs somebody who
perhaps is the prime mover, who is very commttted to it, who is often the best
person who wrll keep something going, has energy and wzllmgness to talk to0

- people, to ring someone up who hasn't come and make sure they re there If you
wanted to expand that, best to start with a new group of people perhaps mmally o

workmg with somebody experzenced who could help the situation expand.

. (Head teacher 10 1nterv1ewed in current study) SIAEh

In particular the need for publicity about the meetings well in advance in order torbe’ »



able to secure the time to go to the meetings was essential:

It needs a key person who’s leading it, I know that’s not the essence of it, but I
think I need to know when the next meeting so I can block the time, so that I'm
available, but actually I don 't know who to contact,

(Héad teacher 9 interviewed in current study) A

Indeed the danger of the group failing due to a variety of other school-based pressures

was articulated by a number of interviewees:

I do feel that it’s working, but I worry that if we are left to our own devices for
whatever reason, other things will force it out, as they do in school, you can have
‘some brzllzant ideas in school but they just get quashed by all the mundane stuff

- that comes in and washes over it. , | |
(Head teacher 6 interviewed in current study)

Similarly, another expressed the same fears and reiterated the need for external

facilitation:

 Yes, because unless you do that [the facilitation/administration of the group]
people won’t get together, because everybody is busy, aren’t they? -
(Head teacher 8 1nterv1ewed in current study)

, Several group members wanted the facilitator to be distinct from the group and the EP |

was seen as thc ideal candidate for such a role;

’ Yes [it could be role for the EP], or a well established Head who's w:IImg to take
it on. There does need to be one person that you latch onto, and it isn’t Jair on one .
Head not to get that opportunity to participate.

(Head teacher 9 interviewed in current study)

In terms of. faczhtatlon one of the ways this group works is because of objectivity,

not personal, not pOllthS, 50 to have someone like [the EP] who i is objectzve to the

management of the group might be quite good.
| ‘ ' (Head teacher 9 interviewed in current study)
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It was suggested that the EP may offer refresher sessions to stimulate interest in the

. group as the initial tralmng session had done. In addltlon focusing on looking for

| positives rather than negatives were seen to essential elements for the ongoing success
and survival of the group. The need for a more structured approach to selecting :
problems or issues which would be more relevant to more metnbers in the group than
when individuals bring their individual concerns. The potential ‘evolution’ of the group
© was explained by one interviewee who explained how the group itself might be the

driving force for change:

I think each group 'sgottofi nd t'ts own way of how it makes it work, we talked .
yesterday that it mrght be helpful if we came witha thought in mmd about what
we would want to talk about if we were the person who was gomg to share a

problem so that we didn’ t all sit there and “oh now, let’s talk about... ’f C

' everybody went armed with something they could talk about lf they were gomg o

be in that position and ﬁ'om the discussion we had we pzcked up thzngs 1o do w1th
: workzng with parents which is an emotive issue for everybody and one or two
people have expressed diffi culttes they 've encountered recentIy so the suggestton ‘
* was let’s make that the focus Jor next time and we wrll come ready to dtscuss | :
| somebody’s issue with parents because we’ve all got issues wzth parents that we'd .
like to deal with so it will be helpful for everybody, because we've set a context .
. forit. Sothat’s our development of how to work isn 't it? 1 think that s what's
important because if it was like a strazght jacket “you've got to do this, you’ve
got to do that” you feel constrained by it and you might think well actually what
I'drather have done was, whereas as it is we have made a group deczsron about o

. howit’s going to work

(Head teacher 4 intervievved in current study)' i

Anxiety that the groupimight founder due to orgenisational deficits arxd a clear end

relevant focus that would justify Head teachers’ absence from the school was expressed:

It definitely needs a Jocus of the sort that we ’ve put in place Jor the next one,
doesn t necessarily need a theme which we are going to try next tzme it needs to
be necessary — if you just say we are meetmg every half term and it becomes clear »
that people don’t want to be presenting problems or there aren’t the problerns to

present, then it will diea natural death, I'm sure. I'm worried that’s purely an B

”organisational thing because it doesn’t have an outsider driving it, that people - - G
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will think, “I don’t have anything to talk about this week so Iwon't go” or “I
haven'’t got anything to talk about so I won’t go this week” whereas with a |
solution circle, you have to go thinking most of time I'm going to be part of the
solution not the presenter of the problem It’s got to have that feelmg, that you
come out ezther with some zdeas of your own that you ve been given, or feel that
I've definitely contrzbu{ed and it's definitely worth my time, because you can -

" always think of a million reasons not to go out of school.

(Head teacher 3 interviewed in current study)

- Clearly there is a need for some overall organisation and administration of the éroup
and a possible role for the Educational Psychologist. Similarly,‘a fair means to select the
Chair must be established in any further work. However, the possibility of over-
dependence on a leader figure must be resisted as it may result in the group assuming a -
basic assumption mentaiiity. To guard against this the group must maintain its sense of
| purpose and members must be encouraged to retain both their critical faculties and their
individual abilities, (Stokes, 1994),

In addition to the need for a ‘driving force’ 'to. facilitate and manage the group there
were calls for a more structured approach to selecting problems or issues which would
be relevant to a greater number of group members than when individuals bring their
individual concerns. This again indicates that the group should develop and adapt its
format to meet the changing needs of its members more appropriately. Having a clear
structure helps to build trust and gives participants greater freedom to ask more probing
questions, make more frank obsewaiions and offer more radical suggestions than they
would have done in another, less structured forum. A clear structure and process in each
session must be established and maintained if a work group mentality as opposed to a '
basic assumption mentality is to be sustained. The changing needs of the group as they
became more eompetent in their skills and knowledge‘through atteiidingprevious .
sessions must be accounted for and reflected in any modifications of the structure. As

the structure of the sessions clearly impacts on the relationship between group
cohesiveness, the maintenance of membership and its implications for the group as a
whole, any new structures must be agreed to by all in the group ifitisto be kept alive.
Whatever form of structure the group chooses to adopt it must retain its capacity to bear
 frustration and anxiety and take time to seek-out well reasoned solutions. In addition the ,
group members must be encouraged to stay in touch with external realities andresista -
retreat into paranoia. These objectives may be attained by fostering an inquiring attitude
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and considering new ideas and solutions as these may question established assumptions,
“and introduce novel and unexpected elements. The group should also seek to understand
any changes inits make-up or format. In this way adaptive processes and development
are facilitated and effective worlc, which involves tolerating frustration, facing reality,
recognising differences among group members and leamiug from experience, can be |
achieved (Turquet,1974). Therefore the following points were imperative in the ongomg

success and surv1val of the group: -

e In the absence of a group leader there needs to be a clear structure to the session
and it requires a high level of commitment from group members to the process.
Commitment to the process should be established by running group sessxons led
by an expenenced Chair before asking Head teachers to take on this role or to
use the process in paired sessions. ‘

e In order to prevent d1vers1ons and dlslntegratlon of the | process, sessmns should

| follow a pre-arranged structure where the Chair maintains the essential steps and
- procedures. _

e Although it is not necessary for an external group leader to be present, a means
of selecting a Chair for each session should be deVised to avoid the same people
being chosen and others not taking up_ the role at all. ’ . |

e Each of the sessions should focus on providing a positive and pragmatic

- approach to problems within a supportive and trusting context.

