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COMPENSATORY EDUCATION IN THE COMMUNITY COLLEGE:,
AN INT CT ONIST APPROACH

4 . .

4r

INTRODUCTION

Many educators view the community (college as an' innovative, nontradi-

tio41 institution which expands limited opportunities for upward mobility

.-withig American society. Indeed, it has been argued elsewhere that the major

explanation for the rapid growth of the community college is that it is re-

sponding to the same societal presfires to open channels of social mobility

to which the secondary school.responded earlier in'this century-(Morrison,

.674). Like the high school, which initially was quite academic and selec-

tive:the model community college has developed nto a comprehensive institu-

doll with anopen admissions policy and-Actensiv uidance and counseling

facilities. It now contains programs of developmental, general, and techni-

cal-vocational education,a well as the original academic transfer program.

The community college, therefore, has become the institution of higher.educa-

tion which operatiOnalizes the American "open-class" ideology and provides

the perception that all wbo enter can learn and advance themselves socially

and occupationally.

The problem, ofscourse, is in providing substance to this perception.

Welcoming and encouraginsg late adolescents and others who have a history of

failure in traditi nal schools poses difficult and complex tasks for commun-

ity colleges. ese intitutions generally have responded to this challenge

by initiating programs,-Of compensatory education (Morrison and Ferrante,

1973). Unfortunately, evaluative research concerning such programs has in-

that they have not been highly successful (Rouecti nd Kirk, 1973).

We believe that bne of the major reasons these pro ams have not fully

met the expectations held for them is their unidimensional focus on ,cogni-

tive needs. We maintain that both cognitive and affective components must'

be recognized wheii developing programg of compensatory edudhtion. Since

most programs have dealt solely witHierasing cognitive deficiencies, our

focus is on developing a comprehensive plan which addresses the affective
domain.



As our title, suggests, the underlying rationale of,our approach is de-

rived from an interactionist perspective. In essence, this perspective hold

that socialilation generally.occurs within, a small group setting in which

there is emotional support and where communication deep and extensive:

Therefore,.this approich emphasizes the 'development of cohesive groups which

have norms of communication and support and which are open to the distribu-

tion of hority and the shared responsibility for learning. The pursuit,

of learning is the goal of a11, everyone is a researcher, an experimeniMist.

Authority, then, is based not in any one member, but in the group.

This monograph consists of two parts. Part One advances aoeneral theo-

retical rationale fop establishing a program based on developing cohesive
0

groups and using the groups as an instructional, medium. First, we de-

sct'ibe the culturally different student and review the nature And success

of current programs of compensatOry education. Then we examine the relation-

ship between various affective components and academic performance. An anal-

ysis of intentional socialization is followed by a look at the basic assump-

tions and techniques of group process.

In Part Two we present a compensatory education program which imple-

ments our theoretical views. At the heart of this section is astep -by -step

group development and skill-building)esign tested and refined in community

colleges. The role of faculty members in developing the groups and their

subsequent relationships with the groups ate also discussed, and specific

.suggestions are given for faculty inservice education.

We believe that the interactionistiapproach, coupled with an institu-

tion's existing efforts in remedial education will enable.preater success

in developing compensatory education progpms f r culturally different

students.



PART ONE': THE RATIONALE

.Compensatory Education: Review and,`): valuation '

A great deal of literatm'e has been, devoted to describing the charac-

teristics of those individuals who, for a number of reasons, qualify for

programs of compensatory education. Kneller (1965, p. 147), for example.

gWes the following portrayal of the culturally disadvantaged:

They are generally, from the loer.clasies and are academi-
cally backward, the se nd characteristic being generally, though

fnot always, a consequ ice of the first. Their parents have beep
unable to give them the background and preparation necessary for
f9rmal learning, which the middle-class parent imparts to his child
as a matter of ,course. Since their.parent5 ofted do work wilich
requires little education, the children usually underestimate the
school's capacity to prepare them fore life. Coming as they do from

' depressed areas and often from brpken homes, they have little feel-
ing that society as a whole cares for them....they tend to be more
aggressive and insecure than other children.... Many, many drop
out of schoOl, and few find their way to college. They. are further
set back by their tendency to move froloqe neighborhood and school
-to.another, disturbing their own-educat od.

WecOncur with those social scientists who maintain tha0bccupational

success, upward mobility patterns, and achievement in school depend largely

upon the internalization of norms andvalues which are concomitant with ,
those stressed by the larger society! For example, success in middle -class

schools and society often depends on having a strong deslfe for achieving

the goals of the school Ind society (achievement motivation), the-ability

to defer gratification, and the willingness to accept traditional modes. of

authority. Thus, the "disadvantaged" can be viewed as individuals who have

been socialized into a set of attitudes, values, and norms which inhibits

their *educational achievement and impedes subsequent occupational mobility.

Although most programs of compensatory education recogniie the impor-

tance of attitudes and values, they have neglected to'programmatically ad-

dress these issues. We believe, therefore, that a successful program for

culturallyaliferent students must .focus on the affectiie domain, especi-

ally on the process of intentiona socialization.

The term - culturally diffeent" is often used in place of "disadvan

taged" because it describes the reality of socialization into attitudes,

1
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values, and behaviors
1

characteristic of a particular subculture or social

- class without appearing to be a negative description'of that class. There-

fore, in this paper we use the term "culturalfy different" instead of the

(term "disadvantaged." -
/'

Programs of compensatory education can be viewed as vehicles of social

action designed "to compensate - -to make up for tore putative deficiences in

a person's learning experience" (McDill, McDill, and Spittle, 1972, p. 142).

Although-such programs have become widespread in higher education (Egerton,

1968; Gordon And Wilkerson, 19667.6yngm, Gordon, Gerrahan, and Lewis,

1972), fifty s till are far from meeting the needs of the, culturally differ-

ent. 'For example, Morrison and Ferrante (1973), in a 1970 survey of a

nationwide sample of two-year colleges, found that 98 percent of the com-

munity colleges had open, door admission policies, but only 140 percent were

prviding Specially designed curricula for disadvantaged students. In a

similar vein, Berg and Axtel'l (1968) report that while iliYhtlx over 50

percent of -'the California community colleges in their 1968 stud; attempted

to provide sore 'form of compensatory education, only about 25 percent had

actually implemented special instructional programs.

In addition to their insufficient nump/ers, current programs seem to

have missed their targets. Williams 9868) notes, for example, that stan-

dardized test scores obtained by high-risk s/udents have not been appre-

ciably altered by compensatory assistance. Bossne (1966) found that 40 to

60 percent of those enrolled in remediAl English classes in California

community college? received a grade of D or F. Only 20 percent of these

students later enrolled in college credit courses. Bynum and others..

(1972), while acknowledging that there has been little systematic evalua-

tion of compensatory programs, generally conclude that remedial courses

are insufficient to assure success of marginal students.

Numerous e anations have been advanced for this ladk of success.

Roueche (1967) claims that the failure of,remedial progrars at the commun-

ity college level is due to vague. and uncertain program objectives. Ac-

cording to Monroe (1972, p. 109), programs have failed because many com-

munity college faculty and staff rembers have negative attitudes toward

them. SUchman (1969) maintains that researchers are not able to evaluate'

2

A 5



. -

the effectiveness of such programs since there are qo reliable test and

measurement devices. .

Most measures consider only the dimension of cognitive functioninms

reflected in intelligence test scores.; Yet the social experiencesjif min- r

ority group children maybe So different_from those of other students that

it is inappropriate to fuse the same measuring_devices and to apply the same

norms to an assessment of their performance (Wilkerson, 1970). McDill anti

others.(1972) suggest that th rack of adequate affective tests has given

1
rise4t6 preoccupation with co nitive measures, which has resulted in.a

limited focus. They conclude that the failure to measure affective changes
has resulted %A inadequate assessment of the effectiveness of compensa-

tory education rograms. P
*

We contery that some of thpseexplanatieds tkirt the major issue.

i

Whatevermmeasdes of aff ctive change are developed, the raison d'elre of.

any prograM of ompensat ry idmpation is cognitive development. However;
. our point is at the acquisition of cognitive skills depends on develop-

mentment in the affective domain. This view is supported by Bynum anthers
(1972). ,

q

The purpose of this paper therefore, is to create a program of compen-
satory education that focuses on those affective elements connected with

successfUl. academic achievement.
In addition, we maintain that the developz

'ment of both affective and cognitive elements depends on students' having.

a continuing peer support base which (1),encourages
them to take risks in

an environment previously perceived to be threatening, (2) reinforces and. .

thereberves as a source of nurture and heightened aspirations foraca-
demic achievement, providing value for such efforts, and (3) gives assis-
tance in learning efforts. The following sections present the theoretical
rationale for such a program.'

1
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Affective Components of Academic Achievement

Our earlier definition of culturally, different students stressed that

they have acquired certain behavior41 and 4tieudinal patterns whith are

not supported by the middle-class culture of the school and which impede
..,2 ,

academic achievement. Part of the task of a good compensatory program,'

therefOrd, is to socialize these students into those valuesanckbehaviors,

which will facilitate their success in'the dominant society. Mich of the

literature supports this contention, aS'-it demonstrates relationships-among

attitude

\

toward education, self - concept, achievement motivation, educa-

tional aspi ations, and academic performance.,
. I.

A naber
e
of studies have shown,tfor example, that the'value structure

of theriower classes is not conducive to successful academic performance. 1

..,

Gottlieb and Ramsey (1967) depict the lower classes as having a high need

for immediate gratification which ob'strutts their view of the ultimate value

of an education. They tend to igno're traditional diddle-Class varues, such
,

as achievement, hard work, efficiency, and practicality, which ensure such

cessful school performance. Stevenson (1972 suggests that the lower classes

generally (1) fail to recognize. the importance of education:(2) lack respect

for authority figures, and (3) are UTSble to postpone immediate satisfaction '

for ultimate On. K. R. Johnson (1970) notes that lower-class children have

negative attitudes toward intellectual,} tasks because.they do-not see thO ap-

r
pliqtion of.such skills within their own environment.

Riessman (1967), however, postulates that these students do value educe-

. tion but dislike school. his attitude arises from their resentment or hos-

tility toward the teacher. Thus the traditional authoritarian elaeionship

between student and teacher, which is often characteriiid by t sion and con-

flict (Waller, 1932), may inhibit the individual's internalization of atti-

tudes and values necessary in order to achieve school Objectives.

A number of recentSI/dies show that the most powerful preAictors of

student achievement are the composition.and climate of the student body.

For example, Colema.n.dild others (1966, p. 268) report that the 'social cm-

pqsition of the student body is.more highly related to achievement Indepen-

dently of the student's own social background than is any other school

iactor.1"---imszcner words, academic achievement and educational aspirations

4.
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are regarded as highly correlated with the attitudes and aspirations of

peer groups. Numerclus studtet,.(for example, Coleman, 1161; Wilson, 1950)

41fve shown that if peeK group supports the value of obtaining an education,

then individual members.ire likely to brin9 thiir own attliudes and values

into congruence with those of the group. If a member of a group refuses to

'realign his attitudes With those supported by the group, social pressures

t6conforM are invariably brought to bear on the deviant member (Whyte,
4

1943; Shetif and Sherif, 1953):,

A factor analytic study conducted by McDill, Meyers, and Rigsby (1961)

found thit the dimension of academic emulation (the degree to which academic

excellence is valued by the student body) was the mos/ important factor in

accounting for the proportion of total variance in achievement scores. Sim-.

ilarly, Jencks and others (1972) conclude that the social context of the

school does appear to affect the academic perforMance of those who are a

part of it.

