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ABSTRACT

This project was designed to meet the following two objectives:

(1) to-produce a manual for educational knowledge linking change
agents, and (2) to develop plans and designs for the training of
educational knowledge linking change agents. This final report of
the project tonsists of three sections, as follows: Section I,
History of the Project--Background and Rationale; How the Guide Was
Created: Cycles of Development; and The Evolution of Change Agent
Training Strategies and a Manual for Change Agent Training Design;
Section II. Evaluation of the '"Guide'" (Prototype #2) by 115 Change
Agents--The Reviewers; Responses to the Review Form (Appendix A:
Letter of Invitation to Potential Reviewers of the 'Guide'" [Prototype
#2); Appendix B: Form for Background Information on Reviewers; :
Appendix C: Reviewer Questionnaire and Cover Letter); and Section
II1I. Evaluation of CECAT Based on Post-Conference Reactions of
Participants--Background Readings; Printed Conference Materials;
Conference Activities; Post-Conference Action Possibilities; and
Euture Need of Conference Related Materials; and Appendix A:

CECAT (Conference on Educational Change Agent Training) Evaluation
Form. A bibliography is provided. (For related documents, see
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GBJECTIVES

This proje:t including amendments and extensions was desngned to meet
the following tvo summary obJectaves

A. To Produce a Manual for Educational Knowledge Linking Change Agents

1. To prapare a useful reference manual on the dissemination and
utill:zation process for the practicing knowledge linker in
education, building on the literature review on dissemination
and utilization entitled PLANNING FOR INNOVATION, ED #029171.

2. To conpare alternative contents and formats for such a field
manual on the criterion of perceived usefulness by linkers.

3. To mate a full revision of the manual based on reviews by 100
representative linkers, this revision to include special
introjuctory statements for administrators and other typical
users and an extended presentation on the role of change agent.

. Yo pr:pare checkllst summaries of major components of the
manual for future use as a workbook or as fneld lnstruments
RE™ 3 Hodul Wealion : -
B. To Develop .Plans and Des[gps for the Training of Educational Knowledge
Linking Chinge Agents

1. To cr:ate an awareness and involvement in the problem of change
agent training by relevant segments of the educational community.

2. To pr:pare alternatlve training de5|gns for such change agents,
speci ‘ying:

a. identification and recruitment of appropriate
individuals for training,

b. training workshop design (materials, structure,
staffing, funding),

c. support materials for continuing use by trained
agents (manuals, instruments, readings, etc.),

d. ‘ollow-up consultation and evaluation activities
and personnel required to staff a total on-going

arogram.

Most of the resources of the project were assigned to these two major
tasks (A and B), but the project also called for some support of further refine-
ment of utiliza:ion theory along the lines of the *linkage model' proposed by
Havelock In his previous report: PLANNING FOR INNOVATION.




ACHIEVEMENT OF CBJECTIVES

A. The Manual .
A manual of over 200 pages has been produced according to the process

<pecified in the proposal. An early draft version (prototype #1) was

4 evaluated intensively by a small group of representative change agents. As

: a result of this collaboration a second working draft (prototype #2) was
produced including case studies from these change agents. Prototype #2
was reviewed intensively and evaluated by 115 educators chosen systematically
to represent gerotypical future users of the manual. The response was over-

_ whelmingly favorable and in addition provided a quantity of information which

could be used fcr developing a third revision (prototype #3). '

_ Subsequently the manual, under the title 'A Guide to Innovation in
Education' has teen distributed by The Institute for Social Research on a
limited basis urder a developmental copyright from USOE so that it could be
sold at cost anc used in a number of university courses, in-service workshops,
and conferences. The feedback from this controlled dissemination has irdicated
that the '"Guide' can be an important tool in training and in program manage-
ment in a variety of educational practice settings.

The '"Guide' has now been further revised in accordance with objective A-3
to include a brief introduction for administrators and a greatly expanded
section explaining the concept of ''resource linker' and two other alternative
change agent corcepts, the ''catalyst' and the 'solution giver.'" Additional
sections are nov' being written and all three appendices revised and up-dated. __,
using non-federe1 funds in preparation for final publication. Negotiations are
under way with Educational Technology Publications, Inc. which has expressed a
desire to publith the final version.

Checklists have been prepared for key portions of the text in accordance
with objective /-4. However, these instruments have not yet been field tested
so that their utility is still a matter of conjecture. It is anticipated that -
before such materials can be used as reliable tools of change planning, they =~
will require several cycles of development parallel to that of the "Guide.'