- o Some means of administrating the group should be developed to maintain
communication and provide pubhcnty about meetmgs to ensure that meetmgs are
set up well in advance so that members are able to secure the time to go to the -

_meetings.
Input from the chal Authority

When considering ways that might support the survival of the group a number of
‘ partlclpants suggested ways that the Local Authority might help. One Head argued
 that as many Heads, espe01ally those of small schools are restricted by time, they -
might be offered supply cover. In addrtlon, the Govemors should recognise the
benefits of the Head teacher attendmg the group in recognition of the ofﬁclal

polrcles on management of work/llfe balance:

In one sense we are trying to persuade them that this is very good for them or for
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us, to come to sucha group, would actually benefit us, the tack to take might be to
do with a phrase which governors are meant to take account of - ‘lets be rnindful
of the Head teachers’ work/life commitment’ and indeed they are meant to be

| mindful of stress, aren’t they? I forget what the regulations are now to do with -
that. Another carrot is always ifas an authority to get a sum of money in so that :
one’s compensated in some way for commg out of school to a social meettng, that ” ,‘ :
sounds mercenary, but it’s not in actual fact, particularly for Heads of small |
schools who might well need to get someone in to cover them. -~ = ~

(Head teacher 10 rntervrewed in current study) |

- Added status from the Local Authorlty mlght maintain attendance and keep partrclpants 'k

’ focussed The use of official documentation mlght help increase the status of the group.

However the presence of Local Authonty officers at prevrous meetmgs was questroned ,

and agaln the need for a structure was rerterated

| By giving it some status makmg sure thatX amount of, people turn up every

time. First time I'went I was the f rst one there and I thought rzght then
someone else turned up and 1 thought rtght is this it then’ You need the rtght |
amount of people to give zt weight and importance that you can afford to take an
afternoon off to go, for it to be benef cial, rather than just ‘we had a mce time and -
. had a cup of tea and a moan I think you need some offi cial documentatzon reaIIy
then it’s nice to know you re not just part of an mformal network We used t .
“have our cluster meetmgs wrth the LEA adwsor for our cluster then deczded we
didn’t want LEA representmg 50 ﬁequently so we held our own cIuster meettngs I

remember us sitting down and saymg right, what shall we do? What do you want

to talk about? What do you want to get out of this? You do need that .

(Head teacher 8 1nterv1ewed in current study)

. Conversely, another Head teacher argued that one of the strengths of the group was the 3

lack of Local Authority involvement and specrﬁcally the lack of resources from the

Local Authority whrch could work agalnst the survival and mtegnty of the group rf they L |

were to be removed

The good thing is that nbbody is suggesting that they are going toputany - .
_resources into the group and we have to go in our time, there’s no money there, S

" 50 nobody can take it away, soina way tf a group of Heads decide we are gozng
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to get together for an afternoon nobody can stop us so it’s not like someone is
- saying “well if you don’t meet 6 times a year you won't get your supply cover”

| and I think as a group, bcertainly our cluster, we are strong enough to say if we
want this we will do it, and with our cluster meetmg we didn’t want the LEA

_ people there so we stopped tellzng them when we were meetlng because they were
coming in to the set the agenda, and we satd we had been meeting for 20 years
and don’t need you settmg the agenda, if you want to come and talk to us, come
-and ask but don’t suddenly start running a meeting which has been runnt'ng _
perfectly successfully. | o

(Head teacher 3 interviewed in current study) |

Fears that Local Authonty mvolvement may result i in the group bemg taken over and

1t s aims and purpose changed were also expressed

. Yes, I'm quite happy for the group to lead itself because tf you brtng inAN :
" Other from the authority they will come m pOssibly with their own slant 10 the e
~ agenda and that is what we are trying to move JSrom, so that we can run our own |
meetings and control our own agenda talk about what we want to talk about. It L |
- also keeps it in-house. Certain thtngs don’t need to be gomg out of these four |
walls, or out of the many walls of the cluster group

~ (Head teacher 5 1nterv1ewed in current study) B

No, you don’t want that [the LEA to run 1t], alot of the issues nght be zssues wzth
 the LEA - I haven thad any lssues with the LEA yet, but Imight.

(Head teacher 8 mterv1ewed in current study)v o E

Others were anxious and even alarmed that they had been singled out by the Local
Authority when they recetved the invitation to attend the mmal training day, behevmg

that the Local Authority felt that they were in need of support spemﬁcally

The arguments favourmg a lack of Local Authority mvolvement mlght mdlcate some L
degree of defensive behavxour Spec1ﬁcally the lack of resources from the Local e

Authority for the group were regarded as a strength as if they had never been gtven they ;

 could not be removed. In addition, fears that Local Authonty involvement may result i in Sk

the group bemg taken over and its aims and purpose also reﬂected defensxve feehngs
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However, as the initiative for the group being established in the first place was takeu by
Local Authority officers who were trying to respond to the difficulties around retention
and recruitment of Head teachers, such concerns and defensive behaviours may be
unfounded. This defensive behaviour could indicate a need for time to be taken for
improving relationships between Head teachers and Local Authority Officers by gammg
‘a better understanding of each others’ perspective. This need was further hlghllghted by
the Head teacher who interpreted their invitation to the initial trammg meeting of the
Head teachers’ support group as if they had been singled out especially by the Local
Authority as they were thought of as incompetent and in need of extra support desplte .

having no cv1dence to support this belief,
Recruitment and Support of New Members

Measures had been taken to 1nvolve new Heads and make them welcome and -
comfortable at group sessions as the group members were keen to promote the group to

* other Heads in the area:

It has always been the case that certainly, when a new Head came for the first

time and we went round the group it was made plain - I think I've said it when I

was explaining to him how it works before we actually did it - that when the baton
- came round to you, its alright to say “pass” and just not make a contribution.

(Head teacher 1 interviewed in current study)

The importance of maintaining the structured process with new members was also seen -

as a priority:

If an inexperienced Head came in he would have to be given a knowledge of how

the group works and the processes they go through 50 you're not just coming in
“tell you the problem, then...” I think it’s that process that makes it work.

There would have to be someone in the group to talk over the processes 1 actuaIIy

think it would work as long as they stuck to the rules, so they speak

‘ _ (Head teacher 5 interviewed in current study)
At least one interviewee had already been actlvely promoting the group to good effect:

Oh yes, I'm a commzttee member for __ Association of Small Schools so I've

been talkmg a little bit about thts when we Iast meet, ____from _School
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“came and it was her first encounter, she wasn't quite sure about it for herself but
we backed it up by talking about it at one of our normal cluster meetings, so
will come here next week and we will see how it develops. She thinks it’s a good -

* " idea and has attended one meeting, so she’s been to see how she feels about it.