The/research cited-above supports our major contentions: that success

is highly related to such elective components as values and attitudes and

that changes in such predispositions may occur in a setting in which the

indiVidual's peers support the value of an education.

Closely related to the issue of differential values'is the problem of

"educationN, aspire-Ions." Although it has frequently been asserted that

lower-class children do not aspire to achieve in school or strive for high-

status occupations, a substantial body of research now supports the view

that the differences in academic performance between the "disadvantaged"

and "advantaged" cannot be attributed solely to differences in aspirations.

Both groups appear to have similar levels of aspiration but varying expec-

tations in regard to achieving those goals. Accordiig to Hyman (1970),

data show that lower-class individuals emphasize those factors which often

lead them to strive for careers which are less valued within the occupa-

tional structure. Goals are set in light of realities and the situation

of the culturally different demands that these goals be set relatively low.

Another variable which appears to affect school performance is refer-

red to as fate control--the feelings individuals have in regard to control-

ling their own destinies. Battle and Rotter (1963) found that children

5
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from the lower classes who experience failure in school perceive themselves

to be controlled by the external environment and less capable of determin-

ing their own life situations than middle-class children. Haggstrom (1964)

and Clark (1965) suggest that conditions of poverty and constant subordina-

tion (that is, minority group status) may produce a feeling of powerless.

ness in which the individual sees himself as incapable of controlling his

own fate.

These studies Of aspiration and fate control illustrate that compensa-

tory programs must attempt to increase an individual's expectations of suc-

cess by providing him with successful exlieriences and increased expectations

so that he sees the possibility of achieving higher aspiratiOns. Similarly,

such programs must try to reinforce or build up the individual's feelings of

power and self-efficacy,. Once again, we helieve such changes can be obtained

through a process of providing emotional support and resqurces within the

confines of a smelt group.

Still another important element in academic Achievement is self-concept.

As MeV (1934) and Cooley (1964) point out, the self is a social product de-

veloped through interacting with those "significant others" who help define

for an individual a reflected picture of himself. Because he bases his view

of himself on the perceptions of others (the "looking-glass self"), an indi-

vidual's "academic self-concept" is primarily a product of his conceptions

of how his teachers and peers view his academic abilities. The culturally

different student often comes to school ill prepared to learn and teachers

have lower expectations in regard' to his ability to succeed. As a conse-

quence of confirmed failures and lowered expectations, the individual in-

corporates a negative academic self-concept and the belief that he cannot

succeed in school. We believe the small group setting is well suited to de-

veloping and strengthening positive academic self-concepts. There, individ-

ual members come to view themselves more favorably while receiving and draw-.

ing upon the support and resources of the group.

The final variable we will examine in relation to academic performance ',

is achievement motivation, a term which refers to an individual's need to

perform successfully at a high level. Although one expects achievement-

6



motivation to be correlated with academic performance (Backman and Secord,
1960,a number of studies `show that the relationship between these two

'variables is either low or nonexistent (Goodstein and Heilbrun$ 1962;

Hakel, 1966; and Holland and Richards, 1965).

How can these results which indicate little or no correlation be ex-
plained? In a 196i factor analytic study, Mitchell found that achievement

consists of a number of factors, including academic motivation and effi-

ciency, self-satisfaction, wish-fulfillment mottvatioo,nonacademic achieve-
ment orientation, and external pressures to achieve--many of which are not

expected to correlate highly with academic performance. Another explanation

arises out of John W. Atkinson's (1965) theory of achievement motivation.

According to his research, an individual's tendency to achieve is equal to

his motivation to achieve multiplied by his" expectancy of success and by

the incentives available for achievement relative to thole for engaging in

competing activities. That is, if any one of the three components on the
righthand side of the equation equals zero, then one's tendency to achi6e
is-equal to zero. Since lower-class individuals have lower expectations of
achievement, one is likely to find.that when the formula is applied to poor,

'*culturally different students, the correlation between achievement motiva-
tion and academic performance is very low or itself equal to zero.

On the basis of Atkinson's research and theory, we conclude that any
attempt to increase achievement

motivation most seriously consider the
variable; of motivation, probability of success, and incentive. We believe
that each of these factors can be enhanced within a small group setting.

A research team led by Zander (1971) uncovered a group equivalent of

achievement motivation which appears to reinforce our previous point. It
seems that in many settings,

group members will work harder for their small
group than for themselves. The key factOr apparently is a strong team
spirit leading to a high desire for group success among members. This de-
sire is viewed not as a permanent trait of individuals, but as a situa-
tional motive. Characteristics of this situation are:

I. co strong sense of group cohesion or unity;

2. a high degree of shared responsibility for the group's outcomes;
3. an early demonstration of group success versus failure;

r.

7
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4: increased group performance and efficiency following early

success;

(5. collaboration or negotiation by outside authorities in setting

realistic goals;

6. direct and continuing feedback about performance to the group from

outside authority;

7. a tendency for members who are fearful of failure as individuals

to behave as if they had high achievement motivation when feeling

responsibility for a valued group;

8. a sense of a high degree of; ontrol over, group destiny;

9. open channels of communication developing within the group,

strengthening the grobp image and commitmeht to it; and

10. 'the minimization of organizational procedures and structures that

emphasize al# reward individual achievement at the expense of the

group. C-

We believe that individual achievement motivation can be enhanced in

a small group whose qualities resemble those described above. Furthermore,

this approach reinforces our view that changes in the affective domain can

be operationalized in a small group from which the individual derives .,,,,eurt,

8
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- Intentional Socialization In Groups

Much of the literature cited previously implies that if culturally dif-

jerent students are to achieve within the present structure of the school

system, they need to reorient some of their values and attitudes concerning.

education, to develop PotsUive feelings about themselves and their ability

to control their own lives, and to experience some success. We propose that

these aims can be-accomplished through socialization in a small group.

Socialization may be viewed as a process in which various attitudes, ',

values, eliefs, and patterns of action are internalized by the individual
Parsons 1951,,p. 205) defines it as "4e'acquisition of the requisite

orientations for satisfactory functioning in a role." As the term is gener-

aqi accepted by social scientists, socialization involves a continuous

shaping of the-individual's bdhavior to coincide with group ncirms.

What forces bring about'this process? The family, school, and peer
group ari influential "agents."

In the family,context, the child is likely
to be effectively socialized by his Barents beGause he is so. "effect-depen-

dvt" (Jones and Gerard, 1967) upon adults for meeting his every need.

Parents and other important figures
inculcate "proper" attitudes and be-

liefs 'by applying rewards and
punishments, positive and negative reinforce-

ment. To receive the rewards of emotional security and love, children con-
form to the perceived expectations of thdir parents and avoid attitudes and
behaviors which bring punishment.

Socialization within any group is quite similar to that which occurs
within the family. For our purposes, intentional socialization is a means
through which the values, attitudes,

and prior experiences of the cultur-

elly,different are supplemented and redefined so as to effect more success-
ful academic performance. From the phenomenological perspective, this
process consists of assuming the roles and attitudes of significant others- -
and learning the behaviors necessary to fill these roles--under highly

charged emotional circumstances. The basis for change is the possibility
that subjective realities, that is individuals' beliefs about themselves
and their,social world, can be transformed and modified.

9
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Two conditions are needed to accomplish this transformation. First,

a legitimizing apparatus for the whole sequence of transformation must be

available. That is, a person must regard the changes which occur in his

subjective reality as legitimate, and this legOmacy must be given by some-

one or something the individual respects. Second, no radical transformation

is possible without an identification with significant others who support

and encourage the ihdividual to change.

. It is evident that intentional socialization must take place within a

group setting in which the members play a vital role in providing the legiti-

macy and support the individual needs in order to change. It follows then

that the small group becomes an operationAl vehicle whereby the individual,
becomes reeptive to further socialization. The essential mechanisMs for

legitimating such changes are group norms. rules of behavior:Which con-

strain individual actions in various situations. Once internalized, norms/

guide exraations of acceptable behavior on the part of both self and others.

Adherence to group norms assists in. integrating People into the group, there-

by assuring\proper role performance. In addition, norm acceptance provides a

common frame pf reference from which behavior in the system is evaluated

(Sherif, 1936; ,Festinger, 1950).

A number of classic experiments in the field of social'psychology

(Sherif, 1936; Newcomb, 1952, Coleman, 1961) and,yarious other studies in

,
both educational and industrial settings (Hughes, Becker, and Geer, 1962;

Roethlisberger and Dickson, 1939) demonstrate that group norms can be power-

ful predictors of behavior. Norms which emphasize achievement, high aspira-

tion levels, positive attitudes toward education, and self-efficacy can be

used to shape an individual's behavior.

Not only do groups strongly influence individual behavior, they also

tend to pressure group members into behaving in Ways which are consonant with

group goals and norms. Conformity may be seen as a function of a number of

conditions. O. W. Johnson (1970).reports on a number of principles which came

out of research. First, if an individual's awareness of a particular norm is

ambiguous, he is less likely to conform. Second, the group must have the



,
ability to ascertain whether or..not its members are conforming to the,norms.

Thus, the greater the group's surveillance of the individual, the greater his
conformity. In addition, conformity is related to the group's ability to

apply meaningful sanctions. The greater the rewards for conformity and the
greater the punishment for deviations, the greater the conformity will be.

Finally, conformity to group norms is likely/to increase when the individual
'is attracted to the group.

Conformity may merely represent public compliance or it may signify

private commitment to the norm. If an individual privately endorses his

public,position, he will continue to comply with the group norm even when it
comes under attack or when the group fails-to maintain constAnt surveillance
over him. According to Festinger (1953) private acceptance depends.on
whether or not one is attractedlo,the

influencing others. But Kelman
(1958) is not willing to

accept this view because it implies that private
accepta/ nce will change if the relationships with the "others" change.

Therefore he posits that only "internalization" produces true acceptance. ;

As Kiesler and Kiesler (1969, p. 69) point out, "For internalization to-

occur, the content of the'influence attempt--whether it be a particular.

norm, behavior, or opinion--must fit with the subjects' prevailing formed
value."

If Kelman is correct, it will be virtuall impossible to foiter.privte...-Y
acceptance of group norms which stress acade 'c achievement and other suc-'
cess-related values in culturally different studen s, since these values do
not fit in well with their value structure. We hypothesizes however, that
those who apply for community

college admission must value education and some
of the other success-related

norms necessary for achievement in a middle-
class society. Though their commitment to or even awareness of such values

.:

may not be known explicitly, we suggest
that they are present and thus pro-

vide the foundation upon which internalization or private acceptance of aca-
demic norms can be built.

.

The normative structure of
any particular group,may arise in several

ways. Though group norms typically develop out of an interactive process,
they may be initiated by an authority figure who directly prescribes the
norms and instructs others to accept them.

