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Chapter I

REVIEW OF THE LITERATURE:
PLACING THE PHORLEM 1IN A THEORETICAL FRAMEWGRK

T"he Problem Defined

Very few issues in educafion have attricted as much
atrention ae thar of desegregation. Amervicans of various
political persuaaions have heatedly debated the pros and
cons of black and white children leaxning together. White

liberals and Black moderates write of the banefits of

j4-

desegregation for black studentm, In a discusszion of edu-
cating black youngsters, Kanpeth Clark states, *. . . the
goals of integration and guality education must be sought

together: they are interdegendent." (Dark Ghetto, p. 117)

Black militants believe that inteyration would have several

deleterious conseguences for black childeen. In Black Power,

Cayrmichael and Hamilton predict that integration would force
the black child to give up his identity and forawear his

heritage,. {(Black Poweyr, p. 55%.

The issue nf the cffect of intogration on the edu-
caticn of biack children is an imporiant one, but it cannot
be pursued irn isolation. Integration means thot black and

1
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whate children will be educsted in the same sohecl rooms.
The impact of integration on whites is relevant because of
ity effect on hlack studentu, If integration is to mean more
than racial segregation within the same ach .ol, it must maan
that white and black students will interact with one ancther.
The "success" of integracion may well be ralated to the
guality of black and white interaction. If whites arc hostile
toe blacka c¢r tend to dominate chem, the outcomas of deseqre-
gation for bhlack studesnts will certainly be affected,

In his article, "Review of Evidence Relating to the
Effecte of Deswgregation on the Intellectual Porformance of
Negrwes, " Ixwin Katz borrows heavily from psyvchological
researxch not directly concsrsed with race, in order to
predirs the effects of white behavior on black children. (in

Educaricn for the Disadvantaged, ed. by Passow, Goldberg and

Tannenbaum, 1267) The paucity of educational recenrch on white

regponses to klacks ie apparent in the raview. Equally
appazent, howevey, is the need for more rosearch in this area.
Katz predicts that white students' behavior toward blacks in
integrated schonls will grestly affect the black atudents’
academaic performance.

Katz states, "Ons may assume that novel types of
contact with white strangexs possesss social threat com-

penent for members of a subordinated minerity group.”

11




“Secrial threat” makey people anxious for fear they will be
harmed., The degrse of "social threat” in a situation derends
partly vpen, ". . . ¥he amount of evidence of white bhostility
\or the extent to which evidence of white fyriendliness ix
sacking) " (Kaxz in Bducation foz The Disa'vantaged, p. 126).
The sympreons of "social threat' are anxiety and
sovial isolation., Meny psychological studies have investi-
gated the effests of anxiety and isclation on performance,
Mezt ¢f them find that psychological stress impairs pexfor-
mance. (Dexse 1362, Maadier and Sagason, 1962, Spence, 1958,
Taylar, 1962) The anxlety caused by "soecial threat' may

impair the acadewic perfozmance of black students. 1if blacks

believe that goeod performance arousas hoastility in their white

clagsmates, they may lower thelr achievement rathexr than risk

hostilicy. Katz reviaws a aumber of pesychological studies

~which found that a perason's "vulnerability to stress” is

increased under conditions of social isolation, If the hase
tility and unfriendliness of white classmates lsolates the
biack srudent, it 1ls reasonable to predict that he would be
urnable tc cope with the fur%hér stress of achlieving in his
gtudies .

The suathors of the "Coleman RFeport,” Racial Isolacion

in the Public Schools, found that insresased interrzcial

fraction causes "hardship” for particular pupils. (p. 157)

12



Teachers reportes of increased friction between black and
white atudenis wers correilated with decreasing achievement for
those students. ®Plack children’'s achievement was #ffected
mora by :ncressed frietion rhan white chiidven's achievement.

The report states Lha%t, "The achievement of Negro students

is advergely affected where there is & high dearee of friction.,”

{(p. 158) The report does npt specify, howaver, the source of
interzacial friction ¢r the cunditions under which it
increzees,

Two studias have found that blagks are subjected to
“se~ial threat” in imtegrated situaticrns., Yarrow {1958)
chserved the behavioyx of blick and white youngsters in inte-
gjraved and ssgregated summey camps, He found that white
children dirzected twima as much aggression toward black casbin
mates ag they dld to their white peers, Tension symptoms
appeared 1n almogt twice as sany children in desegregated

camps as in the segregated camps., (Katz, Bduc

ation for the

>

Sissdvantaged, pp. 132-133,)

Katz and Cohen 1561} conducted a study of black and
white college students. 7The students worked in integrated
dvads. One half of the dyads received "Asserticn Training”
wrich gusranteed that hath the Rlack and whites knew answers
to half of the guesticons or the task, and that blacks were

required to g8tite their answer. Subjects in the Conttol

13



Condition did not receive Assertion Tvaining; and black
pertners were less aisertive than white partnars, On a sub-
sequent judgmental task, ‘black subjects in the Assertion
Trained dyads were as aéaertive on the task as their white
Fartners, bhut black subjects in the Control Condition were
not as assertive as therr gertners. When intesviewed about
the tank, “he whirtes in the\Axswrtinn Trained Condition,
undercrated the accuracy §£ their blsck partners. They wers
2is0o lege likely to prefer working with the same black
Fartner on futurxe tasks than were whites in the Control
Condition,

These studies provide some evidence that under certain
conditions, whites react necartively tco blacks and that inte-
graived situations are stressful, Theyv suggest that i. order
to understand the adiustment of blacks in an integrated situ-
ation, it 18 vital to study the response cf the whites to the
blacks in those smituations. Theevidence, however, is scanty
and out of date. A eoncomitant of neglecting to study white
reactions in invegrated groupe is neglecting te study the sub-
jective aspects of integration., Few lnguiries have been made
into the emct.onal climate of integrated qroups, the feelings
of affect betwean 3roup membars or the perceptions of gqraoup
members tawsrd one another. It is in this area where the

peessibiliecy cf "social threat” sivtuations reside. Educational

14



6
rasearchers have fo&uaeﬂ ina;é#d on the achievenent mflblaﬁk
students in integrated schools. NMost regearchors of inte- |
grated schools rely on achiavement and I.Q. tent scoraes of
black students to evaluate the "success® or “failure“ of inte-
gration., The proclivity to “measurs the m@amnrénbleu“ poxsisty
in spite of the fact that tast scores do not answer many
‘qﬁemtiona vhich educators and parents conusidor imporﬁmnt.i

In particular, test scores cannot ansver ox aVan'pxé- ¥
vi&e any clue to the following quostions: Will blachk and whitae
children enjoy attending school together? Will they like .&nd
respsct one another? WwWill Ehmy b@hnve'aiﬁfarmgtly tomard
members of their own race than toward wembers of tha othar.

. race? Thess questions demand research in the subjective aren
of integration and researchars who lock at the iwmpact of ine
tegration on both black and vhite childrem. |

This study is an analysis of data collocted in the
summer of 1970. The area pg 1nqqiry is tho oubjective mné Qﬂ.
emotional climate, feelings of affoct, @waluamiﬁna and aecio~'d;
emotional behavior in an integrated sﬁtéing. More 5$éc1£$f;n
cally, the study 1ill investigate the hehavior and mtﬁituﬁ@a»'u
of black and white junior high school hoys in small, "taske =
oriented" groups. The focus is on the assartive member in

A

each group: The investigator is motivatod by two broad

questions: (1) Are thera any differences betwesn the way.

| .*'tnaertiva 8 ths rank position number one an inidlation and/or influsnca.
see pp. 101) _

©
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black and white subjects feel and behave toward asgertive
memberg who are black and toward assertive menbers who are
white in thase groups? {2} Is the nature of appartive be-
havior different for black and white auhja:ﬁs?

The practical importance aof studying assertive be-
havier and vesponses to i, lies in the nacesaity of schowel
perscnnel to plan for these d4fferenges in behavieor in in-
tegrated classrooms. School parsonnel way misunderstand
ptylistic differsnces batween blach and white youngeters and
gtudents may suffar from any minunderstandding, School

personnsl may slse have to learn o deal with possible hos-

tiiity on the part of white students in integrated situations,

Unless they sre able to cops with white nestility in inte-
grated schools, black shildrens' acadamic pericrmance may
be affected.

¥his study i8 an analyeis of scwe of the data col-
lactad by Elizabeth Cohen in hey Expectation Tralping IX
project. The major purpose of Cohen's study waz te changs
the racial status ordering in amall, “t#&kuarientmﬂ“ FrOUpR
composed of rwe white and two Bblack junior high schocl boys.
The purpose of this investigatcr's study was to examine the
behavior of the most sssertive menber in sach group and the
resporges of ccher wembers in the qroﬁp to him.

Successful trexztment in changing the racial FTALUE

16



orderisg in the present experiment produced more black
subjects who were agsertive in their groups than in previous
“studies in the program. Other studies have alwe attempted
to increase the initiation wate &nd‘influwwc& af black subw
jects 1n intmgrat&ﬁ groups., This was the purpose of the

previous experiment, Expoetstion Training 3, “Altering the

a4

Effects of . Racial Status Tharacteristic." Lohmaa's
dissertaticn, "Changing & Reclial Status drdering by Means of
Role Mcdeling, ™ was.&lﬂe conagrned wrth increasing tha in-
itiaticn and influerse level of black subiects. The study
by Katz and Cohen §1962) wae guccessful in making black sub-
jects more influential in inbtegrated two-man groups,

The interevsting question for this ainvextigator Ls:
What happens to the succeseses of these experimsnts? In other
words, how do group membars react o an assartive hilack?
What do they think of him? How ﬁo they fzrel toward haim?

Special training teo make blacks mre a&sertive an
integrzted aituations may ke the reault of the above studies.
If.ém, it is dmportant to know if thegxe are any detrimental
éide effects to the black peyson who lesrns to behave in o

more kelf~confident way.

Theoretical Frameworik

The study ig concorned with tue problems: Will race

. e
Q . 1 /




havg any effact on the attitudes and behavior of group
manbers toward the most asssrtive member in the group?

Also will the most asserrive blacks béﬁmve differently than
the most assertivs whites? In ordar to define this rasearch
problem, the phenomers of pasertivenssn of blscks snd whites
must be placed in a theoretienl framework. Predictions end
explapations of group members‘ attitudes and behavior will be
generated from the theorstical framewsrk.

»Statua characteriscic theory {0 useful in predicting
the status ordeving of task-oriented groups composed of status
unegquals. It is alsc usefal in explaining the position of
the assertive white and the assertive black in this study,

The Theory of Diffuse Statua Charactoristics was
formulated by a group of sociologiets at Stanford Univeralty.
{Coseph Berger, Bernard Cehen, and Morris Zelditch, Jr.)

The thmaiy explainé several studies in which the “gowsr and
prasgstige order” in swmall groups was datermined by an outeide
status charactariatié ef the group members. Tha status
characteristic deterrined the power and praestige or&@r whether
o hot the status characteristic was diractly relevant tc tha
group task. A status characteristic is one basis upon which
individuals form expectaticns of themselven and Qne ancthey .,
The power and prestige order refsrs ta ﬂiffariné rates of

initiavion, receipe, evaluation apd influance in small groups,

18
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The importance of predicting sexpectations of group
members yeosts upon the relytionship betwean expsctations and
performance. Thare is a large body of aodiclogical literalure
documenting the close correlation batween a parson's per-
formances ond hie own and another's sypectations of hiw
perfornanca. The Thesry of Diffuse Status Characterisiics
asgumes that tha power and prestige crdsr develop® in specific
situations and is determinmd by hew well group members axpect
thamzelves and others to do on the task, That is, Lf they
axpect a group membar to be particularly skillful in a task,
they will listen oo ﬁim and give him a chance to talk., Since
he feels that he is competent, he will probably respond to
any opportunity to give his opinion, and will therefore
initiats move- than a member who does not feel he has much to
contrlibute. Ifls oplnisne will be svaluated by others and
bacieuse they expect his idean 0 mxke sense, they will tend
to go along with him, Ho will initiate more, receive more

vemarks, and be more influential than the subject for whoe

thera are low expectations,

For aranmple, Strodtbeck found that the amount of
influenmm.in jury decieions and inltiation in Jjury d@liherw
ations was reloted 2o the sex and cccupational prestaige cf
menbors in the poelk juriss., (Strodtback, James and Hawkinl;

1957) Similarly, Torrance'n study of three-man groups ~ome

149



composed of pilots, navigators and gunnors revealed that
thelr relative influesnce on four group tasks dependad upon
thair military rank, saven wﬁmn the tash wao wnraloted Lo
military life. (Torrance, 19354} Of more direct rolevanes to
this study are the experiments conducted by Xatz and hio
colleagues which digcoverad thre 1niti&tian, inﬁluanc@ and
avaluation of black and white group members depanded upon
their race. {Katz, Goldston snd Banjemin, 1958, Xatz and
Cohen, 1962)

The "empirical regularity” of the findings in these
ntudies was not widely recogynizaed untilitha Theory of Diffune
Status Characterirtios wag developed. (Berger, Iohsn and
Zaldivteh, 1966) The theory begins by dafining the propertiesn
that the status characterintics in tha above studies have in

common,. Race, sax, occupatioennl prestige and militury zaok

are zll status charavteriotics which ape diffeyently ovaluated.

‘That im, it 16 generally believed in the mociety that it is in
seme cense hetier to be a man than & womay, to b2 white not
hiack, to be a doctor instead of & laborey, and to ba a
General cathee than a Private. These different avalvations
provide the basis for develuping ganeral expectations of
paople who possess smna state of these characterimtics. For
example, if it is "better" te be & dantogy than o laborer,

prople may expent a doctor to be more intallicont than o
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laborer, Besides thege “garn
of mpecific'expﬁ¢tatimna foy
A specific expectation of pe
thought of as Physically ety

The theoxy definws .

Definition iI. & cha
statug chavacreristi

(1) the stxtes of D
ated. and

{2} to sach state,

12
aral expectations,” are a sexlas
#ach state of the charvacteristic,
¥ differences i that man are
enger and more logieal than womon,
"diffuse status characteristia:

racteristic D is a diffusa
¢ 1f and only if

rre diffeventially evalu

X, ¢£ D thers rorraspondsy &

distinat met of specifically asscetisted,

evaluated, stat

(3) te each state, |

distinct genera
having the sams

a8 of charactariatims, and

B, 9f D there corresponds a
1l expesctation state, GBS,
evaluation as the atate Dx,

(Berger, Cohen and Zelditeh, p. 33)

Ruce is seen ag a "diffuse s
{1) there are different sta
which ars differentialiy eva
specific expuctations asxcel

of a8 baing more musical and

tatus characterimtic” becauge:
tes of race !black and whita)
insted; (2) there iz a get of
ated with race (blacky are thoughit

athletic tharn whitesl: and (3)

there are general sXpectaticons associated with rave,

(bincks are expected to do 3

The: theory deseribay

®e8 well in a variety of toanks, )

the conditdons undér which Lhe

diffuse starus characteristic will detormine expactations of

group menbers fer themse lvag

thereby detarmine the power

+nd othere on a new task and

aad prestigs order in the group.
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Expactation Training 11 woots the following scope conditions
spacifiad in the theory: Tha 2ok is "ecollective, " regquiring
group members to take into account each other's opiniens in
making a decision. It may result in succers oy in failure

gnd it is important te the participants to succeed. Subjects

perceive that there is a cortain compatencs vhich will enhmsce

theiy chances for sucsess on the tapl, The task has not been
previcusly associated with ruce. PFinally, participants have
had neo previous contact with ong ancther and are matched on

a pumber of criteria to insure that thers Lo no bssxs othex
than race for discriginating betwesn them,

According te the theory, whites should be tha wmost

“asaertive members in the group. That (s, thay should ini~

tiate the most and be the most influential membar in thedir
group. Their positive sinte of the diffuse status cherac-
teristic f{white) will preduce high axpacstationz far their
performance on the new task and these sxpectations will
rasult in acuive and influertial behavior. The agsertive
whitae's parformance is balanced with the expschtations £6r) bia
raca, The ganerai awpechationy for his race are positive: and
the assartive bahovior which makes him the "top man® in the
power and prestige order ls aloo svaluated positively.

Whernn 3 black group mewnber becomse assertive, his per-

formance is not balanced with his s¢tate of the diffuse phatus
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characteristic (black). The theory defines "balance "

Definition 2.1 (Balance) A relational unit

is balanced in 8 if and only if its elesmsnts

have the same evaluation,

(Berger, Cohsan and Zelditch, p. 39)
The black subject who is the most assertive pembar in his
group has & positive svaluastion for his performence on tha
task, but a negative evaluation for his state of the Aiffuse
statue characteristic. He is an imbalanced unit bacauss thess
two elements have a differentrexaluation, A® an imbalanced

‘unit, he is the soures of isbalance for the status structure

.0f his group.

Definition 2.2 A status structure in 8§ is

balanced if and only if every ralationai

unit in it iz balanced.

(Bergex, Cohen and Zelditch, p. 39)

The Theory of Diffuae Status Characteristics defines
the phenomanar 5f the assertive black as an "imbalanced unit®
and the asmertive white as a “balanced unit.” Balance Theory
can be used to generate hypotheses which will prodict the

ralationshlp betwsen sssertive group members and their

teammaten,

In his book, Bplanse in Small Groupe, RAowsrd P, Taylor,
states, “The basic assumption underlying theories pf balance
i that people tend to argaﬁiza thaliy percaptions of things
in consistent and comfortable ways.? (Taylor, p. 11} It is

consistent to expect that wemeons who is superior to snother

23
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will perform & noew btaask better than that sthex person. It is
uwneomfortable to discovey, however, that the perascn who is
thought to bw infervior actuaslly acts as if he were supsrisy
on thet now task,

From the beginoing work of Frits Heidsy, o the
balancy zlworists of todsy, there is égrmaméﬁt that imbalancs
producas o piate of tension and effort@ to restore balance.
imbalance dantroys the orgunisaticsn of people's perceptions.
This makes pacple feol uncemfortable and they display their
discomfart by showing tersion and attempting teo rastqre the
rore plespant situatisn of balance., Helder statew, "where
halancea doss not exist, ths sltuation will tand Lo changs
in the dirgction of balence." (Haider, p. 207)

Zoalditch, Bargwr and Cohen explain that,

By “balance properiy” welm@mn that balanced

atructurss are stable, while in imbalanced

ptructures thers is tension and premssacs Lo

change in the directlion of balance.

(Zelditeh, Barger and éoh@n, . 272)

Festinger formulater imbalance as “dlssonancae” and believes

§

that people have a "need” to raduce diasonance whenevsar it

occurs, Ongasd and Tannenbaum use the term “incongrusnce®

to descrils imbalance. They pradict that, "Conditions of
b ] .

incongrusnce aze unstable and are thereforw likely to changs,

whareas conditions of congriancy aye pot.” {Taylor, p. 43}
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in his review of Balance Theeory, Tayvlor concludes

that,

« « « &n Aasgumption underlying all varietiss
of Balmnce Theory is that people will alwayas
want to reduce tension, It is posited that

if high tension is produced by imbalance, then
changes toward balance will occuy and reduca
the tensicn, since low tenzion is more dasira-
kls than high tensien., {(Tayleor, p. 43)

Spaci fis Bypothazen

Balance thecrists agree that imbalance produces tesnsion
and attempts to restore balsnce, Thers is little agreemsnt
and much uncertainty, howaver, about the mpecific conse -
queann of tensivn end the specific ways in which peopie will
attempt to restore balance. Those weaknesses of the theary,
though in some respects dissppointing, allow one a graat deoal
of freedom in dav&laping hypethesss to predict the consa-
guences of tension and the technigquas subdects will use in
attempting to restors balance.

One way to meaaure.ﬁenmicn is by the number of tension
raleasing behaviors on the part of group members. Sinve imw
bmlanceAproduceﬁ tension, the first hypethesis predicts that
there will be more relesse of tension acts in groups where &
hlack'subjagt 18 the most &ﬁaertiva wanker “han in groups
where a whité is Lthe most aspertive membsr,

Hypothesis 1, There will be more relesss of tension

act# in groups in which the most assertive member in

bisaek chan in groups in which the most assertive
mexber 1w white.

5

Do



17
A the source of imbalance and tharofors the scuros

of tension, the assertive black may not be very well scceptsd

by his fellow wenbars. Accerding to balance tﬁmcxinta. paopli

do not liko tension. Assuming group nembers hxe aware of the
parson rasponsible for the tsneion in the group, thoy may
faal hostile toward him. The sseand hypotheois prw&ictx
that ono of the consegquances of tensicn within ths gx&u# is
that ssmartive blacks will not be as well liked as assertive
whites,

Hypothesis 2. Black sublects who mre the moat

assertive tasm menbero will not be as well liked

by their group membars az will white subjects

who are the moot assertive wmembers in their group.

1£ tansion i% an unpleasant state, groupe in which
there is » lot of tonaion will not be ax much fun to particie
pate in as groups in which there is very littls tenalon. The
third hypothesis predicts that mombexa in groups whers whites
&re the most assertive mewbare will anjoy pasticipating in
the gama more than members in groups whare blacks aye the
most asgartive membars.

Hypothesis 3, Membsrs in groups vhere whites are

the most assertive menbewwiil snijoy pazticipating

in the group task more than membaras in groups where

plachks are the most zeassrtivs masbars.

The ‘next twe hypotheses e@ﬁ sarn techniques possibly

smployed in an attempt to xawtorm balance within grouvps in

which a black aubject is the nost nessrtive team member.,
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There mesms to ba two obvigus ways for membsrs in thana
9roups to attempt to rYestore balance. Ope way is to st teompt

to raduce the influence of the aaaaétivm bl&ck,by aiaagrceinq

with his Suggastions angd therefors making it aie

him to get his wa8Yy. IF o technigue js attanptod by a white

Fieult for

group membear, and he

The

iz succssaful, bolanog wiy

#iil he ostablished,
fourth hypothesis predicrs that ansortive blacks will
receive mora Regative behavicr from wihida Froup wembers than

will assertive whitan,

Hypothesin 4. Dpirae: subjects whe ave fba mbetuost
assaxrtive membars i Thaim grouns will receive
more negative bahavioy fren vitite group members
than will whitg subjactn

vho are the poat BB~
Bertive membersy in their groupsn,

Becauge of the predioted higher incidence

of negative
behavioy toward blacks,

it dm iikely that theys will be moye

blacks who Attempt to becoms agnagtive &ﬁ& Fail, thap whitea.
"Attempted assartion”

can be defined by the numbar of unigue

sSuggestions » group membwyr w

Bl during tha game., I a group

member makes am BADY Qr moro unigue sugcsstions a8 tha wmost

Assertive group member, he will ba concidered o have

xttemnted to become the mont durertive mombor,
Rypothestis 44, Mora hlsok
dttempt to become the most
their group, ang fall,

Froup mowbors will
RIDOETIVE mombar in
Chan vaite group nembayrs,

The second way balance may o ebltainad ig

By refusing
to recognize that an imbxl

anes awisks, 19 Group wombery
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yefuse to perceive that the mosi influential membar of thelr
group im black, they will not parcslive that thera is imbalance
in the group. if they are unaware of the imbalance in the
status structure of the group, thay should rnot feel tension.
They could spare themuelves the disceomfort nf tension by dis-
torting thair perceptions of veality.

