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I. INTRODUGTION

At the University of Pittsburgh effort has been made to improve the
quality of training for persons preparing to become group leaders. The
need for innovation in the training of group leaders became apparent
when a review of group theory was examined in light of current traiﬁg;ur\

practices. o o .

rl

e ‘ : : . . :
~The examination of group theory literature showed that many 4

theorists consider the membér/leader relationship to be the essence of
personal growth groups. A review of current training practices showed

that litt}e, if anything, is done to train leaders specifically regarding’

their part in the member/leader relationship. While much group theory
iterature stresses the member's affective response to the membet/lea
elationship, little is written about the leader's affect. . -
It was this gap between group theory and current ﬁfﬁihjn
practice’s which motjivated the creation of materials designed”

. to aid in training group leaders regarding the ect generated in them
- as a consequence of being involved in ; ember/leader relationship in

personal growth groups. The materials developed are in the form of video

taped vignettes that simulate issues which emérge in the working out of
the member/leader relationship; the materials include a leader's manual
for use with the simulations. ,

L] -

¢

This paper traces the steps involved in the develgpment and the

evaluation of these materials, ¥ , ‘ .
It begins with a brief historical look at personal growth groups
in order to show the ways in which group.therapy has changed from group
psychoanalysis of #the 20's, It demonstrates that while contemporary
groups vary greatly in outward appearances, there are many factors common
to most group methods d today. Description of current groups shows
that personal growth groups are use for purposes different from older
groups; they af: used by participants different from former group
participants; and they are led by trainers with backgrounds different
from those of previous leaders. .

a PR

In considering group theory, this paper examines the concebt of .

the member/leader relationship in. personal growth groups. It shdws that

many -theorists believe the member/leader relationship to be the .

of groups. Groups are then discussed in terms of the i § which
typically surface in/the working out of the relationship. These issues
are dependency, competence/trust, hog;i,' Y, sexuality, and sepatation.

Particular coﬂsideration" ~given to the rdle of the leader and

to the current status of trafning group leaders regarding these issues.
. . . |

¢ v

!
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BN . - ! - ‘ - . /
, There follows a descriptiof of the materlals created by ithe authors.
" A discussion of the field trial conducted to ev Juate the materials

) shows that the s1mu1atlons created can be 2 valtable training tool for CoAT
. group leaders. . ‘- Lo "
v Finally, suggpstions for further study are made. L .
/\ “ Throughout this study, ‘the term” "personal growth group" W111 be uspd” T
/ to refer to a variety qf contemporary group theragpies which dlffgrwfrom
A /- the nore-traditional, more® orthodox forms of pzzohoanalysis1'”The usual -
S generic term for these Rlnds of groups is "ency! T groups" (Schloss,-
Siroka’ and Siroka, 1971) /;ﬁq
< - .J"-/M' ‘\‘ " . . s AN
For thls k1nd of, group, Carl Rogers: employs‘the “term "intensive e

group - .experience" which he used to dinclude T-group or lab groups, train-
ing laboratories, sensitivity training, basic encounter groups.-or “work-
shops, and specialized groups such asg Synonon groups (Roger, 1966).

- ' \ )

} For purpoSes of the authors, the phrase "personal growth group" -
will be used to include the following: _encounter groups, sensitivity -
groups, training groups, theme-centered groyps, Iaboratory and T-groups,

ara\?on groups, and spec1a112ed groups such as Synonon groups.

-t
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+ "“inyention of this century . R

. shifted from insight to interaction (Mullan and Rosehbaum, 19§2)i"

N %'/

_/;E?Al groups. for changing behavior and attitudes. Lewin, Lippitt, and

as a system for measuring interpersonal relations as.a major breakthréugh _

~himself to have fathered the development of the.encounter groyp movement,

called a Basic Skills. Training Group (BST). It made use of an observer ‘f

4
% v’ 3
% . _»,-u,k"-t-uhwi N } ) . -

. J,;?)v;:‘ . \ o “'"m'ww““‘-'r.-‘" 4 ‘ . ' - o

: e *, . ' , sl ot L
: S .
. A. Evol&%@qn of Groups - . LT -
. : ,,/

Personal growth groups made theirﬁwqx into.publig.prominenqe'bEeren
the mid 1960's and the early 1970's. Carl*Rogggqr(19683 refers to. the

development of encounter groups as " erhaps thgmost significant social
elop group P P: g L ‘ .
A

‘Jane Howard (1970) suggests tha vpﬁé/atmosphere for intensive
interaction,in‘small'hroups began as /an outgrowth of thé World War II
environment of battalions, air-raid shelters,’and foxholes. After World
War II, there was.afshqrtaéé of psychiatrists, "It was a time when newer,
shorter, .and more liberal treatment methods were demanded. Focus s

It
was this.climate which led to the scientific ’study of small grou .2/{-ﬂ"'
B . ) ‘ / . \,,;.. . 0 - , '
Central to the development of the encounter group movement was y
the establishment of the National Training Laboratory. Three men, :
Bradford, Benne, and Lippitt, who were influenced by such men as J;/fi,

. .

Moreno and Kurt Lewin, established the first training labord%ory,in v/
1946 as part of a summer program to train a group of community leaders b
who were participating in government-sponsored programs. ’ i
. : o " _ L
The ai f the first human relations leadership training conférence////’/(//H ,
were: (1) "to study leadership stylés and methods of group control for ,
decision-making, (2) to study leadership ffom the point of view of . "4;,1,*4~
group function not individual personality, and (3) to search for ethods - ", .
for members to .use to discover, analyze, and cure’their illnesses?x/(" Ty
(Gpldberg, 1971). A . B
7 — °

(/' Lewin's influence evolved around his stﬁdies on the potential of ;

te studied leadership and were interested in the group climate. The
also focused on group decision-making and the social forces involved \
in group processes (Lubin and Eddy, 1970). Lewin believeds conflict _was
inherent in groups. ° .. v

Treadwell (1972) éi;es Moreno's ihtroddbtion,.in 1931, of sociometry

in group development. ‘Moreno focused on the group memberShip needs of
the individual and originated the use of psychodrama as a techfiique of
therapy. He saw psychbdrama as the essence of encounter and onsidered

Kaplan and Sadock (1972) also see Moreno as the founder of encounter
groups. Certainly he can be considered the-innovator of role playing in
this therapeutic context. According to Schloss, Siroka and Siroka (1971) P
almost all group trainers used psychodramatic techniques. ’

The second Natidnal-Traiﬁing Laboratory workshop, held in 1947, was

who fed back awarenesses of the group process to the group. Feedback .

£ ‘

C e - 8 '". S \ﬂ . : .’_,/



and process awareness were_to bedome central to the encounter group move-
ment., This kind of group begame known as’a.T-group, the letter "T" stood
~‘m§ffor“tra1n1ng (Schloss, Siroka 553“8§xoka, 15\1 s .

In these early years groups were viewed by National’ Tra1n1ng .
Laboratory=from a soc1olog1ca1 point of view primarily rather than a
L psychological point of view; the members' orientation was more academic
than c¢tinical (Goldberg, 1971; Schloss, Siroka and Slroka, 1971) In
the 1950's, as clinical psycholog1sts and psychiatrists became_involved,
the emphasis changed. The 50's, for the encounper group movemént, was
a time of conventional group procedures, accoxding to Ruitenbeek (1970).

In the lgte 1950's, there developed a split between those ‘practitioners .
C e of Natiojal Training Laboratory who were oriented toward organ1zat1ona1 ’

needs, and those focusing.on personal growth skllls.(Séhloss, Slroka

and Slroka, 1971). . . . . . R,
T . If was in 1954;when National Training Laboratory East met with UC;A@*”/ .

that the Western Training Laboratory was founded and the ter& "sensxt1v1ty

training" was coined. . N

Lakin (1972) describes the National'Training Laboratory movement -
as contributing these concepts to group theory: emphasis on feelings,
- process observing, here and-now. focus, and structural amb1gu1ty of

leaders. : .o T
— | } g
I The Natidfal Training Laboratory movement was also influenced by. i
' Bién and the Tavistock school in England, which also focused on group %,

process. The American counter-part of Tavistock in England became the « |
- “Group Relations Center of the Washington School of Psychiatry (WSP)
» (Parloff, 1970).

, Bion's theory of group deve10pment is based on the be11ef,/e1m11ar
IR to ' Lewin's, that a common group tension develops as the members!
expectations of the leader are unfulfilled; he speaks in terms of a group
culture and valences toward and away from the culture of the group
Bion added the concept of the unconscious to group theory when he .
‘ described groups as functioning on an overt and covert or pr1m1t1ve
N " level (Bion, 1961).

N\

Of particular relevance to this study is Bion's belief that group .
members' identification with the leader was a result not simply of intro-
jection, that is, the taking on of leader characteristics, but also
projective identification, that is, the group members' attributing the
leader with qualities* wh1ch are actually being exper1enced by members but

] not owned. , . ‘ . '
\\\‘,_ Stock and Thelen (1958) chahacterized Blon\:\éoQ;rlbutlon as being .
: (1)- the use of an unstructureg enwironment for the gr upkand (2) the use o

of interpretation o?%&he group emot’en*to the group . ‘




" The concept of a group culture was carr1ed further by Ezrlel "He. .
conceived a common (shared) group tension.which was a covert part of groups
(Goldberg, 1971). In 1964, Whitaker and L1eberman speak of a common group
tension consi§ting of three parts:. (1) the’' forQ;dden’motiVe e w1sh), -~
(2) the reactive motive (the fear)“and (3) “the resulting attempt ¢ B

., resolve-the antagonism between the wish and the fear. Group activity

is seen as always in flux. ' : . R .~—Lw~

v The encounter group movement was also stimilated by the establlsh—

ment by Michael Murphy and Richard Price of the Esalen Institute where

T such men 4s Bernard Gunther, William Schutz, and Fritz Perls experlmented
in a vanpiéty of new group technlques. The Institute represenfed/a '

m1x1ng of Eastern Myst1c1sm dnd Western Pragmat1c1sm. At Esalen,
Perls popularlzed the use of Gestalt therapy with, groups@ ‘ .

. ..
¢ »

The term "encounter group! originated from a phrase coined by -
. 'Rogers ‘He used the phrase "basic encounter group" to d1fferent1ate
the new_group treatments emphas121ng the exploratlon of feellngs in . .
~depth from thé traditional, earlier ‘T- -groups_ (Ruitenbeek., - 1970) . Rogers?
major contributions have been in the area of clierit- c7 tered group ,
.therapy and in the cencept of "unconditional positive’ regard." In o
1959, he establlshed the Western Behavioral Sc1ences Institute at La
Jolla. . “ e
While these hlstorxcal notes are not intended to be 1nc1u51ve, they
‘xare to suggest the kinds of th1nk1ng which served as a background for
today' s personal growth groups. : , .

3
w

From thése early Starting points and others, personal growth groups .
developed with increasing diversity. By the late 60's and early 70's; - '
novelty became the fashion with ,the -advent of tethnlques uch as massage, +
meditation, yoga, nonverbal mmunication and others. itenbeek (1970) *

* sees the start of marathon gigups~1n 1967 as the major breaklng away
from the traditional ~group methods wh1ch opened the way for further
.innovations. .. " .

-

% B, . Common“Factors in Groups
h v . b »
Burton (1969) fuggests that the d1vers;ty in contemporary growth
groups is.."morejapgarent than.real." In’reallty, what appears "to be a ¢
£¥reat variety of grbup prac ices is basically differences in emphasis.
A o-ers (1966) o See e dlver51ty ag having less substance than it
, appe . Glb- (1972) desprlbes the dlfferences in groups as follows:
' ysen51t1v1 Preg: oups streds the social influences; the basic encdunter
groups stres retrahle and valid giving of data; creat1v1ty-re1ea51ng
groups focud on body, mHowve pent.) sensory .awareness, and dance,, programmed

a».. groups utglize structured experéences or instruments; and Esalen groups,
_ associatgd with the Association for Hémanistic Psychology, deal ‘
experimgnitally with most of the above-mentiaged techniques. E

i S~ - #
’ . . N . .
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- »
oY n e . ] B ,
A Kaplan and Sadock (1972) make the following distinctions: -personal = \
. ~growth labs stress sensitivity training and member creativity; . :

'sensitivity training groups "seek self-awareness and understanding

of group processes rather than relief from an emotfonal disturbance;"

encounter groups are similar to sensitivity groups but they give greater
. emphasis to interpersonal relationships. .

. 0
» ! . )

Although various kinds of groups "differ in emphasis, most groups : \\\'
share a comon set of values for which they stand. Rosenthal (1971) ' \
describes these .as: ‘ T )

. ‘ . «

) oo - BRI N ¢
an open and unimpeded orientation to sensation . ' B
and feeling: the search and affirmation of genuine h
personal identity; the effort’ to achieve iinterpersonal . :
understanding through the acceptance of the feelings :
of one's self.and others as well as .through the
igsolution of interpersonal ritual 'and hypocrisy; the : ‘ s
AT imination of intellectual defensiveness as a barrier . T
- esmewea tO emotional insight and mutual understanding; the '
o 4M#ﬁhh¢ﬁw\f¥%eration‘bf affirmative $exual impulse and other
ﬁosig@?a feelings; the achievement of a richer awareness
of one¥§ affective potentialities, inner experiencesy =~
rsity of esthetic, sensory, and proprioceptive ° B . k
impulses; deep personal experiences of others; and the ) ‘
enrichment of compassion and warm, gemerous féeling toward q
particular individuals and to the world in general. -

In terms of theory* nd practice, while groups may stress one concep =
more than another, most/ growth groups show the influence of thé tﬁEﬁrist§’ff¢/ R
"mentioned above.s They operate primarily or ‘exclusively in the here-and- -
now, they creaté-‘some degree of leader ambiguity (members are responsible
B for £inding their own answers), they see conflict as central to group 4 éA@
| ., -~———funcfioning, and they focus on the explorations of feelings. © Rogers - ,
" ‘ (19¢6) cites the common-factors as: smallness, lack of .structure, goals
generated by participants, and focus on intetaction. Lakin' (1970)
e enumerates these: intimacy, senSe of %elong ngness, éUthen\icity~and e o0
) ‘trust, ‘and helpful feedback. Balgopal (1973).notes the sim?ha;it} of, o
most groups in.that they focus on self-awareness and: interpersonal infer- -
'actions in here-afid-now processes. LT o

¢
. P

“
€ e
-

. vt =" It. appears then fhat\the varieties of personal 'growth groups do . ___.. " ="~
’ _possess commbn characteristics. _ .
PP a N ) . - . Y .
. N 3 B o R
>~ ' C. Current Status of Groups - ° I -

- According to Schutz (1973), between 1967 and 1972, at least two huadred
growth centers using group methods developed. Maliver (1971) states .that .
~forty centers existed in the United States in 1967 ‘and one’ hundred sixty- .
three (163) in- 1971, according to the Association of Humanistid ?sychdlogy. >

. »
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S ‘ It MS apparent, however, thaﬁ%ﬁe;sonal growth groups have not on1y
.grown in number and vdriety in the-last five years, but they have also,
: changed in use.” Mych has been writteri to suggest that our society has’ ;
. changed, in such a-way«tﬁat the older therdpies .can.no longer meet the <:j>—*

needs of today's patients; dlskusslon of the social climate out of -

which generated ‘the need for encounter groups appears in Parloff

'(1970 1972); Rosenthal Q197l), Schloss, Slroka and Slroka (1971),

Rui tenbeek &1970), and Goldberg (1971@‘ o o ot

Gordon and L1berman (1971) trace the chang1ng ‘function of groups. ° -
In the 1940's, group leaders were viewed as offering bargains--therapy o
at reduced rates as opposed to-expensive. individual therapy During the
1950's, group act1v1ty became recognized as a separate entity. In the .
60's, group use broadened to educatlon, social work agencies, and "
mental health hosp1tals ‘ . .

ad

1¥‘. Personal *growth groups are used for a variety of purposes: today ' ;
and in a variety of settings (Harren, 1969). They are currently being °. o
‘\used in organlzatlons (Benne," 1964 (B); Blank, 1971; Campbell and " °
Dunnette, 1968; and House, 1970); in education (Fox and Lippitt, 1964), ’
\ in communities, with famjlies, as well as in the helping professlons.
Today National Training Laboratory, ‘Western Training Laboratories, BN
» Boston Un1vers1ty s Humin Relations Cénter and UCLAts~ TInstitute of > R
o Industrial Re1at10ns all use groups for\managernent. tra1n1ng (Parloff '
' 1970) \\\\ ‘
9 « 7 . @ ¢ - .
“Lakin (1972) descr1bes training groups which are usedvfor professional
.development in c11n1cs, for nurses, judges, managers, and executives.

3

- "/”/Part1c1pants enter personal 'growth groups today séeking different '
goals. They might be looking for fulfillment, awareness, joy, peace,
self-realization, emotional instead ‘of cognitive legarning, or any

I number of other goals Schofield (1964) suggests that today's clients
have "philosophical neurosis," that is, clients are often seeking faith,
meaning, and commitment. In effect, he says; they are ‘not the kind of
- patients who bring to therapists the kinds of patholog1e5311sted by the 1
American Psychiatric Assoc1at10n :

\
Ql

The new pérsonal growth groups are, as Burton (1969) describes . W
them, "psychotlierapy for those who are hot d¥seased." He says, .- & '
, "''encounter groups are now becomlng so preva1ent that they will sdon
R cons%mtute a secularized psychotherapy *for Everyman " If Fréud can’
be tHought of as dealing with the sick segment of the populatlon the
, cuXrent group movement dedls primarily with the healthy sSegment. Burton

" (1909) points’ out—that Freud never considered being fully hunar®as, a \ /' .
Agoal his goal was td help patients attain an existence above suffer1ng R
oy
,The fault w1th traditlonal mental health, accord1ng to Burton was

that it lacked touch with the communlty. , - e

7 ' "_.




> ‘problems typ1ca1 of our age.

Whl}e rt i's obvious that groups have :increased in popular1ty and that
they have proven to be valuable in a variety of institutional settings,
the function they are sexving is different from that served By traditional
therapies of the past. - .- s ‘

v . )

A It is apparent -that from the 1940's to today a major change in grou
tﬁerapy has occurred.

»different from earlier group psychotherapy in that they are not a

and they do focus on a number of new dimensions such as. feellng , and
//9/here -and- =now 1nteract10ns.

L1terature tends to show- that ‘the new personal growth groups posgﬁ
character15t1cs generally common to all var1et1es of contemporary gr pS./

. .