11
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Individuals may also learn group norms by modeli --by watching1
others conform and rehearsing the desired behavior. In addition norms op-

erating in other settings and groups may be "imported': to a particular

group. Norms such as social responsibility (heleing those who need help),

fair play (I don't kick someone when he's down),and reciprocity (you do me

a favor and I'll do one for yd` may be generalized to other group situations

and operate with'equal force an magnitude.

The most effective way to i 'tiate group norms, according to research by

D. W. Johnson (1970), Lewinj(1947), and Levine and Butler (1952) is through

group discussion. Membdrs will phbably become more committed to norms de-

veloped,in this way than to those imposed from above. Thus, it appears that

norms which are established by the, roup itself and which serve the purpose

of reaching the group's goals are most likely to be accepted by its members

and influential inguiding their behavior.

12



Developing Competent Groups and Appropriate Authority
.

Relationships

The purposeful introduction of carefully developed small groups as

ipurces of motivation, reinforcers of self-concept, and catalysts for the

changing of attitudes and the adoption of norms that will foster achievement ,

...,

in higher education has not been pursued thoroughly until this effort. The'3
purpose of this section is mine the development of groups as interde-

pendent bodies with internal, Jared authority'. Such groups can become

comp tent Organisms and support bases for members. As intact groups, they

will move through compensatory subject areas and experience different faculty .

membe s.

n building interdependent groups, students wt4.1,be arming relation-

ships rich very often are neglected in the regular college classroom and

which should benefit even high-achieving students who have gone through many

years of successful work in formal institutions of learning. Repeatedly,

in int0-views with college students, it has been found that students enter

clpssi.00ms knowing few of their classmates and very rarely get to know more

than a small number who sit in close proximity to them (Sekuler, 1972). '

This is a. common complatint and an indictment of the quality of the learning

- communities established in. our institutions of higher education.

The terms "group"and "group discussion" are used indiscriminately,

throughout formal education with little concern for their precise meaning.

Even a Cursory examination of what occurs in formal classrooms under the

label ofthose terms indicates that in a great majority of cases the

"groups" are not really groups in even an elementary sense. Nor are the

discussilns truly discussions. Rather, they are situations in which a pro-

fessor lectures to students seated in a circle and personally responds to
f the great majority of statements and questions posed. Although research

and theory-building on small groups is not highly sophisticated, the more

than 6,000 studies since 1900 have provided a body of knowledge which can

guide successful group activities at virtually every level of education.

Unfortunately, relatively few instructors, especially college faculty mem-

bers (Rogers, 1969), have a firm foundation in small group theory and

practice.

13



Purposeful learning is primarily a task-oriented process. The obvious

reason for undertaking it in a group is to utilize a far treater variety of

cognitive resources and affective4supports than would be available to an

individual acting independently (Schein and Bennis, 1965). In other pur-

suits, when a variety of resources is brought together, some time and effort

must be devoted to determining how to blend those resources into the most

effective combination for achieving specified goals,_ Yet instructors who

bring together human resources usually spend,lit/Je time in determining how

these students might be helped to coalesce into an effective working combina-

tion and often do not give them a testing and adaptation period before they

are thrust into the, stress of a group learning assignment.

To be used successfully for personal growth and for a high level of in-

terdependent effort and outcome, including individual attitudinal and be-

havioral change, the group should be viewed as an organism which contains

various subgroups analogous to,the organs in a human body (Thelen, 1959).

Those group organs are the different human resources that go together to

form the group. They must be Allowed time to find their own means and

styles of functioning effecti=vely in concert with the other organs. Fur-

.thermore, they must be alloweVo discover how to maintain this effort

throughout the life of the organism.

A number of studies have examined attempts in higher edupatfon to use

the initially unstructured small group and a nondirective leadership ap-

proach to develop a sensitive and supportive group climate (Lieberman and

others, 1973). Although this milieu has been shown to foster dramatic lb-

dividual attitudinal and behavioral change, members are very likely to

pursue highly specific individual go0s (Watson, 1969) rather'ttan goals

valued by the group as a whole or the institution of.higher learning.

Once the group reaches a high level4f interdependence, however, consider-

able learning of content and accomplishment of various tasks can occur, if

an acceptable external source of authority can "sell" a task or learning

goal negotiation with the developed group (Watson, 1972). The

group as become a source of authority capable of dealing from a posture of

strength with external authority or authority figures (Bennis and Shepherd,

1964).

14
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fhe groups wepropose for compensatory educatiod will be structured

from the outset and will have .interdependence as a goal. A4-so, a negoti-

ated relationship with authority figures will be sought.

ir

The nature and locus of authority should be given full consideration

before a program of small group learning is undertaken (Mills, 1964; Peters,

1967). The literature on cultural difference and compensatory educationt

cited earlier, emphasizes that the students' strained relationships with

established authority, as represented by the teacher or the institution

are major barriers to successful programs.
)

'It seems to be characteristic of college-age persons to protest

against the imposition of faculty and/or institutional authority in the

name of freedom but not be able Or willing to off, an alternative source

of authorit?

According to Benne (1970), the proper.source of educational authority

is a community life in which members are seeking expanded and more realis-

tic membership. He stggests that adult; as well as youth need to be led

into processes of learning and re-education. The mutual effort is to build

a set of relationships whose purpose is to develop skills, knowledge, values,

and Inmitments which will prepare the individuals for more effective and re-

warding participation in a community life beyond jdst those inmediate learning

associations. Appropriate group authority develops as group members seek to

telp each other grow into membership in a more inclusive community.

In the small group it is quitelpossible for each individual-to contrib-

ute to the formation of the group and the development of its norms, acting

constantly to have impact in changing the group while at the same time be-

ing changed by it (DeSoto, 1960). Groups which have been composed care-

fully as pools of varied human resources and which have been allowed to de-

velop skills for sharing collaboratively and for dealing with conflict

creatively can expect a great deal )f acceptance of fundamental norms, but

'tolerance of differences among members (Benne and Sheats, 1948). Indeed,

it is.quite typical of such groups to develop a norm of valuing differences

among members and of working to make members more aware and ppreciative of

their own unique resources, a step toward the development of stronger indi-

vidual self-concepts.
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In summary, the small group isladvocated as a source of strong support

for self-concept and as a means ofiinfluencing members to consider the ac-

ceptance of norms for the d6elopment of attitudes and skills necessary for

academic achievement. The small group also provides helping relationships

for learning tasks. If, however, the group is to be utilized as an agent

of individual change, it must be composed as a potentially interdependent
M

combination of,varied human resources. It must be given the time and assis-

tance to develop'skill at combining those resources in a collaborative ef-

fort which will result in maturity and confidence in the ability to survive

-and to be effective. Suchgrowth toward maturity, competence, and confi-

dence can pirepare.the group for dealing with one of the most salient threats

to its success, lationships with authority and decisions about source of

acceptable au hor'ty. A group which is composed and allowed to develop as

advocated can establish its own authority for negotiating with other autho-

rity sources which have something to offer and gain in a mutual exchange.

To achieve this state, a training program for faculty.apd students willle

required.
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PART TWO: tOEOROGRAM

Once the college has decided to experiment with the'smalk group ap-

proach to compensatory education, the offi.ce of student personnel or of

counseling and guidance services should be designated as the basic coordina-

ting office for the program. This,designation is appropriate because the

primary objective of using groups is to provide the psychological support

necessat4 to get students to collaborate in setting and,tchieving goals.

The head of the coordinating office should join with the dean of fac-

ulty or the dean of instruction in organizing and supporting this effstr._Q

since its dual focus,4s.on affective and cognitive earning. Nevertheless,

everyone should keep in mind that the estaglishment of affective bonds
)

within the small group is the primary objective. The dirdator of student

personnel services or of guidance and counseling should have primary re-.

sponsibility for the initial training and development of the total group
component. Whoever is selected to guide the developmental pMcess--whether

the coordinating director or another faculty member, counselor, or consul-

tant--should have the attitude of a facilitator or manager rather than a

leader (Rogers, 1969). Her she should.play a consultative rather than

an authority-figure role. This personllso should be available to work with

both faculty members and student groups at apy time during Xhe program.

When the first planning stages are completed, the total faculty should

be briefed thoroughly on the rationale for the program, the degree to which

it will be incorporated in the institution, the commitments required, and

the anticipated outcomes for all students. At this meeting, planners should

try to answer questions about the program and seek suggestions for its es-
tablishment. The effort to involve all faculty membdrs to some degree will
give them a chance to participate in making decisions and thus should also

help-to prevent the program's being considered 'a separate, perhaps stigma-
tized operation. The smell support groupi:advocated must be protected from
the negative attitudes which "special

education".students sometimes experi-
ence In addition, the group approach--because of its potential for involv-

ing and satisfying students and because not all faculty members are able to

. 17 .
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use the interaction approach effectively in the classroom- -may threaten

some faculty in the regular sequence in the college, and that possibility

too should be prevented if possible. The whole faulty should also be given

a written description of the project anebe invited to a discussion meeting

following the first trial of the program.

Suggestions from the total faculty meeting should be discussed at a

,follow-up meeting, of all faculty members who are going to be directly as-

sociated with the compensatory education program. At this gathering, any

teachers who are already competent in working with small groups should be

identified. They should be asked to consider helping their colleagues de-

velop some understanding of small group dynamics and to help Alan and im-

plement a training program.

e
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Initial, Training of Faculty
\
Because the concept of establishing a collaborative learning community

in each classroom will not be readily and immediately understandable or even

acceppble to many faculty members, a training program will be required. \A

session of at least three days should be devoted to small group dynamics and

the'*role of the instructor as econsultant to the student groups. The fa-

cilitator/trainer should work diligently to help each faculty member become

aware of the nature of the group and help him gain skill, as one source of

':authority, in negotiating with the group--another source of authority.

, .

All compensatory education faculty should do advance reading on small-..

group process and learn some observational skills in order, later, to diag-

nose the probr'Tss of the groups. As part of this training, they should ob-

serve the students' group-Wilding sequence--destribed in detail later.

The purpose is not to lead the groups or tell them whatsto do and what is

wrong with them, but to find'out how to make learning opportunities available

and to determirie when the groups are not in a satisfactory state or climate
--,

for learning. The faculty members sh6uld come to realize and appreciate the

fact that groups fall into state' of lethargy, depression, and illness just

as individuals do, and they must be allowed to 'recover from such conditions

without being punished or3"discouraged about prospects for future health and

productivity. /

During the final training daf, participants should examine how their

roles as consultants to the student groups might affect their actual behavior.

Time should be devoted to role playing and simulations of their negotiations

and collaborations with the groups. Now can they involve these stude is in

setting some of their own learning goals for each course and in Aete ining

what is realistic for-all members of each group? How can they get students

to help one another and "to make certain that no student is left without as-

.sistance in progressing at a satisfactory level? What are the various, means

of setting up collaborative efforts that are rewarding to the helpers and

encouraging and nonthreatening to those being heeed within ShE.groups?

What kinds of rewards can be issued to groups that will have meaning and sup-

port value for individual members within the groups? Now often should the

19
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.group stop to study its own processes, to reconsider its goals, and to give

_itself internal feedback on its own success in achieving them? These and

other questions should be discussed.