As Roger Brown, in his discussion of "the Bakance
Model” points out, ”. . . thinking lz nscessery to maks Axae
balance into diseguilibrium, One can, thersiors, vestors
equilibriun by caa#ing o think mhnqt the matter in cquestion.”
(Roger Brown, p. 579} Similarly, Kogan and Taguiri maintain
that, |

. « . the number of subjectively balanced

structures occur move frequently than

ocbjactively balznced onas, suggesting that

people will freguently distort reality in

axhibiting s preference for balanced states.”

{Tayldx, p. 99)

One way to determine if subjects in this study are
vceaxing to think about the matter in guegtion” ox "dis-
torting reslity” is to exanine the svaluations group msmbers
make of one another. If group nswbers are using this avoid-
ance strategy, onas would expnok blacks o receive lower
svaluations from their group mexmbers than assartive whites,

Hypothesis $. HMembars of groups in which the

mopt assertive member ix black will less often

evaluste the most rszertive membor as having
the best ideas in the group, doing the most to
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guide and direct the group, and being the

overall leader of the group, than will

menbers in which the wmost asssriive member

is white.

In crder to generate predictions canaakning the differ-
#nces hetween the assertion styles of black and white subjects
in thease groups, one nmust compars thy differences in group
situations thdt these asgertive subdects face. The gituation
of the assartive black is pr@dict@d EQ contain more tension
than that of the assartive white. {Hvp. 1} As the source of
tengicn, ths assertive black is predicted to have lesg chance
of being well-liked than the assertive white. (Byp. 2) Morew
ovar, the assertive black's teammnates are less likely to
enjoy the group task than are the teswmatss of the asssrtive
white. (Hyp. 3) In being resertive, the black subject
creates an unpleasant situation for hisg gfoﬁp and they mav
react to hin with some hoatility. Asperiive blacks will
probably have a more difficult time gaining influence in the
group than will assertive whites bhecause more negative re-
marke will be dirscted toward them, (Hyp. 4 an& Hyp 44}
Finally, assertive blacks may go unrécagnimmﬂ a® valuable
tsam menbers. (Hyp. 5)

In short, the situation of the apsertive black is
pradicted to contaim wore tengion, hestility and opposition '
than that of the asseriive whitmﬂA The assertive black must

be able to handle these intornal problems within his group,
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His ability to lead the group vo successfnl completion of

the task will involve his puccass {n coping with the tension,

nostility and opposition ho sncounters, He will be foraad

inty plaving a sQg s-gmotionnl &f will as an instrumental role.

That is, he must not only direct RKis attenrtion to the taek

(instrumensali), but ne muat also nannge the pmotions in thwe

group which may interfere with maintalining hig agsartive

position (soeio~emotional). In @ gummnry of small group re-

gsearch, Sidney Verba explaing the pradicted problem of thae

assertive black:

Inscfar as the negative reactions of the
followers reducs the extent Lo whivoh Lhey
accept the instrumental dirsctives of the
leadey or the extant to which thse leadefsin
motivated to undertaka auch instrumental di-
vagtives, the leader will ba forced to con- |
centrate more and mars On the sooio-emobdmanl
aspect of qreup intaraction and igacge the:
instrumental.

(Sidney Verba, p. 158}

Hypothesis 6 predicts that the behavioral cutcomes

of the differen: giluatisns facad by npooriive blacks and

asgertive whites will be ipitintion af differing proportions

of mocic-emotionul metn; with winelk sossrtives initlating

a largerppoporticn of socliowemotional acts than white

aspertivaes,

Black subjechs who are the moet

Hypothesis 6.
aasartive memberr in thely groups wiil display
hite gubjects

more socio-smotional behavior thon
who ‘are the most apportive pembers in thelyr

grounps.,
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Effects of Expectation Training on Qypotharey

There were three conditiens in the experiment. In

one condition blacks learned how to buldd a radio and taught
two staff membere to musenble it. Bxpesetmcion Training in
this condition was confined to treating blm¢k subjects’' expecw
tations for themselvas. 3In the other two canditiﬁna, hlask
subjects learned how to ausemble the radic and taught their
future teammsates, the two white group members in the game
task, hew tc put the radio together. In thess coaditions
expectations of both bilmek end white subiects for the black
teammates were treated,

The investigator pradicted that the hypotheses would
ba upheld in the ‘condition whers only black aubj@étm‘ DXPEC~
tations were treated. In this condition, the white zubjectm
had only the diffuse statue characteristic am a basis for
forming expectations sbout their black Coamna e, Trmafmant
of both black and whita sxpacrations should reduce the power
of the diffuse starus characteristic as a baglis for forming
expectations for performance on the game task because it

introduces to all group members ancother basis upon which to

form expectations for the biack tearmates. The diffuse status

characterintic for blacks {s negative and the two related
fpecific performancs characteristian, assigned throuagh
Bupectation Training, sre pesitive. White subiects have a
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less consistent basis for forming their expectationg toward
their black teammates in the conditions where thoge black
teammates have demonstrated compotance as builderxrs and
teachers of a radio set, than in the condition where thay had
no previous conthct with thae black group members. The above
hfpothenea should, therafore, b comewhat woakened in the two
coﬁditian: where Expoctatisn Training treated sxpectations

of both black and white subjects for blachk poerformance.

Supsnxy

The lnvestigator discussoed the lach of sducational
research concerning the subisctive avea of integration and
the reactions of whites in integrated sattinge,. HXnowledge
&bout these topics in conai@&r@ﬁ important ia producing
successfully integrated clazgsronms, bacause of the possibility
that black students may be asubjocted to & “social threat®
sdtuation which would lower their acadamic performmance.

In this study specific indices of “mocial threat”
behavicr and attitudes will be eromined in an experimental
setting. The indices of “amstial threat” arer: low feelings
of affect toward black assertivos, subshantial anount of
negative bshavior directed toward black assertives, and low

2

evaluations'of the black asasortiva's contridbuation to the task,

The subjective factor of the ametionsl climate in the group

32




24
will also be investigated. Specifically, the enjoyment and
tenmion level of subjects participating in a game will be
analyzed.

Tt is predicted that black assertives will be subjected
to "social threat" by their white teasmatas; the emotional
‘climnt- of their groups willi be tenss and unpleasant. The
sixth hypotheses predicts tnat black awsertives will rmspond_
to this situation by increasing thelr socio-emotlonal be-
havior as they grapple with the tenalon and holtiliﬁy in
their groups. The increased attention to non~task factors
within the group suggests that a "social threat® situation
will force the black child to sxpend his efforts wmaintaining
good relations with whites, rather than performing a task to
the best of his ability. The. implication of these predictions
is that competent beshavior on the part of blacks in in£n~
grated situacions preoduces nostility and unfriendliness on
the part of whitew. Blacks respond to thiz negative behavior
and attitudes by behaving a¢ if the sucsessful resolution of

emotional wtrain in their group were more important than the

sorcdeB ful completion of the task.
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Chapter 13

PROCIEDURE

The purpose of this study was to ilovestioate
asgertive behavier and responaes to sasertive beshavior.. Tha
ovarali purpcee of cwhwn‘m prody was to changs & gtatus
ordering that smerged on & verbal group decision tmek., %The
emerging status ordering is ssen as a functing of & diffuse
status ch&ract&rixtic. In thie cama the xacé of the partici~
paﬁta,was the diffuse characteristic, |

In order for a atatums aharaatﬂriaﬁia to be activated,
five conditions nust be met,

1, Mamberz psrform the taesk, T, which is valued and
collective and In which gowe oubtcomss are viewed
a8 succensgas and others as failuros.

2. A characteriatic, ©, ig instrumental to T with
’ cne gLate of © viewed as instrmental to
. succass and positively svaluaied and ancther
: tate of € viewsd 35 instrumental o failure
and nggatively svaluated,

3. No orw has previocusly assign 1 stater of € to
1"1"1&5&.& oy othasa.,

4. 3Some membersa of the group possess one state of

the diffuve sratus characteristic and olhers
possess another state,
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5. The diffuse agahué ¢huracteyistic is the
only social bakiz for discriminating among
tha different menbexs.

{(Bsrger, Cohen and Zelditch, 1968}

™he task and subjects wers selected to meet the soope
conditions of theory. Membare in each group were sarefully
matched on a number of oriteria and drown froam 4iffevent
neighborhoods to insure they had noe prior contaet with onm
anothey. Thus, race woald ba the only diffuae atatus charag-
teristic upon which group membsrs could form prior expectations.
The task originzied ln earlier rvessarch on this project. Nope
of the subjecte had previous @xperieﬁﬁé piaying the geme and
thus had no way ¢f knowing who would play the game well and
who would play the gmwe poorly. (B, ¢, Cohen, 1970) Subijects
ware committed to winning the game and had to reach aamuanaun'
for each move on the game board., When ssked how Yisportant®
it was for them to "win® the game, over 9% percent of both
black and whitz asubjects said it wag “wery important,”
*impocrtant” or “somewhat lmportant.® {Appemdix J -

Post Meeting Interview)
SELECTION OF SURIJECTS

The sample is composed of black and white junior
high school boys who werve drawn from aveas bebwesan Mountain

View, Califorria, to the south and San Maten, Culiforniz, to
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the north., The rield Administraior af the Bxpectation

Training Il project gzined permission from a number of

principals and superintendants within this arsa to distribute

Recruitment gastionnaires %o gth, 7th, 8th and 9th grade

boye, (Appendix A, Recrulitment questionnaire} . The boys cons

sidersd for tha sample were the ones who nailad the Question-

naires back to the project in welf-addressed, postage-paid
enve lopes.

Kecrul thent questisnnalres werd gocrad by atalf mam-

hars on the following ariteria: attituden toward schocl,

aspirations for further sducsation, Previons exparience with

building & radis, ags, height, race, parental sducation and

parental occupation. Tha purgmha of the guestionngire was to

eliminate boys visibly ahabbier than others oy, boys wWho use

very sophisticated language. o children of professionals

were incliuded. Parents £i1led cat tha ltems on parental edu-

cation and occupaticn. (See appendix B, Rules for Seoring

Recrultment Questionnaira) Boys who had experiencs building

a cryatal set Or A rrangistor readic set were eliminated from

the szmple pocl. Fech group wWas conposed of two black &nﬁ

two white subjects. They ware matched on the'ah@vé exiteria,

tr addition, they vere askad £f they had any previous contact

with any mewbers of the group to which they were Lo O

asaigned, It was usually possible to select fouc boys from

and nften from diffevent compunitiss.
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THE THSK

The tagk in

this study has been used jin three prewious

Xpariments. It iz & game of styvateqy salled Kill the RBuil,

pPlayed on a wooden game beard. The obiect »f the game is to

accumulate as many points an Fosaible on the board and te

reach the goal within fourtaen turns, Befare sach turn the

group members must &ecide which path to take. Each space hag

& number value which is either positive op pegative. The

Group charts a path far six fquares and the Rosr Experimenter

rolls a die to determine which of the alx sguares will ba

added to tha grovp score, {Appendix P, Game Board),

Recording to the gcope conditions of the theory of

Diffuse Statug Char&aterixticu, the task must be "valuad" and

"eollactive " “valued" task has some ocutcomas which are "
)

~

«considered a sucosss and cthers spe congiderad a failure, ", *

(Berger, Cohen and Zeldirch, 1966, p. 34). Lohman, points
out, ", . | there ig 4 considevrable chance element that

detearwines success or failure for the qroup decigion, "

L] o L]

{Lohman, p. 30.) Hovever, in the first study using this tesk,

over two-thirds of the wubjucts reported that the game re-

quired as much or more skiil than luck ir perfoming success-

fully on the task., Imhman explainnﬁthat_".'. « the skill in

this task appears to be the ability to choose A path with a
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‘high likelihood of success for rhe group and to defend the

path against othev alternative suggestions that could e made,

*  (Lohman. p. 30}.

L v L]

The instruckinne o the game ware recorded on taps by

he wndergcorsn

™

whiie playing the taps,

the Host Expevimanter.
different pathe and

the recorded instructions by pointing out

numbars on the game board, The taped instructions very
clearly state that all declaions are o be mude &% a Ceam,
After the tape is over the Host Experimenter repmats tha
importance of all group members working togethex to make
their decisicns and asks them, "who ls to make the‘dacigioﬁ?“
Unless they all reply, "all of ua"’ or “we work as a team” of

other responses indicating that they realize the task la

collective, the Homt Experirsnter repeats that all decisions

 must be made together.
e gummarize, the task has three important features.

Firat, tha task is collective, xsquiring fourtean sgparate
q

group decisiors. BSecond, ths task generates congidersble dis-

cussion and interest among the participants in their attempt

to win, i.e., it is valued Third, the tank ix ambliguous,
pationally, there iz no best path to be found by anvonse, except

a sophisticated statistician. The ambiguity of the task im

important because it alleows for geveral alternative suggestions.

Tt 1§ dursing the alternanive rasolving process that a power and

prestige order emgrges.
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EXPERIMENTAL BEVIRONMZ ST

in an
Ftudents ware given trangw

old house ut Stanford Uaiveraity.

Portation to apd from the testing site, The fielqg staff wag

integrated and the Hosi Experimenter way fyom the Prilippives,
He wam selectea RECRUBE Of hig Sppeirance and acoent which

ntermotyping a8 black or white, Hig ”nuutx&lity” pre«

eivded

vented any minteaded advantage to Yrovp members whe would be
the same race R# 8 black or white Host Exparimentey, The
Director of the Pielgd

Staff was black., The Trainer was a

yYounyg black coliege studunt and the Btaff wmembar ip charge

of contaeting and tranxparting the subjecte was vhite,

Depending on the condition being run, groups teok
from- one and 4 half to thres hours Subiects wars paid $1.%0
Pexr hour for Partie

ipstion in the SXperiment,

EXPERIMENTAY, PROCEDURR

Preventing Controt het

Wesn Subiecta “

It was important te prov

©
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precautions were taken by the staff. When it was necessary
to drive moxe than one youngster at a time to the field site,
the radie was turned on rathey loudly to inhibit conversation
from being initiated. Furthar, ons subject wenld ride in the
back seat and one in front. Occasionally, subjects had to
wait a few minutes before participating in the experiment.
They always sat in a geparate room which was supervised by a
staff member, Additionally, view masters and comic books

vere provided to occupy them at these tinmes,

I1. DRescription of Conditions

The expsriment, Expectation Training II, consisted
of three conditions. In the first condition only the expec-
tations of black subjects were treated. This condition ig
referred to in the text as the Black Exp@ctatiaﬁ Condition
énd in the tables as Condition A. In tﬁm second condition,
both black and white subjects’ expecﬁations werc treated, but
relevance was not established betwesn the iraining task and
criterion task. This condition is refarred to in the text as
a Black and White Expectatiion Condition and in the tables as
Condition B. In the third condition both hlack and white
subjects' expectations were also treated and relevance between
thé training task and criterion task wag established. This

Abywmt 1

condition is referred to in the text agz a black and White

40
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Expectation Condition and in the tables as Condition C, The

57 four~man groups were divided equally among the three

conditions.

In all three conditions, black subjects acguired

competence a&nd were assligned "high" compet.nce on the training

task. The process of traihing and assigning ccmpetence 1is
called "Expectaticn Training." The following discusgion
describes Expectation Training and the differences between
conditions.
A. Acquisition of Competence on Two
Per{formance Characteristics
The two black subkjects in each groumn were taught Lo

build a two-transistor radic set and to name the components,

e.g., transistor, resistor, etc., without error. The Trainer,

~a black undergraduate at Stanford, reguired each subject to

reach criterion on each characteristic. When eriterion was

reached the zubjects were individually videotaped demon-

strating putting the radio together (demonstration tapes),
The second perfomance characterigstic entailed

teaching another how to build the radio set. The procedure

for insuring acguisition of compsztence on the teaching task

was differsnt for the Black and Whive Bxpectation Conditions

than for the Black Expectation Condition., In the Black and

White Expectation Conditions, the two black subjects viewed

41
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a film of a black youngster their age teaching a white peer
how to build the set. This film served as a role model for
thege subjects. While viewing the £ilm, four characteristics
of effective teaching toechnigues were highlighted by the
trainer. These charncteristics included: o.lf-coenfidence,
gpeaking up, explaining ideas, and letting the student handle
the radio parts himself. In addition, the cubiccts were
referred to a large poster kaside the meniton which enumerated
these characteristics. Polloving the role-modeling film for
the groups in the Black and White Umpszctaticn Conditions, and
the filming of the demonstrotion taprs in thz Black Expsctation
Condition, the subjects practiced tecaching the construction of
the radio set with the Trainer. Whon thoy cculd demonstrate
competency in the four characteristics ¢of an effective teacherxr,
one subject taught the Host Ixperimenter ard later the other
subject taught the Trainer. In the Blagk Pxpactation Condition
these teaching sescione with the stuff weme tnped. In the
Black and White Expectation Conditions the blank subjects were
filmed teaching white pecrs to build the sub,
B. Agsignment of "High" Competengs on Derformance
Characterictics to Black Subiechy

The method emploved to assicn high competence to the

black subjects was positive rainfofcement‘fox appronriate

behavior outputs. Subiects werc verbally reinforcad by the
3

K
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Host Experimenter for the compztent behaviors they demonstrated

on film. The black subjeats were treatoed {assigned high com-

petence) in all conditions. The white cubjechs were treated
only in the Black and White Gupoctation Conditions, i.e.,

they were compelled to rzcognize and assign 4ivh compatence

to their black “"teachers." This was accomplished by the Host

Experimenter who elicited from the wvhitoes ogrooment with his
asgignment of high status to the khlacks.

The demonstration film was used to'xeinforce verbal
self-confidence and speaking np. ¥u the Black Bxpactation
Condition, this was dons in the prosence of the trainer; in
the Black and White Expectation Conditions ¢his was done in
the presence of the white subijects. ALl four taaching
characteristics were reinforced while viewing the teaching
films,

- One additional step was irelivndad in Condition C
(a Black and White Exprctation Condition). Bnfore the game
task began the two black subjects were taken asids and given
a "pep talk” by the trainer. Thoy were told tha’ the same
skills which served to make then effactive toachsars would be
relevant to success in the gams task. That ig h@ saiéethat
verbal self-confidencs, spaakiung up, and ermlaining one's

B3
-

ideas would make them "betiter" “eam wmembers. A clear pre-
)

sentation of freatment in cash condition is presented in

Figure 1.
a3
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IIX. Specific Elements of Expectation Training

Yhis secvi
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gogriptions of the
central elements of Ixpactation Prainive. Tt ig included for

readers who wish to do o similar svudy and are interested in

&
Ead
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the mechauics of npzeifie tochnigues the ilnvaestigators

used to alter expectations,

A. Radio Task

The xadic-building task was wolected for two major
reasons. One, the task is gnnerally hiehly vaivnad hy boys
the age of our subjects (11-14}. @9wo, tha tork docs not imply
any specific racial expectoncy of eoriatoncy an micht have
been the case if a spoxt cr musiv-ralated tash had been se-
lected or if the tashk had bheen cnocifically school related.
For a detailed desowipticn o tha =andic rot, zefnr to

e
EA (e

Appendices € and D,

B. Teaching Procuoo

. The guecess of the experimoni dopandasd largely on
the young man who trainzd lie block subierte during phase L.
The criteria for celocting the Teainsr wepe that he ke young,
black and comvetent ot tarching the tack. It was assumed
that the black oubjectn would feol more comfortable with a
black Trainer and would fesl wvore ¢ Sfinity with a youngor

rather than an older rerson. He dongsed in a casual manner-e

sl a "schonl®

»&

usually levis and a gwantshist--halwing to 4i
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atmosphere. His teaching styfe was guite didactic. He ad-
Jjusted his approach somewhat depending on the response of
the subject. The rather stern approach provad effective and
probably necessary, given the time element.

The teaching strategy was fairly systematic. Afterxr
introducing himself and the nature of the task, the Trainer
geated the subjects at a table which was partitioned by a
divider, ’

Subject 1 Subject 2

- Divider

Table

He then seated himself in front of the table and proceeded
to name the components, cxplain their function and provide
the subjects with mnemonic devices to sase identification:
€.9., "The ground wire is green like grass on the ground,®

"he students then practiceé putiting the set together
until they could name the componenis, explain their function
and assemble the set without error.

The Trainerx discovwre& early that he was not pre-
paring his subjects to respond Lo gueastions which were asked
by some white stuﬁants. He then incorporated some reasoning

skills into his teaching repartoire.
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After the subjects had been filmed individually

{(the demonstration film), they practiced teaching the set to

the Host Experimenter and the Trainer. The Hoot Experimenter

and Trainer would ask some questiondie give the subjects

ractice in responding to a varieity of guestlicens.
) o

In the Black and Wnlite Zxpoctation Conditions a role-

playing £film was included. The Terainer introduced the film

by saying:

Remember I said that yvou a. -0ing to teach
someone your age how to puc togethar the radio.
You're going to do that in & few minutes.
First, we want to teach —ou some of the tech-
nigques for being a good toachor.

Prior to showing the f£iim, the Yrainer revealed the large

(2' X 3') poster with the four <harrcteristics of good

+

teaching on it. He eéexplainsd thes? points in the following

mannexy:

.Be selif-coniident.

There is no need to b nerveus. You know
how to build the zadie and the cuy vou're
going to teach deesn't. If vou make a
mistake, continue putting tha set fogether.
If you forget & name, thinik of any name and
use it,

Speak up.
Speak up to gain thne confidence of your
student, Ro a otop ahead of him at all times,

fit
Explain before he ¢an ask guastions,

Bxplain your idens.

47
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Explain the functions of the parts and any-

thing that you think he only has vaque
ideas about,

4. Student builds radio.

This is the most important part of your
teaching experience. Let the student do all
the work while you do all the talking. You
would not have gotten anything out of your
learning experience if I'd put the set
together., Do you think he would care if you
assemble the radio while he watches?

Following the discussion of the poster the Trainer
watched the film with the cubjects highlighting evidence of
the four characteristics. Subsequent to the role-modeling
film the subjects practiced teaching with the Host
Experimenter or the Trainer as the "student,”

In the Black and White Expsctation Condition where
relevance was established, the Trainer established relevance
just prior to the game task by saying:

Do you remember the techniques for being a good

teacher? (He waits for feedback from the subjects.)
The first three points are very important to you.
They are the same points that will make you a good
team member in the game you are going to play. Have
confidence in the ideas vou nmight have. IFf your
ideas aren't understccd, explain them to the other
members of the team. Ramember to speak up. Now

get in there and play a good game.

The Trainer worked with the subjects wntil they
achieved criterion and so there was some variability in

teaching time. The Black Expectation Condition lasted ap-~
t .

proximately two hours; the Black and White Expectation

. 48
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Conditions approximately twe and ono-half hours. A closer,

) ¢
approximate breakdown follows™:

1. Black subvjechks arrive,

2. Teaching the radio: &% winntoes.

3. Filning the denceonstration tepos: 10 minutes,
4. Digcursion o rointe on poster and viewing of

e auz; 2 ominata .
5. Subjects tcagh staff: 13 minutoes.
6. White subjects irrive (Black and White Expectation
Condition unlvyj ‘
7. Suvbiseto wicw Jopenstration filnm: S minutes.
8. White subiaeno '“nﬁ;wlomﬁ radio components:
J minvtos.,
9. Black subjogos 2ach white subdects: 15 minutes.
10.  Subjects viey tcaching £fiims: 15 minutes.
11. Radio intesviow: 2 winnteas.
12. Establishmant o. wolevanco: 3 winutes,
13. White sur lack Expnctation

h3

Subje@Lﬁz 10

& ; . .
Steps 4 and € ~ 13 ondluted Far Mlach Expsctation
Condition (Condixion (A); Stopn 12 ouiitted For Condition B

-

(Black and White Expretation Jondition).