B. Training Designs

On May 25 o 27, 1570, 51 nationally recognized leaders in the field of
change agent triining were brought together at Clinton, Michigan to discuss

the critical istues relevant to the content and procedures for such training.

The conference, itself, was an Intensive learning experience for those involved

and represented a major dissemination thrust for the ''"Guide'' and for the need

for new resource: 1inking change agent roles. However, the conference also
produced a number of specific, through tentative, training designs for different
conceptions of :he role. These are Incorporated as Part V of the manual
described below

The primary products relevant to the achievement of objective B-2 have
been assembled n the form of a manual for training program developers. This
manual includes sectlons on knowledge content to be trained, goals of trainlng,
principles of t-aining, an elght-part systematic framework for designing
comprehensive programs, and several presentations of alternative training models
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Section I: HIST(RY OF THE PROJECT

A. Backgrounc and Ratlonale* o

The 1960'c saw the emergence of a new awareness that research by itself
does not provice direct answers to the problems faced in the practical
world, and this awareness has been articulated in the formation of a new
discipline foctssed on the problem of knowledge dissemination and utilization.
Research studies of the dissemination-utilization process were virtually non-
existent prior to World War |1 ?hd were restricted largely to the area of
agricultural irnovations until a decade ago. Increasingly in recent years,
however, there has been evidenced a dramatic growth of interest in this
topic in such fields as public health, mental health, medicine, international
development, ard in particdlar, education.

Together viith this growing interest in dissemination and utilization as
a research concern have come increasing efforts to establish dissemination
inetworks, new 1oles, and institutions designed specifically to speed the flow
of knowledge fiom research to practice. U.S. education has been in the fore-
front of this innovative trend. Starting with major federal legislation on
education in tte early 1960's, there has been a very rapid growth of research
and development centers, information clearinghouses, regional laboratories
"and locally bated and regionally based dissemination projects, conferences,
and training piograms, all geared generally to the same end of up-grading
education by irfusing in the practicing school system new |deas and
innovations baced on research- knowledge SR ST T e T

This proliferation of lnstitutional forms has been so rapid that in .
nearly all cases it has preceded the development of adequate role definitions
and adequate training and support activities and materials for these new roles.
Practically overnight, thousands of new knowledge linking roles (disseminators,
consultants, demonstrators, etc) have been created and filled by people who
have only a vacue conception of what the role is and no real way of preparing
themselves and supplying themselves with the appropriate knowledge and materials
for occupying the role.

Major contributions toward defining and publicizing the need for the
linker role in education ware made by Clark and Hopkins (1966 a & b) when they
developed a taronomy of linkage roles as a part of their study of ''Roles for
Research, Deve opment and Diffusion Personnel in Education.' They saw specialized
diffusion role: as an essential accompaniment to the roles related to research
and developmen: in educatlion and further study convinced them that the demand
for persons to fill these roles would be tremendous in the not-so- dlstant
future.

ee e L,

The institutionalization of linking roles in education Is urgently needed
to satisfy this growing demand and to assist in coordinating linking functions
so that role overload and marginality, current major causes of linking failure,
do not become otally nullifying forces in knowledge diffusion In education.
The primary considerations for establishing and training personnel in linking
roles are outl ned by Havelock, et al (1969, Chapter 7).
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To provide .dequate support for these emerging linking roles in

education, the educational establishment will have to provide training

courses and field handbooks and manuals not only in specific content areas

~uch as reading, guidance, administration, and .curriculum but also in the
yeneral processes: of disseminating and installing innovations, planning of
shange, and faci itating the flow of knowledge from research to practice.

This project was intended as one contribution to this difficult but essential
arocess. Building on an extensive review of the dissemination and utilization
iiterature (Haveiock, et al, 1969), we set out to create a field manual for the
cracticing knov-le:dge linker in education. It was felt, however, that such a
Jlocument would be successful only if it were developed collaboratively with a
~~epresentative sample of these linking agents. Later phases of the project
wculd be concerned with further revision and extenslion of the field manual and
-ke establishment of training programs to familiarize linkers with its contents
)nd potential uses. - It was felt that through such programs some strong new role

mages would come: into being through educators who were beginning to develop an

‘identity and a defined area of expertise as resource linkers.