Since the student personnel office or guidancleand counseling office

should provide continuing coordination of at least the early phases of the

project, faculty members should decide on a plan for regular classroom visits

by personnel from that office so-that teachers can get feedback on how.they

are relating to the groups and the office representative can have an in-
4,

formed view of how the activity is progressing.

Student Training: Overview

Various screening procedures are used by community colleges to deter-

mine which students clearly are in need of compensatory assistance., Those

students.should be brought together
e

at the beginning of the program -- probably

when the academic year or a term is starting. At that time, students shauld

be clustered into "communities" on the basis of subjecNr6s in which they

need compensatory work. For example, all students needing help bath in

mathtmatics and English should be together, tliase reeding help only ininath-

ematics should be together; and those needing help only in English should be

together. Obviously, no formula or premise for this initial separation of

"communities" will suffice for all settings. Faculty and staff members work-

ing with the program should adapt the suggestion for. clusters to reflect

their own situations.

No serious problems should result from instances in which a "community"

is too small to enable the formation of even one group of the size range

suggested in this paper, nor from the reality that some students will be

, with their intact groups for work on only one compensatory subject among

several classes they are attending. Experience has indicated that the

psychological support of groups such as those advocated should have positive

impact on all of the student's classroom work. After being encouraged,to

mix and mingle quite freely, they should spend some time with virtually all

others and sense the wealth of human resources available. Then, a process

of building small groups should begin. Formation efforts should be guided

by the "principle of least group size" derived by Thelen (1949). Since each

20



group is composed to move as a body through various areas of study and to

maintain itself as an internally self-monitoring organism, it should have

enough members (at least eight and no more than twelve) to fill the various

roles needed to keep it together and to perform required tasks over an ex-
tended period of time. When groups are larger than twelve, the actual num-
ber of people participating tends to drop because of role duplication and

the decision'by some that they will not have time to state adequately their

Views or defend their stances if challenged. Conversely, when group size

falls below eight, and if very demanding tasks are pursued for extended

periods of time, the members are not likely to have /adequate resources in
their midst to do a creditable job. They may do well on quite limited tasks

in limited periods of time, but they tend to make inferior decisions and

demonstrate distorted interation as they rush to complete their work and to

avoid mounting tension and conflict (Pankowski and others, 1973).

Heterogeneity is another factor to consider in building the groups.

Instead of joining students on the basis of shared interests, which is'done

typically in educational situations--and which leads almost inevitably to a

homogeneity of resources--individuals should be grouped purposefully on the
basis of their potential fdr contributing differently to group interaction
(genre and Sheats, 1948). At the same time, the participants should have
some cpntrol over group composition through

selecting fellow members them-
selves (Hall and Williams, 1966).

1

then their formation is complete, the groups should be given a series

of fodused exercises that create real problems to be solved by making use of
the human resources in their midst. Rather than being told what to do in a
group 6d what a group looks like when it

is developing well, and then being
told t become a group, the students should be given a chance to begin strug-
gling toward group formation. After each exercise all the participants should
shore in examining thoughts and feelings generated by their own experiences.
The training team should provide

interpretive comments on what has taken place
and its meaning for further development of the groups as organisms and their
produttive work as continuing learning units (Hall and Williams, 1970).

During most of the process of forming the groups and building skills,
different group members should practice observing the group and giving it
feedback on its maintenance and task work. This process gradually should
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build within the group some internal feedback capabilities necessary to

help maintain it as a reasonably healthy and productive organism while it

undertakes different learning tasks throughout the year. Group members

should begin to understand and support the concept of shared leadership,,

with the help of the observation and feedback process, which should indi-

cate.to them that any (umber of members in the group may at given times of-

fer the group the leadership it needs for certain aspects of its work. The

faculty members who are present during the student-tr.:.aining sequence should

observe this process, but should not give feedback directly to the groups

unless the groups insist.

As members work on skill-building tas"-s

of resources available, the pleasure of sh,

and in to sense the richness

ghts, and the excitement

of issue confrontations that result in creative tesolutions, a sense of con-

fidence in the ability of the group to han4le forthcoming demanding tasks

should begin to emerge and-individuals should begin to talk about the group

as a group. The term "we" will be heard increasingly. The group- building

process cannot be completed - quickly. It will require eight to twelve hours

'to-be well launched, but it should not he considered complete in that time

The group ,will continue to develop its own identity and to establish a num-

ber, of additional mutual "outside" activities which will tend to enhance the

cohesiveness of the total organism (Bennis and Shepard, 1964).

Since most classrooms on the college campus are rather large, and the

formation of appropriately small groups usually results in several groups be-

ing in any one classroom, the final work with the groups should be practice

in the use of across -group information exchange mechanisms, including group-

on-group observation and feedback techniques. An overall goal should be to

keep all of the group members aware that while they have an immediate commit-

ment to their own small groups, they also have a continuing commitment to all

the other members in the total learning community in the class. They should

understand that they can grow through gaining information which other groups

have gathered and are ready to make available.
..""7

Student Training: Experiential Group-Building Sequence

This Section describes in detail a group-composition and skill-build-

ing sequence which has been developed and refined in training sessions for

over two hundred faculty and staff members from more than twenty-five commun-

ity colleges and technical institutes in North Carolina.

22
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While the emphasis in this paper is'on compensatory education,"the

basic concepts and techniques presented have been adapted for use in other

pro'granu of these institutions. The training sessions, which prepare fac-

ulty and staff members 1b provide similar training for their students, are

condutted on a year-round basis by members of the Graduate Program in Higher

and Adult Education, University of North Carolina at Chapel Hill. For ex-

ample, in a period of several months training sessions were conducted for

the following: twenty instructors from various community colleges and

technical institutes meeting at Fayetteville (N.C.) TechniealAnstitute;

twenty-eight instructors froM various technical institutes and community col-

leges meeting at Mitchet1 Community College, Statesville, N.C.; thirty-two

guidance and counseling and student personnel staff members from various com-

munity colleges and technical institutes, meeting in Greensboro, N.C.; and

seventy-eight instructors and staff members of the Rockingham CoUnty (N.C.)

Community College. Components of the proposed program have been adapted for

use with hundreds of students. Specific referrals for more information About

uses and outcomes can be made by the authors.

Approximate objectives for the suggested student training activities are

given below, as well as a possible time sequencejnd follow -up comments which
might be useful. We have attempted to avoid jargon, but the user, of this

material should decide on the semantics appropriate for his or her groups.
* * * * * *

Consultant or facilitator, speaking to an assembly of all students, about to

enter compensatory education, with all compensatory education faculty observ-
ing. or serving as additional facilitators:

We are here to ask you to take part in astraining session.to form groups
that we hope will stay together during your first term of work, and perhaps
longer. You might find this situation unusual because you probably were not
encouraged to become a member of a continuing group thdt might go from class-

room to classroom'in your past school work. Probably,.you did not even get
to know many of your Classmates through most of the school year. This means
that they were not very helpful to you in the different purses you took.
Very often it probablk seemed that people were in classrooms to compete with
one another for the best grades, or at least for passing the course, instead

of trying to help each other learn.
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We want to begin developing groups that will become very close, groups

whose members, care about one another, support one another, and help one an-

other when learning becomes difficult. We also hope that you will begin to

see your group way of having a strong voice in courses you are taking

and in this institution as a whole. In addition, some of the instructors

who will work with you later in the year may use varibus activities and

games that are designed for group learning. Other faculty may use the groups

only for discussion of what is happening, what might be more helpful, and

what has been understood or misunderstood in the'course.

One thing we will try to do today is to develop trust between students

and students, between students and faculty, and between faculty and students.

As groups, you can have more voice in what is happening in.the classroom

only if your members trust one another and trust the instructor to deal hon-

estly and consistently with you. In your past classrooM experiences when

peoplrpeemed to be competing for grades, and when the teacher seemed to have

power over everyone's future, it probably was quite difficult for you to

trust very much. Maybe you expect the same kind of experience now. We hope

to change such expectations by showing you a difference in our way of helping

people learn.

Probably some of you never have had a real opportunity to learn in

groups, and others have found group work to be unsatisfactory. It is doubt-

ful that your groups in the past were formed with any, real concern for who

should be together or were given any opportunity to develop trust and skills

for working together before they were asked to hatfdle difficult learning

tasks. We hope you will give the groups we are about to build a chance to

grow and to show their value for you as individuals. If, however, you find

that you are not happy in the group you first join, you will have an oppor-

tunity later on to move to another group, without punishment or embarrass-

ment.

Before we c.ontinue, do you have any questions or comments about what

I've said? (Pause)

If there are no further questions or comments, I will say something

about the different activities in which we are asking you to become involved

for the next day or so. First, you will have a chance to meet evq(yone here
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and to learn a bit about them in 0 manner that should not be embarrassing

or difficult for anyone._ After you have gotten to know the other students

and have spent some time in Cuilding groups, you will find out more about

the faculty members with whom you will work. You will crdate groups which

have members with different backgrounds and ideasi and each of you will have

some control over the building of your group. YQU will practice sharing

things you know in a group and listening more carefully for better under-

standing and appreciation of what others are saying. You will learn how to
work together in order to come to decisions that the total group can support

and carry out, without forcing
anyone to surrender his or her an beliefs

and values. You'll also have a chance to learn how better to express your

own new and creative ideas in a group and how to follow through on those
ideas in order to learn more about any subject matter. Each group will havd
an opportunity to learn how-to plan activities and test ideas before those
ideas are accepted. Then, because we want you to be aware that some people

in other groups can be helpful to ydu in different ways and can use your
help in special ways, you will practice

techniques for getting your groups

together so that they can share ideas and questions ab6ut your particular

-subject areas more effectively.

I hope I have indicated to you that we are determined to help you im-
prove your learning skills and be more satisfied with your progress through

working with your fellow students and the faculty members in new ways. You
will find that you will have more help in learning than you have ever had
in the past, that you can become a helper for others in learning, and thap
you will have more involvement in what goes on in the classroom than everT
before.

Getting Acquainted.

To begin, why don't you get to know something about each other. It
takes a lot of time for people to really introduce themselves- -to say some-
thing important about themselves in a group- -and lots of people are anxious

about hSving to talk in front of a number of people they haven't known be-
fore. So try introducing yourselves differently. lou have been handed a

1-1

five-by-eight-inch card. At the top of that card, in very largelMetters,
please write your first name so that it can'be seen across the room, and
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put your last name in smaller letters right, after g;or under it. (Pause)

For the next few Minutes, think about three or four of the most impor-

tant things people in your cluster might need to know about you other than

where you live and.things you usually tell people. List or write in a few

sentences the three or four most'important things about you that you think

they need to,know. Then, under those, write two or three kinds of things

that you think,youtneed to plow about the other people. Don't write anything

that you wouldn't, be willing to share. (Pause)

Now, take the pins we have .given you and fasten the card to the front of

your clothes and get up. -Just walk around and read the cards of the people

in your-cluster, without talking to anyone. This way you can get around to

many in a hurry, getting a look at them and an idea ofdvhat is impor-

tant to them here today. While you are walking around, try to find out

which of these people seem to be'quite different from you in some way that

you think would be !interesting and possibly helpful to you. Take a while to

try and get look at everyone's card if you can.* (Pause)

Group Formati n.