€. Role Modeling

In the pravious cuperitvinis Lt wa served that the

£
O
T

skills which facilitated infiuvonticl grma-plaving behavior
were not ggggggg'iw the black rubjetis hut rather were not
being utilized in Zuco-to-Zoee incountere with white subjects.
To effectuate thir bahavior we ineluded cole-modeling as a

part of the treatment in “he Dinsk and White Expectation

Conditions. . '
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Lohman (1970) found that role-nodeling is an

effective technique for producing iec behavior outeemes

in a bi-racial setting. While role-medeling is not an ap-

propriate technique for individuails with a behavior deficit,

it is appropriate for modifying o paerforma.ce deficit.

The black role modal which wag Selected demonstratad

high competency in the four

teaching charachteristics outlined

earlier. He named the components and explained their func-

tions without hesitation. He assumed a role of "teacher”

and remained inp command throughout the denmonstration. Once

he gave the white "student" a direction, theo black model

patiently waited until the requested hehavior wasg completed

and then he reinforced him if he Wag correct or pointed out

the error if he responded incorzactly,

The white role model was very acguiescent: he said

nothing throughout the £ilm but romained attentive. Thig

served to highlight the Statue cpace bhetwaen the two.,

By viewing the film the black suhjects were able to

#ee a black behaving very suaressfully and authoritatively

4 e * 4 -~ 3y - (]
Vis~a-~-vis a whita fallow., It wazg evidont tho rala»modellng
film was an effective teaching technigue, as there was COn-

siderable stylistic transfap frem tha behavior of the film

model to the performance of “he black subjects.
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D. Reinforcement

The purpose of. the Expectation Training was to train
the black subjects to a sahisfactory level of competence on
building and teaching the radio set and to insure that the
black subjects and the white subjects perceived this com-
petence. Positive reinforcement was used to facilitatz hoth
goals. It was used to increase the nrobability that the
actor would repeat tarcet beha%iors, e.q., spzaking up as
well as to increase the probability that the white subjects
would verbalize their perceptions of competency on the part
of the blacks. In accordance with reinforcement theory, the
Host Experimenter and Trainer attempted to make the behavior
emittance and the reinforcement as contiguous as possible.
The films were especially useful as thé behaviors were
clearly evident during replay and reinforcement could easily
follow them directly.

The use of reinforcement was specific. The behaviors
that were reinforced had teo be of at least criterion level;
and clearly perceivable as such by both the actor and the
observer.

The Host Experimenier reinforced the black subjects.
Being a Filipino with a rather «lipped accent, ane could'not

avtomatically expect that his evaluation could be weighted

along hlack-white racial lines. He was selected for his gentle,

0l



sincere manneyr. He was able to communicata a
positive assessment,

Typical comments by the Host Expzriment
subjects were: "You sgem to know all about t

You did not hesitats naning the parts and you
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genuinely

he wvadio, Jack.

explained your~

self as a real teacher.” "Vou speak vo clearly. I can

really hear you well.,"

To the whites he would say: "Jadk sure kpowss

doesn't he?” (BElicits positive rosponse fron
There were two spscific peclods for

One tcok piace during the viewing of the vide

black subjects building the radio. “The other

video tape of black subijects prriorming as tea
E. Whites Try'to Fat Set Together Alone
Prior to bei Laught ©o bulld the x
subjects were permitted o view tho dlsassanb
encouraged to put it together Lf they czald.

Trainer felt it was clear Lo the vhites that

agsemble the set (usually after 2 -~ 3 minubtes

.

(

subjects were broug

vhaat ne's deing,
white subiect.)

ainforcemant.

led zet and
when the

thiey could not

ht inte the exparimental room and the

Host Experimenter introduced the uubslecis 2o one another.

He then explained chat the black zuzjocts had

ated in a training program and would teach Shem how ro'
" kN 4

asscmble the radic.

iust partici-

-
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F. Radio Interview

Following the teaching sessions and the viewing of
the teaching films, each subject in the Black and White
Bxpectation Conditions was interviewed, (see Radio Interview,
Appendix E). The purpose of the interview was twofold:

(1) to take a measure just following the manipulation of the
perception of black competeﬁce by white and black subrects;
(2) assuming that the whites would record the perceptiens

of the blacks as competent, the act of filling out the
questionnaire wcould emphasize the étatus of the blacks. Thus
through a reinforcement program, the blacks clearly viewed
themselves as "high status," and the whites were compalled
to recegnize this high status.

In the interview, over 95 pzrcent of the black sub~
jects reported that they knew more than the white students
about building the radis. Only one cf the seventy-six white
subjects reported that he felt he could have put the set
together without the black subject's assistance. All the
other white subjects repcrted that they needed thelr black

teacher's help in putting the radic st together.

%

G. ‘Teacher~Studant interaction

One rather outstanding result of the Expectation

obe

Training was the “acility with which the black subject

assumed "traditioral' teacher roles and with which the white

04
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subjects assumed "traditional" student roles, Perhaps this
points to consistency in teacher behavior in {he classroom
as well as to the strength of the role-modeling £ilm. The
"teachers"” were alwavs in command of the interaction during
the teaching phase and there ware virtually no attempts by
the white subjeects to co-opit the authority of their teacher.
The teacher behaved in a verwv taskh-oriented mannzr and rein-
forced appropriate behavior gericdically. The whites were
generally acquiescent and attentive and celdom spoke at allal
They appeared anxious to put the radic toqeather correctly,

Of the 114 black subjacets who reczived training in
building the radio set and teaching hew to build it; all
were able to build the set and instruct another in doing so,.
Two subjects evidenced difficulty in speaking the names of
the parts, but were abkle *o teach nonverbally. Considering
that subjects were not selected on any aptitude or ability

measures, this is a finding of interest.

IV. The Géme Task

To insure a random seating pattorn for the group

members, each subject drow o card from a shuffled deck with

h

a number on it. They were seated at & small card table in
the order determinaed by thz craw, At this point each sub-

ject received a name tag whien he wore across his chest, It

wag thought that knowing one another's name might facilitate

54
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Seat #2 Seat #3
Seat #1 Ssat

intéractioﬁ.during the game.

The instructions to the gane are then plaved on a
tape recorder. Tha recordaing was made by @he Hnost Experimenter.
After the recording the Host Pxperimenter repoats the major
points and asks if there are any questions. A poster with
the four main rules of the game is placed within viewing
distance of the suhjects. The procedure during the game
differed from that of previous experiments in this respect,
Formerly the Host Experimenter controlled the chain used to
trace the selected path. In thic experiment the chain was
placed in the center of the game board and one of the group
members was free to pick it up and mark the path himself.
Some subjects attempted to control the group's decision by
grabbing the chain every move and charting the path, and this
was scored as a nonverbal act in tho socio-~enotional
category system.

The game usuvally lasted about twoenty minntes,

Occasionally groups who would reamh tie goai in less than

55
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fourteen turns would finish the game in ten minutes; other

groups might take up to thirty minutes.
DATA COLLECTION

Four observers scored interaction frcm video tapes
of groups plaving the gémeu Two observers, one black and one
white, scored task-related interaction and an influence
measure. Two other observers, alsco one white and one black,
scored socio-emotional behavior and "Observer Evaluations."
Observers watched each turn at least three times before going
on to the next turn of the game. In groups where the inter-
action was particularly lively, observers watched each turn
as often as five times. The use of video tapes made it
possible to £urn the tape back to any part of the interaction
which they had trouble scoring, and watch it again. Observers

were females who lived in graduate student housing on the

Stanford Campus. They scored the vidzo tapes on the equipment

brought from the field sites every evening and on weekends.

I. Observation of Task-~Oriented Acts

Each subject's verbal vesponses were recorded in four
categories (Type of Act): performance outputs, action
opportunities, positive evaluations, and negative evaluations.
In addition to this categorization, the scoring system re-

quires designation of the person making the response

ob
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(Initiator) and the person to whom the response was directed

(Recipient). For a description of Type Act and rules for

scoriﬁg see Observers Manuval. (Appendix G, Observers Manual 1).

I1. Influence Mcasure

The influence measure consists of two parts: unique
suggestions and paths followed. Unigque suggestions are scored
every time a subject explicitly proposes a path or overall
strategy to the group. Both verbal and non-verbal behavior
is scored. Paths followed were scorad eacﬁ time the group
actually followed the subject's unigue suggestion as its group.

path. Paths followed was the main indicator of influence.

8

III. Observation of Socio-~Emotional Acts

A socio~em6tional act was defined as a "single con-
tinuous speech, expletive or gesture of sn individual which
is effectively charged or has affective conseguences, "
Verbal and non-verbal acts were scored in four categories,
"Group Solidarity," "Release of Tension," "Raising StatuQ"
and "Lowering Status." Observers scored the initiator of
"Group Solidarity" and "Release of Yension" acts. They
scored both the initiator and recipien: of "Raising Status”
and "Lowering Status" acts., For a description of the category

system, (definitions and examples) see Observers Manual 2.

o7
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(Appendix H) The investigator is indebted to Robert Bales

whose work, Interaction Processes Analysis, provided many

ideas which were incorporated in the Observers Manual 2.

IV. Observer Evaluations

Observers who score socio-emotional behavior also
fill out an Observer Bvaluation form. This form reqguests
observers to make evaluations of the contributions of group
members to the task and to describe the interaction between
the observer and the leader. Observers rank ordér group
members on the criteria of contribution of best ideas and
amount of guidance each subject contributed in the game.
They select one group memnber as being the overall group leader.

Observers are asked to circle one of four categories
which best describes the amount of'resistance faced by the
leader. They also circle one of four categories which best
describes the type of resistance the leader faced. Finally
observers circle one, two or three categories which describe
the way in which the leader dealt with resistance to him.

(Obsexrvers Evaluations, Appendix I).

V. Inter-Observer Reliability

Observation of Task-Related Acits: Inter-ohserver
reliability checks were made on the basgis of independent

scorings of the same groups by two observers. Total

03
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jnitiation scores of task acts for the subjects in a given

group were compared across observers on the basis of a chi

square statistic. at the end of training the observers' data

yielded a chi square of .60, df=3. The probability that this

difference occurred by chance i3 estimated to -be above .85.

rRandomly selected checks over the course of the scoring period

all yielded probabilities abhove .85 that the disagreement

between observers was Aue to chance.

Observation of gocio-emotional Acts: Inter-observer

reliability checks were also made on the basis of independent

scoring of the same group for the two ohservers. Total

initiation scores of socio-emotional acts for the subjects

in a group were compared, using the chi sguare statistic.

Observers were trained until theyv reached a criterion level

of at least .20. Random reliability checks were taken after

this point. The reliability of observern scoring socio-

emotional acts ranged between .48 and .99. Most of the

reliability scores were above .90 .

vI. Post Meeting Interview

The Post Meeting Questionnaive was divided into

several parts. First, each staff member read six different

degrees representing the relative importance QX unimportance

The subject wWasg asked which degree best

of winning the game.

described his feelings about winning the gama. Second, the

59
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subjects were shown a diagram illustrating the seating
position of the team. They were asked to rank order the

team members, including himself, on contribution of best ideas,

guidance, and overall leadexr. He was then asked to rank order

his three teammates according to how much he liked and how

much he disliked them. Next the staff members read five

degrees of enjoyment or lack of enjoyment while playing the
game. The subject was. asked which of the degrees best de-
scribed his feelings while playing the game. They were also
asked if anything made them angry during the game and if he
ever felt at a disadvantage during the study. Finally, the
subjects were asked if they would conéider participating in
another study and if they had any comments to make concerning

their experience with the study. (Appendix J)



Chapter IIX

RESULTS

Introduction

This study uses data obtained from the task inter-
action as well as data obtained from the socio-emotional
interaction observed in each group. Since these groups were
instructed to be "task-oriented" it is not surprising that
a higher percentage of the total interaction was task-
related than socio-emotional. Statistical significance is
reported only when P < .05. except on Tables 5 and 7 when
P <.10.

AT ]
Frequency and Proportion of All Acts Scored

Classified as Task-Related or Socioc-Emotional
for Three Treatments

P o =t T RS PR

Task-~Related Socio~Emotional
Condition

% Numbe 1 % Number
A 62.8 2164 37.2 1283
B 56.9 2068 43,1 1565
C 62 .5 1799 37.5 1080
A+B+ B8 60.6 6031 3.4 3928

52
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The above table shows that the condition in which the
highest percentage of socio-emotional acts took place was
in Condition B, the Non-Relevance, Black and White Expectation
Condition.

Strictly speaking, the two classi.ications of “task"
and "socio-emotional"” are not mutually exclusive. Because
these groups were so "task-oriented, " almost all of the inter-
action was concerned with the task in some way. The socio-
emotional categories do encompass some acts exclusively
"process" oriented as opposed to "task-oriented" as well as
some task acts with socio-~emotional qualities, For example
there was little double scoring of "Release of Tension" acts.
These acts clearly did not fall into any of the four task
categories. The "Raising and Lowering Status" categories
encompassed some acts Qﬁich were scored by the observers

scoring task interaction., For example, if one subject asked

. another, "Do you agree?", it was scored as an "Action

Opportunity" by task observers and a "Raising Status" act

by observers scoring socio-emotional acts. There was also

some double scoring of evaluative acts. Although the ob-
Bervers scoring socio-emotional interaction were limited to
those acts which specifically included personal reference

to the initiator, these acts were also scéred in the "Positive"

or "Negative" categories. For example, "James is right,"

t
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was scored asg a "Raising Status" remark in the socio-

emotional scoring system, and as a "Positive" act in the task-

related interaction system. "You guys really messed up," was

scored as a "Lowering Status® remark in one system, and a

"Negative" act in the other. The investiqg  tor recognizes

double Scoring as a problen in comparing task interaction

with socio~emotional interaction, but the alternative of

limiting the definitions of socio-~emotional categories to

strictly non-task remarks would have reduced the number of

Socio~-emotional acts so drastically, that any kind of an

analysis would have been impossible.

The socio~emotional life of these groups varied in

both quantity and quality of soclio-emotional acts. At one end

of the spectrum were relatively serious groups whose members

seemed engaged in the task on an intellectual level, but

showed little joy or dismay at the results of the roll of the
die. At the other end of the spectrum were groups composed

of boys who could barely stay in their seats for exXcitement.

They moaned and banged their heads on the table if they lost

points, and cheered if they gained roints,

There were some members of groups who seemed espo-

cially sensitive to bringing a quiet member into the action,

and in other groups, membkers were careful to congratulate a

“good idea." "Raising Status"” reimarks were much more common
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than "Lowering Status" rémarks. There was one group, how-
ever, in which the members practically wrestled with one
another for control of the chain which marked the path on the
game board. The feeling of baleonging to a group and working
together on the task was apparent in the many instances of
"Group Solidarity" acte. The wpronoun "we" was more common
than "I" and comments such as, "We're really doing good, "
or "We're goin' to make it," occurred often.

In some groups, Lhere was one member, usually the
assertive, who was particularly ckililful in using a variety
of socio-emotional technigues to get his way,., He invariably
controlled the chain and marked the path to ke follcocwed on
the game board (scored as "Raiging Own Status"). He often
had few qualms about pushing other members' arms off the
board to prevent competition to his i1dea, (scored as "Lowering
Status"). At the same ting, ne was clever cnough to verbalize
all of his ideas in the plural pronoun, "va" sgaying, "We
better get to the goal," or "We changed our wminds," (scored
as "Group Solidarity"). Ie reinforced group members who went
along with him ("Raising Status") and chastised those who
disagreed, ("Lowering Status").

The clinical impression of the inverntigator was, and
is, that most of these very skilled socio-emotional team

members were black., The data, however, do not confirm that
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impression. The following table presents the proportion of
all acts scored in a4 given group that are classified as socio-
emotional and assigned %o black and white Subjects. A mean
pPercentage was calculated fFor each race, for all the groups

in each condition,

TABLE 2

Mean Pexcentage of All
Classified ag Socic
By Race for Three

Acty Scored
-Emotional:

Treatments
%M —-::..—-..:::mt:mwmm:mmm,mmvmﬁmt.rrmmmwmm
Mean Percentage
Condition
Black White
A In.6 36.3
B 38.8 37.2
C 346 36.7
A+ B 4+ ¢ 35.3 35.8
Note.

=~ = 38 for each race in
n = 1l4 for edch wac
combined.

naech condition;
¢ when wonditions are

The mean Percentage figure for All black subjects is
®

e e

indistinguishable from that for whits subjects. EBven when

the analysis is restricted to "assertives, " the blacks have

a mean Percentage of SOCcio~emotional acte

a4 mere two percen-
tage points higher than

that for white assexrtives, (Table 18)
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The next section presents the theoretical background,

indices of measurement and results, across all conditions,

for each hypothesis. The final section presents the analysis

of the data broken down by conditions,

Results Across All Conditions

Hypothesis 1. There will be more "Release of Tension'" acts
in groups in which the most assertive member is black than

"in groups in which the most assertive member is white,

Theoretical Background:
Black assertives are imbalanced units in every con-

dition. Their state of the diffuse status characteristic

(black) is negatively evaluated, and their performance in the.

game is positively evaluated (high initiation and influence).
Balance theorists agree that imbalance produces tension. It
is, therefore, predicted that groups where a black member is
assertive will be more tense than groups where a white 1is

assertive.

Measurement of "Release of Tension":

Tension is measured by a socio-emotional category,

"Release of Tension" (RT) (Appendix H, Observer's Manual #2)}

The effect of the race of the assertive member and all group
members on the number of "RT" aets in each group was investi-
gated. The total number of "RT" acts in groups where blacks

were assertive was compared to the total number of "RT" acts
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in groups where whites were assertive. To determine if white
subjects release more or less tension than black subjects in
the same groups, the percent of "RT" acts attributable to each
individual in his group by his race and the race cof the
assertive was also investigated. That iss .»olack and white sub-
jects in groups where a black was assertive were compared
with one another and black and white subjects in groups where
a white was assecrtive were comparcd with one another. The
Randomization Test for Two Independent Samples was used to

test significance.

Results:

The results are the reverse of the prediction.

Groups in which black are assertive release less tension than
groups in which whites are assertive, although the difference
is not statistically significant.

A further analysis investigatecd "Release of Tension"
acts by race of subjects in groups where a black member was
assertive. The proportion of "Release of Tension" acts
attributable to each individual in their gvoup was computed.
The percentage of "RT" for each black and each white group
member was obtained by dividing the total number of "RT"
acts in the group into the number of "RT" acts that indi-

vidual initiated. The mean proportion was similar for black
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TABLE 3

Mean Number of Release of Tension Acts in Groups:
By Race of Assertive

pt= e > ——— = e = ety = - ~— o
Race of Assertive Mean Number
Black | 20.9
White | 27.6

Note.~-n = 24 black assertives: n = 33 white assertives

and white subjects in groups where a black was assertive.
However, in groups where whites were assertive, white subjects
released more tension than black subjects. The difference is

significant at the .05 level.

TABLE 4

Mean Percentage of Release of Tension Acts:
By Race of Assertive and Race of Subjects

x m— - ST =~
Race of Assertive Race of Subject Mean % of RT Acts
' Black 24.7

Black
White 24.8
Black 19.4%

White :
Wnite 22 ,3%
* pe W05
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Hypothesis 2. Black subjects who are the most assertive team
members will not ke as well liked by their group members as
will white subjects who are the most assertive members in
their group.
Theoretical Background:

Hypothesis 2 was derived from Hypochesis 1. Hypothesis
1l predicted that group members of black assertives would feel
more?tension than team members of white ascertives. The black
assertive, as an imbalanced unit, wag seen as the source of
tension. It was assumed that team members would recognize
the bhlack assertive as the source of tension, resent him for
generating the tension, and express their resentment by
disliking him. Since Hypothesis 1 was not upheld, there is

no basis for the predicticn made in Hypothesis 2.

Measurement of Affect:

Degree of Affect was operationally daefined as the
rank order position given to the assertive by his team member
when he ranked all team members on how muc. he liked them.
Each subject was asked to rank order his team members, either
1, 2, or 3 representing his feelings of Lliking for them.
The group member he liked the most was to be ranked in position
number 1, the next most, position number 2, and the least,
position number 3. The Chi Bquare test was used to test

significance.
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Results:

The results are the reverse of the prediction. Black
assertives are liked more than white assertives by thgir
team members. This difference does not reach statistical

significance. (p <.30)

TABLE 9

Rank Order Position on Liking Given to Assertives
By Their Group Membkers:
By Race of Assertive

ﬂ

i

Rank Qrder Position*

Race of Assertive Total
1 2 3

53.6% 31.9% 14 .5% 100%
Black

(n=37) (n=22) (n=10) (n=69)
White 40 .0% 30.5% 29.5% 109%‘

(n=38) {n=29) (n=28) (n=95)

Note .--Position 1 indicates most liked team member:
position 2 indicates next mest liked team member; position 3
indicates least liked team member.

*p < .10

A Chi square test on the rating of black subjects did
not reveal significant differences between their "affect

rating" of black and white assertivoes.
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TABLE ©
Rank Order Position on Liking Given By

Black Subjects To Their Assertive:
By Race of Assertive

M - - s - R e s 3 ——C e e A b ey
Rank Order Position
Race of Assertive Total
1 2 3
Black 54 .5% 36.,4% 9.1% 10035
{n=12) (n=8) (n=2) 22
. 46 ,0% 30.2% 23.8% 100=4
Whit
the (n=29) | (n=19) | (n=1%)| 33

White subjects in black assertive groups liked the
assertive member more than white subjects in white assertive
groups, although with a small number of subjects, the
difference was not statistically significant.

The value of Chi Square was less than .10

TABLE 7
Rank Order Position on Liking Given By
White Subjects To Their Asseriive:
By Race of Assertive

S -t
Rank Orxrder Position®
Race of Assecrtive : Total
1 2 3
53.2% 29.8% 17.0% 100%%
Black 2 ’
: (n=25) | (n=14) (n=8) 47
White 28 .1% 31.3% 40 . 6% 100%
(n=9) (n=10) | {n=13) 32

*p < .10
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Hypothesis 3. Members in groups where a white is the most
assertive member will enjoy participating in the group task
more than members in the groups where blacks are the most
assertive members.
Theoretical Background:

Hypothesis 1 predicted that there would be more
"Release of Tension" acts in groups where the most assertive
member was black than in groups where the most assertive
member was white. Tension was assﬁmed to be an unpleasant
state. Therefore, it was predicted that the members of
groups which were expected to be tense would not enjoy the
task as much as members of groups which were not expected
to be tense. Since Hypothesis 1 was not confirmed, there is
no theoretical basis for expecting this hypothesis to be

confirmed.