. These new personal growth groups respond t chang1ng condltlons in \
/sdclety, they are used by participants seeki new ways of coping w1th

£
’

These changes in group therapy hav
and training of group Leaiers. 4

.
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REVIEW OF LITERATURE

«

o ¥

1

~ the members and the leader 1n,thls relationship will be examined.

L1terature pertaining to the momber/leader relationship will be
plored in this section. It wil first.be demonstrated that, for
many theorists, the member/leadgr relationship is the group; it is the

essence of ‘the group, Some amp ification of the nature of the member/
1eader relationship W111 be g n. :

The 1ssues--dependency, cohpetence/trust hostility, sexuality,
and separation--which typicalyy dQVelop out of the interaction between
It
will be demonstrated that theSe issues are commonly agreed upon issues

which occur between the 1eader and the members. Some explanation of
how these issues emerge is provided '

- - . *

‘ Next, the 1eader S
Leadér affect in the-

{e in the relationship will be examined.
oup with specific reference to the issues of

F , AzﬁyMgmber/leader Reﬁationshipj

dependency, compete e/trust, hostility, sexuality, and separation
will be reviewed. t will be shown that leader respons¢ to his/her
affect and the g 'up § affect around these issues is crucial in the

L]

..

o

From consideration ofthe leader affect around these issués, the
1mportan¢e of leader responsé, and current training practices, a state-
ment of -the problen will be formuiated . . 5

-~ . ‘ -
Yy R N

s . . Lo
l’ .
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/ In General =~ . . ‘ n' e T
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One ‘of the earliest. atfempts to describe the member/leader re1at10n-
sh;p was made by Re/; (1942) when he delineated two tyﬁes of emot10na1
relatlonshlps exi tlng between the "central person" af memo/ns of a

L S
Gibb (19 P

pursuit of 'goal, the re1atlonsh1p of leadershlp and folldwer<

ship soon ecoyes evident," . & S

) 5a }f’"WhenQVer two or more persons interact in th .
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: B ’all groups. “The groug wants, . .o oY ;e .
‘ . " w! [ ’
o (l)"to express~the accumulated frustratlon of Jependency needs; <t .

P"1ncorporat1ng" the leader--"orally, symbolxcally, and rlterally "

(4). to take revenge upon the hero -and to break the hero's ;1e Lo pe
U A »w1th the leader; ° - ’ :
' “(5) ¢ to 'do somethlng that M1ght allev1ate the distress ‘ahd
' . ‘declining sélf-esteem 8T ‘the fiembers; and ‘. s .
(6] to either -reduce the leveF of sexualltg and aggression 1n N R
. the group or to add sensitivity to charismd 4s a way of ~'. N a
becoming a valued and central person 1h the.group. INET A ’
Mann explains that mast of the dynamlcé existing in the group generate from o
the leader's existence as an authority *figure who does not meet the group's' "
expectatrons o ‘ i . o
. . Y. * o ’ ' “ e . ‘;/./
It coyld be said that the leader's power is derived.from that which is A

* projected onto her/him by the members and by her/him refusal to accept -

A belief held by many group theorlsts--Grotjahn, (1972), Forer (1969),
Redlich and Astrachen (1969), Stein (1963), Whitaker and Lieberman (1964),

" Gottscghalk (1966) Mullan (lQSS] Slater (1966), Mills (1964), Lungren -
-’(1971), and Bennis and Shepard (1956)--is that ‘the essence of a perspnal '

growth group is reflected in" the working out ‘of* the relationshlp between .,

the leader and the members. . . , . .
Forer '(1969) says stimulu$ for the problems of the relationship begins
as the members want something from tho therapist » They attribute to her/ ..
him "special powers'" (Whitmanp, 1964). ' S/he is sometimes seen as omniscient =~ = 5.
and magical.” Many :theorists (Gottschalk. 1966; -pion, 1961; Slater,’ 1966) -
allude to the deificatiqn of the leader. One theory regardlng this d&&flcatipn""-
is that jt stems from member anxiety over the ambiguous way in which discus-
sions are held. Adoration could come from fear that an ordinary person
might see the member'’ s defenses (Semtad and Arsenian, 1951). '
. Another way of look1ng at the member/leader relat10nsh1p is expressed ‘
by Slater (1966). He sees.the grodp as being about the business of’

Transference occurs. "according to Gottschalk (1966),-as the leader
will not assume the gole expected of her/him.. A .struggle begins then ‘as
‘the’ .ambiguoys naturetﬂﬁ the leader role and the general lack of structure - )
frustrates the members. Issues 1nvoleng authority sobn surface. Gibbard, .
Hartman, and Mann (1974) see the leade¥- as taking on the position of L
"externalized 280 1deal of" the group‘" o ' v
S v . .. ‘t

Mann~w1th Hartman “and Gibhard (1967) descrlbéi some of the goals in-

~(2) - to maunt a successful rebelllon agalnst the leader{-in the .
+ interest of redlstrlbutlng his power more equitably;. ¥
(3) to voice_ the member’s grdW1ng fearg of be1ng manipdlated,u L.

that responsibility. Lakin (1972) theorizes that the member's pqsition
of ‘dependency generates the tension and-confllct which creates the poten-
tial fq¢/?2arn1ng.‘ - o , .

’n
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The Issues: ) .

~ When one,examines the member/leader relationship closely, it becomes
apparent that certain issues typically surface between leader _and members.
These issues are the dynamics qf the working'out of the relationship and
aye noted by all theorists who focus on the member/ﬁeader relationship -

n groups. For purﬁosqs'of this study, these jssues will be called ' y
"dependency," 'competence/trust,' ! ostility," "separation,'" and
"sexuality." Each of gthese’ will be considered in detail.

LA

DeEendenEz. The e étenCe'of"hemBer depehdenéynéﬂﬁfﬁgjf ap~-leader
has been recognized numerous theorists (Forer, 1969; Gibbard, Hartnan
and Mann, 1974; Bion, 1961; Benne, 1964 (A); Bach, 1954; Horwitz, 1964;

Slater, 1966; and Harren, 19£9). , . o

Tuckman (19%5) reviewing studies: of traiming, laboratory, and '
therapy proups noted the.existence of dependency of the leader in all
groups. * 0 ) ) .

Hartman andg%%hﬁgrd (1974) describe this. dependency as "symbiotic
relatedness" sugfésting, as Hinckley (1951) has, that groups expect the ’
leader to take on a parental role. “ . ‘

. .

R. D. Mann (1966) suggests that the members' dependency i's a
reaction to her/his initial'anxiety ‘and resistance to being in the
~group. - Similarly, Slater- (1966) attiibutes dependency to the fear
ofrdloneness and ‘responsibility. Members look to the' leader /to céntrol
their anxiety (Mann, 1966). ' _ - : .
v ° . . - W;.‘ E(
The attribution of "special powers'" to the leader and the deification

. of her/him are part of the dépepdency’issue in groups. This. aspegt has -been o

noted by Whitman (1964), Gottschalk (1966), Bion (1961) ; Slater (1966) and
Seldman, McBrearty and Seldman (1974). " ' - <

w ot
.

. Some theorists suggest that estimations of the ledder.are reldted to®
dependency.needs in the members;~.for: example, highly-depéndent members’ ~™°. .
Iwould'te?ﬁ to” strongly. deify the 'group 'leader dman, McBrearty. and -
% 'Seldman, Mio7ay. - e . 7 A
A et

[}

. N . - : ., -
PR b * ¢ D p/ » - . .

.~ Competencé/Trust. Closely related to the issue of Heﬁbﬁﬁéncy isdthe'J
issue of the membérs' questitin of the' leader's competence, the members’
trust -of the.leader,- Gibbard Hartman, and Mann (1974) note the
ambivalent nature of the dependency and the ambivalent feelings mem«

: bers ggp%riénge toward the authority figure. Yot !

e e 2 oo < e a . 'm". g ; »
. thnson‘(lgeé)‘believes that trust is the first issue:in the ol .
formation of aiworking r?latéonship‘ - e

. ™ * * 3‘ "" . 2 . »

~e w .t
3 B




e

L)

@

”

.on the® leader and .the deification &f her/him will lead to her/hls
Hecoming a "fals

" their affection and esteem for the leader are ndt returned

] a

*the cathartic effect of the revolt. s \

‘the revolt as a test,

Slater (1966) recognlzes that members question the'leader s .? ¢ U .

COmpetence( He' attributes this mistrust to tHe member's feelings -of

dependency Mann (1966) theorlzes that the attack on the léader L )

whlch occurs in groups has a competency questlon re1ated to it. S o a
Other theogists.who recognlze the issue of trust and competence . '

in groups are Barnett (1973) Rogers (1970), Egan (1970), and ﬁhbb L

(1964 " and‘1965) ’ . 1 . .

. ¢ ‘c, *

OStllltz As earIy as 1949, Freud was recognlzlng
of overthrowxng the.apparent source of power in groupsi--
"murder of the chief in primal hoxdes" as possibly pres
re1at10nsh1ps . s . .

wrote of .the ,
t in therapeutic .

It.is 1nev1tab1e, accord1ng to Slater. (1966), thdt theqdependency - W; ‘

od." This feeling of dlsllluflonmenf causes the o

leader to become tﬁe object of group hostility and revolt. In fact, : 3

Redlich and Astrachen (1969) assert that much of what lappens.in a- * T
group emanates from the members' desire to take over the 1eadersh1p¢

In Mann's study (1966) of group feellngs toward the leader, he ‘ ) .

" described the hostility as stemmimg from the members' feelings when. .

Similarly,

Bennis (1964) describes a time .of 'counterdependency" in groups which = T

comes abodt when the leader does not meet.member needs. He notes ;

iy '

From this revolt the group members take~on some of the power of o
the leader (Hartman and Gibbard, 1974) Wheh he describes member ‘
disillusionment with the leader, Bion (1961) alludes to this same
phenomenon. Subsequently member's pair into dyads where” they.hope
fér a new: 1eader a "messiah," to appear.

Theorists such as Slater (1966) generally see the value of. the
. revolt coming from the members' recognition of their dependency. Mann
(1966) suggests that the attack on the leader is more ‘than a reactidn - ]
to the frustration of the ambiguous structure df the "group. .He sees '
""an activist surge,'' as he calls 1. - - RV

In essence,vthe'members in. revolt demonstrate both their Erowing
independence and their 1dent1f1catlon with the leader (Sla er, 1966); I
(MlllS, 1964) \

Sexualltz Slater (1966) asserts that if tkprb'fs no attack on ‘the - “ ’
déaderrin a grotip, there is little sexual energy)\among the members. While C
Slater suggests that one cannot differentiate between the aggre551ve and’

_ sexual feellngsntoward the leader, many theorlsts\(Mllls, 1964; | \
Powdermaker' 1953; Semrad and Arsenian, 1951; Whitman, 1965; and Hartman

and® Glbbard 1973)*refer speC1f1calltho'the sexual aspect of the member/"

leader relationship. N . . -

.
% ‘. . 0y




‘ It is frequently asﬁerted thit members want the 1eader'to her/hlmself L
(Wh1ta$en-and Liébermarf, 1964; Mills,.1964; Semrad and Arsenian, 1951; . ./ {°
ﬁ') Slater, 19665 ﬁlaborftlon on the nature of members’ sexual fanta51es . ;
P in groups has ‘been dong, By Hartman and qupard (1973) . , .

o Pn 1974, they theorjze that sexual feellhgs stem from the’ grouR s ¢ ,', -
revolt 'against the leader anﬂ the group's tak1 g on Qf the 1eader s s /4//

w power. . ., . RO . . 7

., -’ . o« * * oL L

oLt ’ Slater (1966) concurs &1th Maslow (1963) in reEogniz1ng the T

e - erot1c1sm~connected ‘with'the - transmission of knowledge. Slpﬁerr atso e

. '*;c poants out the sexual gratification associated w1th dependency . BN
- . ‘. & L . ‘, G’ R "‘

. §§Earat10n. Se aratlon is widely acclaimed as an important issuye. . o

in th member/leader relatlonsh1p (Dunph& 1964 and 1968; Mills, 1964; .S N

i . Coffey-et a1.,’1950 SIater,‘1966 Mann, 1966 and 1967 Schutz, 1958]‘

. ' Mulla and Rosenbaum (1962). con51der tHhis 1ssue as the most J - o
Y. impprtant one in the member/leader relationship. ' They note the, '

finali of separation and/the risk 1nvolved T v
Slater (1966) alsp g1ves the issue of séparatlon promlnence,. ﬂe '
. conceptualizes the entire history of a group as dealing with separatlon .
- First the group must sgparate from the 1eader and then members must - - / '

‘ separate from the’ group. , N P

.~ '\ ) . a. ' .

Although separatron is be11eved by maﬂy to be an 1ntegra1 part of ;
the grdoyp process (Yalom, 1970, Mill, 1964; Mann, 1966 and 1967; SR A
Dunphy, 1968), it is one of the less understood issues in thefmember/ L
1eader re1at10nsh1p (McGee, Schuman, and Racusen},19727 T L

~n ’

In Mann's study (1966) in- whlch he traced member fee11ngs toward . ...
their leader throughout the course of thegroup s - existence, he descr1bed A
the final period as-one in which the members: expressed a feellng of lack ’
* of closure. The members requested "absolutlon and love" from the leader
in one final .Attempt°to gain speclalrrecognltlon from her/him. et

4 . ! .
. + , ‘ )
a . . P ., , .
5

" - - o . B )
> . e . .
Summdry : . | L L .

»

. The data exam1ned thus far suggests that the member/leader re1at10n--
s - ship is central to personal growth groups. There are identiFiable issues
- which emerge An the working out of, the re1at10nsh1p These authors enumerate

these issues as crucial v ,dependency; competence/trust, host111ty, , .
sexuality, and separatlon. ‘ .

6The 1eader s role in the working out ‘of the ‘relationship with
. part1cu1ar emphasis on the above-mentloned 1ssues will now be considered.

vy




Gibb, 1969). Stroh (1958).calls issues related! to the role of leader

- experience anxiety,- identity confusion, and tra

~“expectations. _Thomas (1969) points out tiat-the leader's feelings

" (1955) wafns leaders against-allowing themselves to feel omnipotent

" position (Egan, 1970;

Rolle gf/{; eader

. . . . . _,l/ . '.,.':f .

Before consideri eader affect regarding}ybeaspecific issues ip~" "i

the member/leader refationship which ﬁi;:GEQHme‘gtéd above, it is-important
hshi '

-B.

‘In General

to consider the der role in the relati in generaluf This con-
‘sideration is important because it dembnstratés|that leaders participate
in the therapeutic process just as members do. : o :
o - i . ’

Many theorists support the idea that leaderg must deal with some _
of the same issues which confront members in grpups (Slavson,™] T
Lakin, 1972; Beukerkamp.and Berger, 1958; Mullan, 1955; and Gipb apd S
as "master of ceremony functions" as opposed to| those functions the
leader serves as a member. He explains that me bers and leaders

sference.

by many theorists (Mullan, 1955; Loeser and Br »'1953). In fact,
Slavson in 1953 and Hadden in that same year expressed belief that
countertransference is more important and more jcomplicated in groups .
than in individual ‘therapy because in a group the leader can be confronted
by all the 'significant people from her/his“pasti. ' ‘

. R

The concept of countertransference in grougz has been discuSseg b,
th '

"In effect, then, what ‘goes on in a ggoup is that the leader .
experiences similar affect and is asked to model for the members the - \
kinds of behavior believed to be”therapeutic (Lieberman and Whitaker, .

1 964) . B ‘ \i ey KS@; ”2,.;::'1 » ) > S —
The  Issues : ' o / oo EE
~ // . -’ ' ‘ P . ..> . . ’. ) : ' ot

, The issues dependengziggompeféhne/tr_st, hostility, sexuality,. - . .-
and separation, hgyg<§? cial significance for the leader, then, just as o
they do for members. L _— / . . .

¢ . :

P {’/ . . - N -;'/y/—
'éeﬁdencx. Much: leader affect related -to thewmembéf71eader
relationship stems from'the leader's attempt to.-live up to member

are often related to those of the .group. ~If thke members expect-a
got1like leader, the leader tries to live up to that role. Mullan

or allowing themselves to become viilnerable to other feelings emanating
from the members' transferences: - '

e R
- e

- If we assume that rgig%,ghqvior needs to be aﬁ%idéa by boih members
and leaders, the leader-fust be willing to give up her/his favored
tolTer, 1969). . ! :




Mullan 55) says that the theraplst's statUS ‘which cbmes,from projected
,attizgd s and transferences is the- "mOStwﬁofﬁidabl//obstpuctlon to status

within the group "

Beukenkamp and
- by member de

s»on leader needs whloh are gratified

1. The-miéed td cure which-is related tggthgﬁﬁeed to be
"“omnipotent (Slavson. (1953) calls this "aim detach-

ment  countertransference'),

The need to be.ifi control,

The need to impress the grpup with skill and’ competence,
.. The need to feel knowledgeable :

SN

Seldman, McBrearty and Seldman S study (1974) of deification of the
group leader suggests that perienced and untrained leaders receive
a great deal of gratlﬁmeﬁtlon Tom member dependency and deification.
The highly positive, feedbaok Seﬂuces the leader into overestimating
her/his own ab111t1es,/fw oy .

BV

...... - bompetence/Trust. Gibb ‘and Gibb (1969) ‘have focused their, attentlon/ o

on the kinds of fears leaders haveé regarding their own competence as
leaders. They. list.fear of losing control, feair of ‘not knowing how to
respond, and Fear of doing the wrong thing. Lakin (1969) adds that
leaders fear the group will discover the leader's hidden‘fear; such as,

her/his fear that s/he is 1ncompetent. Kotkov  (1956) .enumerates’:
51m11ar fears ‘ o i S '

o

B3

It is'difficult to imagine a.leader who does not fear that s7he
may not know what to do if strong emotions erupted in her/hls group
“(Lakin, 1972) )
Jones et al. (1971) assert that no 1eader is immune to fee11ngs ‘of -ﬁ
insecurity and incompetence. S/he may fear the demands placed on herf—
him; these demands may be heiglitened by the group's consensual power-

Leader feelings of vulnerab111ty and threat are also noted by Whitman.
(1964).