B. How the Guide was Created: Cycles of'DéQe[ggment

1. Review of Past Efforts and Developmént of a Pfoposal

This p-oject began with a need expressed by the Office of Education
for a companion work to the extensive compendium and analysis of findings
on dissemination and utilization (Havelock, et al, 1969). While this work was
"still in progress it was already obvious that its primary audiences would be -
researchers and policy planners who had the sophistication, patience, and : . ;
motivation 0 derive their own implications. What about the busy administrator : ‘
or practitioner who needed practical help on knowledge retrieval and utilization?
Was it not possible to develop «cme practical guide for this broader and less
research-or ented audlence so that the substantial existing research and theory
in this area could be put to more immediate practical use?

.‘_;],i
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A first step was to look for models of such an effort. Had anyone tried
to do this hefore and how well had they succeeded? In 1958, Lippitt, Watson,
and Westley had published a volume entitled The Dynamics of Planned Change.
This book wiis well written, summarized a good deal of existing research, and
was directed broadly at practitioners of change. However, it was still largely ;3
theoretical--analytical in approach; it did not draw specific implications for -1 =
specific situations; it contained few clearly specified ''"do's' and ''don'ts''; ' k.
it was in no sense a '""how to' manual. Furthermore, The Dynamics of Planned Change
was not systematically evaluated by any group of change agents for its utility
or effectiveness before final dissemination. A more recent effort by Thomas E.
Woods, The /dministration of Educational Innovation (1967) does a fine and
concise job of summarizing the rich literature on the diffusion of innovations
(touched oniy 1ightly by Lippitt, et al) providing it in pamphlet size in ' : !
the language: that a busy practitioner might understand and absorb. But Woods' e éi
effort likevise was not tried out and evaluated on a practitioner audience and i
probably does not have enough depth to be considered a manual on change. i f" X
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proposed by self-selected subgroups at the Michigan conference. Finally, the
manual includes a fully developed outline for training state agency change
agents.  Plans for publication and distribution of this manual on training
have not been fully formulated but it is expected that further revisions will
be made using ron-federal funds and that the Institute for Social Research
publications office will make the document widely available. .

CONTENTS OF THIS REPORT

This final report consists of three sections and four attachments as
follows:

‘Section | Narrative History of the Project including development
cycles of the ''"Guide,' design, conduct, and outcomes of the
Michigan Conference on Educational Change Agent Training '
(CECAT) and subsequent dissemination and training activities.

Section |’ Kvaluation of the Guide (Prototype #2) by L1S change’ (
dgenis: a summary report based on returned data.

[

Section | | Evaluation of CECAT based on post- conference reactions -
of participants.

Attachmen: #1 A Guide to Innovation in Education (Prototype #3)
plus revised and expanded |ntroductory sectlon
4 .. . _

Attachmen: #2 Checkllsts on Change Process |ntended to accompany “the
"Gui.de.'

Attachmen: #3 A Preliminary Version of a Manual on Educational
Chanje Agent Training.

Attachmen: #4 "Anatomy of a Communication Arc'': a sample of work
partially supported under this contract to spell out theory..
of u:ilizatfon in more precise terms. This work is still .in
i0g-ess.

e
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in sea-ching for projects which tried to develop information
products ac:ording to a systematic evaluation and development plan
we came across a study of the comparative effectiveness of several
kinds of conmunication media, done in the field of vocational rehabi-
litation (G aser, 1967). A single message about an effective innovation -
was transmi :ted by different media to several matched audiences and their
" adoptive behavior was compared. Glaser found that the written cormunication
alone was s ifficient for diffusing knowledge of the innovation, but that
the additioy of a demonstration conference or consulting activities
significant y increased its actual adoption. The key variable here was
the opportuiity for the receiver to give feedback to the sender about"
his evaluat on of the new idea in terms of his own experience. These
results sugjested that various mechanisms, conferences, interviews,
evaluation “orms, and consultations might be needed (a) to develop a
2 product tha: was meaningful and useful to the intended audlence, and
- (b) to-diffise the product once it was developed. - R

- Althoujh the use of a training package for disseminating experimentally-
bas=d or iniovative programs to practitioners is common, as are studies of
their effec:iveness, their diffusion potential is limited because these
programs hase generally dealt with specific innovations, have been

] developed i1 response to requests from specific audiences, and have been
% designed to solve the unique problems of their respective situations.
4 Such was th: purpose of the social science curriculum development

studies of .ippitt and Fox (1964). The same limitations apply in lesser
degree to Richland's '‘traveling seminar'" (1965) for educational innova-
tion diffus: on. Al though such programs and packages are invariably