Measurement of Enjoyment

In the Post Meeting Interview, subjects were asked
to indicate which of the five alternative: best described
their feeling while playing the game: (.} enjoyed it a
lot, (2) enjoyed it, (3) enjoyed it a little, (4) felt
neutral ab&Ut it, and (5) did not enjoy it. Very few sub-
jects selected categories 3, 4 or 5. The tables, therefore,
present the results of subjects who selected eitherx category
l or 2 as describing their degreé of enjoyment while parti-

cipating in the game task. The Chi Square test was applied.
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Results:

The hypothesis is notlconfirmed. There is little

difference between the degree of enjoyment reported by sub-

TABLE 8

Proportion of Subjncts Reporting That They
Enjoyed Participating in the Game "a lot";
By Race of Assertive

areetorterseta.
e i ciat o

ety o e p—
M + Tt bt e o o

Race of Assertive Proportion

Black 73.4% (n = 96)

‘White 69.5% (n m]32)

To determine if the race of the subject had any

effect on the enjoyment level of subjects, the reéults of

black and white subjects in bhlack asegertive groups ware

analyzed. Although there is a slight

tendency for white sub-

jects in black assertive groups to select "enjoved it a lot"

more than black subjects in the same goups, the djfference

is not significant. Table 9 also presents results for black

and white members in white asser+ive dgroups. There are even

smaller differences between black and white subjects in white

assertive groups than in black assertive groups,
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TABLE 9
Proportion of Subjects Who Reported That They

Enjoyed Participating in the Game "a lot":
By Race of Assertive and Race of Subjects

Race of Asserxrtive Pioportion
Black
Black S's 60% (n = 48)
White S's 79% (n = 48)
White
Black S's 67% (n = 66)
White S's 68% (n = 66)

Hypothesis 4. Black subjects who are the most assertive
memkers in their group will receive more negative behavior
from white group members than will white subjects who are
the most assertive members in their groups.

Theoretical Background:

Negative behavior was predicted ¢ be a technique
used by white subjects to establish balance in black asser-
tive groups. If a large number of whites disagreed with the
black assertive's suggestions and/or eiupressed hostility
toward him, they would try to discourage him Efrom continuing

his assertive role, assume an assertive role themselves, and

thus establish balance in their groups.
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Measurement of Negative Behavior:
There are two independent measures of negative be-
havior. One is the number of negative acts directed toward

the assertive group membar by cach member in his group. The

analysis was based on a percentagas obtain 4 {rom number of

negative acts directed toward the most assertive member by

a subiject, over the,

Total number of acts that subiject divected toward the

most assertive member. This was taken frcm task-related

interaction explained in Okserver's Manual #l. (Appendix G)
The Randomization Test for Two Independent Samples was applied.
Second, the Observer's Evaluations of both the
quantity and quality of resistance the assertive group memder

faced were used as indicec of negative beha&ior. The Chi
Square Test was applied. Obscrvers failed to rank three

groups, two containing black assertives and one containing

)

a white assexrtivea,

(

Results:

The hypothesis is not confinzaed,
L. "Negative" acts of whit2 subjects toward bhlack and white
assertives: The Randomization Tast for Two Independent
Samples revealed that whites in blach assprtive groups did

not direct significantly more negative acts to the assertive

member than whites in white assertive groups.

h
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TABLE 10

Mean Proportion of All Task Acts Scored as Negative
Directed Toward Assertives By White Subjects

= % = = o> e roveemareriury i = —— g A e et e
Race of Assertive Mean Proportion
Black 13.8%
White 11.6%

Note .~-The proportion was based on the number of
negative acts directed toward an assertive by a subject
divided by the total number of acts directed toward an asser-
tive by that subject.

2. Observer's Evaluation of the "Quantity of Resistance"
faced by the Assertive Member: The guantity of resistance
faced by an assertive group member was described by the
following categories: (1) he had a very difficult time

getting his suggestions followed; (2) he had a moderate

amount of difficulty; (3) he had a fairly easy time getting

his way, and, (4) he had very little resistance, almost no

disagreement, If the categories are dichotomized, looking

at black and white assertives who had a "moderately difficult"
or “"very difficult" time and those who had an easy time
getting their wéy, the following result was found: There are
no significant differences between thz quantity of resistance
faced by black assertives and the gquantity of resistance faced

by white assertives.
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TABLE 11
Probability of Qhservers Scoring Resistance

Faced by Assertives as "Moderately Difficult”
or "Very Difficult": by Race of Assertive

i rvnanm et | s fom e ld m ey et et S = —— - forsetinpos i e mamame e )
Race of Assertive Probability
Black 41%
White 31%

Note.--n = 22 for klack assertives; n = 32 for white assertives.

3. Observer's Evaluation of the Quality of.Resistance Faced
by the Assertive Member: Observers choose one of the three
categories to describe the type of resistance faced by an
assertive group member: (1) Mainly counter-suggestions,
other'members offer competing suégestions to those of the
leader, (2) Mainly task disagreements with the leader's
suggestions, (3) task disagreements or counter-suggestions
plus personal negative evaluvations. If none of the above
described the task situation of the assertive group menmber,
the observers did not circle any category. Table 12 looks
at those assertives whose resistance was mainly countex -
suggestions and those assertives whose resistance contained
disagreement. with his suggestions and/or personal negative
evaluation. The type of resistance faced by white and black

assertives is not significantly different.
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TABLE 12

Probability of Observers Scoring
Counter-Suggestions as the Type of
Resistance Faced by Assertives:
by Race of Assertive

= T ; S m X -2
Race of Assertive Proportion
Black 559
White 64%

Note.--n=22 for hlacks: n=32 for whites.

Hypothesis 4A. More black grour members will attempt to be-
come the most assertive member in their group and fail than
white group members.

Theoretical Background:

This hypothesis rests on Hypothesis 4 which predicted
that black assertives would have morae negative bhehavior
directed toward them than white assertives, If white subjects
actually did direct a lot of negative behivier toward blacks,
some black subjects might be unseated from an assertive
position. This hypothesis was included hecause the investi-
gator wanted to know if there were a significant number of
blacks who tried to become the most assertive member in their
group and failed. Since Hypothesis 4 was not confirmed, thefe
is no theoretical basgis for assuming that this hypothesis

will be confirmed.
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Mezsurement of Attempted Assertion:
Attempted assertion is defined by the number of
"unique suggestions" a group member makes. If a group member
makes the same number or more unigue suggestions than the
assertive in his group, he is considered to have attempted to
become the most assertive group member. The Chi Square Test

was applied.

Results:

The hypothesis is not confirmed. White subjects are

.

slightly more likely to attempt to become assertives in both
black and white assertive groups than are black subjects. A
higher percentage of both black and white subjects attempt
to become assertives in groups where a white is assertive
than in groups where a black is assertive.
Hypothesis 5. Members of groups in which the most assertive
member is black will less often evaluate the most assertive
member as having the best ideas in the group, doing the most
to guide and direct the group, and being the overall leader,
than will members of groups in which the assertive member
is white.
Theoretical Background:

It was predicted that group members would ignore a
black assertive's superior performance as a technique to

maintain balance in their groups. Refusal to be aware of the

black assertive's performance would spare the group memvers
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TABLE 13

Proportion of Subjects Making the Same ox a
Greater Number of Suggestions than' the
Assertive: By Race of Subject
and Race of Assertive

Race of Assertive Race of Subject Proportion

Black

(n=24) | 12 .5%
Black

White

(n=48) 14 .6%

Black

! (n=66) 16.6%

White

White

{n=33) 21.1%

i

the knowledge of imbalance in their group and they would

thereby avoid the tension which is generated by imbalance.

Measurement of Evaluationu:

Subjects rated one anothar on the basis of leadership,
best ideas and guidance contributed in the game. First, the
subjects' rating of the assertive group member, including
his rating of himself on these three indices was analyzed.
Second, the degree of consensus zbout the assertive group
member, excluding his ratings of himself was investigated.

The Chi Square Test wae wsed to test significance.
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Result

4]
e

The hypothesis is not confirmed.
1. Leadership: Subjects rated one another on the basis of
leadership by selecting one group member who stood out as the
“overall" group "leader." (Appandix I, Post Meeting Interview)
Black assertives were slightly more likely than white asser-
tives to be rated as "leadsrx" by bothbklack and white group
members. The difference in rating of black and white asser-

tives by their teammates, is significant.

T..nsB I.'E 1 ‘{.l:

Proportion of Most Asgertive Membexrs Chosgen
as "Overall Leader" by his Teammates:
By Race of Asscortive and Race of Raterx

’

== "5
Race of Assertive Race of Nater Proportion*

Black (n™48) 64%

- Black
Fhite (n~40) j 78%
Black (n=64a) 50%

White
White (n=66) 56%

* p < .05

2. Xdeas and Guidance: The results present the percentage
of black and white subjects who rated the assertive group

member as third and fourth rank when asked to rank order their
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team members on the index of best 1deas contributed to the

game and amount of guidance and direction contributed to

the game. If the agssertive group member who iz the "top man"

on initiation and/or influence is rated third or fourth, he

18 considered to be underrated., On noth indices of ideas ang

guidance, blacks underrate black assertives less than blacks

underrate white assertives, but *he differences are small and

not significant, a similax percentags of white Subjects under-

rate black and white assertives on both indices of guidance

and ideas.
TABLE 15

Proportion of Most Assertive Membars Who Were
Rated Rank Order Position 3 or 4 on
Best Ideas: By Race of Assertive
and Race of Ratej

fee s T oy oy LR vt o o
Race of Assertive Race of Rater Proportion
Black {n=48) 179
Black
White (n=4n 15%
Black (n=4%3) 20%
White
White (n=66) 14%

82
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TABLE 16

Proportion of Most Assertive Members in Group
Being Rated Rank Order Position 3 or 4 on
Guidance: By Race of Assertive
and Race of Rater

p — = = s mib e . T R P T e T AR T R TR Tt
Race of Assertive Race of Rater Propecrtion
Black (n=48) o 13%
Black
White (n=48) 15%
Black (n=G66) ' 21%
White
White {(n=66) 14%

3. Degree of Consensus: The assertive's ratings were ex-
c¢luded in this analysis in order to aveid a "false modesty"
effect on the results. If two of the three teammates, or all
three teammates agreed that the assertive was, (1) leader,
(2} top rank man on "best idecas," (3) top rank man on
"guidance," the group was defined as having consensus about
the assertive. The black ascgertive's teammates had & greaterx

degree of consensus that the asseritive was the "leader," the

"top man" on ideas contributed to the game and the "number one

man" on guidance contributed to the gane, than did the white

assertive's teammates. None of the differasnces were significant.
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TABLE 17
Proportion of High Consensus Groups

on Indices of Leadership,
Best Ideas and Guidance

P o o -~ o~ e -
Index Black (n=24) Thite (n=33)
Leadership 79 .25 . 60.6%

Best Ideas 79 . 254 66 .6%
Guidance 70 . 8% 63.56%

Note.-~"High Consensus" means 2 or 3 of the assertive's
teammates rated the asssrtive as rank order position 1 on
leadership, best ideas and guidance. :

Hypothesis 6, Black subjects who are the most assertive
members in their groups will display more socio~emotional
behavior than white subjects who are the most assertive
members in their groups.

Theoretical Background:

Hypotheses 1-5 predict that the black assertives will
have a more difficult time maintaining influence than the
white assertives. It was predicted that ne would receive
more negative behavior from white subjects than the white

assertives, (Hyp. 4); that he would rot ke as well liked

(Hyp. 2) or as highly evaluated as the white assertive, (Hyp.5).

The group in which he varticipated was predicted to be more

tense (Hyp. 1) and less enjoyable (Hyp. 3) than groups in
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which whites were assertive. To deal with these difficulties,
it was predicted that he would have to spend more time than
the white assertive in the areas of tmeothing out feelings,
making friends or handling hostility and would thereby display

more socio-emotional bhaohavior,

Measurement of Socio~-Emotionnl Lehaving:

There wers two indapendent mecasures of socio-
emotional behavior. The first is baved on socio-emotional
"acts" of the assertive droup membors thal ware scored by
observers in the socio-emo:ional Lategory’ system., To control
for overall amount of interaction, the asrervive's number of
socio~-emotional and task aces wire added together. The
proportion of socio-emotional acts was determined by dividing
the number of socio-emotional ncts and task interaction com-
bined, into the number of socic-cnotional aces. Thea
Randomization Test for Two indepcndanc Saﬁgleﬁ was applined.
Socio-emotional behavior was alse measurad Dy observers whe
described the way in which the asoertive mesmber dealt with
resistance, Observera' evaluations are »acod on twenty-two
'black assertives and chirty-three white ass- mtives. Socio-
emotional acts and Task acts vere ncorad for the twenty-
four black and thirty-theee white csaertives, The Chi Square

statistic was used to test significanas,
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Results:

The hypothesis is not confirmed. The difference in
the mean proportion of all acts initiated by black and white
assertives which were classified as "gsocio~-emotional' is

very slight and not statistically significant.

TABLE 18
Mean Proporation of Socio-Emotional Acts

Initiated by Assertives
By Race of Assertive

oo by e

P o

Race of Assertive Mean Proportion
Black (n=24) : 42 .4%
White (n=33) 40 .4%

Observers sclected one or more of the following
categories to describe the way in which assertive group meu-
bers dealt with resistance: (1) "used logical task-
oriented explanations to support his suggestioﬁs,” (2) "won
support for his suggestions by being friendly and supportive
to others in the group," (3) "tried to initimidate the
other members by ignoring disagreement and being hostile to
other suggestions.”

The categories were divided between pﬁrely "task-

oriented" behavior (Category 1) and other categories indicating
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some kind of socio~emotional behavior in dealing with re-
gistance (Categories 2 and 3). White assertives used a
purely "task-oriented" technique for dealing with resistance
more often than black assertives but the differences are not

statistically significant.

TABLE 19

Probability of Observers Scoring "Used Logical
Task-Oriented Explanations'" as the Way in Which
the Assertive Dealt With Resistance:

By Race of Assertive

p— e X . SRS TR R
Race of Assertive Probability hY
Black 13.3 22
White _ 35.4 32

Results Comparing BRlack Expectation Condition to
Black and White Expectation Conditions

In the Black and White Expectation Conditions, white
subjects as well as black subjects had another basis besides
rage on which to form expeétations for the performance of
black teammates in the game. Dﬁring Expectation Training in
these Conditions, black subjects were assigned a high status
as a teacher and builder of a transistor radio, and white

\

subjects saw that the blacks were competeﬂt at both teaching
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and building the radio. Expectations could be based on these
two reiated, positive, performance characteristics or on the
negative state of the diffuse status qharacteristic, Subjects
miéht also combine the information from both thess sources in
forming their expectations. Therefore, it was predicted
that the hypotheses in the study would not be as ctrongly
upheld by the results in the Black and UVhite Expactation
Conditions as in the Black Expectation Condition whare whites
cdid not have any positive basis upon which to form axpec-
tations for their black teammates.

Specifically, there should be more "Nelecase of Tension"
acts in black assertive groups in the Blaclk lnpactation
Condition (Condition A) than in the Conditions where both
blacks and whites expectations are treated (Conditions B & C)ﬁ
Black assertives should be ketten liked by their teammates
in the Conditions B and ¢ than in Condition ). Subjects
should enjoy participating in black assertive groups less in
Condition A than in Conditions B and C. Rlack assertives
should receive less negative behavior in the Conditions where
both black and white expectations are treated (Conditions B
and C) than in the Condition where only black subjeci's
expectations are treated (Condition A). Black acsertives
should be evaluated higher in Conditions I and C than in

Condition A. PFinally, black assertives chould initiate a
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‘Smaller proportion of socio-emotional behavior in Conditions
B and C than in Condition A,

The, following results compare the Black Expectation
Condition (Condition A) to the Black and White Expactation
Conditions (Conditions B and C). There were nineteen groups
run in each of the three conditions. The results in the two
Black and white Expectation Conditions have been combined in
the tables below (Conditions B and C). Some results Found in
the previous section have been omitted here because of the
small number of cases.

"Release of Tension": Table 20, presents the results
of the mean number of "Release of Tension" acts in black and
white assertive groups in Condition A and in Conditions B
and C. The mean number of "Release of Tension" acts in
black assertive groups in Condition A ig higher than the mean
number of "Release of Tension" acts in black assertive groups
in Conditions B and C. Subjects in white assertive groups
in Conditions B and C, releasé more tension than subjects
in black assertive groups in the same conditions. Subjects
in black assertive groups in Condition A release very slightly
more tension than subjects in white assertive groups in the

same condition.
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TABLE 20

Mean Number of Release of Tension Acts in Groups:
By Race of Assertive and Condition

=== =S RTTRINI T T S S AT T Sl
Condil ion
Race of Assertive N
A B & C
Black 24 .3% 20.3%
(n=6) (n=18)
White 22.4% 29.3%
(n=13) ' (n=20)

Degree of‘Affect:‘ Table 21 presents the proportion of black
subjects who reported that they liked the asseréive the best
in their group in Condition A and Conditions B and C. A
higher proportion of black subjects reported that ﬁhey liked
the black assertive the best in Conditions B and C than in
Condition A. More black subjects reported that they liked
the white assertive the best in Condition A than in
Conditions B and C.

Table 22 presents the proportion of white subjects
who reported that they liked the asmertive the best in
Condition A and Conditions B and C. More white subjects in
black assertive groups reported that they‘liked the assertive
best in all conditions than white subjects in white assertive

groups.

g0
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TABLE 21
Proportion of Black Subjects Whe Reported

That They Liked the Assertive Best:
By Race of Assertive and Condition

Condition
Race of Assertive
A B & C
Black 33.0% ' 53.5%
(n=2) (n=10)
White 50 .0% ' 41.0%
(n=13) (n=16)

TABLE 22
Proportion of White Subjects Who Reported

They Liked the Assertive Best:
By Race of Assertive and Condition

Rt SSE AN RS

= T == I ST T T R,
Condition
Race of Assertive '
A B & C
Black 58.0% 51.5%
{nni2) (nwl9)
White 31.0% 27.5%
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Level of Enjoyment: More black and white subjects in white
assertive groups selected the category "enjoyed it a lot"
than subjects in black assertive groups in Condition A. A
higher percentage of black subjects in black assertive groups
in Conditions B and C reported that they enjoyed the game
"a lot" than in Condition A, White subjects in black asser-
tive groups in Conditions B and C were more likely to report
that they enjoyed the game "a lot" than were white subjects

in white assertive groups in the same conditions.

TABLE 23

Proportion of Black Subjects Who Reported
That They Enjoyed the Game "a lot":
By Race of Assertive and Condition

R D e ~ b e~ vt s e e B S Pt 1 e ems ceret n aree
Condition
Race of Assertive
A B & C
3lack 50% 67%
(n=6) (n=25)
White | 62% 67%
(n=16) (n=28)

ot o e
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TABLE 24

proportion of White Subjects ¥ho Reported
That They Enjoyed the Game "a lot":
By Race of Assertive and Condition

e T R R R T A e = WMW'
‘:j""‘
_ Condition
Race of Assertive .
A B &C
Black 58,0% 84 .5%
(n“7) (n=31)
White 77 .0% 62 .5%
(n=20) | (n=25)

Anmount of Negative Behavior: Black assertives received

slightly less negativé behavior from white subjects in

condition A than in Cord itions B and C. Black assertives

recetved more negative behavior than white assertives in

Condition A and about the same proportion of negative be-

havior as white assertives in Conditions B and C.

Bvaluation of Assertives: A higher proportion of both black

and white subjects chose the black assertive as "overall

jeader" in all Conditions, than the white assertive.

83



85
TABLE 25

Mean Proportion of All Task Acts Scored
as Negative Which Were Directed Toward
the Assertives by White Subjects:
By Race of Assertive and Condition

= -~ T OIS T e P e e e
Condition
Race of Assertive o
A B & C
Black 23.7% 27 .6%
White 19.5% 27 .13%
TABLE 2%

Proportion of RBlack Subjects Who Chose
the Assertive in Their Group as
the "Overall Leader": By Race
of Assertive and Condition

oo et s e g e AT T e s T DR X et

, Condition
Race of Assertive
A B & C
Black 70% 56%
(n=7) {n=20)
White 0% 4.9,
(n=15) (n=18)
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Proportion of White Subjects Who Chose
the Assertive in Their Group as

the

"Overall Leader'":

By Race

of Assertive and Condition

Condition

Race of Assertive
Y B & C
Black 83.0% 78.5%
(n=10) (n=27)
White 58.0% 54..0%
(n=15) (n=22)

There was a higher proportion of high consensus

groups in which blacks were assertive, than in which whites

were assertive, on the indices of best ideas and leadership

in all conditions.

On the index of guidance, there is a

similar proportion of high consensus groups for black and

white assertives in Condition A, but a higher proportion of

high consensus black assertive groups in Conditions B and C.
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TARLE 28
Proportion of High Consensus Groups on

Indices of Leadership, Best Ideas,
and Guidance: By Condition

Condition Leadexship Best Ide.s Guidance
A
Black Assertive 83 .0% 03.0% 66 .0%
(n=5) {n=5) (n=4)
White Assertive 69 .0% 77 .0% 69.0%
{(n=9) (xi=10) (n=9)
B & C
Black Assertive 79 ,0% 79 .0% 74 .5%
(n=14) (nmla) (n=13)
White Assertive 52.0% 56.0% 58.8%
(n=1l) (n=12} (n=12)

Proportion of Socic-Emctional Behavior: Black agsertives
initiated a slightly higher proportion oif socio-emotional
acts in Condition A than in Conditions B and €. Black
assertives initiated a slightly higher proportion of socio-
emotional.acts than white assertives in @1l conditions,
although the differences in proportions between black and

white assertives are smaller in Conditicns B and C than in

Ccondition A.
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Mean Proportion of All Acts Scored as

TABLE 29

Socio~-Emoticnal Which Were Initiated by

the Assertive:

By Race of Assertive

st onyond

vt~

"o

-

Py

Condition
Race of Assertive
B B & C
Black 44, 5% 42 ,3%
i,
White 40, 9% 40 ,0%
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Chapter IV

INTERPRETATION

Introduction

It was predicted that assertive behavior on the part
of a black group member would produce negative reactions
from white teammates and these white reactions would affect
the black assertive's behavioxr. The inveétigator was con-
cerned with this possibility because of the broader impli-
cations of the prediction for desegregated classrooms.
Specifically, if superior performance on the part of a black
student elicits hostile and unfriendly reactions from white
students, the black student may lower his academic perform-
ance level to avoid these reactions to him. Irxwin Katz
hypothesizes the hostility of white students as "a social
threat component" for black students. Black students might
attempt to minimize social threat by decreasing their interest
and competence in school work.

The results indicate that under certain conditions,
assertive blacks do not receive negative behavior or attitudes

from white teammates and do not behave differently from

89
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assertive whites. In Katz' terms, the assertive black sub-
jects in this study are not subjected to a "social threat
component.'" They are, therefore,'not forced to behave in a
way which would reduce white hostilitv. #%he behavior of
white and black assertives is very similar and they are
treated and perceived similarly by group members,

The black assertive ieg liked as well or better by
white subjects as the white assertive. The black assertive's
contribution to the game is evaluated a5 high or higher than
that of white assertives. White subjects do not direct
significantly more negative behavior to blacl: than to white
hassertives. Subhiects in groups where blacks are assertive
release less tension than subjects in groups in which whites
are assertive and report that they enjoy the game "a lot" as
often as subjects in white assartive groups. Finally, the
black assertives do not initiate & signilicantly larger pro-
portion of socio-~emotional behavior than ‘he white asserti&es.