For a minute or iwo, think about the people you saw who seem to be

different from you in a way that you found most interesting. In a few

minutes, I will ask you to go over and pair up with on of those persons

and discuss with that person why you chose him or her. If that person

goes to someone else or is chosen by someone else, try to get another in-

dividual you found to be different frodi you in an interesting way and dis-

cuss the reason for picking that person. While yob are talking, the two

of you might share more Information about yourselves and why you wrote what

you did on the cards.

Now, start pairing up and talking. Take about eight minutes. (Pause)

Now, each Pair should scan the cluster of pairs you are in and choose

another pair that seems to be somewhat different from yourselves in an impor-

tant and interesting way, then try to Join up with that other pair. If the

*If the number of students in a cluster is too small for the formation of
more than one group of adequate size, the students should sit in a circle,
tell each other what they have on their cards, and respond to questions
about that information.
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first pair you decided on has already been chosen, pick out a second pair

that you find interesting. Think about your selection a moment and discuss,

it as a pair. When I signal you, please get with the other pair. When you

join them, spend about ten minutes saying more about yourselves than is on

your card, telling why you chose one another in the pairs and disclosing why

one pair chose the other.

Select and join another "pair at this time. (Pause)

All of you are in foursomes now (except where we have made some adjust-

Merits for an unequal number in a cluster). A final move will be to put tour- "

somes together so that you will have groups of eight to work together for the

rest of the school term. Each foursome should spend some time deciding on

another foursome that you might prefer to be with, and a second choice. When

I ask you to do so, please try to join with the other foursome, or an alter-

nate foursome, that seems to have differences from yourselves thaeyou think

are important and interesting.* When you get together with the other,four-

some, sit dolign in a circle, far enough away from other groups to avoid dis-

turtiing noise. Spend about fifteen minutes telling about yourselves as in- I

dividusls, why you got together as twosomes and foursomes, and then why one

foursome decided to choose the other foursome.

All right, form your groups of eight. (Pause)

listening - Paraphrasing Exercise.

In new groups, people often are too anxious about how they will ge.t

along with-the others to listen very carefully to what others are saying.

We think it would be helpful to spend some time' practicing listening to one

another carefully and checking out whether or not you are understanding

what the other person is saying. For the next twenty minutes, in each

group spend some time talking about any concerns that you have about what

has taken place thus far and what might happen in the rest of our time to-

gether here or in classroom work together. We would like you to try some-

thing called "paraphrasing." After a person has talked, the next person

who wants to talk must first repeat back to the satisfaction of the previous

talker the general ideas, opinions, or views stated by that person.. Those

of us who are working with the groups will be listening to each group and

will try to determine what questions we might answer or comments we might
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make at the conclusion which will put people more at ease about,what is

taking place.

Please begin your discussion now of questions, concerns, or just gener-

al comments that you haveto.make about what has taken place thus far and

what might happen. Don't forget to repeat what the previous speaker was

saying before you speak. (Pause)

There is little reason to form groups if the groups won't be able to dot

a better job than any one member could do by himself or herself. Groups can

not perform better ttraa individuals if the various group members do not get 7

a chance to challenge or add to what is being discUssed. Information should

come from different viewpoints and ideas brought before the group. Ih dis-

cussions and decision making, very often one or two people dominate a group

so much that some members don't get a chance to influence the group and then

they are not happy with the work of the group. Groups that act only op the

basis of majority vote also are not likely to have the4ontinuing support of,

all members for very long.

Consensus Decision- Making Exercise.

One very effective way of making certain that various members get to

contribute to the work of the group and to arrive at decisions or final an-

swers that are likely to be supported by the group as a whole is the method

of consensus. In trying to reach a decision by consensus, the group is forced

to listen to every member and to avoid making its final decision until it is

clear that all members are willing to support it even though some would have

preferred a different decision. This approach also enables group members to

learn more about each person's viewpoints and backgrounds and about how to use

the various people in the group to help themselves or the group.as a whole.

So your next activity will be to try a consensus decision-making task.

one which we hope you will find enjoyable. Please keep in mind that this

task and all the others that will take place during this.training session..

have nothing to do with any sort of evaluation of yOu for your schoolwork.

(Pause)

We are handing out sheets that have instructions for atask to be done

by each individual, without talking to other group members. Take about ten
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minutes to do this: Then we will tell you about the next step. (Pause)

(Participant Handout #1 is given to group members and Facilitator Instruc-

-Itions 01 aregiven to facilitator's.)

1

Participant Handout #1: What's Important to Workers?

Instructions: Several years before the mid-1920s recession, workers in

businesses and industrial plants in various parts of the United States were

interviewed concerning those things which contributed to their morale on the
job. BelowAis a list of tea items which elch employee who was interviewed

was asked to arrange in what he or she considered to be their order of impor-
tance. Your task is to rank these ten items in the same order of importance

as did the sample of American workers in this study. Place the number 1 by

the item that you think was ranked as most important; place the number 2 by

the second most important; and so on through the number 10, which is your

estimate of the least important, of the ten items.

'Feeling "in" on things

Full appreciation of work done

Good wages

Good working conditions
.

Interesting work

Job security

Personal loyaltfto workers

Promotion and growth in company

Sympathetic help on personal problems

Tactful disciplining

Facilitator Instructions #1

Correct ranking for consensus exercise (to be read to each group after they

have reached consensus):

2 Feeling "in" on things

1 Full appreciation of work done

5 Good wages

9 Good working, conditions

6 Interesting work

4 Job security

8 Personal loyalty to workers
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Facilitator Instructions #1 - Continued

7 Promotion and growth in company

3 Sympathetic help on personal problems

10 Tactful disciplining

Now that you have completed your sheets, your task is to work as a

group and-come to a group consensus on the cohrect ranking of the items on

your sheet. A list of suggeWgis for reaching a group consensus is being

A

distributed.
ti

(Participant Handout #2 is given to group members.)

Please read it before you begin work as a group. Try to complete the consen-

sus in no more than forty-five minutes. One member of each group will be

asked to keep a record of the group's decisions. Members should not change

or strike through their own answers, even though the group chooses a differ-

ent answer. Keep in mind that the goal is not so much that your group get

,-close to the best answer, but that you everyone in the group involved

and do the best you can to use the, members you have. The members will be

better equipped for some tasks than for others. The important thing is that

you learn to listen carefully to one another, try to understand one another,

and cooperate in coming to the best possible answer for the total group. At

the c on of each group's work, we will give the corre t answers and '

help you determine how well your group used its members in omtng to a deci-

sion. Any questions or comments? (Pause)

Particippnt Handout #2: How to Reach Consensus

1. Members should avoid arguing in order to win as individuals. What is

"right" it the best collective judgment of the group as a whole.

2. Conflict on ideas, solutions, predictions, and so on should be viewed

as helping rather than hindering the process of seeking consensus.

3. .Problems are solved best when individual group members accept responsi-

bility for both hearing and being heard, so that everyone is included

in what is decided.

4. Tension-reducing behaviors can be useful so long as meaningful conflict

is not "smoothed over' without giving people a hearing:

5. Each member has the responsibility to think about the processes through
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which work gets done and to initiate discussions Of process when the
work is becoming ineffective.

6. The best results flow from a blending of information, logic, and emotion.
Value judgments about what is best include members' feelings about the
information and the process of decision making.

"Helpful Things" Exercise.

Now we will hand out sheets that list different things people do which
are helpful or crucial to groups. Think back over the work of your group
and try to decide which people did some of the heTul things4for your group.
After you have read these sheets and thought about the lihaviors in your
group, spend some time in each group discussing helpful things which were
done and possibly helpful things which were not done. Please take about
fifteen minutes to read the sheets and decide which persons did which things,
and then about twenty minutes talking about this in your group. (Pause)

(Participant Handout #3 is given to group members.)

Participant Handout #3: Helpful Things People Do in Groups, or Roles They
Take

Initiator--gets the discussion under way, helps the group organize itself,
keeps the group moving steadily toward its goal.

Contributor-- offers facts, opinions, and experiences which might aid the
group in solving the problem.

Clarifier--raises questions about contributions that are unclear, asks for

definitions of vague or confusing terms, requests additional information.

Summarizer--points out the relationships between contributions, summarizes
where the group stands on an issue (then checks with the group to make sure
he is accurate).

Evaluator--shows the group how well they are mo ving toward accomplishing

their 961, poirits out problems they are having in working together.

Recorder--kee6;la record of the main points of the discussion, writes down
the grioup product if it is to be submitted to the ,teacher, helps refresh
the group's mepry about what has been covered in a discussion.

Encourager--tries to get all members of thq,group to contribute by showing
interest in what they say, praising their contributions, being friendly.'*

Harmonizer--helps to relieve tension and settle disputes between other mem-
bers, helps the group work out its disagreements, suggests compromises.

-
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In the consensus task, you worked to get the group to'coMe to a total

decision because you were trying to arrive at a particular answer. Some-

times there ll
is not one best answtr for a

task i:liat'a.group is working on.

So it becomes important
6roroup members to be aware of various different

possible answers, viewpoints, or
opinions about a certain problem, activity,

or event.

Viewpoint Exploration Exercise.

We'd like,you to try a method which will allow you to find out about

different possible viewpoints and where all of your group members stand on

an issue or problem, wfth no need to come to Ae final answer. When people

learn about different possibilities
for looking at a certain topic, they

very often are better able to understand why'they feel and think as they do

about that topic and are better able to discuss their reasons for feeling

and thinking that way. We are going to give you a,Slist of possible topics.

Choose; one to discuss in each group.
Take abodt.Jorty minutes to discuss

it, and at the end we will ask each group to report what seemed to be the

main differences in viewpoints about the topic. We also will ask each group

to look, back over the sheet that describes the different things people do to

help groups in their work and later ask you to'discuss the helpful things

members did for your group. (Pause)

(Participant Handout #4 is giv n to group members.)

to Participant Handout #4: Vie/ oint Exploration Exercise

Possible issues for discussion:

"Some authorities think that people who enroll for more education or

training after being in the adult world and aay from the classroom for sev-

eral years make better students. Does this seem true? If so, why? If not,

why? If so, should all students be encouraged to take a break from their

educational' plans while in their teens?"

"With the world changing so rapidly, should people try to plan for their

lives as much as twenty years ahead? If so, why and how? If nor, why?"

"Is it good or bad for the world to
be changing as rapidly as it is, and

will most Americans be better
off because of the rapid changes we are seeing

today?"
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Now, each group should have someone give us a brief statement about what

took place in the group. (Pause)

Take about ten minutes to talk in each group about the helpful things

members did during the discussion. (Pause)

Brainstorming Exercise.