(Head teacher 7 interviewed in current study)

and there was also ev1dence of the group members galmng feedback from new .
- members about their expenences of belng in the group in order to mform the promotlon

and development of the group:

Another issue which was discussed very briefly last night, but nevertheless an i
important one, of how easy zt is Jor people who haven t been part of a group, to
come in. Not last night, but the meeting before, we had a Head who hadn't been
to any of the meetings, had heard from other Heads that the group was there was
receiving emazls because everybody on the one patches whether they had been |
.attendmg the meetzngs or not were on the list, just so the invitation’s there — and
she came to our meeting, and we did say yesterday Iet s find out how she felt
about it so I want to do that just to get information for ourselves as to how easy it
is for somebody to come in and feel vthat ‘there’s something here for me’, rather - :
than ‘this is a group who is going lzke atrain and I don’t really want to try and
" catch it. ‘ ' '

' (Head teacher 1 interviewed in current study) ‘
The concept of “trial” sessions was put forwa’rd:‘ o

I think what you could do there [with reluctant Heads] is start ’wor'king onaone- -
to-one basis or get them in as an observer to see how the process works and see
that it is not intimidating, and even people with 15-2( years experzence are qwte

able to sit down and talk problems through and then visit other folks

(Head teacher 5 1nterv1ewed in current study) o

and the need to be open about the nature of the group and not to lure people in under the
guise of a social event was seen to be 1mportant There was also evrdence that the group

is gamlng credlblhty s1mply by word of mouth

Well, whatever strategy [to recruit non-communicative Head teachers to the f
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- group], if we were to identify or suggest a strategy that’s .got to be open and
transparent, I'm sure of that, because its tempting to say, let’s have a mince pie
party or something and invite thé Heads and slip it into the conversation —1don’t

‘, think so!, We’ve had 2 Heads who 've not been to any of the trainrng, in the 2

: clusters for this group who 've been to meetings so actually the;v 're the people to

~ speak to, to find the answers, I don’t know what they would say, just trying to
think how they found out about it, one, ___Jound out about it by word of mouth
because she’s friendly with one of the group, same size school 50 I know there’s a
Jriendship link, probably a chatty conversation and that would be ih_e linkand

- pluck up the courage for her to come along, because I did feel that when she came

in, that she was coming mto a group that was already established and I know how

difficult that can be. The other one knew about the meetmg because I ’d e-mailed
him and he Jjust told me that he'd heard good things about it so he was gomg to
come, so how he's heard I don’t knoW, he’s only going to hear by speaking'to‘
other Heads. =~ o l o |

(Head teacher 1 interviewed in current study)

One Head about to leave her post explained how she had already encouraged her
replacement to attend the group and had also arranged for another Head to remmd her ,

nearer the time. She also expressed her confidence in the survrval of the group

T've already passed on the data for the next meetmg to my Deputy who is gomg to
be acting Head and said she must prioritise going to thzs meetmg because its
~ going to be really useful and supportive 10 you, you wrlI get to work with the other
" Heads and see how they’re actually doing the probIem-solvmg, and Bill has said
that he will ensure that he reminds her nearer the time and offer a lift efc. so she
has somebody to go with. So yes, I1do thmk that the group will continue, andldo .
- think it will be a very powerful useful group for people .

(Head teacher 4 mtervrewed in current study) -
Work-Group Mentality

* The desire to stay in touch with external realities by maintaining contact with the -
outside world and the wish for the group to grow and prosper and was evident in the
measures that had been taken by group members to 1_nvolye new Heads and make them

feel welcome and comfortable at group sessions. This indicated that the group had
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retalned a work-group mentality and wished to carrymg outa specrﬁable task take on
board new ideas and solutrons and assess their effectiveness in doing it. The
mamtenance of the group’s structured process w1th new members was seen as a pnorrty |
This may have been a strategy to promote group ‘cohesion or it may be mterpreted asan . .
. example of ritualistic repetition of certain acts used to control and master anxieties.
| However the efforts to gain feedback from new members about their expenences of
being in the group in order to inform its promotion and development indicated that /
group members retalned an 1nqu1r1ng attitude and were open to questlonmg of
establlshed assumptions and practrces The suggestron of. ‘trlal’ sessions for new
recruits and the need to be open about the nature of the group rather than lurmg people
in under the guise of a social event were further evidence of members seeking to
- facilitate the group’s adaptlve processes and development and to understand changes in

its make-up or format. (Turquet 1974) Evrdence that the group was garnmg credlbrllty

srmply by word of mouth was encouraging as were the proactrve strategres to encourage e

new recruits to attend the meetings such as the Head about the leave her post who had
already encouraged her replacement to attend the group and had also arranged for

- another Head to remmd the new Head nearer the trme
Other Factors

. Mamtarmng the momentum of regular meetmgs 1s a key factor in the survival of the

group accordmg toa number of 1nterv1ewees

The key thing to thzs is to keep the momentum keep it going and don’ tget

szdetracked We've met 3or4 tzmes now we re quzte confident about this process “

so we can let it go now, we can just have that contact with 1 person or 2 people, I

don’t think that would be the way to go with it personally, I think the key thing is -

1o keep the group meetings going and ythven if you jeely that you need totalkto 1 or : |

2 people close to you geographically where you could meet up‘ez;ther at lunchtime "
or after work or could Just telephone, that would be supportzve but I do thmk the
' group meetlngs are important and need to contznue

(Head teacher 2 mtervrewed in current study)‘ :

The need for effective and regular commumcatron and in partrcula.r some means of

providing feedback from the meetings for absent members to remam ‘bonded’ with the

~ group if they ‘have to miss a session due to added pressures and events in therr schools '
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as it is at those time they need the extra support:

1 think probably the regularity, you need to constantly stayonit, I feel because I
coaldn 't make the last 2 I'll f nd it more dsz cult latching into the next one -
because from my pomt of view , I'll think well, they all managed to make that ~ ,.
meeting, I've had no feedback from that meeting 50 know nothing about it, so me :
then walking back in 6 months later, even though I had been invited to them all
I'll be thinking have they got a bond that I'm breaking into? So that’s quite an
issue really, in terms of how you get mformatzon back from the meetmg, well you i
don’t, because it's conf dentzal 50 you don’t know what'’s gone on and get less
. connected don’t you? It’s just feelzng hooked into it really more than anythmg, -
not that you want to know what'’s been discussed because znvartably you don't.

(Head teacher 9 interviewed in vcurrent study) '

One part1c1pant suggested strategles for helpmg absent mernbers to remaln m contact
~with the group and acknowledged how this mlght happen due to added pressures and -
. events in members’ schools, and it’s at those time they need the extra support She -

explalned that this already happens w1th the standard cluster meetmgs o

It’s times like when you don't go along fo the meeting that are the times when you ‘,
have the most issues because you have chosen 1o stick with your issues and keep :

i ploddzng on by yourself maybe to have some sort of way the group can make

contact with anyone who hasn’t been there, not why weren 't you there ", but “we - -

© though about you during our meetzng and make sure you don’t lose anybody

. because I'm well aware the cluster group in its normal form Idon't always know

when the next meeting is, because sometzmes 1 get minutes, somettmes I don G,

. sometimes someone will rtng round the week before and say when the meetmg is — ‘

so to have a way of reachzng out to anybody who is not there for whatever reason
so that they do know when the next meettng is and they are stzll mvolved wzth the

~ group would be good

- The success and survnval of the group depends heavrly on the commrtment and

discipline of the members to attend the meeting regularly One partlclpant also

- ‘; (Head teacher 4 interviewed in current Study)ﬁ T

expressed his feelmgs about the benefits of attendmg the meetmg and reported that G

group appeared to be growmg in populanty



Ithink it can oniy be sustained if we set our minds. to a regular meeting, and afier
yesterday’s meeting the next meeting has been planned. There were twice as
many people at the rﬁeeting yesterdaji than the time before, ata much busier time

- of year. We talked about lots of issues last night, it was lovely to get round a tabIe
and just talk without note-taking or agenda, everybody had somethmg to say and
at the end of it everybody felt better.