The important guestion te answer is, "What were the
conditions which produced tnese results?" Three possible

explanations will be investigated. Tirct, the results in

the condition where only black expectaticns were treated will
be compared to the results in the conditions where both
black and white expectations wero treated to determine the

impact of Expectation Training for subjects of both races
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on the results. Second, the nature of the task will be
examined and literature relevant to the effect of task struc~
ture on group interaction will be reviewed te gain insight
into the relationship between the task and results in this
study. Finally the broader social condition of racial
relations in the society at large will be considered to ex-
plore the possibility that changes in the scociety may have
been reflected in the small groups: Before these consi-
dertations can be inQestigated, the validity of this
particular study must be questioned. In particular, the
investigator will examine the possibility that the results

were affected by an inappropritate theoretical framework

and by artifacts of measurement.

Examination of the Theoretical Framework

A theoretlcal framework provides the basis for
generating specific hypothesés. It, therefore, determines
what elements and relationships the investugator will examine.
If the theoretical framework is an inappropriate one for a
étudy, the researcher may find that he had concentrated his
attention on inconsegquential or peripheral issues and over-
looked the central ones. Once the Firamework is adopted and
the results are gathered within the framework, however, it

is merely “post hoc" guessing to assume the study would have

100 e
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been more va;uable if a different theoretical framework haa
been selected. One is nevertheless obliged to discuss the
possible inadequacies of the theoretical framework of one's
study in order to inform other researchers of the possible
perils of using the same framework for similar studies. The |
following discussion suggests some difficulties with using
Balance Theory as the theoretical framework in this study.

The Diffuse Status Characteristic of race is a very
different independent variable from those used in most studies
of balance. Typical examples of variables used in balance
studies are "like" vs. "dislike" or "agreement" vs. "aisagree~
mént." They share the quality of being clearly positive or
negative, The theory is appropriate for these variables.

The theory states that imbalanced structures will change in
the direction of balance. If p likes g, but disagrees with
him, several hypotheses can be generated from the théory.
For example, p may decide that he does not like o or that he
does not disagree with o. F may try to change o's mind or
decide that the issue of disagreement is not important.
Many studies have examined these and similar hypotheses
generated from Balance Theory.

The cohcept of Diffuse Status Characteristics does
not as easily fit into the balance formulation because there

are both positive and negative elements in each state of

- 1{)1
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the Diffuse Status Characteristic. The sverall "general
expectation state" for the black subjects is considered to
be negative, but there are several expectations which are
positive., For example, vlacks are seen as athletic or musical.
Aithough the black and white state of the Diffuse Status
Characteristicsof race have been referred to as being differ-
entially evaluated, it is nisleading to eguate these concepts
with those used in most balance studies. They are not
totally negative or totally positive in the same sense that

l.ke vs. dislike arc.

4

the concepts o

Another difficulty with the concept of Diffuse Status

Dray

Characteristics is determining its relative weight vis vis

0

the specific pericrmance characteristic on the game. Newcomb,

one of the first halance theorists, intreduced the idea of
"strength" or degree of difference in weight between two
factors that arce imbsalanced. (Taylor, p. 22) Por example,

if p likes o a greav deal snd does not care too much about

the issuc over which they disagrce, liking would have a
greater relative weinht than disagreemant. It might be formu-~

lated as a plus three liking and a minus one disagresmont.

This is an important cencept be

{1

ause it gives the balance

theorist greater precision in predicting how balance will be

v

restored. ~ogording to Reosenberg's and Alelson's "prine

nle

P
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of least cost," balance walik be redgcorea requiring the
fewest number of sign changes. {(Tayloxr, p. 38) In the above
eﬁample, balance theorists would predict that balancz would
be restored by a change in the disagreement factor, since
this would require fewelr siygn changes than changing liking.

The Theory of Diffuse Status Characteristics does not
specify the strength of the Dififuse Scatus Characteristics as
opposed to a specific porformance ¢harvacteristic. It would
depend upon which Diffuse Status Characteristic and whicn
specific performance characteristic are in an imbalanced
state. It would also depcend upon each individual's per-
ception of the characteristics. For some subjects, race may
be much more impertant than any perceived ccmpetence on a
specific tasﬁ. For others, a spacific performance competence
may have dareater weight than the Diffuse Status Characteristic,

A third problem with applving Balance Theory to the
concept of Diffuse Status Characteristics in the possibility
that the Diffuse Status Characteristic was uot activated for
some individuals. If there were any black or white subjects
who did not negatively evaluate the state of being black of
positively evaluate the ~tate of being white, those subjects
'did not perceive imbalance when a blamk subject becawme asser=
tive. Balance theory is completely inappropriste for thése

M

subjects and all the predictiions basad on the theoory should

jo=2
<
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not be expected to hol?ﬁ'
By definitiaﬂ{ a "balanced group" existed only if all
members in the group were in a balanced state. Because the
black assertive is an imbalanced unit, the group of which he
was a member is5 considered to be imbalancew. A group in

which a white group member was assertive is considered to ke

balanced. This formulation ignores the preblem of the unasser-

tive white subject in a group where the other white was
assertive. He is also in an imbalanced state, with a positive
state of the Diffuse Status Characteristic, and a negative
state of the specific performance characteristic. The balance
formulation in this study focused on the assertive and 4id

not take into account the imbalance ofAthe other white sukject
in groups where one white was assertive.

The use of Balance Theory in this study is seriously
complicated by the effect of Expectation Training on the
balance or imbalance of group members. The assumption of the
study was that black assertives are imbalanced units and
white assertivés are balanced units. In the condition where
only black expectations for their own performance were

treated, black subjects may not have perceived imbalance if

their black teammate or even they, themselves, became assertive.

More critical, however, is the effect of Expectation Training

when both black and white subjects' expectations for black
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subjects were alterel. L cicee cviucCevim mwvns sl GG
hite subjects knew that klacks werz assigned a high state
on two related performance characteristics, building a
transistor radio and teaching a white subject how to build
the radio. Whiteswere not explicitly assigned any state on
these performance characteristics. However, black and white
subjects could assume that whites were "low" on the perfor-
mance characteristics. If subjects assigned white assertives
a low state on the performance charactceristics related to
the radio, white assertives would also be imbalanced units.
I£, or when this occurred, Balance Theory would be an in-
appropriate framework for predicting the results. Black
assertives and white assertives may'have entered the game
task Qith opprosite states of Diffuse Sﬁatus Characteristic
and the two related performance characteristics.

Tension is a central part of Balance Theory and was a
major concept in formulating the hypotheses of this study.
Indeed, most of the hypotheses were derived from the assump-
tion of Balance Theory that imbalance generates tension.

The investigator confined measurement of tension in this

study to acus which demonstrated "release of tension." If

tension were felt, but not expressed ky any "Release of

Tension" act, it was not measured. (See oberversﬁ Mangal 1T,
o

Appendix H) Thus, it is possible that tension nggrienced

v
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Most balance studies e

of interview or questionnaire. Formula;

97

by group members was not wedsuied.
Prohlems with measuring tension are not peculiar to

this study. Taylor points out that, ", . . the lack of

agreement

define tensicn has been (in part) responsilie for a number

of divergent procedures for measuring tension in experiments

and studies.” (Taylor, p. 276) Until consencus on & defi-

nition of tension is reached ard xeliable measuring instru-

ments are developed, every study which purports to measure

tension is subject to question.

A beginning attempt to conceptualize tension would
be to distinguish between tensicn build-up and tension

release. There are four stages predicted by Balance Theory:

imbalance, tension, change toward balance and tension

reduction. (Taylor, p. 113) The gqualitative differences

between tension and tension reduction must be specified he-

fore they can be measured. It may heve been unwise to rely
80 heavily upon a concep: that is undafined and difficult to
measure.

X A final problem with the selection of Balance Theory

as the framework for this study is the lack of scope con-
ditions developed in the theory for intaeraction situations.

xamine changes in attitude by means

ting hypotheses for
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restoring.balance through interaction is & more complicated
phenomenon *o predict and measure. The investigator did not
have the benefit of previous studies to predict ﬁow inbalanced
four-man groups would interact with one another.

To summarize, there are three major problems with’ the
.use of Balance Theory for this study. First the complexity
oi the concept of Diffuse Status Charscteristics and the inter=-
vention of Expectation Training prevents o clear-cut idenﬁifi—
cation of balanced or imbalanced situations., Second, the
phenomenon of tension is difficult to define and measure.
Third, there is &ery little in the way of theoretical guide-
lines for generating predictions concerning hehavioral

interaction from Balance Theory.

Problems of Measurement

The two concepts which were the most difficult to

-

define and measure were: (1) ‘“assertives" and (2) "socio-

emotional" behavior.

"Assertives" wers identified in two ways: (1) the
group member who was both the highest initiator and most
influéntial in his group was sclected as the group's assertive;
and, (2) 4if the "top initiator was not the most influential
member in the group, the Observer't evaluation of who was the

"leader" of the group was used co identify the assertive,
&
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cation of balanced or imbalanced situations. Second, the.
phenomenon of tension is difficult to define and measure.
Third, there is very little in the way of theoretical guide~
lines for generating predictions concerning bohavioral

interaction from Balance Theorv.

Problems of Measurement

The two concepts which were the most difficult to

define and measure were: (L} ‘“assertives" and (2) "socio-

emotional" behavior.

tie
+

[

"Assertives" were identified in two ways: (1) the

=

group member who was both the highest initiator and most

influential in his group was selected as the group's assertive;

. oW \ .
and, (2) if the top initiator we:s not the most influential
member in the group, the Observer's evaluation of who was the

"leader"” of the group was used to identify the assertive,
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In almost half of the groups the "assertive" was identified
by the Oberserver's Evaluaticn of leadership.

It may be objected that if the asscrtive ¥ers not both
the "top" initiator and most influential menber in the group,
it might be unwise to consider him as the most assertive
member in the group. YAssertiveness" implies a combkination
of having many suggestions in bLthe game and beiny persuasive
enough to gain agreement with those suggestions. These
gqualities should be reflected in both ths initiation and
influence measure. Therefore, the "assertives" defined oy
Observer Evaluation of leadership may noit have behaved in a
truly assertive fashion in the group and the leck of confir-
mation of the predictions could ke attributed to the broad
definition of "assertiveness."

The investigator analyzed thc data again, excluding
all those “"assertives" who were choscn by Obsarver Evaluation.
This analysis looks remarkably similar to the tables in the
Results section, Chapter ITI. Very briefly, there was more
tension in white assertive than blazk assertive groups; black
assertives were liked better than white ascszrtives by both
black and white subjects; whites found black assertive groups
more enjovable to particivate in than white asgsertive groups.
Black assertives did not raceive more negative behavior than

white assertives; (these ware even snaller differences than

103
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in the major analysis); black assertives were evaluaved
higher than white assertives; and although the Observer's
Evaluation indicates that black assertives were less purely
task-oriented than white assertives, the differxences in the
mean percentage of socio-emotional acts between black and
white assertives were small.

The investigator did not use the above analysis’ in
Chapter III because the number of cases was too small to
analyze the data by condition. If the results had differed
suﬁstantially from those included in Chapter III, the in-
vestigator would have been obliged to forego a "by condition"
analysis in the interests of greater precision of measure-
ment. The more conservative definition of "assertives,"
however, did not alter the results.

Problems also exist with identifying and measuring
"socio-emotional" behavicr. Although R. ¥, Bales has
defined and described six areas of socio~emotional behavior,

the investigator did not find that all of these were appli-

cable to the groups which were obserxrved. (Bales, Interaction

Processes Analysis) The four categories of socio~emotional

behavior in this study were adapted from Bales, but the
description of this behavior was restricted to verbal and
non-verbal acts commen to the specific task of the study.

n this study is

| i

The description of socio-emotional behavior
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useful to those whe plan to use a similar task and a similar
age range of gubjects in their experiment,

The investigator watched severél tapes of games in
the previous study and discussed with two "bservers any be-
haviors which were not clearlyv task or socio-emotional. One
of the Observers was black; she pointed out some behaviors of
the black subjects which were missed by the investigator and
the other Observer. Aftex many sessions of preliminary
viewing, the Observers' Manual wag written and the Observers
trained, (See Appendix H, Oberservers’ Manual 2) The
investigator and staff believed that the =socio-emotional
categories encompassed most of the bzhavior in the group
which was not purelyvta5k~orientedf

There is no way to document poscible inadequacies
in the socio-emoticnal mecasure, hut there is another wgy'to
compare the behavior of black and white aseertives. Since
reliability was obtained on task "type act," the pattern
of type act of black and white assertives oould be investi-
gated. If the patterns were vory dissimilar for the black
and white assertives, it would indicate thaf there Qere
indeed differences in behavior and perhaps the socio-
emotional measure was not sensitive enough to measure them.

Specifically, if black assertives gave nore action



opportunities, positive evaluations and negative evaluations
than white assertives,
white assertives, it would suggest that white assertives were
more "task~oriented" than black assertives.
assumed that performance outputs,

which way to go on the game board) is a purely "task-oriented"

category.

evaluation may have some socic-emotional content because many

102

and fewer performance outputs than

Here it is

(giving suggestions on

Action opportunities, positive and negative

of the acts in these cateagories were also scored in socio-

emotional categories.

TABLE 30

Proportion of Task Type Acts of Assertives:
By Race of Assertives

Race of Assertive

-z s

Type Task Act

Per formance Action Positive Negative
Output Opportunity! Evaluation|Evaluation
Black (n=24) 48.9 17.4 21.3 13.5
White {(n=33) 42 .4 22.1 23.5 10.6

Wote.--Proportions basad on the number of acts a subject
initiated in each category divided by the total numker of task
acts the subject initiated.

112
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Black assertives actualiy initiavea & higher per-
centage of performance outputs than white agsertives and
fewer positive evaluations and action opportunities. Clearly,
this analysis of the data does net indicate that black asser-
tives behaved in a less "task-oriented" manner than white
assertives. 1In fact, it suggests just the opposite.

Despite the evidence to the contrary, many staff mem-
bers who watched several of the video—tapes commented that

the black assertives displayed more socio-emotional behavior

than white assertives. The consensus of clinical impressions

of the staff was that black assertives more often displayed
@ role combination of socio-emotional and task leadership
than the white assertives. The white assertives were seen as

being almost exclusively "task-oriented."

Effect of Expectation Training on Results

Imbalance may not be an adequate explanation for the:

tables combining the results in all conditions. As mentioned

before, white assertives may have been perceived as imbalanced

units in the conditions where all subjects' expectations were
treated. If both black and white assertives are imbalanced
in these conditions, there is no theoretical basis for any

of the hypotheses. The study's use of Balance Theory may he

appropriate to explain the results in the Condition where only
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black subjects’ expectations were treated, but it may not be

useful in explainind the results in the other Counditions.

what is needad is a theoretical framoworx which would generate

predicticns and explanations for repults in ail the Conditions.

such a formulatien has recently been provided by Lee

Freese and Bernaxd Conen. (Freesae and cohen, 1971) They

introduce & new concept. "Genaral Porfcrmance Characteristic.”

T+ is defined as a naet? of "LWO Or MOY? directly, syretrically

related performance characteristics.” fhis "cet" of at least

two specific performance characteristics is "halanced." That

is, "4 o all members of rhe set have the sama avaluation,
vgwrtricnlly ralated" means

either positive or negative."

that, ". - - possession of any one mombar of the set implies

the expected possession . . - of all othey neubel
L (haracteristic”

This concept of "genoral Perioma

describes the two related "specific partfornance

+hat were assigned to the black subjects <.I:

Training. They were assigned a "hiah state" of building the
C 9] J

radio and & "high stakte" of teaching scmerie
=2 character~

the radio. The positive assignnent on both thes

v Their abil

,4-‘.

istics constitutes & "palanced set. Ly to build

\
the radio implies that they could syccassfully teach someoné

how to put the radio together. conversely, the ability to

A

the radio implizss knowledge of hov

teach someone how to build

114

characteristics"

else how to build
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to put the radio together. The set or these two character-
istics is theorefore boch "balanced" and "swgetrically related.”

In this study, black subjects in thce twe Cenditions

where hoth black and white expectations ware treated, have ¢

al

negative state of the Diffuse Stats Characteristic and a
positive state of the Gensral Periormance Characteristic. To
be useful to the study, the new theorestical frramework must bo
able to predict which oI thaegn tw characterictices, the Diffus.
Status Characteristic or thz General DPorformance Characteristic
will determine expectations and the power and prestige order
on the new task. The theorists predict that expectations for
performance on the new tasl: will k2 based on tht General
Peffcrmance Characteristic not the Diflfuse. S8tatus Character-
istic, when the two are differentially evaluated. The basis
of this prediction 16 that the task characteristic is similay
o the General Performance Charanteristic, but not Lo the
Diffuse Status Characteristic.

The Diffuse Status Charccteristic i nol swestrical.
There are many specific culturnl expectatinns assoclated with
being black, such as being musical and athletis. The differ-
ence begween these expectationg ond those assoaiated with the
General Performance Chavraaotaristic, is that thay do not neces-

-

sarily imply each othex. For exanple, i# o given black person

-

F Y

is thought to be musical, it does not necens wily follew that

< -
..;..1:.)
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he will be thought to be athletic. The General Performance

“

Characteristic is composed of symmetrically related charac-

teristics and is defined by the theorists as being
"potentially" symmetrically relsvant to the performance
characteristic on the new task. This performance charactexr-
istic can be symmetrically relevant to the Gzneral Performance
Characteristic, but not to the Diffuse Status Characteristic,
because the Diffuse Status Characteristic iz not symmetrical
within itself. Hence expectations for performance on the
General Performance Characteristic, but not the Diffuse
Status Characteristic are postulated o generalize, or become
relevant to the new task.

Hypotheses generated from this theoretical_framework
would predict that expectations for hlack subjects’ perform-
ance on the new task will be higher in the conditions where

sean as possessing a

@

both races are treated ana biacks ar
positive state of the General Performance ¢ aracteristic by
all members, than in the Black Expectation Condition, where
blacks are perceived as posgessing only 2 negative state of
the Niffuse Status Characteristic, by white ﬁubjects,v It
would also predict that éxpectations Ffor blacks will ke highex
‘than for whites in the conditions where black.and white ex-
pectations are treated, because white zubjects do not possess

a positive state of the General Performance Characteristic.

16 | .

‘g‘ 'alb



P

107

In tﬁe condition where only black expectations are treated,
blacks knew that white expectations were not treated. Expec~
tations for black behavior will, on thsa wh@le be influenced
by the Diffuse Status Characteristic, and will thus be lower
than expectations for white behavior. These differences in
expectations should be reflecterd in the behavior and attitudes
of group members to the asseitive,

The investigator will examine, post hoc, the fit of
the data, broken by condition,'to a st of predictions
generated »y this theoretical frameworli. She will compare
the u¥ility of this model as.an interpretive device, with the

fit of the Balance model tested in the main body of the study.

1. Release of Tension: Since cxpectations for black subjects

are higher in the Conditions where expesctaticns of both black

-

and white subjects were treated than in the Condition where

only black subjects' expectations were treatoed. there should

be more tension in black assertive groups i the 3lack

Expectation Condition than in the Black and White Expectation

Condition. Using the General Performance Characteristic model,

analysis of the data by conditlon should show these

rélationships:

Prediction: There should be fawen "fel
in the Black and White Exn

than in the Black LExpoctati
groups where bircks ore assc

Tengsion”" acts
Conditions
ion, in -

€
~

-~

n Condit
rtive.

\30()
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Results:

Prediction:

Results:

i
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Table 20 in the previous chapter shows the
predicted direction of the difference.

There should be more RT acts in the Black and
White Expectacion Condition in white assertive
groups than in black assertive groups, and
fewer RT acts in white assertive groups than in
black assertive groups in the all Black
Expectation Condition.

Table 20 in the previous chapter shows the
predicted direction of the difference.

3. Degxee of Affect: Since black subjects are expected to

do well in the game, there i% no rezson to assume that black

assertives will not be well liked in the Conditions where

both black and white expectations are treated.

-

Prediction:

Results:

Prediction:

Results:

Black subjects will be liked better in the Black
and Wnite Expectations Conditions, than in the
all Black Expectation Condition.

The prediction is upheld for black raters (see
Table 21), but not Ffor whitée raters, (see
Table 22).

White assertives will be better liked than black
assertives in the all Black Expectation Condition,
and less liked than black assertives in the Black
and White Expectations Condit.ons.

The prediction is upheld for black raters,
(see Table 21), but not for white raters, (see
Table 22).

3. Degree of Enjovment: The high expe?tations for black

assertives in the Black and White Expectations Conditions

should facilitate enjoyment of games in which blacks become

assertive.
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Prediction: Subjects in black assertive groups will report
that they enjoyed participating in the game
"a lot," more in the Black and White Expactations
Condition, than in the all Black Expesctations
Condition.

RPesults: The prediction is upheld by the results for
both black and white raters. (Tables 23 and 24) ,

Prediction: More subjects in white assertive groups in the
all Black Expectations Condition will report
that they enjoyed the game "a lot," than sub-
jects in black assertive guroups in the same
Condition. More subjects in black assertive
groups in the Black and White Expectations
Condidons will report “hat they enjoyed parti-
cipating in the game "a lot," than subjects
in white assertive groups in thess same
Conditions.

Results: The prediction is upheld for white raters, (see
Table 24), but not for black raters, (see
Table 23).

4. Amount of Nedgative Behavior: Since whi%e subjects expect

blacks to be competent in the Black and White Expectations

Condition; they should not ke distressed to participate in

groups where a black is assertive. They should, therefore,

feel less of a need to “unseat" the assertive by directing

negative behavior toward him.

Prediction: Black assertives will receive more negative be-
havior in the all Blachk Expectation Condition,
than in the Conditions where both black and

white expectations have been treated.

Results: The results are the reverse of the prediction.
{see Table 25).

Prediction: Black assertives will receive more negative bew
havior than white assertives in the all Black
Expectation Condition, but less negative behavior

than white assertives in the Black and White ,
Expactations Condition.
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Results: The prediction is upheld in the Black Expectation
Condition but not in the Black and White
Expectations Conditions, (see Table 25).

5. Evaluation: Because expectations influence evaluations,

Black assertives should be evaluated higher in the Black and
White Expectations Conditions than in the all Black Expectatioqs
Condition, and higher than white éssertives in the Black and
White Expectations Condition:.

Prediction: Evaluatibns for black assertives will be higher

in the Black and White Expectations Conditions,
than in the all Black Expectations Condition.

Results: The results are the reverse of the prediction,
but the differences are small, (sece Tables 26
and 27).

Prediction: Black assertives will be evaluated lower than
white assertives in the Black Expectations
Condition, but higher than white assertives in
the Black and White IExpectations Condition.

Results: The prediction is upheld in the Conditions where
‘black and white expectations were treated, but
not in the Condition where only black expec-~
tations are treated. (see flables 26 and 27).

6. Socio-Emotional Behavior: . The group situation of the

black assertives is predicted by the above to be more support-
ive in the Conditions where both black and white expectations
have been treated than in the Black Expectatidn Condition.
Therefore, black assertives zhould have less need to display
'socio—emotional behavior.in the Black and White Expectations

Conditions than in the all Black Expectations Condition.