Leaders often derive their sense of competenge f nvthé success -

~or failure of their groups. If a group is not prodQctive, the leader
blames her/himself. If s/he is facilitative. s/h sees her/himself
as a good leader (Lakln, 1972; Saretsky, 1972; “et all, 1971)

While it is Epparent that the leader gains grat1f1cat10n from the ’
growth of the members of the group and that s/he satisfies her/his own:
needs related to leadership (possibly status needs, according: to Lippitt 1,
and Thls, 1967), much of the behavior on the part of the members and t'ef“

- leader in groups is based on role assumptlon ,"Gibb and Gibb_ (1969) '
point out that both members and leaders must’ move away fry

dysfunction of roles. The 1eader, then must. functlon aga member and
resist role behavior. ' :
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\ﬁylnfluence on the group.;

,theraplsts and theraplsts are patients. R ¥

competence. 0'Day found that leaders tended to i

“The first trainer showed signs ofx

‘negative perceptions of the leader.

P IS
~

b; § ‘ ¢ l“ 7 e
?g;laﬁ (1955) concurs; he stxesges the 1mportance of the leaders'e/,z///

getting out of his fixed role. In fact, hé believes that patlents §;

0'Pay's study (1974) of Natipnal Tra1n1ng Lgboratof . up tapes
sheds some light on leader reactions to issues &nvolvf leader
e or dismiss-
member complaints about leader ability. The leaders appeared to be -
more concerned with' those actiyfties whith demonstrated that members
had learned a lot. Leaders*t“self-disclosure was. often used in an”
attempt to justify lead:
And finally, O'Day
measure of the1r, ompetence. -

L \

Host111tx. Several studies reveal leader reactions to hOStlllty —
in thelr groups. Mann's study (1566) of the member/leader’ relat
ship in'a group, of students in a social relations c1ass*sho
leaders paid attention to. feeilngs they (the leaders) t
He found that leaders often did not hear hostile feelings directed at
them and that they became defens1ve to suggestion$ of thelr hidden

1

" Powdermaker ahd Frank (1953),made/cb ervations similax to Mann.
He .attributed leatler "blind spots" to sit®ations where both patlents
and doctors have-the same. neurdtic reacti .

—

Tannenbaum, Wechsler and Massarik (1961) sﬂudled two we11 knowh ’
trainers and their reactions to host111ty toward them in their groups.
fearing hostility and appeared to
-encourage it as.a counter reaction. The other leader 1ngrat1ated,h1m-
self 'in face of hostility. Both avoi ed” emotional situations
_‘/‘ ¢ Y

O'Day s study (1974) suggests 51m11ar'response on the part of the
. leaders. He found that member/leader ho ility: was a difficult issue
for leaders to handle. Leaders tried to thange orf negate members'
Leaders, it appeared to 0'Day,
qnlted with members 1n trying to 1 hostility.

{ w

0£Y' Slater (1966) po1nts out that throwing off hast111ty is an

zutomatlc response. Leaders easily deflect the host111ty from them-
elves onto. other members or deal w1th it by be1ng sllghtly punitive.

-

— .

.« The leader-response to the 1n1t1a1 hostility expressed toward her/
h1m is crucial (Mills, 1964) beé%use that initial hostility is what
_dnites, the group (Semrad and Arsenian;, 1951; Dunphy, 1968) and generates
participant acceptance of respon51b111ty in the therapeutlc process
(Lundgren 1971).

Powdermaker and Frank (1953)'attempt‘to explain why the leader's
response to the hostility is so important, They say that the leader's
. L N , . f‘ .

A

t

ed to support.

¢

L4

-

g ‘behavior rather than to benefit the members. B
nd&that leaders used member involvement as a R .

-

-




o o 2 y . . .
«Teaction is ﬁﬁ?ﬁ??fga"EEE§E§éftherpa¥iants.look~to her/him as a model.
* ' 'So the leader can heighten oifdecreasé'the\ef ts of the hostility.
The hostility, then, 1s only useful if the therapist feels secure -
- enought to accept it and help the participantssdeal with it. .
. p .

.. Some empirical data on the importane® of the leader's response
to the hostility exists. Mill's study (1964) using twelve groups at .
the Yale Interaction Laboratory, Lungren's study (1971), .and Powdermaker -
and Frank's observations (1953) of group leaders, all confirm the
importance of early interactions between members and leaders and_the .
- leader's role in ,the usefulness of these interactions. In Lungren's
' study, those leaders-who reduced the early tensions were less’
. facilitative. ‘ ¥
Much is asked, then, of the leader. S/he mus .a-high level
of tolerance for tension so that s/he does not prométe prem re
: closure ‘in- the name of ‘personal comfort (Whitaker and Lieberman;>1964).
; = S/he must also show the group that s/he has a high level of tolerance
: for confrontation, that s/he has the capacity to handle confrontation
and to use it effectively (Mann, 1967). Sometimes, in fact, s/he must
rechannel negative, hostile.and projective feelings toward Aer/himself
(Tannenbaum, Weschler, and Massarik, 1961; Mills, 1964; Seﬁé;d‘and ;
Arsenian, 1951). T

[

ON final source of difficultxiiﬁ the leader's handling of the
hostility in her/his group is thdt often the hostility is not .expressed
directly. So in addition to-using the hostility effectively, the leader
sometimes has the task of-tecognizing covert hostility as well (Powermaker
and Frank, 1953). .

‘ “_Sexdalitx.' Very little has been written about the lea er's role in
-"the issue of sexuality in a group. :

Powdermaker and Frank (1953) point out that the leader's response
to the Sexual issue is often a problem because the ‘issue of sex is often
a problem, for the leader her/himself. Often the leader does not discuss -
the issue because of her/his own anxieties related to sex. ’ un——

J , Some mention of the effect of.same sex or different seX°QStween s
member and leader has been made. -Mills (1964) says that différences
in Sex reduce the leader's ability to respond properly and inhibits the
member's -€xpression of hostility. @

fPdeermgkerfand Frahk's observations (1953) showed that in male-led
7 groups the leader was accepted as leader while in female-led groups there
= was a constant challenge of the leadership position. '

o« - °Evidence of leader difficulty in resisting the seductive nature of
: leadership is demonstrated by, Paul's (1973) suggestion of the need for
. "o . \

o

’
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an ethical code for group fac111tators. He p01nts out that members often |
exper1ence sexual feelings toward leaders as a result of leader status -

in the group. Paul sees the leader's succumbing to this seductlveness

as ”se1f—serv1ng and self- deceptlve."

SeEaratlon. Literature pq&talnlng to the leader's role in S °y
separation suggests that sometimes leaders confuse their own needs LT
with those-of the patient and thereby prolong auﬁember s Eaiflgigag}gn- LT e
or a group's life (Mullan and Rosenbaum, 1962). . . Rt

It is clear that the leader's feelings enter 'into the separatlon
process. It has been said that the quality of the separation’ is - N
contingenf upon the leader's actions and attitudes toward the issue. ) ‘
Current evidence suggests that frequently.the issue of sgparatlon is
avoided by therapists because of their own discomfort with it (McGee,
Schuman and Racusen, 1972).

One source of dlscomfort‘;n the separatlon process for the leader
may be the denial behavior on ‘the ‘part of members which is'usually

assoc1ated with separatlon. . . n : :
Often groups regress neE;;%%e end and renewed hostility develops .

as a distancing device (Mann, 1966). It is also at this time that
members usually acknowledge openly what the group has meant to them .
(McGee, Schuman and Racusen, 1972). . g .

_ Yalom (1970) describes the 51gn1flcance of separatlon”for the
~’Ehe‘ragg,.sotﬁﬁ«%{"s""y“v’”ll as the members:

THe therapist, no.less than the patients, will | °
A4h1$$ the group. For him, too, it has been a’ . i
~ place of anguish, conflict, fear, and also of g T,

.great beauty; some of life's truést and most S,

poignant moments occur in the small and yet '
l //( limitless microcosm of the therapy group.

"While the focu$ above has been on the issues enumerated in the working , - .
out of the member/leader relationship, -the data suggests that leaders are, * ~_ ¢ *
in effect, like members of the group and, as such, they are faced with .
many of the same problems members face. . . .

o

"
o >

The 1eader3'khen, just as a good member, must be w1111ng to allow<, R
her/himse nown beyond her/his role. This requires that s/he
_ =Pe~dwWare of. her/his #mmediate experiences and that s/he will be w1111ng
=" 10 share her/his feelings (Thomas, 1969). In effect, the leader is a
. member and more than a member because s/he must serve as a model for the
therapeutic process, a process experienced by both the members and the
leader (Stoller,. 1969; ‘Yalom, 1970 Jourar, 1971 Mowrer 1964; Rogers, .
1970; and D1es, 1973). 23 N : .
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) Summary : o ‘ .

‘t

. e . . .
' .~ prepare leaders to meet.fhs needs outlined above, it is necessary. to

. in personal growth groups and its efféc£<gg\;hg leader"STote will be.
considered in order to show that leaders nee .a‘d%%{iiint kind of
PSN\

/ . . '

L+~ " Just as members, enter groups in a role-definedr;anner hoping to have
itheir needs fulfilled, so do leaders. Mullan (1953) yiews .leaders as
using the group to fulfill one of two needs: either the group serves
kzldistract the leader from her/himself or the group is .a vehicle before
he leader that s/he can use for teaching, demonstrating, etc. Mullan E
#elieves these needs exist in all leaders. ' = .
\ X po ‘ . _
| Loeser and Bry (1953) describe the way in which the le%ger' entire
Eersonality can affect the group. He suggests that often théﬁﬁgtients
ho fail do so because of the leader's countertransference, her/his
identification with the patient's problems, or because of hostility
which the leader hides under excessive, permissiveness.

Much recognition has been given to the importance-6f leaders not

- using groups to fulfill their own needs (Lippit nd This, 1967;

~ Gottschalk, 1966 Mullan; 1955; and Stoller;1969). Montgomery (1973)

not only points out the dangers of 1 Ts who function out of their -

own needs alone, but he also que‘fiGﬁE—Haﬁ—ﬁﬁEﬁf§éxf=kﬂe edge one "
can reasonably expect of a leader in this regard. | NG * A
| . o . :

! © ., N . i . . a
On the other hand, evidenc demonstrates, clearly that leader

Pl

response and behavior does make a difference in groups (White and ’//
Hippitt, 1953; Cartwright and Zander, 1952;'Fie1deq, 1953). Warkentin
1969) says the '"leader's inner dynamics dominate-the“tone of the.group
hroughout,t'— ' - ~ e R

| It becomes apparent that (1) the working-out of the relationship

between members and leader is crucial to facilitating growth in groups;
Eat (2) leaders are ‘influencéd-by this relationship as much as, and

in much the same manner a%, mefmbers, and thats (3) 1eader§ determine
the extent and the kind of use which will be made of this working out

, of the relationship. e i : .

LY

0 - % B - .
+ An’examination of current thinking on the training of leaders .-

t

" 'will reveal the. extent to which current training practices grepare’

leaders for this task. , . ﬁ
d v - : .

@ o

e .

rrent Training

B Y-

PO ,5;29”7‘ il \ o v :
,jﬂ*ﬂﬂiﬁlprder4%gideterm ne the egtenf’f5<;E{Zh'current training procedures

e

.examine several aspects of tra&ning. First, the influence of change

trainirng from that used for more ‘traditional grou It wi so be
used to show that there is a wide range of views existing today regarding
‘the proper training of leaders. B . .

. . .
»
3 ! . " 'A
. . N 4 .
, .
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While there is some disagreement about the kinds of experiences. i
- most beneficial for training leaders, it will be shown that many ‘
~ theorists advocate some. didactic input regardlng personality theory,
‘\\psychopathology, and group process; experiential inplt from ‘
‘wart1c1pat10n as a group member, from co- leading, from leading with

Changes in t
question the k1nd’of raining necessary for group leaders (Dles,A1974
70). ‘Previous ways of leading oups--Burton
<com1nngrqm a "medical model" A-are not‘always

K

emerge today. Today leaders come from not only a variety'of academic
areas such as social Jiork and\education but also many are liymen or

clergymen. Frequent (reference \to sg -app01nted leaders is made .
(Parloff 1972; Bach o '

Loe

S Lakln (1969) asserts that lead“s are not as well trained today
as were, earlier, ‘traditiomal group\leaders.- Schloss, Siroka and
Siroka-«(1971) also ~acknowledge a vlack\of proper tra1n1ng of leaders. -.
In fact, .it is often assumed that no't aining of leaders is necessary
or that part1c1pat10n in a group led by a noted leadgr is suff1c1ent
training.

8

“~ [}

Today, it 1is poss1ble and sometimes acceptable for the leader
lnot to be the most knowledgeable member of the group. . In these cases,
as Anthony (1972) and Grotjahn (1972) point out, the value in leader-
ship might be that the léader be the most open and honest member rather
than the most knowing: Another assumption questioned by Mullan and
Rosenbaum (1962), for example, is that leaders only need to be ‘able
to do’individual therapy in order to be effective group leaders. _ .

. N\ - : .
Whlle some practltloners appear to. have a casual att1tude toward
training leaders, others point to" lack ‘of proper tra1n1ng as hazardous »
. and related to the casua11t1es which occur in groups.s_Maliver .(1971)
views leader competence as’a central issue in assessing the Jhazards in |
groups. R\study of encounter group casua11t1es cbndueted~b{>Yalgm~and 7
Lieberman (1971) -demonstrated that various leadership s

s resulted
>’in"a greater probablllty of casualities in groups.
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of proper training‘of'leadefs for avgdihg casualties«is alse asserved\"
by others .(Bach, 1968; Parloff, 1970).- :~ . - Y

.
%

The advocates of training vary -in their positions on cognitive
- versus experiential training. Theorists such as Johnson (1972),- - o
Schein and Bennis (1965), Whitman (1964), and Jacobs, et al, (LR73) *» — — -
who 1list almost step by step procedures in 'sych areas—as .confrontation
and who describe how and wher. to. perform cgréaiﬁ’behaviois--ean be '
seen as advocating cognitive learning as a way of increasing an
individual's ability to lpadﬂgggaps.’ o -

. I N -
Massarik (1972)-might be considered a spokesman for those who
stress the experiential. He suggests that the transition from the
theoretical to the applied is a very complicated one and knowlelge
for effective (leadership .comes' from an extremely wide variety Qf)
academic areas; such .as psychology, philosophy, énthropology,'or :
from non-academic areas; such as, massages; yoga, and exeicise. He ,
concludes that the effectiveness of the trainer rests, in the final - .
analysis, on her/his humanness but that some conceptual knowledge, . -
training experience as a grouﬁ member, supervised training and technique
training are.also needed,, - . L " ® , P

The growth away from didactic training is-apparent in the move *
by the Annual In§titutes sponsbred by the American Group Psychotherapy
Association. They are proceeding almost entirely in’ experiential group

. Pprocesses .today (Parloff, 1972). o :

. : : \

Of those advocates of a combination of cognitive and experiential
learning, Lakin's (1972) description of the necessary training for a
group leader is typical. 'He recommends that a leader have experience

as a member in two groups, observer in five groups, a co-leader in five
groups, a leader in five groups, a participant in seif-study, and a

- supervisee. . ' ~

a
-

'S » . . s . . X . (
He also points out thgt membership in groups is not syfficient a
traindnig; emotional maturity. is necessary. .- s

O

‘,/’4%)(/ Theorists such as Rogers (1966 and 1970),5Grotjahﬂ‘§1972), Burtén
(1969), and Mann (1966) all point out the.need for'personal growth
on the part of leaders. Lo ' ’

Ty Y

A S . : o '

o Some theorists who recommend experiences as a group member - for'-
trainees have the therapeutiC'effects-iﬁjmind.',Stein (1963), advocates -
membership in a group for ‘trainees to lessen inhibitions and resi§taNCe§
and to increase_one's self-awareness. - o -

v | M
S

Stein (1963) surveyed fifty-four (§4j American Group‘ﬁsychotherapy
Association members who were authorities in group psychotherapy and. who "




ctive in training leaders regarding their views of proper training
progedures. 'Of the thirty (30). replies he récgived, all believed in the
ortance of understanding.dynamics and psydhopathology, and the need
-observe 'and’ participate in workshops. Most felt personal analysis.

as not necessary/but was desirable. "While thére wds. disagreement about
eriences as a group member, those who favored it thought
trainers would@ have an opportunity. tgwotrk out tension difficulties
in such area$ as authority aaf”pger’relatlonshlps and to have an

/ to exper1ence wh

Semrad and Arsen1an (1951) represent theor1sts who advocate ..
participation in groups as a trainifig exper1enc for - leaders. Whlle
Ruitenbeek. (1970) agrees that partlclpatlon 1s j
that it is not enough. Wile (1973) has a’simifar point of view: As

. -a groyp member, a trainee can gain confidence, i '
and added belief inm/ the strength of group members,ybut W1lelpo1nts
out, learning to be a- good member is diffefent from léarning to lead
groups. As a member one is uncritical of her/his own att1tudes and”

. sensitivities to others. , v o . _—
i caNe \ . . .

Awareness .of transference and countertransference is also important,
as well ds general analytic and diagnostic knowledge. Cohn (1961)
points out that while recognition-of countertrapsference problems has
increaség/ adequate training spec1f1ca11y relevant to th1s issue has,
‘not existed.. She believes most 1neffectdve responses gnthe part of
,well-trained leaders can Be traced to countertransferénce problems.
Gottschalk (1966) appears to concurs stating that participation in a
gyoup does not teach a leader enough so that s/he will not act in ways/
harmful. to the participants..

L, . Most, programg developed for §2£:31ng in a particular group method
such.as National Tra1n1ng Lﬁbora Ty, psychodrama, gestalt,/and theme-

in pensonal growth groups as part of the1r training..
Some re;pondents ‘to Stein's questlonnalre (1963) regardlng tra1n1ng :

procédures suggested that membership in a group had limited value for
trainees because trainees are not really free to deal with their
feelings in that environment.. They questioned therapy in a training
context. Lakin, Lieberman, and Whitaker (1969) have a similar point

2 .of view. They p01nt out that while trainees may experience the member
role and the group's social system, they are not patients, they are not
as troubled. They also suggest that it is possible that trainees might -

£ become too involved in the group and, therefore, would not be able to , -
distance themselves enough to learn about. groups this way. . ooy

oA

.

‘ Lakin, L1eberman, and Whitaker seem to summarize the areas des1gnated
\\**< by most theor1sts as necessary for tra1n1ng group leaders. They suggest

- , , 2 7

»

atlents felt. e
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that-leaders need to Rnow thcmsel es--their own, needs, bheir fe /; of the
group,” their style of . therapy--and they ne¢d to know some theoretical
elements--how group therapy differ$ from individual therapy, how one
.13 fhc111tat1ve how change oCcu ..

. 4 -

v It seems’ apparent then that there is a speclfic training that is
necessary for preparatlon as a group leader and that it differs from
that which is necessary for preparation for 1nd§y1dua1 therapy (Mullen
and. Rosenbaum, 1962).