In the last two group discussions, we asked that you use information

and opinions that your Stroup members already had in order to think logically

about some problems. You were asked to'use your best judgment and to avoid

inventing information, daydreaming, or just free-wheeling on ideas. Some-
times, in order to learn, people need to call upon their imaginations and

to think creatively. They need to think in new ways and view things differ-
ently. Because groups often are not able to do this very well, we would
like you 'to spend some time practicing

skills that will help you be creative

and free-wheeling at certain times when the creation of new ideas would be

useful for learning in the groUp. Keep in mind that creative thinking is

-most effective and useful when it is applied to problems for which there is

not enough information available to allow you to find several possible answers.

In stimulating creative thinking, two rules are very important. First,

everyone should offer every idea fle or she has aS soon as it occurs, without

stopping to consider whether sr not it will sound stupid or useless. An un-
usualeidea may sound "far out" but be extremely helpful, or it may cause other
group members to think of better and more useful ideas. Also, too often in

groups when one person offers an unusual i a, everyone else tries to think
-of reasons it won't work.- This usually make ,roup s less willing to
risk their thinking in the group until they believe the idea is safe and

they can give clear statements to support it. Sd the second rule is to avoid
criticizing. In becoming more creative as individuals and group members, you
must be more willing to share your own daydreams and imaginations, without

worrying about being punished or criticized for strange or "far out" ideas.

The goal is to get out as many ideas as possible as fast us you can without
stopping to discuss whether or_not eaclisidea makes sense. After a period
of time in listing ideas, the group can evaluate and decide which several

ideas seem most useful and worthy of further discussion.
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In order to practice and better understand these rules for c'r'eative

thinking, we'd like you to try "brainstorming" for a creative answer to one

of the problems on a ;list of topics we are about to give you. Each is a

topic concerned with the future, just for practice. (Pause)

(Facilitator Instructions 12 are referred to by the facilitators while one

facilitator presents the exercise to the assembled groups.)

Facilitator Instructions #2: Brainstorming*

Purposes

1. To teach students to respect and build on their own and others'

creative abilitie$.

2. To encourage the experimental frame of mind necessary for effective

problem solving.

3. To increase the students' involvement in learning.

Procedure

1. Start the practice session. Ask the groups to list as many ideas

as they can for solving a specific problem chosen by the facilitator%

2. After five minutes stop the listing, and have the groups quickly

count and share the number of items they recorded.

3: Ask these questions of the groups:

Did everyone get a chance,to put in his ideas?

Were you be to avoid criticizing others' contributions?

4. After the practice session, ask the groups to choose one of several

relevant issues or problems to brainstorm.

5. Give the groups ten minutes to record their ideas.

6. Ask each group to choose its two most important ideas to be shared

with the entire community.

7. Post the lists so that everyone can see how Iny ideas emerged in a

short time.

Possible Topics

"Considering the unexpected things which are happening in the world

today, what jobs will be changed or eliminated by the year 1990?"

*Adapted from an exercise developed by the National Trdininy Laboratories
Institute for Applied Behavioral Science.
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"What new kinds of jobs might be created between this year and the
year 1990?"

"What should life be liki for the people in your group in the year
1990? Describe homes, work conditions, community, etc."

-. As you could seep it is important to get out ideas as fast as you
have them and get as many as possible before the whole group so they can
build on them. Also, I hope you found that brainstorming in a grou }s
enjoyable.

You probably thought that a number of the ideas might be effective for
dealing with the problem that was chosen. Even though this technique is

very useful in stimulating creative thinking,
sometimes a few members of the

group dd4not say anything because they
are still afraid of sounding stupid

and of being latighed at. As a result, they are,00t fully involved in the
creative thinking situation and are not as likely to be interested-in the
ideas that the group develops. 'In addition, the number of possible ideas is
likely to be less and of lower quality because of the failure of some to par-
ticipate.

Nominal Group Process Exercise.

To overcome this problem there
is another approach called "nominal

group process," which gets some ideas from all members into the open for the
group to discuss, without having

people immediately discuss the ideas. So-
that you can practice this nethod now, we will give you another problem con-
cerning your future to work on and ask that you try to come up with solu-
tions, being as creative as possible. The facilitatbrs will give you in-
structions for this work. (Pause)

(Facilit r Instructions #3 are referred to by the facilitators.)

Facilitator Instructions #3: "Nominal Group" Process*
Purposes

1. To stimulate individual divergent thinking, creative problem solv-
ing,.and exploration of the individual fantasy world for its

*Adapted from a process developed by Andre Delh'ecq and Andrew Van de Ven.
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learning potential.
.--,/

2. To reduce the possibility of prematureevaluation of ideas by

temporarily ruling out interpersonal vebal and nonverbal communi-

cation during the ideation peril .

3. To seek a wide variety and large number,of ideas to be considered

by a total group.
i ///

4. To serve as a prelude to the applicatio0 of group processes of '

logical evaluation and decision making through full interaction.,

Procedure
/

/

1. Members of the small group are askeq,to work individually on a prob-

lem that lends itself to creative thinking. It should be a very

specific prob em for which no solution is available currently but

1for which a sp cific solution might be found. Members are given

about ten minutes to "free wheel" and fantasize, briefly describing
i

two or three ideas on paper, but not putting their names on the

paper. There should be ncitalking.

2. Members then "return" to the group, in a circle, and their lists of

ideas are randomly distributed around the group.

3. Each member read: the ideas of another member. Care is taken not

to attempt to identify the writer, unless an item isn't clear. No ,

evaluation is allowed until all ideas have been read and written on

a chalkboard or newsprint for all members to consider.

4. Extensive discussion and initial evaluation by the group, for about

thirty minutes or more, is followed by a decision on one or more of
.

the ideas as most promising or acceptable. More intensive evalua-

tion probably will be necessary before a group i ready to give full

or consensual support to an idea.

Possible Topics

"What are the three most important things you could do to make certain

that you will be qualified for more than one type of job by the year 199k?

Be specific. Do not,just list something as general as 'Get more educatio

- -or --

Any of the possible topics for brainstorming which the group has ot

discussed.
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The nominal process exercise gets people to put their ideas before the

group with less open risk than in brainstorming. The group gets manildeas,
and it probabliy gets more involvement of all members and more interest in
solving the problem. (Pause)

Force Field Analysis Exercise.

Sometimes groups dorj,st work well because they have found no satisfac-

tory way of organizing their thinking
to come out with one or several possi-

ble answers to issues or problems they are'working on and suggestions for
things they need to learn. One very helpful way to organize the thinking of
a group in order to better understand

a possible action, idea, or event that
is about to take place or has taken place is an approach called "foi:-ce field
analysis." That's a long name for a very simple process, which helps a
group think the way an individual

very often thinks in order to decide what
he needs to know or do about some things he is interested in.

An example is the way a person considers buying a car. An individual
might Make a mental list or actually put on a sheet of paper the reasons for
buying and the reasons for not buying the car. In other words, he would
list the forces/for and the forces against buying the car. Probably he would
then try to decide how to reduce

or eliminate the reasons for not buying the
car. If he could reduce those, he probably would buy. Sometimes, the person
would need to learn more about some of the forces for\and against the pur-
chase before he actually could make a decision.

Determining the important forces for and against a certain idea, plan,
event, or procedure helps one decide what needs to be studied before intel-
ligent answers can be found or action can be taken. In order to illustrate
how this method works, we will ask yoU to take one of the ideas that your
group came up with in the nominal group process. You will try to determine
the forces,for and against that idea's working and how you might go about
reducing the forces that are Moving agai.Ict the idea. (Example: Problem
situation: "What are the three most

impolcant things you could do to make
certain that you will be qualified

for more than one type of A by the year
1990?" Goal, or proposed solution [one of three] : To complete training for
a second type of job through evening

courses at a community college while
working on a basic job during the daytime. One force for : Evening training
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is available at community colleges. One force against . Maintaining a

daytime job and evening studies might harm one's health. This listing of

forces would be continued.) Once you have practiced, we will talk about

some of the ways it can be used in learning about other,t0Ejcs and various

subjects that you will study. Now, the fkilitators will help you practice

this technique. (Pause)

(Facilitator Instructions /4 are referred to by the facilitators.).

Facilitator Instructions /4: Force Field Analysis*

Purpose

To move from creative thinking to action and to learn to become more

effective problem solvers, through application of logical procespes and

utilization of all available data.

Procedure

1. Introduce the basic process and try a practice peilod, focusing on

an idea or solution from the previbus exercise. State both the -

goal and the problem situation to which it relates.

2. Draw this form on the board:*

Prottlem situation:

.Goal (or proposed solution):

Forces for Forces against

3. EXplain the diagram and ask the group members to name the forces

which go in either column. You might explain the "forces against"

as those which hamper the solution of the problem and the "forces

for" as those which would lessen Or remove the problem.

4. Discuss both lists with the members. Have them determine which

"forces for" can be strengthened and which "forces against" can be

*Adapted from an exercise developed by the Natiopal Training Laboratories
Institute for Applied Behavioral Science.
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decreased. Circle those forces which seem to be the most4mportant

and those which the group thinks could be researched and discussed

in mote depth.

5, If time permits, take,a group break and ask one or two members to

research each important force (consulting material.and human re-

sources) and toobring findings back to the next grOup session to

share with the group.

6. For each "force against" you have circled, list and give evidence

of possible responses or action steps (behaviors) which might reduce

the effect of the force or eliminate it completely. The groups

should have a chance later to describe which are the most appropri-

ate. Liit and give evidence of as many responses or action steps

as possible which would increase the effect of each "force for."
7. Review the final fist of response.or action, steps and discuss the

desired goal In tight of the new body of information.

Z. Have the groups choose a topic and conduct their own force field

analysis.

Now I am going to give you several topics. Choose one topic in each

group to use in another force field analysis so that you cap see how this

method can be used as the beginning of your learning about some topic in a

regular'classroom. Here are the topics:

(1) Can the U.S. solve its energy problems by the year 2000?
(2) Can a person from a poOr family become president of the U.S. by

the year 2000?

(3) Will a person be able to earn over $10,000 a year without a college

education ten years from now?

(4) Will a person be able to live successfully in the U.S. ten years

from now without knowing a lot about mathematics?

Once you have picked a topic, look at the forces on each side and decide

what and how to learn about all, the forces so as to strengthen the forces for
and reduce or even eliminate the forces against the idea. Or, you might
choose, in the care of some of the issues or topics, to reduce the forces

driving in favor of the possibility and strengthen the forces against it.
After this exercise is finished, we will ask you to practicea technique for
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sharing across groups called "fishbowl" and "empty chair."

But first, please pick a topic, get into your groups, and dolthe

force field analysis. (Pause)

Fishbowl/Cross-Group Exercise.

Now that each grqup has come up with a force field, we're going to have

one group listen to another group discuss its analysis. The talking group,

those in the "fishbolp," will provide an empty chair for anyone from the
.4

listening,group to come in and add additional information or challenge some-

thing that is being said about the items in the force field. Then the

groups will change places. The group that has been observed in the "fish-
,

bowl" will be a listening group and will have a chance to challenge or dis-

cuss the other group's work on its force field. We will give you complete

instructions on this as we go along and answer any questions about what you

are to do. (Pause)

(Facilitator, Instructions /5 are referred to by the facilitators.)

Facilitator Instructions #5: "Fishbowl"*

Purposes

1. To provide a means of sharing information across groups.

I 2. To provide for periodic feedback on process to each group.