120
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Prediction: Of all acts given out by the black assertives,
there will be a larger proportion of socio-
emotional acts in the all Black Expectations
Condition, than in the Black and White
Expectations Conditions.

Results: The results uphold the prediction, but the
differences arc small, (sce Teble 29).

Prediction: Of all acts given out by assertives, black
assertives will initiate a higher proportion
of sccio-emotional acts than white assertives
in the all Black Expectations Condition, but
a lower proportion than white asscrtives in
the Black and Whitce Rxpectations Condition.

Expactation Conditien, but rot in the Black
and White Expectation Condition; the differ-
ences are small, (sce Table 29).

Results: - The prediction is upheld, in the Black
The following table summarizes the accuracy of the i
predictions which would have been génerated by the theo~- |
l

retical framework devised Ly Frecse and Cohen.

Even though there is by no weans a perfect fit of the

data to the General Perfornance Characteristic model, the

that thié model has a much stronger potent.al as an expla-
nation of what was found in the treatment groups than the
Balance Model yielded for all subjects acress conditions. One
would expect that the Gensral Performance Characteristic model
would have even greater powexr for predicting‘the results, if
thé scope conditions of that theory had been folleowed in

variety of predictions which ara upheld by the data indicate
this study.
h |
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TABLE 31

" Fit of General Performance Characteristic Model as
an Interpretation of Differences by Condition

Degree L
Upheld* Predictions**
1 2 3 4 5 6

Not
Uphe ld

Partially | w X 5 % %
Uphe 1d '

Completely
Upheld X

i

*a prediction was classified "upheld" if the direction
of the differences was consistently as predicted for
various comparisons implied by the prediction.

**See text for meaning of numbers.

That is, if whites were assigned a low evaluation on the CGeneral
Performance Characteristic as well as hlacks being assigned a
high evaluation on that characteristic, the predictions

generated by the theory should have & greater likelihood of

being upheld.

This analysis comparing the Conditions where BExpectation
Training took place for all subjects with the Condition in
which Expectation Training was confined to black subjects

only, reveals that Expectation Training of all subjects was a
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powerful technigue for changing expectations. The guestion
to be answered in this section, however, is, "Does the effect
of Expectation Training of all subjects alone, adeguately
explain why the Hypotheses were not upheld?" In other words,
if the Hypotheses were consistently upneld in the Black
Expectation Condition, but not in the Black and White
Expectations Condition; the effect of Expectation Training
might be a sufficient interpretation for the resﬁlts. This is
not the case.

A closer examination of the magnitude of differences
between black and white assertives, even when the Hypotheses
were upheld in the Black Expectation Condition, reveals very
small differences between the percentage scores; The mean
percentage of "Release of Tension'" acts of groups in which
blacks were assertive in the Black Expactation Condition was
24.3. The percentage for groups in which whites were asser-
tive in the same condition was 22.4. (Table 20) Although
whites directed more negative acts toward black assertives
than toward wnite assertives in the Black Expectation Condition,
the difference in mean percentage is only 4.2 (23.7 -~ 19.5).
(Table 25) NRlack assertives had a higher percentage of socio-
emotional acts in the Black Exp=actation Condition *than white
assertives but the difference in mean percentage was only 3.6

(44.5 ~ 40.9). (Table 29)

1923
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Inadequacies of the Expectation Training interpre-
tation of the results appear in analyzing the ratings of the
assertive by their team nenbers. A most interesting fiuding
is that white subjects in bhlack assertive groups like the

assertive more in every condition than do white subjects in

groups where @& white is assertive (Table 22) A higher per-

centage of white subijects in black asserxtive groups, than

white subjects in white assertive groups, caose the assertive

as the "overall leader" in the group in every condition.
{(Table 27) Black sukjects in black assertive groups also
rated the assertive ag lcader more often than black subjects
in white assertive groups in every conditicn., (Qable 26)
When black and white subjects' ratings are zombirsd, ard thae

-

hoere is higher

Y

F I 78
i

self-rating of the assertive deleted,

H

consensus that the assertive is the lesader and ha& the best
ideas in groups where blacks wevre ossartivae than in groups
where whites were ansertive in all Conditions. (Table 28)
The high ratings of blaclk assertives in the Black
Expectation Condition carnot o axplained by Dypectation
Training of all subjects. Tac lack of indices of social
threat, i.e., negative bohavior, low affaet and low evalu-

ation, in the Black Expectuaticn Condition, indicate that

Bxpectation Training of all swbjccts is not an a(cqugtr
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explanation for fhé results. The effect of Expectation -
Training of both blacks and whites does not explain the
high affect reported by white subjects toward black assertives
in every condition. It also does not explain the hich evalu-
ations of competent behavior that black assertives received*
from white subjects.

| The final two sections of this interpretation will
consider other explanations to account for the lack of be-

havior or attitudes which might constitute a "social threat"

gsituation for black assertives.

Task Structure

The purpose of this discussion of the Grou

G
re
A7)
b’)_
=
;-a.
0

to discourage any unfounded optimism that the resvlos of tha
study indicatr that "social threat" is no longer a nronlem

in black-white relations. There is no basis f7r assuming

that under different conditions, specif caLly under a diffsy~
ent task structure, that the results would remain the sama,
The structure of this task was very differars from

traditional school tasks in at least three vesvects: 1Y The

4
i

i}

group stracture was designed to vproduce coonerative

{
4]
oy
7
151
(&)

toward a group goal: {2) There was no outsice anbhor! oy
evaluating tha quality of group moembercs' purformanca: aond

(3) There was no penalty for performing woorly, nor waswacd for

af
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performing well. In the traditional classroom, students com-

pete with one another to receive rewards and avold penaltics

)

which are based on the tveacher's evaluaticn of their

o

performance.

A number of studies have oxamined vhe effect of task
structure on the relationships of group meckars, One of the
first studies in this area vas conducted by Morton leutsch.

-

He examined, "The Effects of Coopsration and Competition Upon

G

Group Process," (Deutsch, 1942), In this study, Deutsch
created two task conditionu. In one, group members were told
that they would he ranked accovding to the effectivenesa‘with
‘which their group handled a problem. (Individual cooperatio™’
In the other groups, individuals were told that each person
in the group weuld wuceive a different rasking based on their
individual contribution te the aroun, {(Individual compatitiv:
Observers noted that RIS in the "Individnal cooveration”
groups were significantly more friendly te on® another than
members in the "Indi&iduallcompetition“ (roups. More "encour-

aging and rewarding remarks' and fewer "agoressive remarks®

-

L

were made in the cooperativ: than in the competitive groupr
Participants in the cooperative groups rated one another's
contributions to the group tauk hicher than did the competi-
tive subjects. (Deutsch, n. 4772)

A number of studizs investigating the effecct of
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cooperative vs. competitive group structure on interrelation~
ships of group members report findings similar to Deutach's
classic study. Inamuch more recent study, Julian and Perry
report that, "Present results clearly imply that cooperation
does engender mere positive interpersonal relations among
group members, replicating many earlier findings in this
area." (Julian and Perry, 1967) Thev also found that mem-
bers in the "pure cooperative" condition ". . . described
their groups as warmer, happiewr, and more active." (Julian
and Perry, p. 87)

Q The impact of cooperation vs. competition on per-
ceptions of participants toward one another was dramatically
demonstrated in a study by Lerner ot al. (1987). In this
study the independent variables were “"anticipated coonaration"
and "anticipated competition." The depondant variables were
attraction vatings of two subjects under cenditions of antici-
pated competition and anticipated cooperation. They found
that thnse subjects vho were told they would be ccoperating
together on a task (anticipatory coopnration) report highex
attraction ratings between one another than those subjects
who anﬁicipated that they would varticipate in a ccmpetitive
setting. (Taylor, p. 175) It seens as if ixerely antici-
pating cooperatién is sufficient to produce geod feclings

between futare group memhers.
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Compatition was used by the cxperimenter in the
"Robbers Cave Experiment" to stimulate friction and hostility
between groups. It proved to be an effective method of de-~
veloping unfavorable stereotypes and animosity between the
members of two groups. In order to reduce the friction and
develop pleasant relations hetvzen members of the groups,
problems were introduced which nacessitated the cooperation
of the members of both groups to solve them. The experi-
menters reported that conflict was reduced after the group
members participated ih cooperative tasks and there was a
significant increase of prefercnce for "out group" members.
(Sherif et al., 1l961)

The research by atz =and Cohen (1962) Iound that whiten
expressed neéative fealings toward their black partners when
those black subjectu demonstrated competence cn 2 task. The
staff on this project deliberately tried to prevent any <oin-
ditions which might arcuse thueat to vhike subjects as wall
as to black supiacts, They attempted to de this by: (1)
designing the Conditions in which eﬁpectations of both blacks
and whites were treated in such a way tﬁat subjects could not
form invidious comparisong bhetwaon thalr Mfcure team members
and themselveu, and; (2) sclecting a cooperative criterion
task, "Kill the Bull" and encouraging 2ll members in the

group to work together as a "team."

| 128
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When black subjects taught whites to build the radio;
the whites were informed that the hlack teachers were ccom~
petent at building thes radio and teaching them how to kuild

it because they were trained to build the set and teach sone-

9

one else how to put it together. White subjects could com~

fortably assume that they could have done ar good a job with
the radio as their bleck *eachers, if they Lad also heen
previously trained. Telling the truth to white subjects
eliminated the basis for forming invidious comparisons be-
tween themselves and their black teachers. Had the staff on
this project implied that black teachors wene compotent
builders and instructors of the radio bacaus? ¢f porior
ability instead of superior trainiag, whites may very well
have reacted in a hostile and unfriendly manner.

It is impossible to dnterwire the antent Lo vk
the cooperztive nature of the task in the study and the lack

u

of invidious comparisons o

h

Bxpectation Training proventcd
conditions of "cocial thlwut‘ from devaloping. One could
speculate that a compatitive divislon of tho team membern:
between the black and white subjects during Brpecitation
Training on the game would have produced a lot of animosity
and hostility betwesn the mombers of the two races. This

structure would be analogous tc the “"Robbers Jave Lupeximeasl

of inter-group coempetition. Baged on other stulies mentiones

=
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above, even an individually competitive task structure would
have decreased the level of positive affect and evaluations
and probably increased the amount of nagative behavior.

It would be interesting to conduct a study designed
to measure the effect of task structure on interracial re-
lations in a small group. The findings of many studies per-
mit a high degree of confidenca in asseuriting that members
engaging in cooperative tasksg have friendlier relations with
one another than membhers working on competitive tasks. A
further study might examine if this relationship between
task structure and interpersonal relations is stronger or
weaker when a group contains members who differ on a diffuse

status characteristic.

Chanaing Attitude Toward Black Americans

The cocperative task structure helps to explain why
there was little hostility displaved in these gréups and
positive ratings of both black and white .ssertives. It does
not explain, however, why white subjects reported higher
evaluations and more affect toward block assertives than
toward white assertives. The following discussion examines
the possibility that changes in the attitudes of white
Americans toward the black minority affected the responses

of white subjects to the guastions in the Post Meeting Interview,

-

bood
3
-
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There is little doubt that children are aware of

racial attitudes of the society at a very young age. A number

"Negro" as inferior and ascribe low status roles to him.

(See Mary FEllen Goodman, Rage Awarxeness in Young Children,

Kenncth B, Clark, Preijudice and Yeour Child, and Maricn Radke

5 0Of the Social Ro

o3

and Helen Tragex, "Children's Pexrceptic

pead
1)
44

of Negroes and Whites," Journal of Fsycholoagy, V. 29, 1930,

pp. 3-33) Kenneth Clark pointe out that, ". . . shildren's
attitudes toward Negroes are determnined chicfly not by con-
tacts with Negroes, but by contacts with th? prevailing

attitude toward Wegroes." (Kennoth Clark, Preijudice and Yeur

Child, p. 25)

Sinée children's attitudes npccurately réflected the
larger society's attitudes toward minorihy groups, it wesia
not be surprising if children's attitudes alco reflected the
changes in these societal attitudss,

It is difficult to determine the range of beliefs now
prevalent in the white communityv, The former concensus of
perceiving blacks as inferior but benign pucople has been
shattered. The white attitude today could ba more accurately
described as an ambivalence bebtween guilt and fear. Whites

have beun told by black and white spokesmen that the sufferin?

of black citizens is to some extent their fault, cor at least
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the fault of the society which henefits white people. At
the same time, they have seen the riots that the suffering
has produced. Translated into behavior in inter racial
settings, whites may behave as i1f they feel that they have an
obligation to make up for past wrongs, or avoid negative be-
havior for fear they may elicit violent responses from blacks.
Whichever the reéson, whites may feel more of a stake in con-
tributing to amicable relations bhetween the races today, than
they did ten vears ago. Lo

An enhanced desire to establish better relations might
encourage whites to look at the positive aspects of black
people with whom they interact. If more whites want to like
and respect blacks, they will find more reasons to like and
respect them. The investigator is suggesting that this
changing attitude of some serments of the white community may
have affected white gubiects' ratings of black assertives in
this study. If the white subjects were predisposed to like
their black teammates and to respect them, they found that
they actually did like them and did see them as competent.

This could be an overly optimistic iﬁtexpretation of
the white subjects' reported attitudes. It may be that the
white subjects were reflecting the more superficiql attitude
of society that it is no longer fashicnahia to admit or dis-

play prejudice. Regardless of how one actually feels toward

132
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a minority group member, it 1d Wist Lo pLOCLU TO LE Op&n-

minded and enlightensd. The subjects in this study could
demonstrate the “"likeral line" by reporting that they liked
their blach partners a lot and by evaluating them as compe -
tent teammnates. The responses to the intc . view may have boen
normative responses, viewed by the whites as one mathod to
display a lack of prejudics. »braham Citron points out in
his excellent articls, "The Rightness of Whiteneng," "Since

middle class white culture alsoe reguires gentility, politencss,

7

L..&

restraint, and dissimulation, basie emotions about Negroos
threatening to the scelf-image or to acceptance in the eyes of

others are often repressed." (Citron, p. 12)

de
v

It is shortsightad, however, to dismisu paying "1

service" to the ideals of egual
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nificant. When the derogatory epithets Lurled at othsa:

e
e

tep

1o
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minority grours became a sign of bad wmannars, a £
was taken in eliminating prajudice. The fact that white sub-
jects reported that they likeunnd vespected the blach
assertive indicatzs that they are at lcast outwardly open to
the possibility of forming friendshipsz with their black peers.

There ig ne way to datarmiage the extent to which whkie-

subjects actually felt ne affea: and raspant toward black
. Y o

&

assertives which thoy repbrted., It is qguite zlear, howaver,

that this age group has heen oxpored to many more positive
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nodels of black pacple through the mass media than previous
generations. These children have scen black actors playing
very middle class and even glamorcus roles in the movies and
on television. They certainly have more basis for foming
positive attitudes toward blacks than children in previous
generations brought up on "Gtep 'n Fetchit.”

The mass media has also reported the growth of black
.pride and black power in this country, albeit, not always
favorakly. Whatevaer else a child might parceive from watching

Stockley Carmichaael on television, It is doubtful that ho gec

ts

3
an obseguicus "boy" who expects to be dominated hy whits ras-”
It is unfortunate that there is no neasure of provions
interracial ccntact of these zsubjects. Those subjects who
live in integrated nelghnorhoods and/or attend integrated
schools have no doubt encountered black pecrs who hehava in
a competent and salf-confident manncr. If thaoe white subject.
have formed friendships with their blach —sers, it 1is not sux-
prising that they would rote black assertives Lilgh on com-
petence and repoxrw high fealings »f affect tounrd thair R~
teram menber. laving had nrevious euperience with competent
black voungsters, the white subjects may not sse tha black
assertive as unusual or threateninag,

Thare are many avenues through which the sukjects in
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£his study may have been exposed to chgnging attitudes in race
relations. Whether their exposure came through parents,
teachers, the mass madia or members of the other race, it is
clear that white youngsters today have more opportunity to

perceive black people as eguals than did previous generations.

CiH
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Chapter V
IMPLICATIONS

There are five areas of the study generating
implications: the limitations of the theoretical EIramework;
the problems of measuring asserkive and socio-emotional
behavior; the effect of the task structure on the relation-
ship of éroup members: the favorable ratiﬁgs given to black
assertives by white team members; and, the possibility of
stylistic differences between black and white asaertives.
The methodological implications of the study are suggested
in the first. two sections of Chaptex IV. The difficulties
of using Balance Theory for this study imply that a more
appropfiate theoretical framework is needed for research
concerned with the low-status assertive. The problems
encountered in defining and measuring botl "assextive”
behavior and "socio-emotional" behavior suggest that further

research 1s necessary to clarify these concepts,

Limitations of the Theoretical Framework

There is no doukt that Balance Thezory is less than
a perfect theoretical framework for a study of this kind,

126
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Unfortunately, there has been very little written on the
lowsstatus assertive or leader in small groups. The paucity
of literature in this area forces the researcher to experiment
in selecting or developing an appropriate theoretical
framework.

The section on the effects of Expectation Training
of both black and white subjects in Chapter IV, implies that
the theoretical framework of the General Performance Charac-
teristic, formulated by Freese and Cohen, would have been
more appropriate for this study than Balance Theor?. The
Ganeral Performance Characteristic model nay have had greater
predictive power of the results if the scopn conditions of
the theory had been met. ' :

The éuthors of the Generrsl Performance Characteristic
model state that subjects poscessing different ctates of a
diffuse status characteristic should both he assigned opposite
states of the General Performance Characteristic, For‘
example, black subjects should ke assigned a high state on
the two or more related spscific performance characteristics
that compose the General Performance Characteristic, and white
subjects should be assigned a low state of the Genaral

Performance TCharacteristic. In this study, blacks were

assigned a high state of the Ceneral Performance Characteristiec,.

but whites were not assigned any state of the General

137



Performance Characteristic. They wire delivezatesy not
assignea a low state of the General Ferformance Character: o -
for fear that such an assmgnﬁent would produce resentment

and hostility among white subjects.

A further study to test the utili.y of the General
Pexformance Characteristic model might select subjects
'possessing differently evaluated states of a less sensitive
diffuse‘status characteristic than race, and assign all of

them opposite states of the General Performance Characteristig

o oy oA e @

Problem of Measurement

-t

The identification

b
O
Fh
m:
3
"
0
X
o
i—.
<
O

"influential," ..

"leadership” behavinr in small, “task-orientod," face-to-—fuor

-

groups, which are in’%'all lzadarlecs, a rious R APETRe

fe3a
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e S

ological problem. The literature ig full ¢f s-udies which
define these concapts in very differsnt wava., Dafors col
ologists can bz assured that they are identifying the sams

behavior by these concepts, sovural, sueeinas musht be aris
!
Is the "top man®” merely the one who talks ¢he most? Ta he

i

the group member vho gets hie way? If it ic a combinaticn

fu

A

o qf both initiation and influence, dowes the amount of resis:
anca.hé faces affect his behavior? Which is a better in-
dicator of assertivenes; . . . Subject's evaluations of
contributions to the task, or obkserver's evaluations? Are

the "quality" of ideas more important than the "quantity" o.
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- }n”“'ideasffor identifying thé “top man"? In which situations is
guidance more predictive of leadership than best ideas?

These are only a few questions which need to be investigated
by further research. Sociologists cannot build upon past
research or learn from other studies if the concepts they use
are poorly defined or so limited as to be applicable to only
one situation.

The staff's clinical impréssicns of the assertives'
behavior ‘contradict the evidence based on.observation within
the socio-emotional categqories. The staff believes that black
agssertives did behave in a more socioc-emotional manner than
white assertives, but there was very little difference in
scores for hlack and white assertives using the socio-
emotional scoring system. As suggested in Chapter IV, the
measurement of socio-emotional behavior in the study may
have limitations.

Sacio-emotional behavior is difficult to measure be-.

o

cause it involves the tone of voice and facial expression as
well as the content of -an act. In fact, one_cowld.argue

that tone of voice and nuances of language are factors.of

- . 5 R ,.-——-/” . .
pocio~-emotional behavior. as—-ifportant.as the content of the
remark. For example, there seens to be a difference in

. #‘,‘. .

sheer amount of socio-emotional content .in these statements,

"you're right, Jehn." and “Right on brother, kill that bulll”
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Both remarks, however, would be scored as on="Raising Status”
act in this study.

In order to capture the emotional tone as well as
content in small group interaction, observers might be trained
to give overall impressions of the atmosphere or "feeling"
manifested in the group. " Burke, in his article, "The
Development of Task and Socio-Emotional Role Differentiation,®
reports that the participants in a group rated the group mem-
bers on the following criteria:

1, Joking and kidding, finding the potentially
humorous implications in the discussion.

2. Doing most to keep relationshins between mem-
bers cordial and friendly. :

3. Most liked,

4. Standing out as Ehé leader 'in thehdisccséion.

5. Making tactful comments to heal any hurt

feelings which might arise in the discussion.
(Burke, pp. 370-392)

Lf observers could be trained to rate groups in a
similar way, and if reliability could be obtained on these
measures, a clearer pictuxe of the emotional tone as well as
content in the group weuld Lz obtained. A suggestion for
further research is to amploy both methods of scoring socio-
emotional interaction:; the quantifying method used primarily

in this study and the lesu structured, judgmental or quali-

tative method, to see if the two measures do reveal different

pictures of group interaction.
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The Effect of the Task Structure

This study was concerned with tha feelings and per-
ceptions of black and white subiects toward one another
because of the possibility that unfavorable recactions of
white grcup members to thzir black teamms os may forcos the
black subjects to behave in a less "task-oriented” manner.
If there is any validity to the line of weasoning which
suggests that a “"social thfeat" situation would impair
black students' academic performance, classroom teachers
should be concerned with any technigues to maximizo positive
feelings between black and white children.

Cooperative tasks, praventing jinvidious comparisons,
have been revecaled as one technique npreducing friendly rae-
lations between participants. vYet, the traditionai cla§s~
room structure encouraner compotition ketwoan ctudents and
even when "group work" dees exnint, individnals within the
group are rewarded or penalized, rather than the group as a
whole. It is not within the scopo of this sendy éo @Xanlng
the values underlying competifiive and cooperative structures
although they should b exanined by every teacher before she
imposes either of tho twoe tashk structuresin her classroom.
This discussion simply cuggests cooparative tasks in situ-

ations where impersonal relations are important. To those

»

teachers in integrated classrcows it is offered as a method

&
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minimizing the possibil Llity of social threat to black students.