P :

There has been very little reference made to how a leader is
traaned to deal wWith the worklng out pf\the.member/leader relationshlp
‘in groups. Some allusion is made t4 the kinds of skills needed, however.
Somo state. that the therapist must know her/himself well enough that~
s/he can control and use her/his countertransference {Grotjahn, 1972;
Ruftenbeek 1970): Lakin, Lieberman, and Whitaker (1969) point out
that in addition to’ being aware of her/his own feelings, the‘leader
-needs .to -know about the power of consensus in groups.°

In attemptlng £o" ‘help leaders cope with their own affect' Jpnes
et al. (1971) 5suggest leaders need to “have greater knowledge of this
issue, need to be more aware of ‘their own vulnerabilities) ‘and need
-to -know techniques to, deal w1th these, problems .
« * Bach (1968) describes ﬂhe effects of poor tr//ning on leaders of
marathon groups.. He.notes that these leaders ten resort to_glmm1cks
and games. ) e '

-~

Blank (1971),not1ng the problem of leader needs and the1r 1nterference

with group needs, ‘points -to training as the answer.
. Relevanttralnlng geared toward filllng spéclflc

obJectlves is at least a minimal guarantee that"the lea

is not working out mere}ly his own needs of his loneliness

or satisfying his vo;;ﬁifsm, exh1b1t10nlsm, or desire for

powér--that he at least recognizes these needs apd is

channeling them con truct1ve1y in the serv1ce of the

1nd1V1duals who maKe up the group : .

L I 4

Important work on specific training for .g¥oup leaders has been done by
Ruth Cohn (1961 and 1965). She addressed herngf to the questlon of the
~emotional skill of the leader and how it can ‘be developed”in groups.
According to Cohn (1965), it is necessary teach leaders to use their
"subjectivity objectivity.”" In order to do this, «there.must bé ""reduction
of neurotic fixations . . .’and an 1ncrease in ‘intuitive skills.”

-

Cohn points out that a1though tra1n1ng leaders in emotional skills '~
has generally bgen doﬁ in personal ana1y51s, the tra1n1ng has been
1nadequate because group leadership is a unique situation and, there-
fore, requ1r s unLQue training.

o /'.,)
/28
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Summary . a ' ' ® ' . . .
In sum, the leader must know her/himself in the context of the . ’
personal growth group; s/he must be aware of her/himself as a leader.
Exploration of current views of'training‘shows.that the nature of
training is in a state of flux as a’ copsequence of the new role of
groups in our’ society. Many general kinds of experiences are enumerated
as being necessary for trainees; for example, dida¥tic training, "

experiential’ trdining and self-study are all recommended. . .y :
v . . . » . - qa . o 3
H ' . : . - L) " " . o
e Whén one examines literature on the membei/leader relationship, - .
on the other hand, theorists stress that the relationship isprimary
and suggest’ that the leader's role is,crucial. Although théorists ° =~ o

" point out extensively the kind of damage leadeis can do in dealing
with this issue dnd the ways leaders can be éffestive.ii dealing with
the member/leader relationship; almost nothing appedts .in the-litérature ~
. regarding .training specifically focusing the trainee's attention on the . .
issues rglated to the working out of the member/leader relationsHip. . a

* " Ll

»
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' * The literature examined thus far Suggests that personal growth groups
have nog only increased in popularity and in use in recént years, Hut tHey
are aldo different from traditional groupmpsychotheraples. Among other -
sim11ar1ties -existing dmong the varieties of these groups, both/the .
., theoretical and empirical data place a great "deal o 1mport nce on the.
member/leader relationship :as the essenge’of the t erapeutic process
in- personai growth groups. Theorlsts emphasize the* (4 i'e djmen§ion
: - of this process and expound the importance of tha/iea V'S responsé
the 1ssues generated as the relation§h1p is wonked t. -,
¥
The role of t&e leader in pérsonal growth groups has changed as the
functior’ of the'groups has changed Today many believe ‘that trainlng Y
specific to group, leadership is necessary; these authors add that )
tra1n1ng specifié¢ to the member/leader relatlonshlp,ls one kind of
T spec1f1c group 1eadersh1p training wh1ch is needed. ;

X !
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Statement of the Problem

: The purpose, then, of this study was td‘Ereate 51mu1at10n matef/als
, focu51ng on.the issues,,(dependency, competence/trust, host111ty,
Asexuallty, and’ separation) which emerge in the working out of the .
- ' member/leade relationship. Theseé' materials center the student leaders' |,
L attention oh the. affect geﬂeratedo;p them and on the conseqﬁences of .
ff . possible leader behavior.- . . -

. - i . o .
» . )
i e .
k3 . LA o ' " e’ ' ' *
t a ° .

-
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It seems 1mportant then that the’ 1eader c%m 18s to know h%mseIf in the .
group context. It ¢d§ with this need jin mihd for group li:ders that the
authors specified the folk:w1ng objectives for the materidls to be -

ot -

3‘deve10ped 5 ‘ , o

(a) “They should lielp. the student of oup leadérship -
recognize the issues in’ theoworkgig out of the.
memberlleader relatlonshlp when they occur in a i
group. ' £ v

(b) They shohlcf he}p the student of group, 1eade‘rsh1p . -

- become move aware of his/her affect resu1t1ng ' I
from, thes€' issues. ' oy o

(c) They should help the student of group ?eadershlp Co-
become more aware of his/her typical behav1or :
resiilting from these issues. ° T

) . v

’ 4 ¢ ) LI 3
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Ldl) They should help the student bf group 1eadersh1p

A . consider’ some of the impli'cations of his/her
RN -4';§ possible behavior. - . B : |
e =N le)  They should help he student of group Leadership R C
> . '¥® consider some alternative behaviors. . e ‘
. . . . -, ® '
The ‘materials deveioped to meeg these objectives.were intended for /
S students--counselorsy therapists--wanting to increase their effectiveness
. " as group lemders. Although.students could’vary 1n'exper1ence from never
®  having led.a group to hav1ng had several experiences leading groups, y
Do the authors assumed that the ‘materials would not be used by experts. B

Wh11e it was the 1ntent10n Oof the authors tgyfocus ,the student!'s

-7 attention on the exisgerice of and his reaction tq-the issues designated, “\*9
- it is acknowledged that the materials would not modél the dynamics of )
a group, but they would merely isolate issues. ' The subtletiesof group .
proeess were not overtly depicted; and while the issues simulated AR '

usually appear in a more covert manner, for instruttional purposes, 1 4
1e_issues were-isolated., For 'example, the issue of timing involved ™~
in t dling of these 1§sues was not depicted in the representatmon LA
| e of a g p. , - . . .

al . £y

, The/authors further ackhowledged that 1n rea11ty dlst1ngulsh1ng . ;
between several of the issues, such as hpstlllty dnd .sexuality, is o o
xext mely difficult, if not 1mposslb1e. It was expected only that I

dents would recognize the main thrust “of each simulation®as the - .
'“ﬁ'author intended, even though other dynamics were also°represented a -
J -y s

The materlals were created in theé 'form of 51mu1at10ns on video tape "
along with a leader's manual to stahdardlze the1r use and the subsequent

7

class drscu551on (Appendix F). . e . : o X
v . ’ » -+
2 ' The viewing of the materials and d1scussaon Was 1ntended fqr groups R
[ ~ of e1ght o fifteen students, The materials were not deslgned for large:*
’ groups.. ?S was intended- that -the group be led by a teacher whoawould _
sy - ' be equlppe with a mandal. . _ ’
. v » ¢ Q ) .
? The iewing and discussion peried for one simulation required - .

approximately two hours. It was not assumed that students’ would
¥ necessarily observe each simulation dur1ng the duration of a ‘coutse, -
, No specific sequencing of the materials was 1ntended

°
J . ) . Ed ;
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© 'Y . < IV.* PROCEDURE / :

A, The Filming - 1&7?

-
° .

) MThe authors developed the s1mulat10ns by first establishing the need

"+ and goals described above. Next," a script was ‘created for each, issue to

be simulated. . (Appendix G). The purpose of ‘the script was to clarify
thelauthors' conceptlon of,how the issue might be man1fested in a group.ﬁ\

\(‘Il
o v "

. L At the same ;1me; the authors created a hypothetlcal grOup by * ¢
identifying various persona11ty types prevalent Tn groups. These B
. types were selgeoted omythe basis of types experienced by: the 'authors
in groups. Whlle thé types were not intended to be all inclusive, they
did represent these 1nd1v1duals' exper1ences w1th major personallty
types in groups~ ‘w . Lo . \»
. ®sBrief character descr1pt10ns for each type were written (see Appendlx
'H). In creating the scripts, an effort was. made to imagine.how each

personality type"WOuld feel about and react to the issue be1ng s1mulated‘

) a7

.. Persons portraylng the hypothet1cal members of the group were selected,
from students in the masters and doctoral degree programs in counselor
education at the Un;verslty of Plttsburgh The authors selected each
person on the basis- of the1r belief that s/he f1t one of the personallty
types deScr1bed aboue. T .

v < x

.
.

At sthe . t1me of th@ f11m1ng,~the'authors inyolved the members of the

[

o

/

hypotheb;tal group 1n a discussion of: various | bharactér types 1n~groupst'///)

“The memblers were asked to idéntify with’a particular type that they
ould portray infthe slmulatlons. Bisc ssion continued centering on
thogghts, feellngs, and behdvior of qh type.

\ ; The members. were then told of an event or they ort@;nated events
which would éccur in the hypothetical group apd they were told of th
issye-to be simulated. (Some events were very:loosely based on’ the;
%trlbts, others were not.) Some discussioniof how each charagt
hight feel and react to an event and the 1ssue follow Axolo
the simulation’ was’ planned

v Y

v By,
. An 1mpr€ylsat10n based on the -event descr1bed fen. £1imed. During
¢ that. 1mprov1sat10n the members tried to behave as i heré¢ Aiere an actual
' leader in the group; members would direct statements to phealeader and
they would, speak abotit the leader. In reali'ty there was no designated
+ leader present.’ Far some 'simulations, the leader was'referred to as a
" female; for others, a male. . . . R g

Py -

Thls procedure was followed for each slmulatlom The imptovisations

were filméd on Sony-’three' qudarter (3/4) inch color video tape. later a, ; f

. print was. made on Sony one-half as2y 1nch ‘black and White v1deo ‘tape.
] ' “
The number of simulationg’ made on each issue depended on the .actors'
ublllty to 1dent1fy with the 1ssue." o S

LI . [y
,.
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", The filming s£551on yielded eight 51mu1at10nS' one on dependency,
thrée on competence/trust, one on host111ty, two on éexuallty, and one
on separation. e S ¢

. -

.

3
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B. The Try-Out Phase y‘(' | \

*

The trying out of the materials was conducted b having three doctoral
studénts in Counselor Education at the University off Pittsburgh view all
the simulations and provide feedback on the materlalé\ Tnp Try-ONgt

~-Reaction Sheet appears 1& Appendix D. /A simulation was Judged acceptable .
-ifytwo of the three judges ranked the simulation above or in the middle -
of three descriptive rating scales prov1ded in the Try-Out Reaction Sheet.

. N o o
Y s . . . o

=~ ///Cx The F1e1d Trial : ‘ - -

r

Y

. Fourteen stdﬁents just having completed Masters. degrees in' counselor
-education at the University of Pittsburgh participated in the field trial.
They,attended eight two-hour sessions at each of which a simulation was
shown and- discussion was conducted according to the manual provided.

The leader of the student group was a doctoral student in the Counselor .
.Education program at’%he University of Pittsburgh. : .
Each simulation was evaluated on the basis of three forms: A

Participants' Rat1ng Scale (Appendix A), a Participants' Reaction Sheet"

(Appendix B), and a Leader's Reaction Sheet (Appendix E) The overall

effectiveness of the materials was evaluated by summarizing the data

from these forms and from a Participants' Overall Reaction Sheet (Appendlx

C). . . .
: Student evaluation remaxned anonymous by hav1ng the studénts identify
_ themselves by number o e ) - -

The basis for-.the evaluatlon forms was derived from those used by
S. L. Gross (Ph. D. Dissertation, University of Pittsburgh, 1973) and
J. M. Fitch (Ph. D. Dlssertétlon, Un1ver51ty of Pittsburgh, 1975)
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.~ of the three judges of the issues 1ntended~t6'be slmugate

o V. ‘RESULTS . R

. ~(,//’.
A Th%ﬁTry-Out Phase : A~ '/'7% '
The results of the try-oht’ﬁh se of thls\studx/sh;;/;he d1£f1cu1ty
1n\;sulat1ng the issues in‘the me:Ber7I“ade\\relatidnshlp. They also

show\ that the simulations were rated rather consistently high as to
interést and realism. Tabulat;ons showing the’, Try-out results’ appear
in Appendrx I, . SN .
The Try-out Reactlon Sheet was des1gned to obtain feedback on the
content ‘of the video, tape in order top determlne whether the Judges.Saw
the 1ssues 51mu1ated.as they actually- 1ntended. . .

There were two acceptance criteria:- (1) thewrapking_f1rst by two

rank1ng ‘of the interest, realism and

nical qual above or .at the
. middle rating. . ’

" v Three students in the doctoralZfro in counselor\edhcatlon at
= ~the University" of Pittsburgh were selected by the authors to act as
judges~in’ the study. Each h

o

"TWo of the Judges were white women, one spoke Engllsh as a second
language. The other j dge//as ‘a Black male. \ \
Although.they observéd the v1déo tapes together/ they rated them
separately. o ‘ L o,

. : _ |

_ The results of their Judglng follows. ’

e

- discussed throughout the refidinder of this paper will be referred to ‘
‘as follows: SR ,

) “

It should be noted thatigor purposes of simplicity, the s1mu1a¥10ns

. video tape footage 050 will be calied Dependendy
." video tape footage 161 will.be called Competence/
- Trust I. -« A

video tape f&otage 221 and 243 will be called - -
7 Hostility _ i -
video-tape ?ootage 280 wi 1 be called,Competence/ R
© TrustoIl - °. L
video, tape footage 4 will be called Sexuality I =~ = "< ___.
* video tapé footage 485 will pe called Sexuality II o
" video tape footagé 546 will be called Competence/ — P
Irust IIr. - - : . - ' . Lt
and s : ) .. _ Y

- v1d§o tape footage 584 will be%cailed)Separation.

e o

"

e - -
- - - . .- a °

e A\ -
. \
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.. The dependency simulation was con51dered by two of the three judges.
to be demonstrating dependency as intended by the author. The third
judge considered dependency to be the second most obvious issue
simulated. On this basis, the simulation was considered acceptable
for use in the field trlal

Competence/Trust I was accepted for use since two judges saw the
tended issue, competence/trust, as .the _primary issue and judges
considered competence/trust and another ‘issue as the main 1ssue~\k
éim lated. ° .- . ,
Ail judges saw Host111ty as dep1ct1ng hostllity, as 1ntended 1t
was, therefore, accepted for use. :
o The second half of Hostility was evaluated separately S0 that it
could be uséd 1ndependent1y if desired. It was also accepted as a
simulation of hostility. since two judges saw the issue ‘depicted as
.\host111tyz it was also nhoted that a varnety '0of other issues was seen
» in this.simulation.. ,

-~ IS

¢ o

Competence/Trust II was accepted because two Judges saw competence/
-« < trust as the main issue; again, a variety of other issues was noted by
the judges. . . ) .

- o ~
. .

. Two judges saw sexuality as the main issue in Sexuality I, This
simulation was accepted for use in' the field trial. o

m - ©
y

Séxuallty II became an exceptlon to the acceptance policy. One
//Jﬁdge saw sexuality as,the major issue; two»Judges ranked it second
One of the two who ranged it second ranked hostility first. Since
- literature previously mentioned (page ") suggeéts the difficulty of*
d1St1ngq;sh1ng between sexuality and hostility in groups, the authors
A allowed .this simulation td become an exception to..the agceptance policy.
;ﬁpetence/Trust III was changed from host111ty to competence/trust
since two judges saw competence/trust as the main fssue and one judge
“ranked it second in 1mpon¢ance. o

-

. . - ' - .
All judges saw Separation as 1ntended 1t 51mu1ated separation and,
therefore, was accepted for@use in the f1e1d/tr1a1
o anmhé basis of the rat1ngs of 1nterest, reallsm, and technical
*'quality, all 51mu1at10ns were considered acceptable for use in the

e f1e1:ﬁ/;1a1 . - / s

' ® results of ‘the 1nterest and -realism were all (except for one
, judge's rating o of the’ second half of Hostility andfone judge's rat1ng
of Separatlon) ranked in the h1ghest or second highest rat1ng«

“
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The third category, technical quality, yielded a gréater variety
of responses. Often the ratings were in extreme opposition--very high

" or very low. f ‘

¥ - . : '
. One of the ‘judges later explained that_her-dif iculty with the
technigal quality of the simulations came from her {ifficulty with
hearing the language well, since English is her sec nd “language.
Competence/Trust II would have been considered .unacceptable on the
basis of its low technical rating, but it was considered an exception
for this reason, It had.received two 'fair" teqhniqa11ratings and one

~

1" 1] 3 .
well done' rat1pg. ) . ~_

3 ™~

On, the basis of recognition of the issue simulated and .ratings of
interest, realism, and technical quality, eight simulations were
available for use in the field trial. o e

B. The Rield Trial - ‘ //;

The field trial was conducted for four consecutive days from 10:00’7’
to 12:00 and from 1:00 to 3:00 beginning on June 23rd, 1975. The group
consisted of fourteen volunteers who had just received Masters degrees,
in Counselor Education at the University of ‘Pittsburgh in the Day or

. Evening programs. There were thirteen females and one male, and the
.group was led by a Black doctoral -student in Counselor Bducation from
the University of Pittsburgh. . There were two black females in the group.
Attendance in the group ranged as low as eleven on occasion but-
remained mostly at thirteen or fourteen. ' B e

N N . 7 o
& . .

It shopid'be noted thaf the  group was higgéy/fg;istant to completing
the written questionnaires provided for evgluyation of the materials. :
They found the questionnaires redundant'and stifling. ‘

w A\ . ey - N

'of the Participants' Rating Scale, the Participants' Reaction Sheet, the -
Leader Reaction Sheet, the Participants' Overall Reaction Sheet, a report

_on.a taped interview with the articipant$, and aréport on a taped interview.

»

with the leader. : ‘ R s S S,

\‘,
.-

©

Participants' Ratirg Scale

%Tabulgtions_of the Pafticibants' Rating Scale for eac

;in the field trial appear in Appendix J.