Procedure

1." Have one group get in a circle inside a larger circle composed of

members of another group. The inside circle should have one extra

chair thA is empty.

2. The inner group should discuss its topic while the outside group

observes and remains quiet.

3. Any member of the outside group who wants to contribute informa-

tion or raise questions about the Content of the discussion cap do

so by coming to the empty chair in the inner circle, and leaving

as soon as the point 4s made, or question raised.

4. About every fifteen minutes, the inner group's discussion should

be suspended while the outer group members give them feedback on

*Adapted from an exercise developed by the National Training Laboratories

Institute for Applied Behavioral Science.' !
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their process:, The outer members may use the handout on "Helpful

Things People Do in Groups" to guide their observatiqns and tom-
_

ments. They also may comment on degree of participation, emer-

gence of leadership, degree of acceptance and use of member contri-

butions, and whetherethere appears to be careful listening in the

group. Negative comment about any individuai should be avoided.

The inner group may raise questions after the feedback period and

then return to their discussion.
vf

5. After no more than one hour ofdiscussion,and.feedback, there should
be a break. Upon returning, the groups should switch places and the

former inner group should become outer observers, while the former'

outer group betomes an innerfgroup discussing its topic. The discus-

sion/empty chair/periodic feedback process then should be repeated.

Review andcpuestion Period.

Let us look back over the ings we have done together during this train-

ing session, so that you will have more understanding of what you might use
as you move through the classrooms in groups. After that, you will meet as

groups with the various faculty members who are going to be working with you
,in the coming year. The object of that meeting will be to get to know the fac-
ulty members better and to find out if you can understand and trust one another
better than perhaps you have in

faculty-student relationships in the past.

In summary, you began by introducing yourselves in a way that was differ-

ent from what is usually done in order to stay safe and not take too many
risks. You did this as part of a groUp-building process that should give you
a better understanding of, different ways in wnich you might help and learn

from one another and begin developing trust and skills in working together as
a group. You tried reaching a decision by using available information and
viewpoints in the consensus manner, and then discussing an issue to determine

what.the various vtewpbints and feelings about the issue might be within the
group. You tried two techniques for getting people to think More creatively
and to share their ideas with the group, about any topic or issue for which
tare are no answers, or at least no answers that are considered to be very
good. Then you looked at a way of organizing a group's thinking to determine
what needs to be learned or what action needs to be taken about an event,
topic, possible plan, or idea. You tried sharing group work and learning
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with other groups so that you can all be part of a total learning community

and help.one another within groups and across groups.

Spend a few minutes, if you will, finding out what commilts or ques-

tions people have about what is taking place and determining ii\there are

other things we need to do before going on to the meetings with ihe various

faculty members. What questions do you want to have answered? Wh \t comments

do you have about what we've been doing? (Pause)

Faculty/Group Discussions.

Now, we want all the faculty members who are going to be working wi h

you to sit together in the center of the room. Arrange your groups in a Ralf

circle so that you can see all the instructors. The faculty members will
\

introduce themselves and tell you what they teach, something about their

courses, and something about themselves that you usually would not find out \

about them in regular courses. As they talk be tginking about what they

have had to say. Then well ask the groups o meet and decide what questiont

they might need to ask eachtlember or statements they might need to make to

him or her. The faculty members will rotate around to each group individu-

ally to find out whether they need tc discuss things further with each group

(Pause)

If there are no questions or comments, I'll ask the faculty members now

to start telling you who they are, more about'themselves, and something

about the courses they plan toteach. (Pause)

Within the next few days, we will begin our class work sessions, but we

hope they will be diffesent, more helpful, and more enjoyable than any you

have had in the past. They will give you a chance to be very active in your

own learning and decisions about how you might learn. Your groups, we hope,

will support each individual member and will keep close watch on the prob-

lems of each member in order to, find out whether anyone needs help and how

to get that help early enough to make certain that everyone succeeds.

, As we said before, you will move through your class work in each pre-

paratory subject as,a total group. Whenever possible, the instructor will

involve your groups in different,exercises, games, and other activities

that will help yOu undertake problems of learning as a group and learn more
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during the class periods and after class hcilirs. You will hear more about

this later from the different faculty members in meetings with your groups

after class sessions begin. We do not expect the groups tobe able to work

extremely well from the very first, but we will be meeting with you fre-

quently to help you deal with problems, not onlyin learning, but in working
with one anbther.

Suggested Schedule for Student Training Sequence

(Total time: 9-10 and 1/2 hours)

Minutes

10 Introduction

10 44rticipants complete cards on important things about themselves,
10-20 Participants x and m'ngle while reading information on the cards.
5-10 Participants ck partwrs and share.

10 Twosomes form foursomes and share.

15 Foursomes form groups of eight and share.

20 Groups discuss present reactions and concerns, while practicing

paraphrasing.

10 Participants complete individual consensksheets.

30-45 ,Groups seek consensus.

15 Facilitator scores consensus results and discusses the process.
35 Participants read handouts on "HelpfulThings" and discuss

behaviors in their groups.

40 Groups discuss topic needing no decision.

5-15 Group representatives present statements abo t the work of their
groups.

10 Groups discuss helpful things done by members,,

45 Groups_practice brainstorming.

10 lindividga members write ideas for nominal group process.
30 Groups select and discuss best ideas.

60 Groups practice force field analyses.

1'60-120 Groups are paired to do fishbowl exercise.
10 Questions and comments from groups.

90-120 Groups meet faculty members.

* * * * *

43



Remainder of the Program

When groups arrive for their first class, the instructor again should

review basic information about the course,'outline his proposed learning

objectives, and suggest procedures. He should ask students then to discuss%

both content and procedure. Each group should plan to meet briefly at the

end of t0 first or second class to schedule regular after-class meetings and

establith appropriate within-group or across-grouphelping relationships to

offer individual group members. To discuss material and progress in each

class: all groups should meet afterclassoo less than two hours weekly for

each compensatory subject.

Although shared leadership should be emphasized, some group members in-

evitably will have more influence than others. Each group should select a

member to be responsible for scheduling meetings--the one chosen is likely

to be an influential member. Faculty should not meet with the groups unless

asked to do so. The instructors should follow a similar; schedule, meeting

briefly each week to discuss the performance of each group and to exchange

views on the most effective means of helping them. This session should in-

clude all faculty members who are working with the compensatory education

groups.

Aftei- every three hours of class, groups should give faculty member; a

report on their overall view of the course and how they are erogressing. A

representative from the coordinating officeiLstudent personnel or coanseling

and guidance) should meet with each group and instructor at least after every

six hours of classroom work during their regular get-togethers. All groups

should meet semi-weekly in a total community to share their accomplishments

and anticipate needs for help from other groups.

The following ,summarizes the schedule of after-class group meetings sug-

gested: (1) students alone in their own groups, weekly for at least two

hours; (2) students' groups together in their original community subject

area community clusters;
(3) compensatory instructors, weekly as a group or

groups; and (4) communitylclusters of students' groups with appropriate fac-

ulty and a representative from the prograM coordinating office, at least

after every six hours of classroom sessions.
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The coordinating representative periodically should remind groups that
members who are not happy with their groups may have an appointment to dis-

cuss possib4transfer to another group. Transfer should be negotiated with

the preferred group, if transfer appears necessary. That group should assign.
at least one member to meet with the prospective new member and brief him on
what the group has been doing. All members of the preferred group should be

free to offer information through their contact person,. The prospective,mem-
ber should not have to be accepted by the preferred group, but that group

must give direct and substantial reasons for not accepting him or her. Their
objections clear4ly should-be based on incompatability of the arrangcment and
should be supported by evidence beyond just the opinion of oneor two members.

At midterm and at least one week before the end of regular classes, each

group should determine which of,Its. members need additional help -on various

subjects and should 9i up helping relationships within or across groups to
make certain that adequate assessments and assistance are provided. The

helpers should seek faculty aid if they are unable'to provide adequate assis-
tance. This would be esoecially important at the midterm point or just be-
fore the end of the semester if any members of the group are likely to fail

any course and any time a member
thought to bilconsidering dropping out

of the program. Memberi should discuss ways of makikavailable all possible
legitimate aid for improving learning or in making the most appropriate-de-

cision about remaining in the program. Members shouldnot_try to coerce a

fellow group member into remaining in the program, but should be encouraged

to provide whatever atsistaticeand
resources that might enable th;''student

to find the program more helpful or less stressful.

The Experiential Approach

Whether we call it the "small group approach," "experience-based learn-
i4," or the "laboratory method of learning," our purpose is to get the group

members confront a problem by examining all sides of the issue and then gen-
erating alternative solutions. We Want participants to experiences di-
rectly,as possible, the dimensions of the problem and various modes q, re-
sponding to it. -



In learning to use small *ups as an instructional strategy, faculty

members and students should be given a chance to experiment with various,

ways of converting the presentation of "static" information into a poten-

tially dynamic learning.situation. For example, even though a MatheMatics

formula might be given directly to students, the p- incipie would moreyikely-

become real and useful to them as they struggle with its true nature and the

ramifications of applying it In a small group setting they could generate

and evaluate numerous alternatives to its application with the use of both

logical and creative thinking.

In the sociIi sciences, an authority mightgive his interpretation of

a situation or his suggestions for_responsilo a situation, or the history

of certain organizaticTal_behavior could be outlined. Then the members of

a small grclup_could take such a sample of relatively lifeless information

and-makeit more relevant to their own lives, more exciting, and more worth

their attention by using the "brainstormigg" exercise. Or they might tAke.a

more logical tack, outlining reasons whj the organization behaved in such a

way through a period of its history.

Any of the skill-building exercises described in the student-training

sequence can be applied in the classrc.om by incorporating specific material

from a discipline. The experience-based approach can also employ role play,

simulations, and learning games. However, these techniques probably would

-\not be effective learning tools unless an environment of competence, motiva-

tion, and trust had been created through open, free-flowing interaction in

the learning group. Students who have devoted some effort to learning how

to offer, themselves and to utilize others as helping resources, who appre-

ciate and .value one another's differences, and who cooperate rather than

compete on a variety of levels and learning tasks are likely to be able to

utilize these techniques more effectively. In the training sessions, when-

ever time permits, both faculty and students should be exposed to the ele-

mentary principles underlying role playing, simulation, and learning games

within the context of an intact group setting.

Faculty members cannot become very skillful in the use of small group

learning during the brief training period we have described. Within such

-a limited period, however, they can be introduced to the possibilities and
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they can continue to gain skill while they conduct their regularly scheduled

classes. Those who gain confidence in the wisdom and internal self-correc-

tive mechanisms of a purposeful small group begin to realize that expertise

on-their part is not crucial. Students and faculty members can learn,to-

gether how to use the small group approach with 4ncreasing effectiveness and
reward for all. The sense of in.olvment and personal responsibility is very

likely to be heightened by the realization that faculty members are not try-

ing to control the situation through their own expertise.