(Head teacher 5 interviewed in current study)

Feedback from the interview data implies that in general members of the group are
- valued and their ahsence would have a negative impact on the cohesiveness and the o
functlomng of the group. Therefore itis important that members are given every |
’encouragement to attend groups. Furthermore when planning groups these should be
- arranged at times, dates and places that are suitable for all those in the group to facilitate
attendance. This process should also be able to account for trme constraints which may |
prevent some members from attending. The Head teachers emphasised the importance
of setting time aside on a formal basis. Dates for sessions should be agreed well in
advance and an efficient means of communicating information about sessions should be
established between those taking part and should include those who have failed to'
attend. Having a venue away from a school context in order to promote a more relaxed
and trusting ambiance is also vaiuable The commitment and discipline of the members '
to attend the meetings regularly was seen as a vital influence in the survival of the group E

and this is related to factors to promote group cohesiveness.

-Thrs approach is only effectlve for those who choose to take part and the reasons why
those who chose not take part should be examined. Time and resources did not permit

© an 1nvest1gatron into these reasons in this particular study, however in the pilot study
those who did not attend were asked what had prevented them from attendmg and then
they were asked to speculate about the usefulness of peers supervrsron sessions using
questrons based on the main questionnaire. The non-attendmg Head teachers crted time
pressures and teaching commitments as their main reason for not taking part in addmon :
to concerns that the sessions might be stressful and that they would have more - ,
emotional weight to carry, and concerns about confidences being broken or of berng

-exposed as ‘weak’ or ‘not up to the Job’

vii. Groups versus paired models of supervision
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* Six of the Head teachers reported that they had worked in pairs face to face with other
Heads whilst some explained had they had used other means-such as the telephone or e-

mail;

Yes, what actually happened with that was between the group sessions
something cropped up that I was anxious about and wasn’t sure who I could talk
it through with, so I emailed _____andjust put re. support, could do with having
a few minutes either by email or over the phone or whatever, we actually did it
, over the phone in the end — he let me talk through what it was and then he asked
me some questions, so it was the same sort of “format but it was a fairly instant
follm.v-up to me saying I could do with talking through this, and by the time we -
- had finished I felt I was making the problem seem bigger than it really is, what
- I've actually got to do is... and it helped me clarify how I was going to deal with
 That. ' ’

 (Head teacher 4 interviewed in current study)

Others stated that they believed that the fac111ty for workmg in palrs “Even by telephone '
or whatever if necessary, or perhaps meeting”, was very beneficial in between group

meetings, especially when a problem cropped up that required immediate attention:

I would have probably waited until the probleni was bigger, and then Imight

- possibly have contacted _____ because we already did do a little bit of being
there for each other anyway, but I thought of it earlier on I the process, as soonas
Iwas aware that  was getting wound up about it. e

(Head teacher 4 interviewed in current study)

One Head teacher who had not had the opportunity to work in a pair sald that although
she had not had this expenence she would now do that via somebody that she had met
who she knows goes to the group. There was a general consensus that there was a need
and a role for both forms of supervision. While paired sessions were seen as a means of
allowing individuals to ‘mull over’ problems for longer, whole group sessions provide a
range of su;;port in a crisis. Group sessions were described as being of benefit because |
they provide a very diverse range of experiences, although it was noted that there may

~ be different areas of interest within the group. A suggestlon was made that perhaps

smaller groups might form out of the main group reflecting interest or expertlse if the -
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group became too laxge; Paired sessions were seen as being more informal and easier to
| arrange and maintain. However, all of the Head teachers said that they would be more
- inclined to commit to a group as it would be less easy to re-arrange than a paired session
and therefore less éasy to be relegated if something else cropped up. Paired work was
felt to allow a deeper personal relationship to develop, but this was also seenasa’

drawback if the pair was incompatible. -

The Héad teachers said that both the grdup and paired work seséion structure allows an
individual to ask more searching questions than they felt that they could in an informal
discussion, especially when they were less familiar with the other person. The .

' importancé of structure was also highlighted in observations made of the gfohp o
sessions. Where the process was not adhered to consistently, individﬁals engaged in
dialogﬁes that diverted the proceedings away from the central issues and sometimes
delayed or obscured the clarification or resolution of the problem. This was particularly .
apparent when members of the group had different opinioﬁs or standpoints and wefe

~ allowed to engage in discussion or disputes, ' using anecdotes to illustrate their points.
However, when the chair maintained the process effectwely the proceedmgs were more

" efficient in the resolution of an issue.

viii.  Role of the Educational Psychologist
Educational psychologlsts involved in this prOJect have acted as applied psychologxsts
working in the community with local authonty workers and this has resulted in
1mproved job satisfaction and coping for the Head teachers concerned. In addltlon, to
supporﬁng Head teachers directly, EP involvement in this work has had a reported
beneficial impact on their schools as it provides an outlet for Head teachers’ difficulties '
and frustrations which may have otherWIse been taken out on other individuals W1thm

the school. The problem-solving skills of Head teachers have improved leading to -
apparently better school management. By encouraging Head teachers to make time for
t_hemselves in proactively seeking support they should recognise ihe benefits for otﬁefs |
to do likewise. Collaborative working between the participating Head teachers has ‘
extended béyond the group sessions with Head teachers reporting that the positive and
cooperative relationships that were established between themselves and their schools
were more keenly maintained and information and resources were more readily and |
efficiently shared. In this sense, it places psychologlsts in the school 1mprovement role

rather than the tradmonal special educational needs role.
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The Skills and Expertise of the Educational Psychologist

The relatioriship with the Educational Psychologist who worked on the local patches
was unanimously positive. Some Heads expressed their appreciation of the EP’s

. personal qualities:

I think we all feel incredibly supported by __, she’s worked so well with the -
school, gives out lots of positive messages about what the school achieves. So you
Jeel that you 've got somebody in that incredibly supportive roIe, I think you find

k odd people like that who 1 feel, we talked about support systems earlier. __is
someone I feel I could talk to easrly about an issue, who I know would be
supportive and it wouldn’t go any further my behaviour support teacher is

~ exactly the same. I can go and talk to her and she’s a bzt of an outsider and I use

herasa blt like a supervision sometimes — somethzng Izke external mput whether
it’s valzdatmg what you're doing. - '

(Head teacher 3 interviewed in current study)

Whﬂst acknowledgmg the personal qualltles brought by the EP to thexr school, other
interviewees also expressed an apprecxatlon of the dlfferent skills that the EP can offer

including her powers of persuasion:

I know for me with __._ being the Educatz_‘onal Psychologist here, 1feel confident
- in the relationship that 1 have with her. For her to have that ability to see if that
was happening in our neck of the woods and to use persuasiOn to pull that person
in, or to flag up the difficulty to somebody else in that cluster group because it is
done in confidence and therefore that's the one thing that we all resj)ect because
seeing‘how its going in educqtiorz at the moment, I think there is a change in the
LEA’s remkit in schools and how schools function, there are quite a lotof -
difficulties and I can see that one changing in the very near future, 50 it is not
always gomg to be about the whole school, it is going to be very much target
based and that I think is sad, so we do need somebody else that will come into
schools, and it’s the Educational Psychologists that are coming in on a regular
basis throughout the year that perhaps can offer suggestzon level for the person

like the one you are menttonmg who does need help — she won't get it ﬁom the .
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LEA .