%hese figures show that the participants tended to na
in the scalé#-usefuiﬁésij;int§f€3t, realism, and clarity
. A . “ . . ) % - »
Competence/Trust I and Competence/Trust III received the lowest
ratings and the gréate§rﬂspread,f ratings; Sexuzlity I and Separation
were rated highest qgg,reeeiﬁgaﬁi,high amount of unanpimity.

»
a

D)

The results of the field trial will be relaté&wthrough an examination b




< With the'exception of Competence/Trust I, the majoriyy'éf the
participants ranked each simulation in the highest or second" highest
rating for each category on the scaley,

o

' : e ey
Participants' Reaction Sheet ° o L L

. - -

The results of the Participants' Reaction Sheet will be.considered
in two parts: first the "yes" and 'no" answers and second, the comments
to the questions. Tabulations of the "yes" and '"mo' answers appear .in
Appendix K. ° o _ o - ¢

a

On many occasions, it was difficult to determine whether the
participants were responding "yes" or "no'' to the questions on the”
Participants' Reaction Sheét. Frequently only a ‘commént was made.
-Since space was provided on the questionnaire:under the -'yes" and
"no" respoﬁses,vthe authors assumed that a comment: in the "yes" space.
meant a "yes' answer and vice versa. This inference may_not always
have been valid since remarks in jQEt;ZSS" space, for example, some-
times appeared to be saying '"no" to question. -Nevertheless, the
authors made the inference that unless a "yes" or "'no" response was _
designaped specifically, the location of the answer indicated the,—
response. S e

" E

The vast majority of the responses to the questions on the Participants?'
Reaction Sheet were "yes." For that reason, the authors considered
responses with a_hj. proportion\of "'no" answers' to be -noteworthy. On
four occasions more\th three participants responded "no'" to a question.

participants saw thesifulation'as facilitative; six saw it as impeding
awareness of affect r%Iated,to that -issue. —It is interesting to note that
‘all participants saw the class discussion accompanying that simulatiaon
as facilitative in increasing awareness oﬁm%ffect. - - o

In response to Sexuality I, ten participants saw the simulation _
as facilitative in increasing awareness of affect; four.saw the simulation
as impeding. In that situation, the responses to the class discussion in:
term$ of - facilitating or impeding awareness of affect were not as strikéﬁ%}
ten yes's, two no's, v \ : R

In responding to thz%affect'generated by Competence/Trust I, seven

\ \ R B ! :
The response to Separation shdwed that eight participants %aw the
'simulation as facilitative in their learning about their t¥pica1 behavioi
in that situation; four saw&the simulation, as impeding tha process.

- o !

v

The final area of.wide disagreement was also in ‘the separation
simulation; there seven participants found that ‘the class discussion °
facilitated awareness of alternative behaviors; -five saw. the discussion

7 as impeding. . : ' : R »




\\ ( - R . - iAo o
Aside from the responses noted abeve, po-si ificant differences -
were noted between the.responses to thé simulation or the class discussion

in any of the areas questioned.

A consideration of each simulation and the subsequent class:
discussion may show areas ,of particular efféctiveness or ineffective-
ness. ) . ' -

- .
* v

The dependency simulation appeared.to be Most effectivévin focusing
on the issue both by use of the simulatiofi#tself and the class discussion
' —The simulation appeared we facilitating awareness of
typical behavior; an the class discussibn gas~wé§kesi in intreasing

awareness of the impiications of behavior. :

~be most effective in prqm6~{pg class
generated by the issue. .The simulation,
effective in the same area. ' N
Hostility evoked fairly consistent responses to all questions and,
therefore, showed nehigh or low areas. DR

Pr
r o 4 ©

. The weakest areas for Competence/Trust, II were-the simulation's
ability to focus op the issué€-and the class discussion's -ability to

" promote awareness.of.affect regarding the issue, . - :

. Although responses "to Sexuality I show that this simulation was
weakest in incﬁeasgpg awareness of afféct-regarding the issue, there’
were reports of highly emotional sharing’of experiences with' the issues.
This simulation appeared to be most effective in- increasing focus oh
the issue and the class discussion was effective in promoting aware-
ness of typical béhavior. : A )

"

"
L}

. Responses to questions regarding Sexuality II and Competence/Trust
IT showed consistent '"yes" responses to all questions with few exceptions.
: . s P q ! ] P ,

The separation simulation seemed 1e st effective in evoking aware-
‘ness_of typical behavior, and. the "cldss §iscussion appeared to do little
to increase awareness of alternative behaviors. The simulation was
particularly éffective in focusing on the issue. .The class discussion -
was most effective in focusing on the issue, in increasing awareness

of affect and in increasipg awarenéss-of typical behavior. '

&

! . . i % ¢ : .
In omger to report the comments on the questions which -appeared in
i

the Participants' Reaction Sheet, the responses have been placed into’
-three categories: tﬁose responses which allyde to how or what the ’
_pdrticipants learned, those responses which refer to problems which
_occurred during the field trial and those responses which would be
. useful suggestions for future use. The latter will be presented in
\»che "Discussion" section.of this paper. :
EY . ! v

N 1

[
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Accordlng to the part1c1pants, the s1mu1atlons served as "energlzers"
in the experience. The affect generated from watching ‘the 51my1at10ns
caused the student to feel pressured. Students felt a need” to respond

to the video taped group or to learn how to respond for future use.
The efféctiveness of these materials’ seemed to- be, then, in 1n1t1a1}y :
produc1ng thls motivation. %‘ - '

“«

The s1mu1at10ns were described by one participant as the tkickoff"
with the class discussion being the substancé; Many: suggested that the
discussjon. c1ar1f1ed the affect.

°

Often the discussion would bring out past experi nces\whlch the.

, §tudents recalled. after seeing the simulation.v In the class - discussion "
the 51mu1at10n was used as a common referrent which served to define the
discussion din 'precise terms. The peer group- of® student’ leaders was
then used to check ouh typical behav1or and alternatlye~behav1ors.

~ Freguently, members. n ted the parallel process ex1st1ng between
their group and the grouﬁf%p -the video tape. They noted that they
often learned about their yp!cal behavior, for example by observing.
how they behaved in ‘the parallel process. - . , N

o o .

As ‘the group progressed, it moved to less, and less re11ance on the-
leader for structuring. . . . e .

The follqwing are descr1pt10ns of spec1f1c kinds of learnlng
reported by some members during’ the fleldftrlal ’ _

1. ‘They learned some ways in which their own affect would gmt "IN
in the way of what was best for the group they might be leadlng

2. They learned about how they; as leaders, .might over-
‘1dent1fy with members- of their group. ' /

3. They Began to, 1dent1fy themselves as group leaders rather
than as members. ¢ et

- They learned some 1eadersh1p styles .as shown by the
alternatlve'Behaylors suggested by .class: members. :

5. They began to~1deht1£y sever@ issues occurring in the
-video taped group. ) ‘

‘6. They learned of some unr ed 1ssues wh1ch they needed
to deal with in order to becomé more e ctive leaders. -.°

- 7. They learned that they need to develop\uays ‘to deal with

feelings they, as leaders, have wh1ch they con51derxto be‘un-,r
acceptable feelings. . R ’

* » 8, They learned tha\\\s leaders they willshavé<conscious and

uncon'scious fee11ngs, such asgattractfd _for&memh\rs of thenrxn
groups. ST




-field trial experience. e

&
Trust I. A e

)

in .a report on a taped interview with the leader.) . .
o P . . - < \ A 5

"+ in Appendix L. The results show that both the simulations and the class

- wecognition of the issue, awareness of affect, awareness of typical.

~ (letting in) the alternatives suggested. = . _—— .

o ) w‘% .1 i . : - . - _'” . N
.~ A rather esoteric difficulty is that students reported that knowing
- some individuals in the video tape distracted them at first.. = -,

. Trust AII)- :

kg * ) ' .
‘Leader Réaction Sheets ' . ' ’ . (/%:~

. Leader Reaction Sheets. - The resulting forms did no

Partici@ahts' Overall Reaction Sheet -

"y
also feported by:the

i

Problems occurring during the field trial were
members. ‘ : : ’

Many. members noted difficulty idehtifyipg as a leader whiIe'wétching
the video tape. This problem was reported to decrease with time and . to °
be less relevant for students who had led several groups prior to the.

AN
»

Students were sometimes frustrated by the limitation of being able
only to fantasize about the implications of their behavior and about
alterhative behaviors. They would like to have had a chance to.try
out possible beha¥ziors. There was some mention of difficulty in hearing.-

O, : @

4 o

‘Seyeral comments were:made about .the non-eéxistent leader'of the video
taped group. Students were-confused by the chinge in -leader hame and sex.
One’studeént had difficulty identifying with a leader of the opposite sex..
Defining the behavior of the leader too precisely caused *students to lose
their- identification with the leader role. This. was reported -to be
especially true ih the vidquzfpe on the leader who was late. (Competence/ .

Thehi§sue of. how: a legaér deals with her/his égyﬁﬁﬁ‘ﬁegativé feéliﬂés
toward mémbers was a pressing-one ‘which was~Qet reSolved for many members.

.

Students"repo:ted having little or no affeétivg respoﬁsehﬁb Competence/'i
: ‘ ) : .

[ ) ’

) The?férm ""Competence/Trust! was confusingﬂﬁqr the»gtudentsl.‘

[ A

@ There was resistance on the.part of the leader;hn;fiiiiné out: the
_ t provide any
significant information. (Information from the léader\wi{l be provided 5

£ o
[ @ . B . Y

- a

@
- e

The tébﬁléti%nsiqﬁgthe Participants' Overall Reaction Sheet appear

discussion rated very high in helpfulneds in all Areas--increased .

behavior, implications of behavior and awareness of alternative behaviors.
ey . B . :

‘L ‘ LT

Cd .
' o 0 | "
- o . , :
h : ' : : e e
o N - . . . .




" Taped Interview with the Student Group /. ‘-‘,

- have béen included in order to demonstrate ‘those responses stressed

~ appear in t
/

The class dlscu551on ranked sllghtly h1gher than ‘the slmulatlons
1n all areas. , _ : ‘ ) S

*

Thq,slmulatlons were shown being espeC1a11y effective in a1d1ng
students in recognizihg the issues. They were least effective in .
1nqreas;ng awareness of alternative behaviors. S e L
/ ’ S
¥ B .

Because of the strong negative af’ect expressed by the membens of
the class regard1ng the questionnaires, f/e authord decided to irnterview

the members as an added source oﬁ/r'act on to the field trial. (Ther//
/»'

comments made on theopartliigahts' Reactlon' heet, all relevant remarﬁs

by the part1C1pants y

f ~

ses haVe been c1a551f1ed as those referring to 1earn1ng,
to problems. and suggestions. The suggestlons will
Discusslon" sect1on of ‘this paper. % . : x\\_

Regarding the learning during the f1e1d tr1a1 the students made /
these comfients: . /
- The simulatigns helped them 1earn.about their- affect as leaders.

2. They learned ‘Seme of the implications of be1ng a leader in terms
of some of'thé issues with which they would be confronted o

3. They experienced being called leader.

4. They became aware of unresolved issues within themselves. '

5. They learned that they might behave as ‘leaders in -a’ way wh1ch p

Agaln,vresp
those referri

would not be facilitative to the’ group.

6. They Iearned to recognize issues occurr1ng W1th1n a V1deo*gaped

group and, they defined these issues. °
faey lgarned to recognize what, was occur1ng in the elass group
by watch1ng the V1deo taped group. ‘ _ : .

&
L

Again students commented that the simulations helped: them get in touch

 with their affect and the class discussion clarlfled what they exper1enced

-

The students felt that the timing of the workshdps——tW1ce,a day- for
four days--added to the effectlveneSsaof the experlence'by ‘e1ghten1ng its
1ntenslty : : “ ) .

/ -

2

Part1c1panxs in thé f1eld tr1a1 recognized these/problems.

- e b : - N

’1; They .did.not. 1earn enough about the conseqﬁ/nce of the1r behav1or
and about a ternat1ve behaV1ors : _ ‘ . _

41
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*/ 2. They sometimes had difficulty being leaders. This\iﬁﬁJové

witﬁ/time. ‘ [ . , R e \
" 3. The change in leader name and sex on the video tape $g344

confusing. + Coa N ‘

4. They had difficulty identifying with the leadey roldh

they identified too strongly with the member affect be ng :8xp]
This occurred in the separation simulation. , T

5. Too specific a-description of leader behavior (as otcurs
in Competence/Trust III) makes identification with the leader role-
difficult for the students. o ,

6. It is necessary to be in touch with one's potential to be
the wdy the group describes the leader in order to have an affective
response to the simulatdon.: : )

7. The students needed to know the kind of group .they were
watching and the group's length. .

Taped Interview.with the Leader -

. , : >
The' assessment of the field trial made by the leader has been
divided into two areas: specific comment regarding each simulation
" and general comments on the entire experience. .

The comments from the tape selected for reporting were those which
referred to how or what the participants were learning (this sometiies
took the form of what was going on or discussed in the group), the problems
which occurred, and suggestions made. . '

. .

The leader described the first simulation, ‘dependency, as yielding
a high affective response during the observation of the video tape.-
The discussion of their affect afterward was difficult; and the leader
felt the need to help participants articulate what they experienced’,
The students learned about the issue by seeifig it and recognizing what
was occurring. ' '

L ' .

The leader notéd that it was easy for the students to focus on the .
process rather than the content of the first simulation. On the gther
hand, it seemed difficult for participants Qo discuss alternative
behaviors. '

During this first -session the group asked for guidelines in terms
of the field trial group in much the same way the video taped group

~ asked for guidelines. The students did not notice the similarity.,

v~ The viewing Competence/Trust .I did not evoke a strong affective
response according to the leader. Affect was generated-later by a
discussion of similar events outside the ‘group and by the leader's
challenging the members to get in touch with their affect regatrding
the video tape. - ‘ ‘ : S

. | 42
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Again students had difficulty dealing with typical behavior, -
implications of behavior, and alternative behaviors.. .

»

The class discussion moved to trust within the groupAitself. )
Students noticed the similarity.between their concerns and thos%_”
expressed- by the members of the video taped group.

The leader characterized the tliird session, which used both

parts of Hostility, as full of confusion and energy. He felt a

loss of central position in the group. He described cross conversations

which excluded him. Students followed the Structuresof the discussion >
¢ without guidance from the. leader. - . T
' The. members seemed more free to share their affect ahd typical

- behavior. (The leader attributeslthis change possibly to his challenge

‘of ‘the group the day before or to ‘the simulation itself,) . = - .

Much class discussion centered around what to do witﬂ’negathe
affect toward a member when one is leading a group. .The leader
‘experienced ambivalence about sharing his negative affect regarding

.

a member of the group. . Lo . s

In the afterncon session, when Competence/Trust II was shown, t
the leader noted the students' developing increased feelings ‘for

members of the video taped group. It was as if they were getting to * °
know and to like and dislike members of that group. The student
group became divided about what was occurring in the video taped"
group; they were split in their-giding with members pf. the video

taped group. - -

The leader resolved his ambivalence about a member who was annoying .

him and he confronted her. . . * * - v .

PR S, L : |

. T The group became split. on his behavior.: ‘The;issue centered_around !

what leaders should do with negative feelings toward group members. \

[l

) Sexuality I evoked a great deal of affect. As.the discussion
proceeded, the. members revealed a great deal about thémselves as
styess seemed to be on how they felt abaut the issue. he leader |
coutd not account for .the high affect and 'the high level of sharing \
- which occurxed. He noted the timelessness: that is, the current
popularity, of the topic as a possibility. e v
According to the leader, -students seemed to learn about incongruities
between their feelings and behavior regarding this issuke. ‘ '
The group became protective around the video tape member who had
" revealed himself in that simulation and his. antagonist became the
student group's antagonist. - : ‘

R °
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* The leadet observed the student group stillvstruggling with lack
of resolution regarding the. issue of negdtive feelings toward members
of the group one is leading. :

t . o 1 - ’A ‘
The leader described the student group in the next session when
Sexualipty Il was shown as orderly. -They appeared to have a clear set

of .rules to follow as a group. - ) .
v v '

Thé response to the video tape was“a préssur o reach a consensus
- regarding the appropriate behaVior in this situatign, The leader was
.Strongly aware of the press_in the group ‘to reach agreement. '

When Competence/Trust III was shown, the le :

- participants' difficulpy in identifying wi%hrth leader described -

“on the video tape. He asked members to get in toudh with similar
attacks they had experienced as non-leaders; .and while the students
~were able to contact that affect, they lost it again when they tried. |

, to relate:to themselves as leaders. The 1eaderldescribed the group
AS unable to experience themselves as ''bad" leaders and that they

', were in a hurry to get-away from the similation. .

‘ When the separation simulation was shown, the students had |,

- difficulty contatting their leader role. Most ﬂggntifiqd with the
position eof member. In that role, they saw a great deal about their
typical behavior. When they did get in touch with their leader role, |,
they again experienced the incongtuity of their affect and behavior. °*

In general,.the leader. saw the simulafions is evoking "gut reactign"
from the participants. He noted that the partidipants were able to
articulate their affective response more effectively through time.

They learned about what was going on inside them as leadérs.; They

seemed' often tb'experience‘fhe incongruity betweef their feelings and

their behavior regarding certain issues. The simulations seemed to ,
help the students to recognize and assess process as occurring in groups.

. o

The effectiveness of the class disgussion, according tq the leader,
- was as a sorting out process where many different ideas were shared,

° s /

-




VI. DISCUSSION

_ The discussion of this study will consider the creatlon'of the

V1deo taped 51mu1at10ns, the try-out phase, and’the f;eid trlal
s e
. L # /

/ S

A. The Creation of the Vléeo Tapgd/
S1mu1at10ns

A great deal was learned about the making of v1deo taped slmulatlons"
during the actual taping procedure. “ _
‘ o )

" The character . sketches wh1ch had been valuable to the authors in .

- conceptualizing group members proved to be conf1n1ng to the actors in N
the video taped group., When they tried to fit into described roles,
they became less spontaneous. For that reason, the attempt to have

the actors behave according to a prescribed role was abandoned early
in .the taping. Allowing-the actors to be themselves was much more
fac111tat1ve and accomplished the same goal as the characten/sketches
because éach actor had actually been selected because his real
.per'sonality type represented one of tHe types desctlbed in the
character gketches.