This is not & new Sfuggesticon Cvor twenty yaars ago,
Deutsch concluded nhig study on cooperation and competition
with the statement that, "BEducators m ight w2ll re-examine tha
assumptions underlying their common usage uf a competitive
grading system." He added that, "One nay wall guestion whethasr
& competitive grading Systenm produadn the kinds of inter-
relationships among students, the tagk-~directedness, and
éersonal Security that are in k2eping with sound educationa;_“‘
objectives (Deutsch, p. 482) Today, very fow educators
have begun to question the comﬁZtitive structure in American
classrooms. It ig hoped that tha urgency of deosegregation
will fncourage guestioning ; many of the practices prevalent

in the school system and that the competitive ctructure of

the classroom will . Lmong tho,

by white teammaces may he a product of the chauging attitude
of white Americans coward black Imspicans. To investigatas

1f the changing éttituﬁ@s i the whits cernmunity vere antually
reflected by white subjects, similar studies could be ¢nn-
ducted in several comrmunities reprosenting diffarent atti-
tudes toward the biack mindrity, ¥i weuld he interesting to

find if white hoys in Jackson, Micsisaip
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partners as well liked and as competent as ¢id the white
subjects living in the San francisco Peninsula.

c! watings can bt narcialliy cxplained

T

If white subjec
as a reflection of chenging attitudes in the society, it 48 a
hope ful sign for the society and for thé future of descgro-
gated education. In terms of thia studr, white subjects’
attitudes toward their klach pirioars impiy thot a "rcecial
threat" situation for black studmnts iz loss likely today
than it was eight years cgo when Katz and Cohen conducted
their study.

Educators must lagrn tn irniagiete thase cﬁmnging
attitudes toward black Americzng into kahavioral norms in
the classrcoom. If white studcents welieve in the abshract

ideal of eguality, they can be more csuily taucht to demon-

I

strate respect and frisndrhip for their hlachk classmate
than if they enter the clagéxooﬁ convineced that i black
-students are inferior. The changing acttitudes of wmany white
American families can be utiiized teo produce intograted

schools compes2d of students who benafis from one anothen &8

vell as from the inntruooni,
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. i ' . N .
"task~oriented and more socio-emotional way than white students

ig an intriquing one for the practiticner. The assertive
blacks in this study remind this invastigator of tho popular,
black "class clowns" in her integrated classzrooms in Bast
Oakland, California. 1In their bid for popularity, they camou-
flaged their intelligence, ignoxed class work, and continuélly
disrupted the claés.with jokes and chatting.

The investigator is interested in conducting a series

i}}

of studies exploring teacher zzactions to this kind of student
and developing technigques with teachers for helping these

students improve their academic perfommance.l She has dubbed
several video tapes from this study displaying white asser-
tives behgving in a "task-oriented" manner and black assey-
tives behaving in a "socio-emotional" wav, In a praliminary
study, these tapes have boen showmn *o teacheis, studan

“

teachers and teacher aides of elonmentar ry teheol youngsters in

integrated areas. The reaction of thase ¢ lucators was very

interesting. When asked to give a fow impressions of the

) « \ » . L
"task-oriented white leader, they describad him as, "a good

student,” '"self-confident," “"knowledgeable about the task,"”
and "serious." In contrast, thaeir inpressions of the hlack

socio~emotional leader rvanged from 'fumnmy and a clown" to

"gets along well with his peerxs." Almost all of their re-

cactions to the white assertive were concerned with the ‘white
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assertive's mastery of the task, Their remarks about the
black agsertive concerned his relaticns with his teammates.
The teachers, student teachare and teachor aides

were also asked to choose aither the black or white assertive

as the one who was: (1) the wmost effective leader; (2) the
best liked Ly other group members; and (3) the potential
source of greater discipline problems, Th2 white assertive
was chosen slightly more often then tho hlack as "best leader”
but much less often as "besi liked." Twice as many of the

educators thought the black asseritive vould k2 a greater
source of discipline problems in the clozgrsom than the white

assertive. In a discussion peviod that follswed, the edu-
cators discussed how they would handle a student who bohaved
like the black assertive. Ogpinions ranged from “I'd shake

him" to "I'd try to make him ny ally and noz destroy hiu

leadership akility."

t-h

The investigator hopss to meet with more groups ©
teachers, teacher aides and studant teachers, to conduct
similar sessions. If the kind of scqio-oroiticnal bchavior
demonstraced by some of the black assertives is a behavioral
style common to many black children, teachors should nhe aware
of their reactions to these stvdents and hnve the opportunity
to discuss methods to help these chiléren succeed in the

classroon.

Y
=



Chapter VI
SUMMARY AND CONCLUSIONS

The study analyzes data collected in the summer of
197D: Fifty-seven groups, composed of two white and two
black junior high school hovs, were filmed as they partici-
pated in a cocperative task. Observers.scored task-related
interaction and socio-emotional behavior from video tapes
of each group. Subjects' attitudes and perceptions of one
another and the task were obtained from interviews with
subjects.

There were three Conditions in the experiment treating
expectations for black group members by means of producing
competent behavior of black subjects on an intérvening task.
In one Condition, only black subjects' expactations for them~
selves were treated, (Black~Expectation Ccndition). In the
other twe Conditicns, expectations of both black and white
subjects for black group members were treated, (Black and
White Expectation Conditions), In cne of the Black and White
Expectation Conditions, relevance between the intervening and

criterion task was established for black subjects.
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This study focused on the assertive meﬁber in each
group to investigate if the race of the assertive affected
group members' reactions toward him and his behavior in the
group. . Based on the thecoretical framework of Status
Characteristic Théory and Balance Theory, the investigator
predicted that black assertives would not be as well liked
nor as highly evaluvated as white assertives. 8he also pre-~
dicted that white subjects would direct more negative
behavior toward black assertives than toward white assertives

and that groups. in which blacks were asserxtive jwould contain

move tension and be less enjoyable for participants than

groups in which whites were assertive. Becaus{ of these pre-

_dicted differences in the group situation of bjlack and white

] - . v . 1 . ]
assertives, the investigator predicted that bliack assertives
would initiate a larger proportion of socio-enotional acts

than white assertives.

Previous research found that whites d) express
hostility toward blacks in small group situatlons, Irwin

Katz postulates white hostility or unfriendlinhess as a "social

 treat component" for black children. He sugiests that the

) ] 4 L) 4 j « 4 (3
anxiety and isolation produced in a social threat situation
' '

might impair the academic prrformance of bla(
W
This study wanted to discover if black asseréives in the small

i
groups were subjected to a "social threat" si.tuation by their

147
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white teammates and if they reacted by behaving in a less
"task~oriented" more "sosio-emotional" manner than white
agsertives. If the hypotheses in the study were confirmed,
school personnel should be alerted to the possibility of
white hostility in integrated schools and its behavioral
consequences for black students,

The hypotheses, however, were not confirmed by the
results. EBlack assertives were not subjected to a social
threat component by their white teammates and they did not :
behéve in a more socio-emotional manner than white assup-
tives. White members of groups in which blacks were asser-
tive reported that they liked the assertive the most in
their group and highly evaluated his contribution to the task,
more often than white subjects in groups where a white was
assertive. White subjects did not direct significantly more
negé&ive behavior to black than to white asserti&es. There
were more "Release of Tension" acts and lower enjoyment was
reported in white assertive dgroups than in black assertive
groups.

The data were analvmed again, usinhg a different
theoretical framework, to determine if the hypotheses were
upheld in the Black Expectation Condition, but not Uphéld in
the Conditions where expectations of both black and white

subjects were treated, Predictions from an alternative

‘ 1485
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framework were more accurate f{or the condition where treatment
did not alter expectations effectively (Black Expectation
Condition) than they were for the more successtul treatment
conditions. However, the predictions were not consistently
successful even in the Black Expectation Condition.

Two other explanations for the results were considérédﬂ
One reviewed research on task-structure which found that co~
operative tasks produce more amicable relations and positive
attitudes between participants than competitive taska. The
other explanation discussed the possibility that changing
attitudes of white Americans toward black Americans may have
been reflected by white subjects in these small grouvs. The
investigator also examined the methodological problems of
the study to determine if they affected the results, It is
clear that alternative theoretical formulaticns are needed
to study the area of the low-status leader or assertive.
There is also a need for mors precise theoretical and opex-
ational definitions of the concepts "assertive" and "socio=-
emotional” behavior.

The study suggests that more cooperative tasks should
be used in situations where intérpersonal relations are
impertant. In integrated classrooms, a curriculum including
cooperative tasks might increase the possibility of intex-

racial harmony. The study also implies that educators may
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may'be able to produce integrated situat%ons attractive to
both blacks and whites by capitalizing on the rapidly
changing, more positive attitudes of white Americans toward
black aAmericans. The clinical observations of strong socio-
emotional behavior among some black asseriives suggests the
need for a project which works with teachers to help them
examine their reactions te black children who bzhave in a
socio-emotional manner and to develop methods of helping

these children succeed in school.
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Appendix A

Cohen Kational Science Foundation Projeet
School of Education
Stanford University
stanford, cCalifornia 94305

May, 1870

| Dear Student:
o

During the months of July and August, a research team from the
school of EBEducation at Stanford University will spend a few
days in your community studying new ways of teaching and lear-
ning. We will need young men in grades 6 through 9 to assist
us.

Each student who is chosen to participate will work no more
than three hours, and will be paid $1.50 per hour.

If you would like to spend up to three hours of your summer
vacation assisting us in this important work, take this letter
and the attached form home. Get your parents to £ill out the
guestions we wrote for them. Be sure to answer all the ques-
tions. '

Then mail the guestionnaire to us immediately in the envelape
we have given you. No postage is needed.

You will have fun as you earn and learn, assisting us with-thie
project. We will call you this summer when we axe.working in
your area. ' -

Sinceraely yours,

Ulysses V. Spiva
_ Project Administrator
. UVS; sab .

-

At
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COHEN NATIONAL SCIENCE FOUNDATION PROJEOT -
SCHOOL OF FDUCATION
STANFORD UNIVERSITY

~ QUESTIONNAIRE -

~ THIS QUESTION SHEET HAS TWO SECTIONS, YOU FILL OUT THE

FIRST SECTION AND YOUR PARENTS OR GUARDIANS FILL OUT THE

SECOND SECTION. BE SURE TO ANSWEZR EVERY QUESTION,
SECTION I ~ ABOUT THE STUDENT

YOUI.' namet.“..--.............Agé}:.‘..,.,.Racehlunoncot’
Flrst Last

Youxr honme &ddreSS=1||-iowl!DOIOliitvuoo!!o"il.'«tl!!ll'.'
Number and street A - Town

Phone number:..a.,...........o....o..n
YOoUur B8ChOO0L:tyoevovssconssrornnanveeses yOUr Sradeiuowcotll

How tall are you? (If you are not Surs, gUesSS)evesss sevas
Feet Inches

How many brothers and sisters live with you? (Count in
half-brothers and half-sisters or foster ones,) .

[ ENEAERENNENENE]

How m&ny adults live wiih YOUZsononesvannasons

Have you ever built a: ~ (eircle one)
crystal radio set yes no
transistor radlo set yes no

How boys your aze feel about school

1. Do you or don't you care about the grades you get in
school? = (check one)

(1§Care a lot-
T (2)Care some
(33Care a little
(4)Don't care -at all
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3

by

Se

Qw

Do you or dont you try hard to get good grades in mest
o your subjects?

__(1)pon’t try at all

EZ)Try a litile

3)Try pretty hard

—(4)Try very hard

" (5)1 get good grades without trying very hard

Does 1t or deesn't it bothex you if you don't do well in

your school work?

““_élgBothers me a lot
2 )Botheors mo sone
—(3)Bothers me a little

"~ (4)Doesn't bother me at all

Do you think you will. graduate from high school?

{(1)Very sure T will
Mgz)wem swe I will
YPretty sure I will not
—(4)very sure I will not

Do -you think you will go to college?
| (1%Very sure I will
Pretty sure T will

T Ej)ﬁretty sure I will not
(@)VeLy sure I will not

SECTICN IT

YOUR PARENTS OR GUARDIANS SHOULD FILL OUT
THE, RAEGT OF THE INFORMATICH

TO THE PARENTS: TO COMPLETE OUR SHORT SUR-
- VEY, VE NEZD SCOME INFORMATION ABOUT YOU,
FIIMLY COMPLETE THE FOLLOWING QUESTIONS,

For the mother (or guardian):

6, How far were you.able 0 go in school?

__(1)Crade 6 or less
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-3-

m(EgGrade ?'8|9v10 or 11

—(3)Grade 12 (finished high school)
___§4)Went to college but didn't finish
- (5)Finished &4 years of college

70 Wha't’ is )’0111‘ occupa'tion?clDou.tll'li'i‘ld.0'0.!0!"0"!00"00"0
(Please specify: housewife, nurse, etc,)

For the father (or guardian)

8. How far were you able to go in school?

2 )Grade 7,8,9,10 or i1

ok 3)Grade 12 (finished high school)
—(B)Went to college but didn't finish
_.(5)Finished 4 years of college

-

;*_él Crade 6 or less

9. What is y our oscupation?

qono'.nac.oaoonoc-oo.n-vuao.oo.lotoitil‘

(Please specify: gardener, plumber, etc,)’

Thank you for your cooperation. Please return this questionnaire

to Stanford University with the attached envelope.

No Postage Is Needed,
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June, 1970

Expectation Training II

Instructions for Coding Recruitment Questionaire

General: This recruitment questionaire has two purposes:

1. Elimination of all subjects who have ever built crystal
radio sets,

2, Coding each subject as High, Medium or Low SES. This rating
1s based on a combination of parental status and potential
upward educational mobility of the son. The aim is to select
subjects for a given group who cannot be distinguished from
each other on a social class basis by style of speaking or
by shabbiness of dress,

Procedure

1. Check first to see if subject has ever built a crystal radio set
or a transistor radio set. If either or both these questions
are answered with a "YES", subject should be immediately put
aside in a special file folder labeled "Unusable Subjects,”

A thank-you letter should be sent to these.

2. Check parent education' and occupation on Pages 2 or 3, 1If

Mother and Father (or Guardian) have 4 years of college or

more, and father is employed as higher' executive, proprietor,

major professional, lesser professional, business manager,
proprietor of medium~-sized business, subject is automatically
coded HIGH, regardless of responses on other questions, Write

HIGH SES on top of front page and encircle it.

If father is a college professor, lawyer or doctor and subject
is white, file with Unusable Subjects.

3. Assigning score on Attitude Toward Schogl. Use answers to
Questions 1-3 for assigning High, Medium or Low School scores.

8. Score the first question "1" if Subject checks '"Cares
a lot"., All other responses should be scored '"O",

b, Score the second question "1'" 4if Subject checks "Try

h..'~ 3
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Coding Recruitment Questionaire - Page 2

w very hard" or "I get good grades without trying very hard",
All other responses should be scored "0,

c. Score the third question "1" if Subject checks '"Bothers
me a lot." All other responses should be scored '0",

d. Then assign a total score in this way: Add the total for
the three questions:

Range = 0=~3
High = 3
Medium=" 2
Low =1

e, Write High School, Med School, or Low School at the bottom
of the first page.

4., Assigning score on Level of Aspiration. Use answers to Question
4 and 5 for assigning High, Medium or Low Level of Aspiration
scores,

a. If Subject checks '"Pretty sure I will not" or 'Very
sure I will not" 1in response to Question 4 on graduating
from high school, code him as Low Level of Aspiration,

b. If Subject checks ''Wery sure I will" on both Questions 4
and 5, code as High Level of Aspiration.

c. All other responses will be coded as Medium Level of
Aspiration,

d. Write High LOA, Med LOA or Low LOA beside these questions
in large letters.

5. Assigning an Overall Code of HIGH, MEDIUM or LOW SES:

a. Rules for coding subject HIGH SES:

(1) Subject may be called HIGH simply on the basis of a
very high status parental education and occupation as
described in Step 2 of the procedure.

&

(2) Subject may also be called HICH if he is 'high" on
3 of the following 4 factors:

(a) High Attitude Toward School

(b) High LOA

(¢) High parent education (Father has 4 years of
college or more and Mother has some years of
college or more.)
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Coding Recruitment Questionaire -~ Page 3

(d) Father has any white collar occupation,

(3) 1If subject i1s HIGH, put HIGH SES on front of question~
aire and encircle,

b. Rules for coding subject LOW SES:

(1) Subject is called LOW if he is "“low" on 3 of the
following 4 factors:

(a) Low attitude Toward School

(b) Low LOA

(c¢) Mother or Father has less than a high school
education

(d) Father (or Mother if Father is absent) works
at unskilled labor or in unemployed.

(2) 1If subject is LOW, put LOW SES on front of questionaire
and erncircle,

c. All other cases will be called MIDDLE SES and will be so
labeded on front of questiomaire.
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Materials for Radio: 2 sets of the following

16" by 16" by 1" board
1¥" by*1i" velcro patches
1/8" machine screws (4" long)~called “poles"
battery (9 volt transister)
7 ealligator clamps
3" by 3" by %" blocks of wood backed by squares of velcro
tuner
transisters
resisters
capaciter
earphone with 30" cer
xed wire
green wire
grey wire
black wire
blue wire
yellow wire

Materials for Experiment

Pt b b RS e Pt P

divider (2' by 2' composition board)
teaching criteria chart
game instruction chart
dice
cassette tape recorder
cassette i
card table
chalk
1 tool box (screw driver, nails, hammer, knife, etec.)

Equipment for Recording

camera.
recorder (videotape)
monitor
microphone <+ stand
tripod
lamps + stands

. extension cords
wonitor cxtension cords
role modeling film
reels of videotape

~ rubbing alcohol (quart)
head cleaner (% pint)
cotton swabs (pkg.)
take up reel

Pod st Job gud DO fod PO NI B P bed put Pt st
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Appendix E

STUDENT

How important was it for you to learn how to build the radio?

(1) (2) (3) (4) (3) (6)
VERY SOMEWHAT SOMEWHAT VERY
IMPORTANT ~ IMPORTANT  IMPORTANT  UNIMPORTANT  UNIMPORTANT  UNIMPORTANT

How much do you think you needed your teacher's help in building
the radio?

(1) (2) (3) (4)
Could not Needed a Needed a Could have built
have built it lot of help little help the set alone
without his without Any help
help

If you were to compare your knowledge about building the radio to
that of your teacher, would you say you knew

(1) (2) (3) (4)

much more a little more a little less a lot less

164



i ol

155

TEACHER

How important was it to you to learn how to build the radio?

(1) (@ (3) (4) (5) (6)
VERY SOMEWHAT ~ SOMEWHAT VERY
IMPORTANT  IMPORTANT  IMFORTANT  UNIMPORTANT  UNIMPORTANT  UNIMPORTANT

If you were to compare your knowledge about building the radio to
that of your student, would you say you knew

(1) (2) (3 (4)

Much more a little more a 1itt1e less a lot less
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Appendix G

Manual for Observers T

Introduction

Investigators considering sociological questions such as
fnterpersonal relationships, attitude change, group structure, and
leadership, have tested many of their hypotheses with small groups
in a controlled laboratory setting. The p?rpose of this study is
to examine the interaction which takes place in a racially mixed
task-oriented group. The subjects arc 7th and 8th grade Negro and
white boys, They are divided into groups of four, and each group
is observed playing a game éntitled "Kill the Bull."

The data which will be used for testing hypotheses and draw=-
ing conclusions will come almost entirely from the work of the
observers who will score from pre-recorded tapes the verbal inter~
action of the subjects as they play the game. It is therefore
critical to the success of the research that each observer become
completely familiar with the scoring rules and develop the ability
to record interaction accurately,.

Since the reliability of the human observer as a measuring
instrument 1s swbject to wide variation, we have tried to outline
a training schédule which will communicate all of the &nstructions,
and which will give the observers a common frame of reference
within which to score and to hanile precblems which we have not
anticipated.

Schedule for Training

The task of learning how to score in%teraction requires con-

centration and practice. Thre time spent perfecting your skills as
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O

an observer is an irporton' part of your work eon the project,
The schedule belew indicazes the steps you should ¢soke in preparing.

We will go over the first stop, the category system and rules for

D

scoring, at the introductory meeting, In additicn, there will
always be a membor of the pwoject team vhom you can contact for
questions and gu.dance.

Categnry System for observing interaction

1. Definitirn of an act:

O

The system of an2lysils we zre using is concerned with verbal inter~
action only. Thorefere gestures, incoheront mutterings, and other
forms of noun-verbal boanv;oL are vc ccnsidered interaction,
EXCEPTION: When a subjock chakes nis hend ! ‘vaes' o '"no" in response
to a question from anather s bjev:, this gesture will be scored as
would the words "yes' or Yno', It should be clesr tha* this ges~
ture is ccoved OWLY whea it in a reenouse to a direct question,

An act is the ringle contiweun gpooch of onma irdividunl., A speech
is censidered continuous, regerdless of pauces, so long as it (1)
1s not interrunted Ly s-athar indiviceol oo (2) it remains in

one catrgory of Wyne of Lot (seo bOLa")o A single word or a single
pharase i1 censidezed sa act only 17 thn vord or rhrane erpresses

a cemplete tHovg 1. Thus, Uwhattd MLy Yyesty and Yno"

Y] 3 Lo ALl

are considernd acits, whavess “C?, i, and e, . . " arve
not,
2, Scorinz 2% an ack:

The scorire ol ca ant “as th
Initicter: thn pavnom apa-
Type of Act: clasaificotion of rha contant of the remark

L]

Ja .. o ey amye L T ) “ - ] L IS I h 3
Recipient: the pooona (o mhon the reunvk s taloe Wclsfafciel

2. corperanls:

™ Kol 4. - n
3. Delinificn of

Performanca Orimuh  (p)

B T A S PPN

A performonna culpst dn o vall of dakoractica Lhat ehibits the
attribute cof tncl feollitation, Ll s, it ccn be rgrecd upon that

this vnit ds fnl wdad U0 oo Bha tark towand o a previously stated
end state, Ipanlficall L

4

o

Lo 2lla geome, fntervaction vhich accomplishes
the follewing nlbe

Lo fmoeoten dodisaven o sltorn~tive (path) for the group
to follicw,
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2, An actor indicates the costs and rewards of a series of
possible paths or of a particular path.

3. An actor indicates an overall strategy intended to
facilitate reaching the specified goal,

Action Opportunity (A)

An action opportunity is to be conceived af as a socially distributed
chance to perform, That is, when a unit of interaction exhibits

the characteristic of requiring the emission of another unit by
another actor or actors, it will be scored as an action opportunity,

Positive Unit Evaluation ()

A positive unit evaluation is conceived of as one which exhibits
the property of agrecing with or raising the status of a unit of
interaction previously emitted by another actor or actors, or a

unit which raises the status of another actor regardless of whether
he emitted a unit or not.

Negative Unit Evaluation (=)

A negative unit evaluation is one which disagrees with or attempts
to lower the status of a previously emitted unit of interaction,
or attempts to lower the status of another actor, regardless of
whether he emitted a unit of interaction or not.