(Head teacher 7 interviewed in current study)

The Educational Psychology Service was seen to be able to address these issues by
drawing upon expertise of worklng inbotha solutlon focussed and a therapeutlc way

and on experlence of participating in and running peer supervision sessions.

The importance of the relationship with the Local Educational Psychologist proved to

" be very important in both the ‘pilot study and the current study. This is because trust is
an integral factor in the success of the group and many of the participants had so |
varying degrees lost trust in those around them and in particular officers from the Local
Authority. By mamtalmng a positive and trusting relatlonshlp w1th the Head teachers
the EPs were able to convince the Head teachers to attend the group sessions. The
potentlal for EPs to use their positions of trust ‘outside’ of the realms of the Local
Authonty is great. Such work mlght include: the promotmg of containment w1th1n

“schools and relationships; assisting in the management of change, facilitating -
interagency working; eliciting the multiple mearrings of individuals to facilitate
‘understanding and co-operation; applying Solution Focussed'approaches creatively and

exploring the principles of Learning Organisations.
Managing Anxieties B S

In further work in this area the Educational Psychologlst may have a key role in helping |
pamclpants manage their feelings of personal vulnerabxllty, reluctance to share i 1ssues
and personal responsibility to find a solution for others® difficulties. This may be -
achieved prior to the establishment of the group oerhaps during the initial training

' sessione where such feelihgs may be highlighted and ways of overcoming them mey be

discussed. The EP might offer support in the selection of group members prior to the

_ setting up of a group. Similarly the Educational Psychologist may be important in -

managing any ‘difficult’ individuals who mrght attend a group and threaten its -
cohesiveness. This may be achieved through working one to one with mdrvrdual group

members or in a consultative capacity with the group asa whole. To avoid the

possihility of the group going ‘stale’ the Educational Psycholo'gist may be able to offer -
‘refresher’ sessrons that review what the group has discussed and hlghhght any positive

elements whrch the members find difficult to express. The EP may be able to assist in-

the setting up  of an evaluative process within the group and the material from this may
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be presented at the refresher sessions to inform the group about the feelings and |
ongoing needs of its members. The Educational Psychologist may also be able to offer
assistance in the event of any conﬁdentiality breaches by discussing what has happened
.with those involved and helping the group o recover any elements of trust, security and
cohesiveness that may have been lost. However for such work to be a success,
Educational Psychologists would have to feel confident and have the skills to do this
work and this may require training. In addition Educational Psychologists would have to

believe that it is their role to carry out work of this nature.
Facilitating Change at the Individual and the Organisational Level

" As both the pllot study and the current study demonstrated despite great efforts to reach

. out to staff and involve them in systemlc change some will remain resistant. In order to’
mediate the learmng of those described by Meadows (1998:21), as ‘unwilling
conscnpts whose despair or lack of enthusiasm or dlsaffectlon makes them resist

- normal types of support?’, a range of strategres is requrred In mtegratmg :

psychoanalytlc and solution focussed approaches in their engagement with schools EPs

should consider the different roles and functions they mxght adopt in addition to the

range of techniques and approaches that might be adapted to assist them in bringing

- about change to facilitate the containment of staff puprls and parents. Different methods

and forms of interaction are necessary in order to facilitate change at the level of the -

individual and the organisation, which is a complex process mvolvmg, ‘The ability to

work with other people in their physical and ps'ychological territory’ Gillham (1 999).

Apart from working in the way described in this study, the findings have shown that

Educational Psychologists may also have a role in workmg with Head teachers and

schools specifically on some of the issues that emerged from the interviews. EPs may be
able to support Head teachers with their feelings of: isolation, responsrblhty, the effects

. of fatigue and anxiety; difficulty in maintaining a vyork/life balance; time pressures and

personal alienation from the job, by establishing and facilitating further group work and

promotrng paired supervision sessions. Furthermore, group trammg and workshop

sessxons might also be consrdered

Where there are specific difficulties relating to a particular issue or‘context such as the

difficulties relating to small primary schools or Secondary Schools a group made up of

individuals who share the same issues and contexts mrght be consrdered Slmllarly
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where H_ead teachers feel under pressure to meet the needs of their schools whilst trying
to meet Local Authority Targets and under pressure to keep abreast of current |
-~ knowledge a group session that focuses on these topics might be appropriate. In this
situation the Educational Psychologist might have a number of possible roles such as:
facilitator; Chair, trainer, or they may llave contacts or ideas about guest speakers,
consultants or relevant individuals from the Local Authority to invite along to such

sessions.

The group sessions utilised the great resource of experience that Head teachers gain
over the course of their careers. This may be extended and further developed if a role
for retired Head teachers in supporting current Heads was recognised where Educarional
Psychologists could develop a process for this to happen and offer some means of -
fac1htat1ng such a scheme. Similarly the contribution of E-Mail and other forms of
mformatron technology may offer additional forms of support which the Educational
Psychologlst could utilise and develop. In this way the Educatlonal Psychologlst could
assist schools in becoming more open to each other. By enabling Head teachers and
their staff to improve their problem-solving skills in 'dealing with their own situations
aud those of others they will help individuals to have a greater awareness of others Wim _
similar problems and see them a resource to consult with. In this way good practice may
be shared more readily and positive links masl be established between institutions and
individuals who may become more prepared to analyse their own situations more

critically. )
‘Multi-Agency Working

Whilst the difﬁculties associated with multi-agency groups have been explored earlier
in this study such groups may offer a way forward in some instances. As all too oﬁen
schools are expected to overcome problems of poverty, underachrevement and
disruptive behaviour, (Mortlmore, 1997), Bernstein, (1970) argues that education and
teachers alone cannot compensate for society and there is an urgent need for joint inter-
professwnal development both at the initial tralmng stage and as part of contmumg
professmnal development for all professional groups. However, if i rnteragency o
partnership is to become reality there is a need for all staff at managerral and operatlonal
level in joint training to enable shared understanding of key areas to emerge. The
process s1m11ar to that used in this study may have something to offer in this area of

work and may be an area where Educational Psychologrsts have a s1gmficant role It
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may be that the different agencies could gain insights into the thoughts and eiperiences
of those they interact with and gain a greater understanding of each others difficulties.
In this way they may be able to work together to overcome the difficulties collectxvely
In this way the Educational Psychologist may dlrectly or 1nd1rectly offer more

appropriate support to Heads who feel that the current level of support is inadequate.
“Facilitating Containment

Where Head teachers are experiencing difficulties ‘such as: having conflicting views

" with their own sfaff; taking on the anxiety of others; exclusions; conflicting
intérests/rivalry with other schools; leadership issues; managing difficult relationships
with Goilémors, other Head teachers and Local Authority Ofﬁcers,‘ it is essential that |
the concept of containment is promoted and the Educational Psyghologiét can do this in
a variety of different ways. - | |

Nutkevitch (1998:11), 6bsérve$ that:

The stormier the container is, the more serious the organisation’s pathology is, the
- worse the relations within the organisation’s mdnagehent are, the harder the task of
containment is for the manager with his personality make-up, the more important it is
to build and maintain the ‘saféty net’, which becomes critical for the containmenf of =
the container. The more there are good enough containers in the ofgahisation at all
“levels - management department, team, workmg group — — the more efficiently it will
function. The members of the orgamsatzon will thus be more ej]‘ cient, creative and

satisfied with their Jobs.