The character sketches had been given to«the actors because(phe\
authors feIt that the actors needed data out of wﬂlch'to-play role,
In retrospect, it seems that more effective data might be prodﬁded‘
by giving the actors details about the group--its setting, purpose,
-duratlon, etc. This kind of information would not only aid members
in conceptualizing their roles, it would also result in, the creatlon
of a more con51stent picture of the group be1ng shown.

) .

The authors notifed that. on some occasions on the v1deo tape,
the group somewhat blatantly art1Cu1ated the issues. For example, a
member mlght actually say, "I'm feellng dependent and T want the:
‘leader "to help me." While that message is the correct one to .relay,

. the authors prefer less_explicit articulation of the issue because -

. the latter seems more reallstlc. The blatant statements seemed -to

“occur whén the actors were prepared for a video tape scene by being;”

given the issue to portray with 11tt1e stress being, placed on the

event to be acted out. When stress was placed on thé event, the

issue seened/to emerge naturally , )
/ »

Awkwardness-ex1sted durlng the f11m1ng because of the absence of .
an actual 1eader. The actors had difficulty making statements d1rect1y
. at an imaginary leader. ,They would occasionally ask questions which -
requlred a response of the 1ead£r. 'The resultrn€$511ence was awkward.

2 [
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" The authors noted that video taping in the evening'for_three hours
was strénwous for the actors; they seemed to lose their spontaneity
toward the end of the session. Another disadvantage of that timing was

that the group had no informal time to get to know one another and to K
~evolve into an actual group. . o ’ A
, Having the actors develop more fully into a grbub would have._been

an advantage since the actors would then have more history with which
to play their roles. '

v

- - While the taping procedure seemed to p;Bduce Qf}ective simulations,

/; attention to the above-mentioned details mightvimprove"the product.,
. B. .The Try-Out Phase ; -
- > The results of.asking‘judgés to identify issues showed the difficulty .

‘of isolating issues.in groups. Although it is commonly aECeptéd that
- many different things are occurring in a group at the same time, it was
difficult to create a scene which dbservers would agree showed a

particular issue predominately. i o
On the other hand, once the simulations were labelled according to
~how a consensus of the judges viewed them, the participants; for the
most part, agreed with the simulations label. These facts suggest
the importance of a judging phase. , T <

\ -

L3

' The responses to the question of the technical quality of the
simulations ‘seemed to yield little valuable information. The wide™range
of responses to the same simulation regarding the technical .quality
may be partly attributed to the judge with language difficulties, but
the wide rahge of resporises might .also suggest that the judges:were
each defining '"technical quality" differently. The judges might have
been unclear, for example,.about what presented difficulties for them
in, their obserwing of particular simulation. . , .

2 4

“

It appears then that the responses to the question of the central
issue in the simulations were valuable responses, for the most part.
The responses to the technical quality rating of the simulations
. suggest that the question might have been interpreted in a variety
of ways by the judges. . ©

-~

i

C. The Field Trial ,

-~

. ;)‘;

' . e ’ ‘

. The discussion of the field trial will be divided into the following
4reas: mthe materials, the participants, the group experience, the
-evaluatjon procedure, and the learning process. . , /

o . ’ . .
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. The Materials

- .

.

From the responses gathered from the part1c1pants, it appears that A
~the>creation of an affective” response is central to the success of.the
materials. It seems clear tHat Competence/Trust I was less effectlve
" because it did not generate affect in the part1c1pants.

On the other hand, 1t~may be that too much. affect‘1s also not good.
The separation simulation is an illustration of this. Since the students
~ observing the video tape were at ‘the'last session of the last class they

. would attend in the Counselor Education Program which they had attended -

for one and, in somé cases, two years, they were feeling the effects of

separation very strong}ly whén they saw the video tape. It seemed that =~ .
- the heightened emotion which the v1ew1ng produced did more to immobilize

the group than to generate problem so v1nghenergy. The participants

reported great difficulty identifying 'with the leader rolé then and

were moved to their own current separation rather than to the1r

profe551onal role in separatlon. o e .

- . o ’ ..

It seems that a simulation is effective if it can cause ‘the v1ewer
to feel a 'prgssure to solve the problem created. Feeling pressured
seems to ¢reate the motivation which 1s central to the effectiveness
of the materials. o . .

LSt . :
7 The s1mulat10ns created for the f1eld trial clearly served the need
for which they were intended and.were obv1ously seen as valuable by the
_ part1c1pants. The students frequently mentioned the newness of placing
.5, vthemsgelVes in a leader role and how they experienced events differently
. from that perspective. They described themselves as learning to see

"issues clearly which .previously had been value notions read about or

experienced as members. - Apparently, the simple fact of being called

a leader took on a growth producing functlon as the field trial

progressed. -

The comments on the process of the students’ growth during the field :

trial suggest that some members learned to observe themselves as leaders T

and to observe groups in terms of issues in a relationship. This is

*apparent bécause the group and the leader reported decreasing reliance

" on the leader, increased “self-initiated inquiry and improved observational

. techniques. In other, words, they grew to rely less on help in follow1ng

the learnlng model prov1ded for them. . o

Ya

°

The participants reported that they learned most about themselves
during the field trial. Although the learning was aimed at leader develop-
ment, its use in personal or professional areas may depend op/Where the
student is 1n~hls personal and professional development

It may be that the goals of increasing awareness of affect and typlcal
behav1or, the learning of the implications of that behav1or and some

° . 7 "4 . ) &
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alternative behaviors were too ambitious for an eight-session* workshop.
The students clearly felt that the last two objectives .were not met. -

On the other hand, to limit the objectives of these materials to ¢ v

~ simply increasing affective awareness and to learning about_txp%;al-" .-

*, " Masters dggree program in counselor education, Many ofAthéﬁ’had just

[

behavior is to deny the full potential of the materials, . -

-Perhaps more time than oné session could be allowed for each
simulation and discussion. More related activities such as psycho-
drdma could be used so that students, could act out alternatives; and. -

$9re simulations showing the implications of the various modes of -
o '

‘eader behavior could be shown.

« - -

One area of unresolved inquiry for the, author is the role of the
simulation versus the class digcussion in the experience. It seems™ -
clear that the class discussion could not have proceeded aseffectively
without the use of the simulation material. - And certainly the
simulation without the model for class discussion would not have been
as efféctive. The question still unanswered is" which--the simulation’
or the class discussion«-did what. = ~ ' '

Participant response did not answer this question ‘as hoped. On
some occasions, participants would disagree about whether the simulation-
or the class discussion was responsible for certain kinds of learning
which’took place. Most of the time, the students attributed most of
their learning equally to both: . The Participants' Overall Reaction
Sheet rated the class discussion slightly higher in all areas. The
authors believe the students responded highest in that area because
that was their area of active finvolvement., They were not aware of 4
the impact of the simulation in triggering that class discussion. .

These responses are difficult to interpret. For example, sometimes
students would attribute, the simulation and not the class discussion
to their learning about alternative behaviors. It is difficult to see-
how that learning could have taken place without the class discussion.
It is equally difficult to disiiiss the role of the simulation in the o

-

creating of efféct. " _ -

At this time, it does not seem possible to separate what occurred
in the field.trial in.order to determine the role of the simulations

.. versus the class discussion. e ,
s . . v ‘ . N———

«
.

The Participants

It~ is important to look at some of .the unique characteristics of ' _
the students involved in "the field trial. T -
. P i

- The class was made up of volunteers who had just complpgadwﬁ”//” el

"

- . s
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been hired for jobs or were applying’ for Jobs and sa1d they felt 1nadequate
about their work w1th groups., For thls reason, the_group was espec1a11y
highly mot1vated ' . '

o -

. "*-——-—-..—W '
- . In thjis group, the}e was an exceptloﬁarly high’ percentage of verb;%\

‘eager, and questlonlng students.
.\ . T
A1l of these students were dealing with separatlon from,a-rather
intense 1nterpersona1 experlence as students in-a-counselor education
program. The field trial, in tﬁis"respect, served as one last c1ass

to take together before 1eav1ng the department

. .

The group's comp051t10n was almost. entirely white female. ‘This may
-account for some’.dynamics in the group. Some members reported. feeling
free -of competition for males in that group and instead, experienced a-
bond with the ether women. So the homogenous sek group1ng seemed
to better r15k-tak1ng in the. group T : S .
- Thls special comp051t10n of students eager for one more class may
“hdve - attributed to some of the success of the -field trial since this
group was essentially highly motivated.

. The Group Experience . o ' C

One particular'finding‘during the’?{e;d_t;;a

discussion. ‘ -

N

that after observing a video tape, the student group oftén dealt within
their group with the same issues which were manifest in the 51mu1at10n
just seen. This parallelism was striking on several occasions. :

]

0

In the first session, the video tdped group expressed concern
about guidelines and the need for structure. The discussion in the
~ student group which followed the viewing of that simulation dealt with,
among other things, the procedures to be followed in the student group,
_.-. -~ the starting t1me, and other 1ssug§,re1ated to the sett1ng of guide-
' " lines. . .

“ Just as the second v1deo tape dealt w1th tryst 1ssues, the members
of the student group questioned the role of their leader and noted
that somé’members of their group were strangers they, were not/:eadz_‘
to trust. : . ,

.In the‘thlrd session, the group dlsgussed what eader should do -~
when s/he expefieneéslnegatlve feelings for a member of the group. This
discussion was in response to ne 1v§/£eelings students had for a member

- of the video taped group.: T ind scr1b1ng that se551on, the leader
_expressed am /E%y alence ab uf/deallng wi

e

a member of studen group //




In sessiongfour the student group became split over reactions to -
the leader's way of finally dealing with his negat1ve feellngs toward
a member. The student group was also sp11t on”fﬂzir assessment of .
what had occurred 1n the v1deo taped group.

Ta \\ .

In the next two-sessions, the vi taped group betomes cohesive
as discussions are characterized-by very sonal shar1ng on the part
of the members. ' The student group also becanm d in very
intimate sharing and by the end‘of the sixth sessi nfgtheNTEader~
experienced group pressure to conform t¢ the majorit ,opinionton
alternative behav1ors regardlng the issue presented o , o

- The student group's behav1or does not parallel the video taped
group in -session seven. Here students report that they are unable
to ‘identify with that simulation. (Competence/Trust III is actually
out of sequence in terms of what might occur in a group's development
Usually the kind of challenge of the leader which occurs in this simu-*
lation would occur much earliér. in a group s life.) v

" Finally, the student group made plans to meet after the group = .-
ends so that -the members would have another occasien to get together
as the video- taped group plans fon_nater meetings. °

( - o .«

The parallels which apparentf§ exlsted between the. v1deo:ta ed )
group and the' student group suggest many p0551b111t1es for iEE?EIﬁg\ -
by the use of s1mulat1on in geheral and for training group leaders-in
part1cular.

Because ‘the student group moved through the developmental phase51~~w”
in the exact same order and at exactly thquame time as the video- taped
group, the students were much mére aware of théir own dynamlcs and they
were better able to articulate what was happening to them and ito the e
members of the video taped group.. In effect, they were seeingjand : ¥
feeling the issues at the same timey 'Thls comblnatlon of cognitive .
and affective learning has the potentia of a powerful 1earn1n dev1ce.

A 51m11ar effect is sometimes created when udents are able to N
watch thémselves in.a group-on video tape. The advantgge of the-de51gnr -
used in. this study’'comes from the students' -watching sb Q\S else, Thé~__ :,
résult is that they can allow themselves to see behavior in gone
else first which is more safe than séeing it-in .themselves.. An
advantage of this design is that the §EBQh§r can control the proce‘
by selécting what the students will see. tudents watching a video
‘tape of themselves in effect control not onl'y what they see (that-is,

- what they_wlll allow themselves to. see 6£ them lves) but what they do
in the films." In this des;gn the students see heh vior which they ‘
might not own in themselves and then th_v_recogn1§e he behav1or An
themselves. . - - Ny 3




Several questions about the parallel;sm//§1se. To what extent doés
viewing a video tape of a group behaying’ in a certain manner trigger .

that behavior in the v;ewing‘gpgup? Since much group theory literature

addrésses itself to th natural-developmental stages of groups, it'is

difficult to determ;ne“the extent to Which the videp tapes triggered * -

thése stages in the viewing group. A study addressing itself to this
question would be valuable. It may be found that-simulations can alter
the phases; this would show that a strong»C' ntagion between the filmed
group and the stydent group ex1sts ere seems to be, from this study,
the possibility that.use of si uiatlon@as a stimulus for learnlng in
the affective afea of 1ntenpé/mona1 relations could be éxtensive.’

S, There” is, also s questlon about how this parallellsm can best
‘erusédrto fag;lrfate 1 rning. As has been determined by the °
erat //elte ove, many theorists value the use of group
,‘f pagiieiﬁatlon as training for group 'leaders. 'Participation in this
- .<student group .would have the heightened effect that comes with viewing
a group experiencing what: the students are actually experiencing. -
The valué for the students in the role of leader is mbre difficult
to assess. In the field trial they seemed to vacillate between
1dent1fy1ng themselves. as members and as leaders. Sometimes they
were unable to gain suff1c1ent distance from .the process to, view it

e

professmqnally -"_ / PR "

T éa d det -to help th student bridge the ga between

group is peédé n orde elp the s bridg gap
\\§§% 1F/1 member of the.student group and their role as leader
Sin the student group is not a personal

w,;.wt“’harness-s for spec1f1c use in leader development;

~

It seems that\~4e splitting of -these ;yg,roIE§~is at the core of-<___
~ poténtial effectlvene\~ of these material What they seem to do best,
which has not been done. ore, is to make use of the membexship role
_ to heighten student awarene3s.by observation and participation and

" then use that awareness to increagé the skill of the student as a -

i

leader of groups. s

This m thod of tra1n1ng group 1eadersl'
currently Felng used. -

\n»?w
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The slmulatlons and*ciasszgiﬁéﬁgslon can also be w o teach .- o
... _..many.of. theAd&daetle»prznerp&es:iaughtfin group*theory Here the : S
approach is from the ‘exp€riential=to- the cognitive. et ALY
S oo S B T T

/iii/gyaiuotion“ProeedﬁrefFw L - - - R
nﬁgb - '1: ! o Y TN S
P Althoughl each of the evaluatlonxlnstrumeﬁts produced 51m11ar R

////f results; there is some question about the validity of both the ,
. Part1c1pants' Rating Scave and the ﬁartldlpantsJ Reactlon Sheet. , S

-

. Since responses to all }tems on the ratlng scale were ranked : S .

- ////nearly the same, there is some question as to. how wei%ﬁE%ggstﬁ§Ents ST

7" differe t&at“ﬁyietween items.” Perhaps more precise queStions need\\ﬂgy.ij;?“‘a
[ —to"be asked. For example, when students were- evaluatlngsclarxty,

*'waf_ * were they evaluating the pictorial-clarity or the proce clar1ty?“’ e

: There were several d1ff1cu1t1esQszh ‘the P\rfiEIEonts' Reac

- Sheet, . Students obJected to‘ha¥}ng to respond to items on the basis
“~pf whéther they impeded or facilitated. Clearly there are many : .
alternatlve ‘possibilities between these two® extremes. = Students - TR

' obJec d to belng forced to: se1ect one or twodextreme posztlons. ' St e

=& - o T e : - '

-~ v;'was often technical. Words such as’ "slmulatlon " ong
~Mimpede," etc were used. Perhaps moreﬁs1mp1e lan

been used R \ - "
: . : [ ‘
In addltion to boredomr s the’ students”descrlb,d it and -
identification with- be1ng a group mémber, as the authors noted, it .
* may be that the students resiste Qompletlng the form because they ~ i
were unclear about what was being asked of them. ~IfCould also be T
reme_choices— A

..as between-facilitative and 1mpeded - That~theory would be consistent .

that they did not like being forced to\mahe{s:ch ex
_with the fact that student comments on the re tlon sheet sometimes

.—~*" . were not responsive to the questions asked. And-finally, the 4
' * students did say that the questions did not serve a vehicle for . .
a110w1ng them to say what they thought was 51gn1f1caﬁt about the
experience. : / . : : - ?\\\ ’
_ All in all, while the evaluation forms must have|had some va11d1ty,
K\ since they produced consistent and-congruent feedback on the f1e1d e

>

trial, the format of the questionnaires could be ‘improved. . : T,

The Learning Process

It is 1mportant to exam1ne the 1earn1ng process ur1ng the f1e1d

.

1 -
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"identification with tite~video .tape

“wooq

the field trijal- to the extent that

The™
simulations “&keaz

- —————selves_as "energi®
- ‘ »

. Twelker describes "cue
‘associated with simulation.

_learning; in which-these simulations
Discussion of the experience appear

created a new and effective methg

leaders.. :
. @®

‘were accurate and believable models of personal growth groups.. - The -
authors attribute the accuracy of the model to the dynamics which’f;.?”f':“
grew out of the fiix of‘actor;mggiggggd for the_simulation;__\ o

up in the class discussion were predictable.

'\h’intereét level uSually,associatediwith the usé of . .
irly .existed in this study. Students described them- S
Zedy by the $imulgtions: ’ it L

Finally, it is in the area of

group show. that. the*simulations .

.

. ) >\.*\,, “_._’“ «“*—.h’ ) e
. - It was possible to control the.experience of the stydents in .

the issues which were brought -

Literature on the value of simulation speaks of its worth as

- "self-paced" ‘learning. In this tase, the pacing, in part, took thé
form of whether the students dealt with the issues genetrated by the -
simulations from a personal or a professional pqint Q{\Yie“_-az .

. - 1 T e

crimination" as a kind of learniﬁg';;' Dos
In t°is_caSe,\§Qe students began to : *
observe groups in terms of the jissues manifested. - S

‘\~.\, . Sy «
int i,&ipgAaffect36¢“555%§§;;::;vev’

‘appeared to.be most effective.

- . Im all respects, these simflations demonstrated the advantages™
] ) attributed to simulations in the literatpre cited above.
AR o T : o N e el
- v .The ratings on the realism scale and the extent of student - T

s in the sectidn "The Group Experience."

aiding in the trajining of group

It seems;clear that the value commonly attributed to learning by - -
simulation existed in this study. It als Seems that the use of simulation

Cay
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VII. SUGGESTIONS -

. . , . -
. . . : [T

Many of the suggestions made below have been implled or stat%s :

: .above. in,the dlscuss1on,“theyrhaVe been included here in order to
*presen} a thqrough ‘statement: oﬁ recommendatlons. -

»

N e

‘ﬁ N "—Io‘o -._“ ° '.\\ ‘ ‘_n

. | A} The T‘plngAProcedure S o
. . LT :

.‘f the taping were 'to ‘be repeated, it mlght be hélpful to do the

taping over a longer perlod of time. This added time would allow the

actorf to _develop a group feellng. N\ SR ”

¢

ft would also be worthwhlle to try p1ac1ng more stress on the
group setting and on the event to be simulated rather than spec1f1c
issues as a means of preparxng the actor@. :

of the video~taped’ -group should be examined. Participants noted the
- effectiveness of.conversation directed a the leader. Perhaps-some '

“having the judges respond to the affect they exper

* Before future taping, - the queStigg\:f the pos1t1on of the 1eader

new techn1ques could .be dev1sed so that her/his absence would not be.
awkwa d

(I -

to aveid the~p0551b111ty of students observ1ng the video tape as: -

evaldators of a leader's style, Creating some simulations with. a
leader present, however, would be a worthwhile alternative to try.