4, Rules for scoring ambiguous situations

A, Clarification of Negative Evaluation
In general, an act is scored as a negative evaluation when a
person recacts negatively to ancther actor's suggestions:
1. points out ncgative values hn someone else's strategy
2., disapproves of an idea or strategy suggested by
another actor
3. points out negative consequences of another player's
suggested path
4. respondls withh & 'no" to the action opportunity
Do you want to go this way’"

A problem ariies when tho subjects in a group offer competing
suggestions--often & player will effectively disagree with
another player's suggestionsby offering a competing path, and
his suggestion seems therefore to fall into both the p and =
categories, The rilles for handling this sltuation will be
the following:

1. When the comparison is stated, the act will be scored

% a8 2 negative, Ex. "I like the kot line better'" or

"This path has fewer red minuses"
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9. When the comparison is not stated:
1f a player is offering an original suggestion, score
his act as a p.
1f a player is repeating a suggestion made earlier,
score it as a - (he is in effect selecting one of the
proposed alternatives as superior to the one suggested
immediately preceding his speech.,)

Example of scoring:

Subject Statement Score
Let's g0 this Way o« « o o o o o o o o o o o o 1p0
No, look at all the minuses . « o « o o ¢ © ¢ 2 -1
This way looks g00d « & o o o o o o o o o o o 3p

T like the hot line better. o« o o+ o o o o o o b -
The hot line is all minuses . « « o o o o .\3 -
This path (his own) has 500 . .« & \
e could get 1000 this way (1's origimal sug-
gestion-~if it is not obvious that this promotes

a previous suggestion, then score it p)s o o+ 2 =3

Wt

N

B, To determine Receiver of an act

a) person to whom initiator looks or turns head

b) person to whom the act makes logical sense in the context
of what was previously said

c) when (a) and (b) conflict, give priority to rule (b);
that is, give the negative evaluation to the person to
whom the context of the act seems to refer.

d) see “L" and '"M" below.

G, Regponses to Action Opportunities
1, A ''yes'' or 'mo" response to A such as 'Do you want to go
this way?" is scored as - or = to the person giving the
action opportunity.
2, All other responses to an A are scored as p unless the
response throws back another action opportunity
Ex. Did you mean we should turn here: 1 A 2

No, only here. 2p1l
What do you think we should do" 1 A2
T don't know. 2 A (1 or Q)

Dy _gyea“ always scored positive evaluation.

E, Comments after the die has been_ thrown:
Do not score: &) Statements of fact about scoze, such as
"e have 500 now.'"
b) Any remarlk made to the Host Experimenter

Do score: comments which relate to the task ahead or comments
on paths taken, for example:
nT told you we shouldn't have gone that way'" 1 « 2
iyou really did well" 1 - 2
Next time we should go straight' 1 p @

*, F, 1f someone gives an order such as “I'll count this way and
you count this way" score it as an action opportunity.
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G, When a player counts out a path:
Score as a p when he is using this method of showing an
alternative. Do not score if he is merely counting along
a previously suggested path.

H. Action Opportunity to Self
Acts such as 'wait a minute' and “"Listen to me" and "Here
is what I think" (not just "I think that ..."') are scored
as action opportunities to self. Statements following this
act may be scored as positive or negative evaluation to self
or another or as a performance output. Examples:
John: We should go this way. 1p 3

Bill: Wait! 3A3
Here's a 5004 and... 3pl
Fred: TListen, T think we'd 4 - 3

better go straight down (John's suggestion)
because there's only one turn left.

John: I've got an ideal 1ALl
Let's turn here and, « - 1P 0 wait « « &
yes, this will work; turnl - 1
here and go down there, 1 P 0

T. Interruptions
Don't score unless the interrupted act meets the following
criteria:
a) You can identify all three scoring categoriles
b) His intent was clear to the group
c) The group heard him (even though they may have ignored
him)-~you are supposed to hear only what the group hears.

J. Marginal Remarks
The general rule is to score only acts which move the task
ahead. Thus,
1 hope we get a sixe o o« o » 1O score
1 wonder how meny turns it will take ¢« ¢« o ¢ ¢ P
How many turns ¢o we have left? . « « » o DO SCOTe

Strictly personal remarks have been moved to the other

scoring system, thcrefoxe do not score such remarks as
We sure arc smart
You're great

gut do score
We took the right path
You had a good i1dea

T
w O

K. Non=-verbal Behavior
Only verbal behavior should bs scored~-body motions may be
used to judge receiver of an act,

L. Scoring Recipient as Group (0)
Tf initiator looks ok more +han one person, score to the group.
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Do not attempt to follow an argument over a series of acts

so that you have one man disagrecing with the idea of another
who proposed his plan some time back. 1f he is not disagreeing
with the man he:is addressing, just call it a performance unless
be specifically tells you whose idea he doesn't like.

Performance outputs phrased as questions

"Do you want to go down here?" action opportunity (1 A 2).

'"We can go here and then down here, ok?" +tLhe first part of the
act is scoved as a performance output; whether or not 'ok'" is
scored as an acticn ¢rortunity will depend upon your judgement
as to whether the spoaker is actually requesting approval or
merely using the word cut cf habit of spcech.

"How about, . ., ' The scoring of acting with this beginning
may be scored solely as action opportunities, particularly if
they are short and clearly addressed to one individual,
However, often a player will preface an act with "How about . , "
without giving any indication, ecither with ending inflection or
with direction of eyc:i, that he intends to give someone else an
opportunity to speak; in this case score the act only as a p.
There will be cases, particularly in acts with more than one
phrase, when both a p and A scem clearly intended, and in
these cases give the speaker b~:h acts, e.g., 1 p 4, 1 A 4,

Comparison of two or more paths

This problem has been partieclly discussed under (A). Acts such

as '"This has three and that has four' may not be decipherable to
observers as a - or o and should then be scored as a p.

A similar circumstance is the comparison of many alternatives

as in "If we "~ke this., , , and if we take this, . . and if we

go here. . ." A multiple comparison such as this should be scored
as a single p, not -:'s and ~'s for the players who origima ted

the suggestions.

Scoring for specific acis which have becen troublesome

Did you mean this way? 1 A2

No, I meant down here, 2pl (not2~1&2p1l; 2is
giving 1 requested information,
not disagreeing with his
suggestion)

Do you want to go down here” Lp 2

Yes, and then we can turn cver here, 2 -1, 2p 1

Wait! (or) Wait a minute. L A 4L (See 1 above)

That was my idea, no fcore

Here's a way. l1p2

I think we'll lose there 2 -~ 1

Yea, and there ~-'s all along the way 32

Ok, let's go. no score

Well, we don't have much choice. - to person suggesting the path.

I was the one who suggested that, no score

Better keep on going., performance output.

Hey, you want to try coming through here? action opportunity

le'd only win on that way with a 3, negative to suggestor of path

Anything but a 3 will do us good, no acore

Hey, hey--this way, this way. A to self, p to self
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I. Purposes:

The purpose of this study is to examine socio=-emotional
behavior and evaluations of black and white junior high school
boys in small, task-oriented groups, The data which will be
used to test hypotheses will come primarily from the work of
observers who will score from pre~-recorded video tapes. The
success of the experiment depends upon accurate obeervation,
It is, therefore essential that observers are totally familiar

and comfortable with type act, evaluations and scoring procedure

discussed below,

II, Definition of an ‘'Act"

Observers will score both verbal and non-verbal behavior
which is affectively charged or has sffective consequences.

An '"act" 1is a single, continuous speech, explicative, or
gesture of an individual. An act will be scored once so long
as it: (1) remains in one category of type act (see below):
and, (2) 1is not interrupted,

For example: laughter willbe,scored once until it subsides
or is interrupted, If it resumes again, it would receive another
score, If the individual who is laughing pats his team member
on the back, his behavior has changed categories (type act)

and he will be scored for this new behavior.
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III. Type Act: (definition, abbreviation, and examples)
The following type acts are designed to include most of the
socio~emotional behavior which occurs in these groups. They are:

group solidarity, releasing tension, raising status, and lowering

status,
A. Group Solidarity (GS)

1, Definition: Any verbal or nonverbal act which is
directed toward the group and expresses a feeling of
togetherness or an awareness that the task is a
group effort,

2. Hints:
a. The plural pronouns, “'we'', '"us' or 'our" are
often used in GS acts,
b. Both verbal and non~verbal GS acts are often
value judgments,

3. Verbal Examples:
a. Many GS acts come after the decision is made,
l. "We're doing pretty good,"
. '"le got 600 pointsi®
"We won.,"
. "'We lost,"
"Just what we needed," -
"That was the highest score we could have gottén."
. '"We blew it,"”
G, 'Wea, Hurrah'* (any cheering)
b. Some GS acts come before a decision has been made
and refer to the subject's hopes for good luck on
the roll of the die,
l. '"Start praying everybody,"
2., '"We just gotta get a six.'
3. "I know we're going to get a double plus.,
4, 'VWe'll make it, let's go,'

2
3
A
5
6
7

4, ©Non verbal examples; Non verbal GS acts are displays

of affection, camraderie and pleasure within the group.

a, All 3's clap their hands (especially likely after
a move which gained a lot of points or the last
move if they won.)

b, All S's put their arms around one another's
shouldexs,

c. All S's stacik their hands on top of one another's
on the game board,
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Releasing Tension

l., Definition:
serves as an
strain,

166

(RT)

Any verbal or nonverbal act which
outlet for emotions of stress and

2. Verbal Examples:

a., Most RT

acts seem to come after the die has

been rolled, They are often explicatives
indicating pleasure or disappointment with the
score they received, The end of the game is
also a likely place for releasing tension.,

1. All joking (example--"the dice is loaded."
2, All laughing or giggling.

3. UWhistleing.

4. Slang such as darn, shoot, heck, crud,

5. Expressions of relief or dismay such as

“ohhh'', ‘hew'', and ‘'ick,"

+ '"Oh well', '"Oh boy," '"Oh good,"
. '"750 points!®

o 'minus 500!"

. "An extra turn!"

b. Some verbal RT acts occur right before the die
has been rolled,
1, '"Oh please, not a two,"
2, ""C'mon six."
3. "Don't land on a minus.,’
4, '"Please, an extra turn.,"

3. Non=verbal Examples:
a., Drumming fingers on the board.
b, Any S clapping when less than the whole group
is clapping.,
c, Dropping head on the board in dismay.
d, Covering uUp one's face in apprehension.
e, Jumping around in one's seat.

176



C.

167

Raising Status (RS)

1.

b

Definition: Any verbal or nonverbal act which is
apecifically directed to any or all group members
and expresses friendly interest, approval, respect
oradmiration,

Hints

The pronoun ‘'youi* is often used or implied

in RS acts,

Verbal Examples:

a, Some RS acts are those which are intended to give
someone a chance to voice their opinion or bring
someone into the game, (Often in form of a question,)

1

N

O OO I

""Is that OXK with you?V

"Do you want to go this way'"

“What do you thinlk:"

"Do you agree?"!

HOI{?N

"Everybody agree'"

“"Now, it's your turn to place the chain.,"
'""Jant to go this way'"

"How about this way""

b. Other RS acts express positive reactions to a
subject, ranging from simple approval to admiration.
1.
2.

3

°

"You're right that 's the way to go."
"Look, his path is the best one,"
"Hey, that's a great irdea Tom."

c, There are a number of verbal techniques by which
someone can raise their own status.

1

~NOoOUT SN

"Didn't I tell you'"

'"Well, I was right,"

'"See, I knew the way to go."
"It's my turn,"

Hwait .ll

"Hold an,"

"Listen to me,™

Non~verbal Examples:
a., Non verbal RS acts which raise another's status
are usually between two subjects,

1
2
3
&

Shaking hands,

Patting someone on the shoulder or back,
Putting an arm around someone.

Handing another the chain to mark out the path,

b, These are the most common ways of non verbally
raising one's own status.

1
2
3

4

Picking up the chain and charting path on boaxd.
Handleing the chain at any time.

Leaning arm on the board and thereby blocking
other S's view of it,

Standing up and leaning over the board,
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D. Lowering Status (LS)

1.

Definition: Any verbal or nonverbal act which is
specifically directed to any or all group members
which expresses disapproval, annoyance, antagonism
or 1s personally deflating.

Hint: The pronoun ''you" is often used or implied in
the verbal LS act.

Verbal Examples:

a. LS acts are often in the form of disagreement
during the decision making process,

1, "No, that would be dumb,"

2. '"How do you think we'll win that way"”

3. '"Hey, you better not go that way."

4, "C'mon Tom, look at all those minus points,"

b, Other LS acts cut off someone's participation.
1, "Shute-up', "Shush, '"Be quiet."

. '"We've already tried your way."

. "It isn't your turn.,"

. "Give someone else a chance,”

"You always make the decisions.”

C. After the decision is made LS acts may take the
form of negative evaluation of someone's idea.
Sarcasm is a frequent form of negative evaluation.,
1, "Yeah, that was really a great move.,"

2, '"Boy, you really did it that time.,"
3. '"Why did you have to think of that."
4, "That's your fault."

U'I-I-\L;JN

Non verbal examples: Most of the non verbal LS acts

take place when subjects are charting the path,

a, Taking the chain away from someone else. If two
S's grab for the chain, the one who retains it is
scored as lowering the status of the other subject
who grabbed for it.

b, Pushing someornie's hand or arm off the board or
away from the center of activity on the board.

c, Lifting someone's fingers off the board.

d. Pushing, hitting or any other hostile gesture,
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IV. How to Score:

A, Identifying Subjects: Subjects will be numbered from
left to right, 1, 2, 3, and 4, These numbers, rather than
their names will be used to score., The number zero, "QV
will used to designate the entire group.

2 3

B. Abbreviations: Each type act has an abbreviation which
will be used to score the content of the act.,

Type Act Abbreviation
Group Solidarity GS
Releasing Tension RT
Ralsing Status RS
Lowering Status LS

C. Scoring GS and RT: These acts will be scored by listing the
# of the initiator of the act first, (i.e. the one who makes
the remark or gesture) and the abbreviation of type act
beside the Subject's number,

For example:

Act Score
Subject #1 laughs 1RT
Subject #2 cheers 2GS
The whole group claps 0GS
Subject #4 flops his head down on 4RT
the board

D. Scoring RS and LS: These acts will be scored by listing
the number of the subject who initiates the act, the
abbreviation of type act, and the number of the subject
who 1s the recipient of the act, in that order.

1, Examples:

Act Score
Man 2 says to man 3, "you're path 2RS83
is good,'
Man 3 says to the other subjects, 3181,2,4
"you guys sure goofed,’
Man 1 says, "Wait!" 1RS1

Man 4 charts the path with the chain. 4RS&
Man 3 moves the fingers of man 4 off 3LS4
the board,
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2. Guidance for determining recipient: Tt is sometimes
difficult to determine to whom an act is directed.
The following are some guidelines:
a, Watch the eyes of the initiator. He will often
1ook at the person to whom heé is directing his

| remarks.

| b, Often the speaker will be responding to a previous

| remark matle by someoné else, although he is not
looking at him.

c. 1If the speaker is not looking at any other subject,
but another subject has just asked him a question,
the questioner is probably the recipient.,

d., 1f the speaker has looked at two or more sub ects
while talking, score each one separatnly as ‘he
recipient. ;

e. 1If the speaker is not looking at anyo :€ but ‘e ha
addressed his last few remarks to somi O1 2 in par=~
ticular and is continuing with the sare subj:ct,
score the previous recipient as recipien i,

£." Sometimes a subject will look at all Lis tea
members when speaking. 1f you ave cer:a.n tl.\wt
this has occurred score the entire gro p 38 r.cipi~
ent. Do not use it as a default sategery, l.¢o
when you are confused, Go bhack and wat th the inter-

action again to determin€ the recuplent

»

E. Scoring Ambigious gituations: There are three ma_ or types
of ambiguity in scoring., The first concerns acts which are
‘ on the borderline between purely task and purely socio-
emotional behavior. The problem is whether to score these
acts at all.

The second form Of ambiguil 7 ct¢ncerns acts which are
on the porderline between two ca\ego-ies (type acts.)

The problem is which category is \ppropriate for scoring
these acts.,

The third type of ambiguity a\jLses when two different
acts are performed simultaneously &\ two acts are contained
in the same sentence. The problem § te catch both acts
and score them both. -

1. Acts which borcder betwezn task =\ socio~emotional
behavior: \
a. RS or Taskiy \
1, Acts wiji h folluw a prop\ed course of action
nust, in§lyde seeing conf\rmation from other

s\bjdcts\p be scored RS, ' Thus:
Score
, agree”’ RS
o0 thss way.' No score
cnis way't" RS
7@\ shoyld go this way." No score

iy aldout talting the hot 1inei" RS
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2., Acts which positively evaluate a move or an idea

must include personal reference to the initiator
of the idea to be scored RS, Thus:

Act Score
"James, that's a good idea," RS
"That's a good idea,' No~gcore
"You're right, that's the best way.' RS
"That's a good way," No score
“See, I was right," RS
"OK let's go that way,* No score

LS or Task': Similarly, acts which negatively evaluate

4 move or a suggestion must include personal reference
to the initiator of the act to be scored LS. Thus:

Act Score
"You guys really messed up.’ LS
"That was a bad move,' No score
“You're wrong," LS
“e'll never kill the bull going your way," LS
"That path won't get us to the goal,' No score

GS or Task?: There are several acts which are sometimes
8cored GS and sometimes not scored, The only way to
determine if these remarks should be scored is by
evaluating the emphasis and emotion wvith which they are
said, If they are said with emphasis and emotion, they
should be scored G5, 1If not, they should not Dbe scored,
Here are some typical examples,

"Wle have 700 points,

'"le need an extra turn,’

"We lost 200 points,'"

"IJe need a one,"

"Wle lost a turn,"

"Wle don't need a four or six,-

Acts which border between two categories of type act:

a,

RT or GS%

l. Most expressions of relief or dismay are RT, The

following are exceptions.

Act Score
Cheering by any or all Subjects GS
Chapping by all subjects at same time, GS

2, Many acts that arve scored as RT will be scored as G5

when the pronoun "we'', "us’, or "our’ are used, Thus:

Act Score
"Please a six," RT
‘e need a six " GS
"75C points!' RT
'"We got 750 points," GS
“An extra turn'" RT
'le got an extra turn!" GS
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b. RS or GS?: There are some RS acts which use the
words 'everybody'' or ''you all" in which one subject
is raising the status of three other subjects. These
should be scored RS, Thus:

Act Score
"Everhbody agree?" RS
"We all agree,' GS
“Is that OX with you all+ RS
"It's fine with all of us,' GS

3. Acts which occur simultaneously or in the same sentence:
d. RT and GS: The following are examples of instances
when both RT and GS scores should be recorded,

Act Score
Cheering and clapping at the same time, GS
when less than all are clapping, RT
“"An extra turn, Yeal" RT

GS
"We .lost 700 points, Shoot!" GS
RT

b, RS and IS:
1. One sentence can contain both an RS and LS act,

Thus:
Act Score
"I told you that was wrong." RS (self)
LS (other)
"I goofed! You guys decide," LS (self)

RS (other)
2. VWhen the chain is placed on the board, two or more

subjects may reach toward it., The subject who ends
up with the chain is scored ag raising his own
status and lowering the status of the other subject
or subjects who reached for the chain, If more

than one subject is actually manipulating the chain
each is scored as raising their own status,

182



~10-

V. Observer Rvaluations: y 0
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This form requests observers to make evaluati.

contributions of group members to the task and to ¢

relationship between the group members and the 1ea%

are subjective evaluations which are not expected
It is possible that an observer will be unable to

leader in some groups or unable to decide on the ri

ns of the
.aescribe the
er, These

o be precise.

ddentify a

nk order of

best ideas and guidance in some groups. If this occurs, indicate

who were the top two or three participants in the group. Please

make every attempt to fill out this fornm,
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VI, Scoring Prodecure;

A, Observer TForms: All observation must be scored on the two
forms provided fov that purpose. Wefore you bégin, write
your name, the date you are observing, the group letter
and group number in the spaces provided on both forms.

| B. Length of Time to Observe: Fach turn should be watched at

h least three times., Difficult turns (in which there is a lot
of soclo~emotional behavior) may have to be watched four,
five or six times. Complete the scoring of each turn before
going on to the next turn.

C. At the completion of the game:

1. First, write down on a separate sheet of paper any
ambiguous situatiofsor other problems you encountered
in scoring that group. Entitle them "Problem Sheets,"

2., Till out the Observer Evaluation form.

3. Go over your scores on the Observer Scoring Sheet to
make sure that they are all legible.

4, Turn in completed forms to staff member,

5. Leave a written message to the staff member listing
your name, the date the group was watched, the group
number and group letter.

VII. Observer Reliability:

A. One tape (two groups) of every three tapes scored will be
scored by all the observers for weekly reliability checks.
Observers will not know which tape they are scoring in common,

B. Weekly meetings between observers and staff members will be
held to check reliability on tapes scored in common and to
discuss the problems each observer may have encountered
scoring specific games, Please bring problem sheets to these
meetings,
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Appendix 1.
OBSERVER EVALUATIONS

Observer
Date Observed

Group Number
Group Letter

1. Rank order members of the group according to contribution of
best ideas (suggestions) i1in the game.

1, Name Seat #
2, Name Seat #
3, Name Seat i
4, Name Seat #

2, Rank order members of the group according to the amount of
guidance and direction (keeping things moving) each contributed,

1, Name Seat #
2, Name Seat #
3. Name Seat #
&4, Name Seat

3. Overall, who would you say stood out as the leader in the group?
Name Seat i

4, Circle the category which best describes the amount of resistance
faced by the leader,

(1) (2) (3) (4)
He had a very He had a modeirate He had a fairly He had very

difficult time
getting his
suggestions
followed.,

amount of
difficulty,

easy time get-
ting his way.

little resis~
tance, Al-
most no dis=-
agreements,

5. Circle the category which best describes the type of resistance
the leader faced.
(1) (2) (3)
Mainly counter~-suggestions 1Mainly task Task disagreements or
Other members offer disagreements counter suggestions plus
competing suggestions to with leaders personal negative
those of the leader, suggestions, evaluations,

6. Circle the category which best describes the way in which the
leader dealt with resistance to him. (you may ciicle more than one)
(1) (2) (3)
Used logical taske- Won support for his Tried to intimidate
orented explanations suggestions by being the other members by
to support his friendly and supportive  ignoring disagreement
suggestions to others in the group, and being hostile to
other suggestions.
ADDITIONAL COLRMENTS:
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Appendix J

POST TEST INTERVIEW

Date: Subject Name:
Group Number: Seating Position:
Interviewer:

1, Was it important to you to play Kill the Bull? TJould you say it was:

(1) (2) (3) (%) (3) (6)
Very Somewhat Somewhat Very
Important Important  Important  Unimportant  Unimportant  Unimportant

2, Here is a picture of where each of you sat while playing the game

Please rate all the members of the team including yourself on the
following:

A. iho had the best ideas in the game?,,the next best?, the
third besti, the lecast best”

1, Name Seating Position
2, Name o Seating Position
3. Name ' ' Seating Position
4., Name Seating Position

B, Who did the most to guide and direct the group (keep things
moving) while playing the game? the second, ithird/fourth most®

1. Name Seating Position
2, Name Seating Position
3. Name Seatingz Position
4. Name Seating Position
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POST TLEST INTERVIEW =~ 2

C. Of the other three membersrof the team which fellow did you
like the most, the next most, the least?

1., Name Seating Position
2. Name Seating Position
3. Name -~ Seating Position

D. Of the other three members of the team, which feilow did you
dislike the most, the next most, the least?

1, Name Seating Positdon
2. Name Seating Position
3. Name Seating Position

3. Overall, who would you say stood out as leader of the group*
(include yourself)
Name Seating Position
4., How do you feel about participating in this group? Would you
say you:
(1) (2) (3) (4) (5)
Enjoyed Enjoyed Enjoyed it Felt neutral Did not
it a lot ic a little about it enjoy it
5. Did you ever feel at a disadvantage in this study?
Yes No

5. Did anything make you angry at any time?
Yes No

7. Tlould you consider coming back and helping us with another study”
Yes No

0. Thank you for helping us today.

Additional comments:
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