- Therefore, an essential intervention strategy in an Qrganisétion.such as a school isto .
establish and maintain organisational entities on all levels as ‘good enough éontainers’
and to assist in the management of the containers; boundaries. Educatidnal v
Psyéhologists, potentially have considerable knowledge, skills and'competencies -
(Stoker, 2000), and have an important part to pfay in working with schools to create and
manage ‘good enough containers’ by integrating the psychoanalytic perspective with o

 other approaches such as a solution-focussed approach (Stratford, 2000). The peer

supervision group demonstrated its function in promoting “the containing functmn of

[the] organisation[s]” (Obholzer, 1994), by enabling the Head teachers to assume a .

depressive position and gave them the capacity to face both external and psychic reality.

The Head teachers were able to agree about their resppctive primary tasks and through
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gaining an awareness of the nature of the anxieties projected into them, they could see
how they, their staff and the school as a whole was acting as a container for these

anxieties, rather than defensively blocking them out.

Whilstlthere are plenty of opportunities for EPs to work at a whole school level (Stoker, |
2000), there is also scope for the shanng of perspectives, joint planmng and rev1ew at

~ the school/EP interface. Consultation with groups of staff may also elicit what mrght be

- useful strategies and changes (including INSET). The resulting proposal of activity may .
be agreed amongst all the school staff, (Baxter 2000), and they may gain a better
understandmg of the orgamsa_tron s process and the options for change (Obholzer and

’ Roberté, 1994). There is clearly a need to _look beyond the target setting culture to attend
to the personal, professional and emotional needs of teachers and the pastoral needs of
pupils (Leyden, 2002). Macready (1997), presenté a constructionist rationale for -
consultation, suggesting that change may occur if people can become connected to thelr
own meaning-making abilities and to the greater selection of meanings subsequently
available to them. Miller (1996, 2003) investigated the phenomenon of the ‘temporary
overlapping boundary in which a teacher, parent and EP are able to co-create new and
different meanings from those available within school and farmly systems. These

meanings then pave the way for effective collaborative working,

Solution-focussed thinking (Rhodes and Ajmal, 1995) niay help to provide questions to
structure consultation sessions in order to open up the complexity of the situation ina
manner consistent with a social constructlomst approach However, whilst Solution
Focussed approaches fit with social constructionist pnncrples, there are ontological

differences with psychodynamics.

Whilst the psychodynamic perspectlve sees human functromng as based upon the
interaction of drives and forces wrtlun the person, particularly unconscious between the
different structures of the personality, the social constructionist perspective emphasises
the role of language in human societies where action is preceded by ‘understanding and
an intention for a meaningful outcome; Furthermore, actions convey messages to other
members of society and how we name things affects how we behave towards them. A
name or a label, carries with it expectations; The exiStence of important biological or
natural differences between people and certain shared biological ‘dri\}es are not denied -
rather, it is the ways in which such differences and similarities are given meaning |

through processes of social construction which are important. The theoretical principles
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underpinning dynamic assessment may be applied to the process of solution-focussed
consultation (Hymer, Michel, and Todd (2002), facrlitaung a meetmg of equals with

distinct but comphmentary roles and skills.

By iavorking across individuals and organisations and from acknowledging thatthe
‘psychology of any situation has to include the experience of multiple meanings and k
differing interpretations EPs can recognise the Signiﬁcance of individual constructs and
how they impinge on orgamsatlonal behaviour (Stoker, 2000) This may provide an EP
with an effective fool for change as the construction of meaning is based on dialogue .
with the different parties and by acknowledging the legitimacy of each person’s own

" chosen personal meaning. The dialogue may then move beyond so-called objective fact
to an analysis of how one construction of events impacts on another. The EP may
therefore act as a co-researcher, usmg his/her own values and beliefs in the process,
workmg with the children, parents and teachers in the pursuit not of “truth’ but of better

, understandmg, (Stoker 2000). A range of literature and techmques is available to EPs

to assist them in the ehcmng of multlple meanings and the use of these to help
individuals to reconstruct thelr futures

'Understandmg the Constructs and Meamngs of the Individuals thhm an .

Orgamzatton

Kelly (1991) and much of Ravenette’s (1997) work emphasxses the 1mportance of
understandmg the constructs and meamngs of the 1nd1v1duals within an organisation
where the productive level of analys1s is not the pursult of some sort of objective ‘truth’
but rather with the differing constructions that people make of the events that they are
experiencing (Stoker, 2000). Therefore in order to gain a shared discovery of the
- meaning, and especially the emotional significance of actlvxty in the workplace, there is
scope for working with staff members in schools to help to explore the experiences and
' perspecuves of each member of staff, focussmg on change and mgmﬁcant events and

v the roles and responsibilities of individuals.

There is also perhaps a need to be creative in finding new ways of using language to
communicate the constructs of others and themselves, (Stoker, 2000). Bozic et

al.(1998), state that: “Almost every part of our work mvolves [EPs ] in the creation, use
and mampulatzon of discourse”, and describe five major areas of EP work into whxch

discourse analys1s mlght be mtegrated Blllmgton, (1996), urges EPs to consider the
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, importance of language, issues of meaning, knowl.edge and power within current
practices and argues that discourse analysis can enable an analysis of language and
permits the conceptualisation of connections between words themselves and what lies |

- beyond them, lead to a possibie critique of power (Billington, (2002). O’Brien and
Miller (2005), apply a discoufse-analytic approach to the language used by school staff
during the process of consultation between teachers and EPs. Edwards and Potter (1992,
- 1993), further develop a model of discursive psychology to focus partlcularly on how
factual reports are constructed and how events are described and explained. These
methods have been used by Miller and O’Brien (2005) as a means of analysing
discourses where ‘solution-focused’ questions (Rhodes and Ajinal,‘ 1995), are used to |
* construct an alternative version_ of events in an attempt to move towards the co-creation
ofa different and more optimistic account from which new and more effective solutions

might arise.
Developing Personal Awareness

If has already been established that the power. to change ones self remains the single
contributory factor in the management of stress (Steel, 2001). Whilst there is some
support from various agencies that assists practlclng teachers to studymg their B
emotional reactions to children, the Educational Psychologlst could assist staff niembers‘
to develop greater personal awareness and acknowledge their individual reactions to
situations. By supportmg staff in managing their feelmgs, thoughts and behav1our the
EP may be able to help staff manage pressure ‘and balance their lifestyles more

* effectively. This may be achieved by helping staff to unlearn their defensive habits of
conversation and in learning to articulate the hidden feelings and thoughts that may be .
the origins of their resentment and confusion so that they are better informed and
empowered to communicate and work more effectively Ini this way the contribution of
therapy and psychoanalytlc thinking could be better understood and utilised (Wexss, |
2002) "