Perhaps some way of alleviating the problem of the students"evaluatlng‘

the 1eader s style could be found. - _ S T LY

o ' T ‘\:\ -

~34~4}"° It appears that the selection of the actors  Was an important .

elementy in the making of .the simulations. The actors' resistance: to\'
role-playing designated character types shows the i ortance of
choosing people who will manifést the behavior desi ed in a natural

manner. If they did net, the de51red 1nteract10n ou1d not occur. .

e‘vj A » » o \ : \ i\
A B. The Try-Out Phase'.

s¢ of the creatlon process
Ag. the issues simulated,

It has been noted that' the Judglng p
seemed to be an important phase in evalua"
R S1nce affect1ve response to the’ issues i entra1 to the model,

ience may add :
significant information to the pre-trial testing. \%f a-way of - Judg1ng
the viability of.the simulations during the try-ow $PHase could be

devised, the resulting information would increase the p0551b111ty of

v1earn1ng before the.field trial which slmulatlons would be more

effectlve 1earn1ng tools.

o

. ,’\\°>\3_ iédgl S :Ei4¥
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C, The Materials

While the materials produced in this paper appear to be effectlve
learning tool$, some replication of this study is necessgry in order to
evaluate how the materials are usefuI and the extent of their useful-

¥
ness. N

This field.trial pointed out the sequent1a1 Value of the materlals.]
.It appears that students gained a g eat eal. from_observ1ng«the.s:mulations
—%‘”in-what”representéd éroup s developmen a1 pattern,. (Notice should be
-made that- in follow1ng that pattern, GOmpetence/Trust III is out of
order in the video tape and should appear sometime before Sexuallty I
when' the group becomes cohesive.) :

: The use of the materials in non~sequent1a1 ways as described in the
leader's manual would .also be worthy of study. Assessment of their .
value used in that manneér is diffioult to make at this time.

-~ Afiothier variation of this field trial might be the investigation
of the use of the materials over eight-week period as opposed to a
four-day woNshop. - ’ -

It would also be" 1nterest1'g to 1ntersperse 51mu1at19ns’and class
d1scu551on with various student group rolé playing activities inh order
to reinforce and to clarify tHe learning occurr1ng in the model a1ready
descriped. - ./ - &,

»
Wh11e 1t was suggested‘for/the participants’ that these*materials
“were most effective for those part1c1pants who had already led groups,
it might be interesting to examine the effectiveness of the materials
on a group who had not led groups. " This. 1nformat10n might - lead to
determ1n1ng other uses for the materlals. .

v
0

. Student empha iis on the problem Of"a leader's negatgve feelings

* toward members.of the group has bro ght! to light another way of looking
at thig aspect6f leader affect in a roup. The material m1ght be .
divided into that- which refers to thé affect leaders feel in their ;///

* interpersonal relations with members ‘and that which refers.to the afféct
leaders, experlence while observing the interpersonal relations among -
members or, in general the group dynamlcs. , : o

b

: Some re-examlnatlon of the materials created here aﬁﬁ the1r use
~in this: regard miy help 1eaders to sort out their feellngs in groups.‘

.
. _‘,, . +

) T | F
* ' D. The Evaluation Procedure

If this eyaluation procedure were fbe used in the future, it would
_ that both the- Part1c1pan%§' Rating. Scale and the Participants'
Reactlon Sheet be revised. The rating -scale might, be&i@prgv d bx the
asklng of more d1fferent1ated quest1ons. The reaction shegt

55
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- events of the field trial. This is an area for future study.

improved by.asking questions which would allow for a wider fange‘of
responses. The wording might also be changed to less technical language.

E. The Léader's Mariual

. . 1 g .
Some re-examination of the leader's manual is necessary .-
it is difficult to determine the role of the,student group leader in the .

g A
. I ] - L4 PAVA § [ 4

While Sne Ffield trial does not provide sufficient data on' the leader
of the student group, the authors would suggest that“the leader may need
special training in addition to the manual as preparation for leading a
student group. ' ' S .

! .

The.manual might also place more emphasis on the warming-up

procedures to be followed by the leader before showing the video tape.
It would be helpful if students were prepared for the. watching of the
video tape each time by some discussion of the video taped group, some

‘discussion of what occurred the previous session, and by a réminder,

as suggested by the participants, that they are to serve as leader. If
might also be mentioned in the manual, again, as suggested by the
participants, that some simulations need to be shown twice.

“*An aid to the effectiveness of the class discussion made by the
participants is to have students write their reactions to the simulation

.

- before “the class discussion begins. Some participants noted that the

discussion had a kind of diluting effect on their own reactions. A .
written statement of a student's initial reaction to the simulation
coyld then be compared with a student's feelings after the class

- diScussion had been completed. . : f

‘..

@

The conclusions reached onfthis'studx;are that the matéfials

created are worthwhile. Their value, however, needs to be more care- - -

fully studied by the use of subsequent field trials using some of the
variations suggested adbove. - h

~
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. <
e . """ . PARTICIPANTS' RATING SCALE .
,On the f°11°WI“E 50318, please rate your general reactlons to, the
. » simulation ‘experience you just observed. L _ ..
& ’ S co PRI
/. / v . / .,[‘;' / . . ”/ . . / .

_ © Very -,  Useful Of some of 1ittle Useless , , . L
SN -useful , . - - use * . S A
.- : "/ v - ) P ._a" L3 ’6 ) ] ., . o " P " .

. . ) . L .\ / _ L . ‘ .

. o - . _
Y R A VAR y
Very - Interesting Of some. . Of little - Of no interest’ :
‘interesting =~ . : eﬁést interest :
§ ; | ,.
' SRR LT3 / ] /s _
ery . Realtstﬂ”"} Rﬁther Not very Not-realistic -
U« Jrealistic ‘realistic. °, realistic /;;t“all' ‘
i (I i ) E 5 - ‘ ’
/ A SN SN
Very Clear Rather Not .very ‘Not cledr

clear ' Lo clear clear ‘ at all
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APPENDIX B A
_PARTICIPANTS'- REACTION SHEET * .~ - =

You have just been exposed to a simulation of)and class d1scussion
of . as manifested in.a \group.

“Ploaso answer the follow1ng questions regarding e'simulation
material and the subsequent class discussion. )
1. Did the simulation material‘help you facus ohvthe issue? - -
, A. If'ye;, how was the simulation fae11itative?'

B, If no, how did the simulation impede focus on the issuo?

2. D1d the class dlscuss1on help you fbcus on the 1SSUO? 1

A. If'yes, how was the class d1scuss1on fac1litat1zf;_av"‘f‘§
B. If no, how did the class d1scuss1on impede focu on the 1ssuo?
3. Did-the simulation material help you become mgre aware of your
affect regarding this 1ssue? .
A, If yes, how did the simulation material help you become
‘more aware of your afféct regarding this issue?

7 'B. If no, how did the simulation impede a areness of your
affect regard1ng th1s issue? §J§>

4. Did the class discussion help you hecome more aware of yﬁG;-affect
resultxng from the issue simulated

A. If yes, how did the class discussion

.your affect regarding this issue?.
B. If no, how did-the class discussion 1mpede awareness of
‘ your affect regarding this issue? |

crease awargness: f

5. Did the 51mu1at122_gg;er1al help you become more aware -of your
typical behav1or Tesulting from the issue simulated?

" A. If yes, how did the simulation materi 1p:you become
' more aware of .your typical behaV1or resulting fxom the.
issue simulated?
B. If no, how did the simulatij mater1a1 impede awareness
of your typical behav1or ré@grdlng thls issue? .
. 6. Did the_ class d1scuss1on help you become more aware of your typical
P behav1or regard1ng thesissue s1mulated?
A. If yes, how did the- class dlscuss1on help you become mOre
aware of your typical behaV1or regardlng theflssue
. simulated? .

°

59

=~




B. If no; how did the class discu591on 1mpede awareness N
" of typ1ca1 behavior: regarding this 1ssue? ‘

-t

-

7. Did the class discu551on help ybu con51der some of* the implicatlons
of your possible behaylor? o S v
A, If yes, how %1d the class: discussion help you become more -’
aware of the 1mp11cat10ns of your possible behavidr?
B. If no, how did the class discussion impede awareness ¢
of the 1mp11cat}’ns of p0551b1e behaviors? -

8. Did the class discussion help you con51der alternative behav1qrs?

Ba. 1f how did the class dlscu551on help you consider
alt tive behaviors? . ' .
B. If no, how did the class discussion 1mpede con51deration ' oo
of alternative behav1ors? | _ .
COMMENTS : R o : o
A ) .

",

K e e




o UAPPENDIX G . e e

PARTICIPANTS' RALL REACTION SHEET

.

Please rate the simulation materials: by marking the approprZ;;e\description:.

The simulation mat7r1als helped me to recognlze issues between members and
the leader of a group

.’ B

- N !
[ ' .

'

VRN [ NNV

Very . Helpful Of little  ‘Not helpful at all
helpful ' help

1
v

The 51mulat10n materials helped me to become more aware of my - affect
resultlng from these 1ssues. ’ % '

. * o
’
. U

o A CES
Very Helpful ~ Of Iittle  Not helpful at all T
helpful help R o ',/ o '
:The s1mulat10n mater1als helped me become moré aware of my typlcai
behavior resulting from these’ issues: - - ’

/ /" /[ /o
Very - Helpful =~ Of little Not helpful at all
helpful help - . e

The simulation mater1als helped me to consider some 1mp11cations of
my possible behavior: .

. »
. [

A A R,

- Very Helpful 0f little Not ‘helpful at all
i helpful ' help . ; '

The simulation materials helped me to consider alternative behaviors:

\

Sy - J \
' Very Helpful Of little "Not helpful at all ’
helpful help »- & :

o
v 4 a R - “ 7
. Q T
: » . . ¢
' . : : :
PR
" E ¢

8 Ry 4 .
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~ APPENDIX.D

." “ \_ -
. " TRY-OUT REACTION SHEET -

. .
1 o . o ’ .

Please answer the following questions regarding the simulatlon material .
you have just observed. | T

: . - . \ 4
‘v

1. Simulation number . R - »
2. Was the centrd) issue demonstrated in the simulatlon"depenqency,
‘ competence/trust hostility, sexuality, or separa ion? _ }
° - ‘ ‘\ * " w » L}
— N = T '

'3, What other issues did you observe? (Please place them in rank
- order with the most obvious first.),

[

.

‘ ” L.
Rate the simulatjon by marking the appropriate descriptlon?M%%§3

/. /Y S A —
Very Interesting = Of some Of 1ittle  OFT _
Interesting Lo interest interest, intefest ' .
A /[ /. ./

Very\ "Realistic " Rather Not™ very Not realistic
realistic realistic realistic o

. 1 / - !/

. - Technically Technically Technicall#@j Techﬁically poor
. well done acceptable ,- fair




P

and the leader of, a group:

Very Helpful  Of little help  Not helpful at all c -

helpful /’ o /\p\‘

The class discussion helped me*to consider. some 1mp11c&tton5\gg/£y possible o
~behavior: ’

[ /- ] )

Very Helpful of Iittle help Not helpful at all” -

helpful ’ . ‘ _ ‘ ‘ S

The class discussion helped me to consider alternativﬂ\bghAViéiS:~\“ Sy

H i .

' . A Ll e T o T T T RN
R . . . ‘ , . .‘ . ,. o ey . N . —“‘ b, .. . “.,v“" = r,‘ "v“‘,, K ,'1
- Sy s
. L . . . M « s
. s P LI .
, .
J

o - o
/ -/ D / L. . A . o
Very Helpful .  Of little help Not helpful at all - , -
helpful s - _ ‘ R . o

e classeglscu551on helped me to become more aware of my affect resuhting
om thes issues: .

s

/ “ye / .

/\ / L. / -

Very": Helpful - Of little help Not helpful at all .
helpful . o . .

L4

Other comments regarding’ the simulation mater1als and the class dlscu551on'~
(Continue on t?jyfack if necessary) Y

a
[3 . v
\
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LEADER REACTION SHEET ™.

oo K AR ol : .
, : ) : 3 S Vel
. Students in your class were Just exposed to a- slmula\lon of .and - c1ass
. d1scu551on of : .+ __as man1fe§ted in a group.

v v ’ e

Please‘answer the following questions regard1ng the simulation material

and the subsequent clySs discussion- on the basis of what appeared to

occur in your class. ,

1. Did the 51mu1at10n material he1p the students focus
- ¢ )

A. If yes, how was the simulation facL11tat1ve?

B. -If no, how did the 31mulat10n 1mpede focus on the issu

the . issue? 7

.

@

2. pld the class discussion he1p the students focus on the 1ssue9‘
///’A. If yes, how was the class diScussiond facilitative? TN
J///~ B. If ng, how d1d the class dlscussio\xlmpede focus on the issue?

N )

3. Did the slmulat1on mater1&1 help. the students~become more ‘aware of
L their affect resu1t1ng from the issue simulated? '
" ‘,3 ¥
“1f yes, how did the slmulatlon matgrial help students
becom ore aware of’ their affect regarding this 1ssue?
B. If noe§ﬁbw did the simulation impede- awareness of ’
affect regardlng this issue?

-
i

4. Did the class discussion he1p the students become more aware of their
y . affect resulting from the issue simulated?

Fs ~

4

A. If yes, how did the cIass discussion help students become -
- more aware of their affect régarding this issue?
B. If no, how did the class dlscu551on impede awareness of
affect regardlng this issue? °

- 5. Did the simulation mater1a1 help the_sxﬁdents become. more aware of

their typ1ca1 behav1or resulting from the‘mssue simulated? . . -
- . \‘A;~\If yes, haw did the simulation material h:ip students become
- § more aware of their typ1ca1 behavior resultlng\f?om the 1ssue
. simulated? - ~

B. If no, hqw did the simulation mater1a1 1mpede awar
typlcal be‘av1or regatding this 1ssue?

\\ ' - A, Ifr/es,

ussion help students become

- y/eha»mﬁ"regard1ng the issue -




Aol

. '( -
£ ﬁf“nd, how- did the\qlgsa discussion .imped
T ness of typical behavior regi din}y th1s i -
° . N .
. 7. Did the‘qlass discussion help the students con51der someg of the
) 1mp11cat10ns of their possible behav1or?
. A, If yes, hOW‘dld the ‘class dlscu551on help students become
more- aware of the implications of their possible behavior?
B. If no, haw did the class discuésion impede awareness of o
the 1mp11cat10ns of possible behaviors? f
S 8N Did/}h}nclass discussion help students con51&br alternative behav1ors?
\\ ~ : :
“\X A. “If yes, how did the class discussion help students con51der |
. R alternative bthaviors? T J
B.. If no, how did the class d15cuss1on 1mpede consideration ~ ;
§ b{kalternathe behaviors? " B
x,\\\\ . ° , ) t” .
N ]
. N " :
4\\{ . - - ‘y
‘ hd » & !
N J
&4 * ]
-
. |
LA r ) N ‘ . N .
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APPENDIX F

KEATIER'S MANUAL

S
i

| uses for the accompanylng simulation materlals and subsequent class
;f{ d1scu551on

4 . .
&

: r
. o’ - " N “

U~“,I ‘ObJe7&Lve o o ‘ . B

N
b

- ’ : @

\\\Jhe Erlmary intention of the s1mu1at10ns and %ubsequent class < o

3 discussion is to aid. students of group leadersglp in becoming more
aware/of the affect generated in them as a consequence -of being B
involved in the member/leader relatlonshlp in personal growth groups.
JZ“ Wh11e many theorlsts con51der the member leader relatlonshlp to be
‘the core of personal growth groups, most literature on this subject

* stresses the affect of the group members, not that of the leader of
the’ group.

N \

\\‘ The accompanylng v1deo tapes along w1th class dlscu551on will a1d
\moving students from an affective to a cognitive awareness of the
——"leader's involvement in the member/ledder relatjonship. Since the
movement is from the experiential to the' cognitive, the theorizing
about what is most appropriate at the end of the,class discussion
after students have gathered information about themselves as group
leaders in a particular situation. .
= - ¥
The cldss discussion would proceed from inside the student leader
ide. Attenktion would be drawn first to how s/he feels 1n51de when
s/he assumes the role of leader of the group depicted in the vidéo tape.
The attention then would move to-how s/he typically behaves when feel‘hﬁ
at way. Next, the focus would be expanded to the group depicted in
the video tape. to consider the consequences of possible leader behav1or,
an flnally,,attentlon would be placed on what has been occurrlng in the
“group as it relates to ‘groups,in general.- "

b S

-

TI. T1me¢

T ot S .
[ o, . . "

., The introduction by the teacher, the viewing of a 51mu1at10n and the
class discussion should- -require approx1mate1y two hours.
AIL. Slze e o :‘ :
The kind of experlence generated\h; the V1ew1ng of the 51mu1at10n'and
. the class. discussion would be, appropriate| for a group of between e1ght
and fifteen students. o P
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ERA'R VNu.mbering s( o g -

AN

The numbers g1ven each “Sdimu tlon ‘can serve as 1dent1f1cat10n'numbers;
théy also~de51gnate the footage on the video tape reel. : :

‘

V. Procédure T G L

A’

ﬂ?ky m1ght\behave )
s
Questlons 3, 4 an H“5~ ove toward.a cognitive learning process.

4. Students.yjew the simulation.

o

- -

The shOW1ng-of the 51mu1atagn video tape would‘follow theseﬂh*k\*\\\
step5° . ~ .

1. Students are told that they are about to study issues
or an 1ssue uvolved in their relat1og§h1p with the "'
members of a group. sFocus will be-on the affect !
generated in them while they are, V1car10usly, through
the use of the v14\\ tapg, 1nvolved in that relatlon-
~ship. . . e e .