Not being an expert in using the small group approach is, at one level,'

no different from being a poor lecturer- -and probably every beginning faculty
Member and a significant portion of veteran faculty members lack expertise as-
skeakers. At another level, however, a great difference emerges: although
instructors rarely get much direct 'alp from students in perfecting their

lectures, they can and must involve students heavily in improving the small

group approach in the classroom. The effectiveness of these methods depends
primarily on the students; they must trust the faculty member to let them

participate in the process and assve responsibility for it, without the im-
plication that he has fully predetermined outcomes in mind. And, of course,

"those persons whottle the v.iginal ttaining in the use of small groups
should be available as consultants in a classroom, upon request by the
instructor.

47



Bibliography

Atkinson, J. W, "The Mainsprings of Achievement-Oriented Activity." In
J. D. Krumboltz (Ed.), Learning and the Education Process. Chicago,

Rand-McNally, 1965.

Backman, C. W., and Secord, P.
New York: Harcourt Brace

Battle, E. S., andllotter, J. B
as Related to Social Class
1963, 31, 482-49D.

Benne, K. D. "Authority in Edu
40,187-409.

F. A'Social Psychological View of Education.
and World, 1968.

. "Children's Feelings of Personal Control
and Ethnic Group." Journal of Personality,

cation." Harvard Educational Review," 1970,

Benne, K. D., and Sheats, P. "Functional Roles of Group Members."
Journal of Social Issues, 1948, 4, (2) 41-49.

Bennis, W. G., and Shepard, H. A. "A Theory of Group Development." In
W. G. Bennis and others (Eds.), The Planning of Change. New York:
Holt, Rinehart, and Winston, 1964.

Berg, E., and Axtell, D. Programs for DiSadvantaggdStudents in California
Community Colleges, Oakland, Calif.: Feraltiunior College District,
1968,

Bossone, R. M. Remedial English Instruction in California Public Junior
Colleges: An Analysis and Evaluation of Current Practices. Sacramento,Calif.: State Department of Education, 1966. (Mimeographed)

Bynum, E. M., Gordon, E. W., Gerrahan, D. P., and Lewis, A. Report of a
Study of Collegiate Compensatory

Programs for Disadvantaged Youth.
Report to, the Ford Foundation, 1972.

Clark, K. B. Dark Ghetto: Dilemmas of Social Power. New York: Harper andRow, 1965.

Coleman, J. S. The Adolescent Society. New York: Free Press, 1961.

Coleman, J. S., and others. Equality of Educational Opportunity.
Washington, D.C.: U.S. Office of Education, 1966.

Cooley, H. Human Nature and the Social Order. New 'York: Schocken, 1964.

DeSoto, C. B. "Learning a Social Structure." Journal of Abnormal and Social
Psychology, 1960, 60, 417-421.

Egerton, J. Hi.herEthcationfor-Risk Students. Atlanta, Ga.:
Southern EducationatAsSOtiatTon, T968.

Fes.tinger, L. "Informal Social Communication."
Psychological Review, 1950,57, 271-282.

49

1r



Festinger, L. "An Analysis of Compliant Behavior." In M. Sherif and M. 0.

Wilson (Eds.), Group Relations at the Crossroads. New York: Harper,

- 1953.
Goodstein, L. D., and Heilbrun, A. B. "Predictions of College Achievement

from the'Edwards Personal Preference Schedule at Three Levels of

Intellectual Ability." Journal of Applied Psychology, 1962, 46,

317-320.

Gordon, E. W., and Wilkerson, D. A. Compensatory Education for the Dis-

advantaged. New York. College Entrance4Examination Board, 1966.

Gottlieb, D., and Ramsey, C. E. Understanding Children of Poverty. Chicago,

Ill.: Science Research Associates, 1967.

Haggstrom, W. C. "The Power of the Poor." In F.

A. Pearl (Eds.), Mental Health of the Poor.

Glencoe, 1964.

Hakel, M. O. "Prediction of College Achievement
Preference Schedule Using Intellectual Abili
Journal of Applied Psychology, 1966, 50, 336

Ries nan, J. Cohen, and

New Yoe : Free'Press of

)
from the Edwards Personal
ty as a Moderator."
-340.

Hall, J., and,Williams, M. S. "A Comparison of Decision-Making Performance

in Established and Ad Hoc Groups." Journal of Personality and Social

Psychology, 1966, 3, 214-222.

Hall, J., and Williams, M. S. "Group Dynamics Training and Improved Deci-

sion-Making." Journal of Applied Behavioral Science, 1970, 6, 39-68.

Holland, J. L., anti Richards, J. M. "Academic and Nonacademic Accomplish-

TNts,:56C,cigel-IW

or Uncorrelated?" Journal of Educational Psychology,

1965, 5

Hughes, E., Becker, H., and Geer, B, "Student Culture and
In N. Sanford (Ed.), The American College. New York:

515-530.

Hyman, H. H. "The Value Systems of Different Classes. A

cal Contribution to the Analysis of Stratfication."
(Ed.), Readings on Social Stratification. Englewood

Prentice-Hall, 1970.

Academic Effort."
Wiley, 1962,

Social Psychologi-
In M. M. Tumin

Cliffs, N.J.:

Jencks, C., and others. Inegyality: A Reassessment of the Efforts of

Family and SchoolingiiiMerica. New York; Basic (rooks, 1972.

Johnson, D. W. The Social Psychology of Education, New York. Holt,

Rinehart and Winston, 1970.

Johnson, K. R. Teaching the Culturallipisadvantaged. A Rational Approach.

Palo Alto, Calif.: Science Research Associates, 1970.

Jones, E. E., and Gerard, H. B. Foundations of Social Psychology. New York:

Wiley. 1967.

5-1)



Kelmat, H. L. "Compliance, Identification, and Internalization: Three
Processes of Attitude Change." Journal of Conflict Resolution, 1958,
2, 51-60.

Kiesler, C. A., and Kiesler, S. B. Conformity. Reading, Mass.: Addison-
Wesley, 1969.

Kneller, G. F. Educational Anthropology: An Introduction. New York:
Wiley and Sons, -B65.

Levine, J., and Butler, J. "Lecture vs. Group Decision in Changing Behavior."
Journal of Applied Psychology, 1952, 36, 29-33.

Lewin, K. "Group Decision and Social Change." In T. M. Newcomb and E. L.
Hartley and others. (Eds.), Readings in Social Psychology. Hew York:
Holt, Rinehart and Winston, 1947.

Lieberman, M., and others. Encounter Groups: First Facts. New York:
Basic Books, 1973.

McDill, E. L., &Dill, M. S., and Sprehe, J. T. "Evaluation in'Practice:
Compensatory Education." In Evaluating Social Problems. New York:
Seminar Press, 1972.

McDill, E. L., Meyers, S. M., and Rigsby, 1. M. "Institutional Effects on
the Academic Behavior of High School Students." Sociology of Education,
1967, 40, 181-199.

Mead, G. H. Mind, Self and Society. Chicago: University of Chicago Press,
1934.

Mills, T. M. "Authority and Group Emotion." In W. G. Bennis and others.
(Eds.), Interpersonal Dynamics. Homewood, Ill.: Dorsey Press, 1964.

Mitchell, J. V. "An Analysis of the Factorial Dimensions of Achievement
MotivatiOn Construct." Journal of Educational Psychology, 1961,52,179-187.

Monroe, C. R. Profile of The Community College. San Francisco. Jossey-Bass,*1972.

Morrison, J. L. "The Community College and the Disadvantaged." Research in
Higher Education, 1974, 1,,401-413.

Morrison, J. L., and Ferrante, R.
Compensatory Education in Two-Year Col-

leges. University Park, Penn.: Pennsylvania Center for the Study of
Higher Education, 1973.

Newcomb, T. M. "Attitude Development as a Function of Reference Groups."
In G. E. Swanson, T. M. Newcomb, and E. L. Hartley (Eds.), Readings inSocial Psychology. ,Rev. Ed. New York: Holt and Co., 1952.



Pankowski, M. L., and others. "The Relationship Between Group Process

Training and Group Problem Solving." Adult Education, 1973, 24, 20-42.

Parsons, T. ,The Social System. Glencoe, Ill.: The Free Press, 1951.

_Peters, R. Authority, Responsibility, and Education. New York: Atherton

Press, 1967.

Riessman, F. "The Overlooked Positives of the Disadvantaged Groups.'

In E. T. Keach, Jr., R. Fulton, and W. E. Gardner (Eds.), Education

and'Social Crisis. New York: Wiley and Sons, 1967.

Roethlisberger, F. J., and Dickson, W. J. Management and the Worker.

Cambridge, Mass.: Harvard University Press, 1939.

Rogers, C. R. Freedom to Learn. Columbus, Ohio: Merrill, 1969.

Roueche, J. E. "The Junior College Remedial Program." Junior College

Research Review, 1967, 2, No. 3, 1-3.

Ropche, J. E., and Kirk, R. W. Catching Up: Remedial Education. San

Francisco: Jossey-Bass, 1973.

Schein, E. H., and Bennis, W. .G. (Eds.) Personal and Organizational Chan*

Through Group Methods. New York: Wiley and Sons, 1965.

Sekuler, R. "Through the Maze Brightly." In R. C. Mathis and W. C.

McGaghie (Eds.), Profiles in Colle e Teachin : Models at NorthAstern.

Northwestern University: Center for the Teaching Professions, 197 .

Sherif, M. The Psychology of Social.Norms. New York: Harper and Brothers,.

1936.

Sherif, M. and Sherif, C. W. Groups in Harmony and Tension. New York:

Harper, 1953.

Stevenson, W. H. Children's Learning.. New York. Appleton-Century-Crofts,

1972.

Suchman, E. A. "Evaluating Educational Programs." Urban Review, 1969, 3,

4-22.

Thelen, H. 1"Group Dynamics in Instruction. The Principle of Least Group

Size." School Review, 1949, 56, 139-148.

Thelen, H. "Work Emotionality Theory of the Group as an Organism.' In

S. Koch (Ed.), Psychology: A Study of a Science. 3rd Ed. New York:

McGraw-Hill, 1959.

Waller, W. The Sociology of Teaching. New York: Wiley and Sons, 1932.

52

CLJ



Watson, E. R. "Group Communications and Developmental Processes." In
H. Altman (Ed.), Readings in Human Relations. Berkeley, Calif.:
McCutchan, 1972.

Watson, E. R. "Interpersonal Changes Through Immediate Feedback Approaches."
----- Adult Education,-1969-,-16; 251=267.

Whyte, W. Street-Corner Society. Chicago: University of Chicago Press,
1943.

Wilkerson, D. A.. "Compensatory Education: Defining the Issues." In
J. Hellmuth (Ed.), Disadvantaged Child. New York: Brunner/Mazel, 1970.

Williams, R. A. What Are We Learning from Current Programs for Disadvan-
taged Students? (Memoranda.) Knoxville, Tenn.: University of Tenn.,
1968.

Wilson, A. "Residential Segregation of Social Classes and Aspirations of
High School Boys." :*American Sociological Review, 1959, 24, 836-845.

Zander, A. F. -Motives'and Goals in Groups. New York: Academic Press, 1971.

UNIVERSITY OF CALIF.

LDS ANGELES

OCT 0 1975

CLEARINGHOUSE FOR
JUNIOR COLLEGE

INFORMATION
53