'Managing Change

. As soclety becomes mcreasmgly pluralistic, institutions such as schools are
continuously being challenged, creating considerable additional stress and confusxon for .
the members of these institutions as they attempt to adopt and modify thexr workmg
practlces to take account of these changes (Stokes, 1994). Managmg change mev1tably
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requires managing the anxieties and resrstance arising from the change process
v (Obholzer, 1994). Jennifer and Shaughnessy (2005), suggest that a school’s readmess to |
- change and implement interventions is dependent on the extent to which key elements
~ will support the introduction of an intervention and whether staff and pupils are
empowered to participate meaningfully in its development These elements include:
self-awareness and reflection; recognition of and responsiveness to difficulties; review
and evaluation; clarity of rationale; degree of democracy including the participation of
children; stability of culture; and location of locus of control, (Dusenbury et al (1997)
Roffey (2000); Sammons et al (1995)). When working with schools EPs may take -

. account of these factors when planning ways to engage with the school.
Identifying Barriers

' Methods such as Feuerstein’s Learning Potential Assessment Deyice (LI;AD) rnay be
used to identify barriers to change (termed ‘deﬁclent cogmtlve functrons’) and the
mechamsms or processes that could remove them (Feurestem et al. (1979); Feurestem et
~ al., (1988); Feurestein and Feurestern (1991) This ‘method can provide a helpful
framework for structured process questions in a dynamlc consulation model. Likewise
the psychodynamrc consultation’ may be used as a strategy for helping teachers to
discern and cope with transference and countertransference phenomena, (Weiss, 2002).
" The Tavrstock_psychoanalytlc approach to orgamsatronal consultancy involves gaining
an understanding of the primary task of the orgztnisation with an apprecietion of the
psychoanalytic challenge presented by the work. Through shared discovery of the 4
meaning, and especially the emotional significance of activity in the workplace, itis
thought that staff will gain a better understandlng of the orgamsatlon s process and the
optlons for change (Obholzer and Roberts, 1994) ‘

- The pilot study gave rise to the current study as an exercise that provided avital insight -
into the underlying psychodynamics behind the systemic procedures arrd principles o |
adopted by the respective schools, This work challenged the role of the EP tradrtlonally b :
working with children and workmg systemically with schools. As Obholzer (1994),
argues that it is possible to assess the functioning state of an orgamsatron by momtonng '
measures such as splitting, denial and projective 1dent1ﬁcatxon, and how — just as for
individuals — a containing intervention can shift the ﬁxnctioning towards the depressive
end of the spectrum, the EP may assist staff in schools to gain an exte‘mal» end internal

framework that allows for a sense of security and serves as a base from which to exclcre
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personal and institutional issues.

In addition to assisting in finding solutions to difficulties this study has shown how
Educational Psychologists are well placed to draw attention to the real difficulties and
concerns of fhose working on the frontline of the educational field. Whilst the study was
able to bring forward and acknewledge some of the pressures that Heads are under it .
also raised questions around individuals bearing difficulties that they should not have to
endure and of people perhaps being forced to work in unbearable conditions. Perhaps a
future role of the Educational Psychologist could be to furtHer in\}estigate these
concerns and find a way of articulating them to those with authority in a manner that
could influence a better way of working for all. This has implications for Local
Authorities in terms of their deliberations about how to deploy their Educational

Psychology resources more effectively.
ix.  Additional Comments

A number of participaﬁts stated that they were greatly encouraged that through the peer

‘ Supervision sessions the difficulties facing Head teachers were being acknowledged:

Yes, it is interesting but I régarded it as vefy nice that somebody was actually -
saying that Heads have a lot of pressures, that they need looking afier — verjz
important. I have my staff, PPA time, as long as they're fine and you 't;é the last
person they think about, very positive actually ‘ :

(Head teacher 8 1nterv1ewed in current study)

It became apparent that the more experienced Head teachers were more enthusiastic
about attending the group than the less experienced Heads. This may be because more

experienced Heads feel less defensive around other Head teachers:

The more experienced you are — when you are a new-Head you want to get -
everything right, the more experienced you are the more reassured you are in
- your position to share things with colleagues. '

- (Head teacher § interviewed in current study)

A less experienced Head described her feelings of defensiveness and protectiveness

about her school and having little time to attend the meetings:
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“ I think for me, saj) ina couple of years’ time, when I haven’t got the same
pressures of just taking over a new school, then that [attending the group

) sesszons] would be more that I would seek to do down the line because I've got .
more time to do it but at the moment everything is pushing......I think the thing is
you are self-protective of your school so even when you are speaking to other
Heads you don’t necessarily give the full picture, you }night dis;cuss one small
issue but you're always dealing with the full picture, aren’t yo_u? It would be
good having somebody else who has the Sull picture.

(Head teacher 9 interviewed in current study)

Head teachers were generally éonsidered to be natural listeners and communicators due
to thelr experience of coming up through the ranks of teaching. These features were also

seen as reasons for the success of the group:

I think the nature of a lot bf Heads is to be like the type of people they are. 1don’t
think that we 've Just been really lucky to get a good group of people together in
this area. I think the nature of the Head teacher to be where they are is the fact
that they have listened and are able to communicate and are open to ideas and
are supportive and it’s the nature of your role as you've come up through the

system.

(Head teacher 9 interviewed in current study)

Another participant spoke about other aspects of Head teachers such as their dislike of
being told what to do: : :

“Head teachers don't like being told what to do, we are not good at that, we are
managers at the top of little Pyramids".

(Head teacher 1 interviewed in current study)
Acknowledgement of Head teachers’ Difficulties

The participants’ encouragement that the difficulties facing Head teachers were finally
being acknowledged through the peer supervisioh sessions may be further evidence of
_ their feelings of isolation, alienation and even desperation. The greater enthusiasm for

the group shown by the more experienced Head teachers may be indicative of a greater
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degree of defensive behaviour demonstrated by the less eXperienced Heads who may
feel they have more to prove than the more secure experienced Heads who feel less

defensive around other Head teachers:

The more experienced you are — when you are a new Head you want to get -
everything right, the more experienced you are the more reassured you are in .
your posmon to share thzngs with colleagues

" (Head teacher 5 1nterv1ewed in current study) -

I think for me, say ina couple of years’ time, when I haven't got the same
. pressures of ]ust takzng over a new school, then that [attending the group
- sessions] would be more that I would seek to do down the line because I've got
more time fo do it but at the moment everything is pushing......I think the thingis
you are self protective of your school so even when you are speaking to other
Heads you don’t necessarlly give the full picture, you mlght discuss one small
issue but you're always dealmg with the ﬁdl picture, aren t you? It would be
good having somebody else who has the Jull picture. : |

(Head teacher 9 1nterv1ewed in current study)

The general belief amongst the participants that Head teachers were natufal listeners and
communicators due to their experience of coming up through the ranks of teachmg may
indicate a carefully defended pos1t10n which does not take into account the very

- different natures of Head teachers as 1nd1v1duals

' I thznk the nature of alot of Heads is to be like the type of, people they are;' Idon’t
think that we 've just beenreally lucky to get a good group‘of people together in .. |
this area. I think the natare of the Head teacher to be where they are is the fact

that they hav'e‘ listened and are able to eommanicate and are open to ideas and
are supportive and it’s the nature of your role as you 've come'up through the

' system. |

‘(Head teacher 9 interviewed in current study)
Again the idea of valency for a particular role may be a relevant factor. . et ,’ '