4 -

\

2. ‘Before v1ew1ng ‘the f11m, students are asked to assume -
' “the p051tieQ\of leader of the group they are about to
See. L [ . °

. ~L » . ~a

3. Students are then int¥oduced to the situation” simulated
‘in the group. The information given in the section
titled "For the Students" describes what the students
should) be told beforehand. -They should not be told of
the igsue simulated. g - (; : :

.
"

The conducting of the class d15cu551on after v1ew1ng the 51mu1at10n
would follow from these questions: K

1. As leader of the gfoup, how did you feel? (The -
teacher might encourage students to be aware of
and to respond to the mood of the group. - Relat
questidns might- be: How is the group belng?‘
does that do to you emotlonally as leader?)

How might yéﬁ behave in that‘situatidh?' (Thj

~deteymiqpd thelrvemotlonal response so that the - )
When you feel that way, what .

opal s;tqa ions in which they “have experlenced
A@lar,emotlon so that they can’better

"
W/,
il

~1




VI.

vC,' Slmulation nunber 161: Competence/Trust I

A

; What might be the consequences of your behawaor in the
\.group? »

What are some alternative behav1ors? (In con51der1ng
questions #3 and #4, responses might be grouped into
three categories: Would you, ' as leader, be supporting,
reflecting, or confronting? What kind -of affect. might-
‘each category of response elicit?). ‘

Finally, if it isn't’ expllgit at this time; the teacher
might ask ‘students to define the predominate issues
'%occurring in the group. (Here students are asked to
cug-on the cognitive by ¢onsidering the ways groups .
[afte to-.the leader and tfe total group process and
_the theoretical view of th¥t behavior. )

o

Introduction to the Simulatlons and Use

.
L3

A, Simulation number 050: Dependency

* Thi sequence ochrs early in the group s deVelopment vhen
menibérs are unsure of their roQgg and . that of the leader.
The dependency of the group is;Nemonstrated mainly in the./
questioning of the appropriateness of topics for discussion.\

For the Students. Students should ‘know that the sequence "o

doesxoCCur early-in ‘the group's life and that the particular
_—session begins as a member brings up an ‘immediate disturbance

which has just occurred between her and her chlld -

LI

L

"Simulation number 133' Hostility I

Here members of the group become frustrated by their aependency
on the leader; their frustration ‘leads to hostility among
members as they question the purpose of the group and 1nd1v1dua1
"expectations.

- ot -
For the Student;>\ Students should be'told that-this segment
occurs part -way through a group session after members have
wandered”fﬁrough various topics trying to find appropr1ate
‘group behav1or.

This session begins as a member informs the group that she has
-—-learned that a fellow member who was absent the previous week,
Mary, has chosen| to withdraw from the group The group re-

acts to this 1nf rmation. . : -

N




~
- v

~For ‘the Students: Students should be told that the group
has existed for a few weeks now. One member, Mary, who was
absent the prev1ousaweek has chosen to withdraw from the

. group. The videp tape begins after a member explains

that she called Mary and found out that Mary isn't com1ng
back to the group f

D. Simulation number 221 a _”243:‘ Hostility IT

This vignette can be used in two d1ffé¥ent ways.. The teacher

may choose to use only the first half of the simulation to

- demonstrate hostility in'a group whleh “takes the_form of .

b1cker1ng‘between and among members, " In this way, the ‘teacher

would stop the film after the 11ne, "Not~* that I'm going to
ell you." - .

The 51mu1atlon‘may be shown from beg1nn1ng to end}Pand in that
case, students will see both the bickering and the way the
hostility is. then diffuséd by the group. In the first case,

. the student leaders would focus on their affect and behav1or
ap a consequence’of the Blckerlng, in the - second on their
afffect and behavior as a consequence of the d1ffu51on of the

h stility.

~

. For the Students: No background information needs to be given
for this 51mu1at10n :

E.. Simdlation number 280: Competence/Trust -

This vignette begins show1ng the group well ‘into’ normative
behav1or Members congratulate one another for behaving

wi he group's cultural patterns - When it becomes apparent
that one member is violating the code implicitly established
.by the- group, inter-member trust is questioned.

For the Students #Students should be told that‘;h the prevrgus

group session, one member attacles another member” for dominating - -~

the group. The attacker has been consistently hostile through~
otit the group and in thls session, he apologizes.

F. Simulation'number 410' Sexuality I

The central event in thlS session is ong-Member's revea11ng
of* his homosexuallty

For ‘the Students:, No backgroun nformation is needed.

G. SlMUlatlon numberu485 Sexuallty'II -

The central event in thls ignette -is -the exp051ng of sexual
feellngs toward the leade and between memhers.- . o

”~ /
%
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fo

L) "1 " A
For the Students: No hackground information is needed.

H. Simulation number 546: Competence/Trust III

For the Students: ' Before gje 'ng this simulation, students

* . should be told that the /uﬁy;s shown here waiting for the
leader to -arrive. Studénts are to assume.that when the leader
does arrive, s/he will be confronted with the feelings the

. '

- members qui in video tape. \

A £,
3
w s

E: gifidlafion er 584: Separation = . .

. - v
erté the€ group demonstrates the typical sentimental feelings
e

i

29/ enial which are associated with termination. L

| o S
///ﬁsr the Studenfii//ﬂg/baégz;ound information is needed. / R
T : P ' | J o

+ VILs” Variations * ’ C : ‘
Ay Aside from the purpose and procedure described above, these Vvideo
apes can beused for a variety of other purposes. While they do not need
to be used sequentially, they could be used to follow the. developmental
" pattern of groups. Since many théorists see the issues in the member/leader
relationship emerging along developmental lines, a sequential pattern is
possible, It would follow the us& of the issyes of dependency 4and competence/
trust first followed by Hostility an sexuality and ?nﬂing Witﬂ separation.

_ ‘ v o ,

_ - Using a developmental model, it would be possible to parallel the
development of the group taking th course An gréup leadership with the
development of the groug in the video tape a “finally to some general ,

R

o

" theorie$ of group develppment. Agdide from séme back-stepping), the videb
taped group passes through a period first/of questioning of purpose to a
period of normative pa?terns it which 4ndividual sharing occurs, and finally,

the group moves to_a stdge of denia%/ nd sadness as the group ends.

s .
. Ot\herﬁg of the video -tapes can be made by using them i
B ratner than in a &eries. A video taped simulation might be u

7,/ proplem areas.previbuz%x,pinpoin;ed by a class; or one' ighit be used to
/// respond to what is gecurring in,a particular ﬁéﬁ§§~f”’T

: It is also possible for students to study particular membe ;
the group on the video tape. For example, students might study the .fember
who begins as a hostile participant and who eventually seeks acceptancelin
ways more acceptable to the group. Another member demonstrates-the effects

of a group member who dilutes all eXperiences. Students might be asked to
identify with a member and follow that person through’pach simulation.

, - The video taped simulations can be used, then, in a series for
a variety of purposes or individual stimulations can be used for specifif _
purposes. . : ' ' et ; V
B .

R
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APPENDIX G

~ SIMULATION SCRIPTS \ :

{ «

”

Dependency Simulation

I'm feeling terrible. When I got ready to come here
tonight, my two year old, for the first time, went
crazy about my leaving. He pleaded with me to stay

home. I didn't know what itb do.

What did you do?

»
»

It just got awful. When he first' started it, [ sat
dowp and talked a few minutes then got worried about
missing my bus. And when I started to leave againg.

¢ actually threw his arm&"#fbund my leg and wouldn't
?ﬁ@ me walk, It wa$s awful. I wasﬁeven’wg?king aréun
dragging him. Finally, I had to pull his arms off.a
leave him sittiflg or the floor crying. o

I think that's 0.K.  You have to let thenm know- early-

that you have-a Iife of.your .owpe g .

Maybe it's the right thi§g~to;ao‘butjlxcéﬁiﬁmgéaer

do that with mine. I alyays Stayed Qﬁqga{ﬂﬂgyhe I .

was wrong. S AR R AR e
- My mother always dropped e off.{iif habySatt

I remembered being scared to death, but I lived

through it. - ' '

Ll )

There must be a better way of doing it. I'd really

like to know.

Has anyone else but me noticed that our leader
hasn't entered into this discussion?

Maybe it's not the right thing to bring up in a

group like this; I realize some of you don't even

have children. ‘It was ‘just on my mind.

‘We hidven't been told what we are supposed to talk
about. “\We've never been given any rules or guidelines.

~It's true. If we could just pick our own topics and
talk then what do we need a leader for? This wouldn't

~be any different than a bunch of people getting to-
gether and having a discussion. Lo




Ind:

Pla: .~

Fac:

/

Pa:

Silence.

Pa:

" Ind: //i
.+« I thought we cleared the air about a-

-

¢
%

w

Y ~

I think'we should pick own own topics. How can some-
one else know what we are‘concérned with?

That may be true later but pight now, it's really hard
for us to talk to each other and we're not exactly

sure where we're trying to get to at this point.C It -

would be a waste of time if we analyzed each other}

I really wish you would set ‘us straigﬂt'about this,
We're going round and round about this.

[

Competénce/Trust Simulatidn ¢

"I want to react to last week's session. 1 ézing somes
things got g little out of hand there and maybe/some
~ people's feelings were hurt and I think we could be -~
a little more careful abq%t what¥s said in here, .~ .
.. That's funny. I thought last week wag/ one of the best.
ot of things. -
_ . K /7 (,"'“ . -
I just mean if that.kind of thing céntinues, it may .
lead to a Iot of ‘hurt feelings.' What went on itself
- wasn't that bad, but what it might lead to could be-
come a problem, - .

-

Well, let's ask , how she felt about 1t:“/§fter
all, she was the one involved. 4

Well; that's hard to say. I mean I'm sur¢/latér when ¢

look back on it, I'1ll be glad it happened, but I really*k

don't want this session to be a repeat df the last. I
don't want all the gttention to focus. gn me again. .
Let's talk about sdmeone else. ’

A [

: b .
Does anyone know-dnyone who went to that humen develop-.
ment institute cross town? I have a friend who went
there. Dr. led his group. He's one of the
founders of that place. According to my friend, sher
experience wasn't anything like ‘this group.

I don't think that place is any good. I heard about
this' group for couples ithey had; it was one of their
first groups and people had to tell all kinds of o,
personal stuff about their sex lives and everything,

you know. Two of those couples got divorced-since then.
. 5

-

(- I

L™ . /'/ “

e

P

Ty

;//”{
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Begins.Witﬁ siienceg o

Pa:

Silence.

Hos:

Wé;n't\tharﬁﬂarry and Judy Anherson?' Who ﬁere%the others? ,

. #

I don‘t remember. < ¢
L2 j‘ T

So \Kht are you d01ng here if you don t be11eve
in groups?

I d1dn*t say that. Ib s that human development
place I was talki ing aboutE Anyway, I was curious.
i thought I'd Just try it and see what it was 11ke..

Maybe groups like this are only good for certain

things.

-

I'm really su ised at how intelligent some of the
members of this

I think these groups aré what you make them; I
rea11y wonder if anything else matters., :

Maybe that't true about the 1mportance of each person
“but I'm sure the mix of people and the leader make a
.difference, too. . - \\\

- * . - n'

Hostility Simulation N
R t A3
. []

Why don't we’all put our heads down and go to sleep?

Or maybe we could go somewhere else--to a bar, or °
something, why sit here? - .

" I remember when I was in grade ‘school, there was

this dancing teacher who came to gym class and she's
trying to‘'get us to volunteer. The kids would just
sit there and look at her. Finally, she had to just
pick people. ’

3

I'm beginning to think we're all guinea pigs in an
experiment of yours. You have a lot to gain here,
but what about us? ' -

guinea pig.

a

You say that a lot about th1nk1ng everybody ] a}//
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Hos:
"Int:
Hos:
Pla:
Hos':

Ind:

Hos .

Fac:

Dep:

Silence.

Hos:

Pla:

Int:

‘I'm not talking to you; I'm talkinﬁ to our leader.

.That's r1ght And there are people here with problems
"no one is getting any answers.

. v
IS

W

But I'm a1k1ng to you, and I say you're always
trying to a fight. You re always arguing and
complaining.- ‘ SK ‘

That's better than you. You|sit there apouting off \_ v+ -«
informatloh like from a ‘book].

I believe there's some purpose inthis; that's why
I sit here.

There's a lot of qu1et members like you hereg but you
people aren't runnlng th1s group. N

To tell you the truth I'm beginning to feel a little
uncomfortable here too. I'm sitting here waiting for-
-something to happen. And I am bothered when you just -
sit here looking at us.

- Maybe we 'need to be morg specific about what we need.

I'm assuming people have .problems byt I don't know
what they are. I'm not eyen sure I know what.mlne are.

I'11 tell you what I want. I need some help for my
sister. She's always getting herself into so much
trouble and then she comes to me to ba11 her out, I
don't know what to do at this point. ’
See. What good did that do? You don't even ask her
any questions. You don't even give her Some direction.
I have to be honest and say L don't 11ke the way things
are g01ng here. » , _ .

¥ - 1
I don't think it's right for you to talk like that.
You should be more careful about what you say. Any-
way, you really have to give this group a chance.

I disagree. Telling people about your feelings is a.
good thing. And I'm glad you s%id that because I

was feeling much the same way but I just didn't have
the nerve to say it.

-

V.~ - "




. . ~ Sexuality Simulation

L
-

. Group begins with' small talk.

+
@

~6ep: You khow, we've really comé a long way in this
. group. We somehow get burselves started now and . *
oy really da get to important 1ssues

.. This group has really helped me. And I aqtrlbute it
all to you. As leadef,.you’ really helped me look at
what I'm doing. You'd be surprised how much freer I
feel. So often I th1nk of your words as I go through
the day.

ThlS seems -to be the night for patt1ng ourselves on
the back - :

I'm really Yired of your comments like that. L oIg S
like your always trying to take over the leader's

job. You never say anything about yourself and )
really the leader can take care of comménting on the
group much better than you. £

Well I guess I'm g01ng to get clobbered by you too,'
but you do seem to have.a lot to say about how .
fabulous our leader is. ol

Just for the underdog, that's all.

ow is he the underdog? o :
What an, all those times we all plicked

on h1m.‘ .
Separatlon Simulation
Begzhg\with someg small talk. ' -

- Fac: T A1l the time .we've been talking, I kept thinking back
to how different we are now than we were-at the be-
ginning. I think of how scared I was of all of you
and how we all just sat here struggling to come up
with something to say. I'm th1nk1ng now that it was
worth the struggle.

For me, too. For me the best part is feeling so close( :
to all of you. I/%EET\{\really know you, ) )

-




Int:

Pla:

?

Depf

Pla:

i.Dep:

~N

L

I'm troubled by how rea11st1c all °€z rz is, though.

I E;an ‘when can you ever have t sk
p.with people outside of thls group?

Other . Muuuu -

//;bde never sit anound andfffik like -this

.
s

I guess I feel pushed "to get this kind df th1ng

started with people outside this group,
I'm a follower.. \I'm.really ‘afraid. that
into my old ruts

L

I don't have that problem at a11. I ha

w1th my. frlends outside

of relation-
People out-

+ ~ .o

,.w"./
-~

but frankly,
I'11 fall
this group.

re a lot of

unanswered questions yet, and I'm bothered with all

this reverence for th1s group now. It
4 sto me
. X . . N

A

_ : \ .
" In a way I see what ‘you mean.

I guess
more tgngible answers top. o

: » I don't see where,all thi} is 'gett%
we get- into_using the group for wha#®we

> You krow, all ‘along we were \led to beli
free choice in what happened ‘here. Wel
we've really’ started fitting i to a mo

* - start sounding the same and each ‘sessi

part “of the same pattern What\gets m

. don!

/ I'm really surpr1sed to hear you sad 1hat.

27, ]

Seems* phoney
[.expected

S+ Why don't
want,

.

eve we had a

1, I,th1nk
d. We all €.
n is like

is that there
the start and
t see the value

il

All. along

I thought you were really satisfied wjth what‘'s been

Happening. i

Well, I went along with what happened.
When people complained about this sort

T
he o
.

that's all.
f thihg, we

were told we were wrong, that there were\ no specific

expectations of us.
see what's happened,

I believed it buk
I really wonder.

-

noy when I °

to each . -
. ‘.-—-“"':Tf,’.’-’::.u“n«/up&

Ty




. APPENDIX H
e '

\\' CHARACTER SKETCHES

- . - o
N o .

Placatox: N\ - e
Serves as a helper in. the grbup, spec1a11y helpful
to the leaderi - =
A pheaser, friendly, nen-violent, often the arbltrator,
likes people; Y
"I try hard to do .whatever people want me to dos I
want things to go smoothly " . '

’ Hostile: _ o
ﬁ:&l 4 R \
Openly aggressive, a_ complainer,” “skepti al blameful
resentful; '"No one can help\ye. Lli? is tough

Facilitator:

Identifies with the leader, - )
Placeschimself between the group and the leader, tries
to be the intermediary, feels superior to and differ-
N -ent from group; w
» Aspires to lead groups; ‘
Often makes process comments;
"I notice the leader's contributions to this group are
dlfferen/;from other people's."

. . Y
Wants to be taken care of
Presents self as fragile, naive, confused* —_
- Exaggerated sensitivity; .
"Often I'm not really sure aboup-what's ‘going on within
me, others know me bett. than I-know myself."
- 7

te
i

,Dependeﬁt. e .

- } ) \
Passive Aggre551ve- -

Makes seemlngly bland statements which conceal'negatlvism,
Usually understates how he feels;

MIt's not that I don't like what's g01ng on, but you can
never be too tareful."

L -

7




Seducer:

‘Seeks intimacy and cofmpanionship;
Overly needful; '
Sexually aggressive;
"I. owe you a lot; you've done a lot for me."

Intellectual:

Believes reasoning will" bring truth;
< . Ofiten the judge, feels superior;
< ‘Quotes authorities, gives information;
: "I figure out the answers to questions by weighingu
R © . ,the various possibilitiés, there's always ”
rlght answer,"

"Independent: o,
. '~'-H15 own person;

B Looks inside himself for what's rlght for him'
. .Not a crowd pleaser; o

;//;/////' . "I.alone must determine what's best for me." -
. . '-. _ | .

ERIC

T : .
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0 Very , 5 S 4 7 7
Useful M B , 9 -] ‘ 5,
Some Use: o, : / . o 2. ‘ 2
Little: ~ v , ' , . i ,

= = dgney ._)] = - y‘?&' ﬂ = }‘ ' ) '. - -
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PARTICIPANTS" OVERALL RBACTION SHEET TABULATIONS “
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