Several participauts mentioned the need to support newly appointed Head teachersand
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those new to the role:

I had a conversation with d new hearby Head who's having difficulties in the
school, we're all there, aren’t we? I said just ring anytime, if there’s anything I
can do — had a similar arrangement with the previous Head but she moved on and
they've appointed a first-time Head and obviously in a school with difficulties
that’s a challenge for any Headship. She would have been invited to this,

wouldn tshe7 '

(Head teacher 2 interviewed in current study)

The facilitation of new Heads Who might be reluctant to come to a gfoup meeting
despite having been invited due to lack of familiarity and confidence in the others was

also raised:

ff I'd have realised she’d had a letter and hadn’t turned up, you ebuld ask
sonieone else to contact her, couldn 't you, and say - ‘I'm gozng along, do you
want me to give you a Ilft7 '—I've done that with previous mfant Heads, __isa
new Head at the Infants and came to the school in September, so I think maybe
that we can take more responsibility for that and make phone call.f and say
‘maybe you’ve missed it; maybe you didn't think you'd got time for it’, like 'all
these things. N |

(Head teacher 2 interviewed in current study)

Another participant emphasised the need for support for new Heads from the Local

Authority and emphasised the pressures they are under:

Iwould hope the LEA would be very supportive of new Heads for a lengthy period .
of time because there is so much to learn in a short ;s‘pdce of time, everybody_
exj)ects even the Governing body would expect you to be up'and running literally
Jfrom the first day of your appomtment and that is unrealistic.

(Head teacher 7 mterv1ewed in currcnt study) ;
Issues around recruitment and retention of Head teachers in relation to the stresses and

strains of the role was highlighted by several individuals who saw the support group as
offering a way forward around this difficulty: ‘
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1do think the authority needs to think about this because 1 think there is an issue
in terms of Headship recruitment now and if we are going to make it more

_ attractive then something like the systems we are putting in place here need to be
censidered .

(Head teacher 6 interviewed in current study)

Furthermore, the need for more creative responses to problems around school issues

was called for

There has been so much research done, we ought to know better about what
makes a'good school, rather than let’s have this initiative and that initiative, by
now we ought to know what makes a good school. |

(Head teacher 6 1nterv1ewed in current study)

A number of participants discussed the role that retired Head teachers might have in

supporting current Heads:

I think I'm lucky that both the past 2 Heads are ‘stillb livingin ___, we are
" unusual to have 3 consecutive Heads that have lived in the town, Both are totally
dtﬁ'erent people with di fferent perspectives, one has a more general perspecnve
" about education where my prevrous boss has only been gone 2 years and so its
easier still to talk about on-gomg issues so 1 find that useful, not anywhere near |
on a daily or weekly basis but just when the opportunity arises or when I've got a
thing that I don’t know what to do. B

(Head teacher 3 interviewed in current study) -

A suggestion that e-mail support might prove useful to some individuals was tempered

.. with a need for personal contact:

I suppose one of the things I do is use email for contactmg people whether that

~ would be a useful way of oﬁermg people support, because you can’t always
manage to meet up or get them on the end of the phone, but having an exchange of .
e'mails,to get support may be quite useful. Ido dctually think hearing the other
person’s voice or seeing their faeial reactions is important because it affirms what :
you are thinking and doing and can get a little bit remote if you can’t do that. I

think its that spontdneity of being able to pick up some support ﬁbm somewhere
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when you need it, not always having'_to wait until the next meeting, so 1 guess
that’s the link I have had with _, whether people need to have a paired person
~who they can do that with, they might, like___and I, already have that .

(Head teacher 4 interviewed in current study)

" . Evaluating the Group

Whilst the more obvious advantages of being in the group were readily and cléarly
articulated by group members, a number of participants stated that the deeper benefits of
the sessions were almost intangible and the Beneﬁt was in experience rather than the
outcomes. Indeed some interviewees appeared almost dismissive to engage ina '

discussion about evaluation of the sessions:

It s possible t0 artzculate the advantages ofit, makzng J udgments about the
" outcomes is something completely different. Let’s look at the issue we talked
aboutat ___, we could talk at the next meeting about how eﬁ"ective it was on the
Head teacher with the junior school whose issue it was. I think sometimes we
~ need to be careful wfth outcomes, sometimes it just gets you going through the .
processes of articulating the issue that you 've got, of listening to the experience of
the other people — that ’s warthwhile in itself because what it often does is start
thought processes going and when you're in a school all the time and not rubbing
shoulders with other Head teachers, I think the benefit is the fact that youare
rubbing shoulders with other Head teachers and listening to other Head teachers
whereas when you are in a school it’s a lonely profession and if things start going
~ wrong you really are by yourself. I think this group particularly is beneﬁcial .
~ because you are not by yourself. | . , - |
(Head teacher 1 interviewed in current study)
Discussions around using an evaluation systerri were met with comments that the only

way to see if new groups would work was to set them up and see:

If we reviewed what's happeneaV in our own group, we'd be sa_jzing whatever you

did and whatever appfoaches Yyou've made, it's worked, weve got a grbup and

it’s still meeting so I'm tempted to say that worked, so is there any reason why it
_ shouldn t elsewhere? We don’t know until we've tried that, so we’ll try and think

of an alternative way of establishing a group for all those other clusters where
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this isn’t happening. ' _ .
' - (Head teacher 1 interviewed in current study)
The merits of evaluating the group and using the findings to develop and maintain the
group were discussed along with fears that this might prove difficul, éépeciaily in
evaluating the rnoré intangible benefits of the group. It was clear that all of the group
members felt that they had benefitted just from the experience of being in the group not
just from the outcomes.It was clear that Some individuals felt that the group was
working well but they were not part of it (MacKenzie and Tschuschke (1993). This is

- consistent with the research that has shown that an individual’s sense of belonging and
their appraisal'of how well the entire group ié working can be quite different (Yalom
and Leszcz, 2005:55). Factors that strengthen the group’s sense of containment may

- beencouraged by holding group meetings on the same day and- at the same time each
week and ending the meetings on time. In this way group members would not | ,
necessarily feel that their emotions dictateAihe ‘shape’ and structure of the meetings, as

well as its atmosphere and content, Obholzer, 1994). |

There are a number of potential pitfalls in using grdup supervision and these can be
- addressed through careful planning at the start of the programme. Some of these have
been highlighted already whilst others are outlined in the folloWing chapter.

| Summary

In this section both the questionnaire data and the ﬁndings of the interviews with the
participants in the peer supervision group were pi'esented. The questionnaire data
indicated that in general the peer support group sessions were regarded as: uséfhl, a
good use of time, somethiné that participants would be prepared to set time aside for;a

reasonably high priority and having a positive knock on effect for colleagueé, pupils and

- . parents in their school communities.

The findings of the interview data were presented as descriptive accounts of the views
of the participants and include extracts of representative texts to illustrate the points that

are made. There was also an attempt to interpret and comment on these findings.
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The nine categories that emerged from the participants’ responses were:

i. Difficulties experienced by head teachers

ii. Experiences of being in the groﬁp .

iii. The individual benefits |

iv. The wider benefits

v. The barriers and limitations ‘ i ‘

vi. Factors which might promote the ongoing success and survival of the group
vii. Paired versus group work | “ :
viii. The role of the educational psychologist

ix. Additional comments
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