2 reported as ''successful,' each faced anew the problems of entry, resistance,
s and linkage training with its respective audiences,.. Moreover, even having =vsws. ..o ‘ai.
R i e -solved thes: problems for themselves; ‘they do not contrlbute very much

to our gene-+al knowledge on linkage problems in education. Their techniques
for dealing with these problems are not readily generalizable to other .
audiences o- to the same audience under different conditions because

the techniqies of entry, linkage training, etc. have not been cieariy
dlfferentia.ed from the innovation |tseif :

- : S : '
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Also, 3s these examples illustrate, much of the existing research °
had as its >rimary audience that group of practitioners who are most
directly ins/olved with the consumer (student, patient, etc.). These

) _ - people are- -arely in a position to assume the role of knowledge linkers
- to other practitioners. They may or may not have the administrative

o : authority t> act as a linker or change agent in their system, but if

3 they are di-ectly involved with the consumer they will have little time
;13 ' or energy t> devote to linking activities after coping with the more

i : salient--ani urgent--daily problems in their own consumer system.

One at:empt to overcome these limitations and to establish linking
functions aid roles as a permanent aspect of a school system was reported
by Shaevitz and Barr (1968) in A Training Program for Research Utilizers:
Philosophy, Goals and Methods. Thelr simul taneous ''microaction' and.

"macroactlo' research directed tralning in change processes at class-
room teache-s and principals and at people who had cross-building
responsibilities withlin the school system. However, a lack of user
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sophistication and an unfortunate lack of involvement on the part of

the particigants motivated the research team to turn from general

issues of clange processes to the solution, through change, of specific

existing prcblems in the system. Thus, the fulure linkage potential of
. these two gtoups remalns unexamlned

Anothel Important contrlbutlon to our early plannlng for this
_project was the work of the Communication Program of the Far West ,
Laboratory for Educational Research and Development directed by Dr. RN
Paul Hood. We were especially impressed by the systematic development
and evaluation process employed by that program in the evolution of
educational products, and we made a conscious effort to adapt their
approach in our own planning. .

On the whole, past research seemed to say exceedingly little about
the effectiveness of specialized communications of the type envisaged
in this pro_ect. On the other hand, there was some reason to believe
from numerous studies and observations of knowledge linking roles in
various other fields that the development of viable knowledge-linking
roles in education would be significantly aided by the simultaneous -
development of training programs, handy reference tools, and other
software supports at least on a par with those now possessed by the
county extension agent in agriculture., They also suggested the need
for a develuopment strategy which -included features such as:

(1) participation by the audience in product planning,
(2) svstematic evaluation, and
(3) p anned diffusion Including user training and follow-up.

With these ideas in mind the Michigan team developed a proposal
to USOE for a manual incorporating features (1) and (2) with the.
expectation that feature (3) would be added at a later date if the
‘early work was successful.,

2. Litera‘ure Review and Anmotated Biblibgraphy

After “unding,:the project staff began by making a thorough search
for major works on change In education, updating the search effort of
. two years earlier which had led to the comprehensive literature review.
This time, however, we were especially on the look-out for literature
on change wiich was practitioner-oriented and in which derivations of
implications for practice were spelled out.

From this literature review the staff* developed the first product
of the proj:ct, an annotated bibliography of ''"Major Works on Change in
Education' with a detalled subject index. The subject index was iater
valuable as a key to specific points and quotations which we wanted to
include In the '"Gulde." It was also antlcipated that this bibliography

*Havelock lald oit the overall plan and took part in editing and screening
while the annotations and indices were developed by Huber and Zimmerman.

Ao W IR e
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would be a useful apbendlx for the "Guide," itself, and for that
reason we used the followlng crlterla for choosing works to be
cited ’

. ;o (I) jeneral coverage of a range of tOpIcs relevant to
) ‘ educatlonal change.

(2) in book form.

(3) >ublished and available in education libraries,

pook stores, or by ordering from indicated sources.

R ST RN RT3 Wl

for tye most part we excluded empirical studies and reports on
specific rxsearch projects unless they covered a range of relevant
topics, offered both research findings and |mp||catlons for practice,
and could be obtalned as separate monographs.

e

A

Coples of the blbllography were prlnted and dlstrlbutﬂd both
. by the University of Michigan's Institute for Social Research and by
.- the Northw:st Regional Educational Laboratory.* Included was a
" sheet enti:led '"feedback to authors' which asked readers to voluntarily
indicate how they had used the bibliography and how useful it had been.
Although this device induced only a trickle of responses (they are
still coming in) there seemed to be a generally favorable response.

A i \.4_,;@&w

3. Choos'ng a Structure for the "Guide"

There were several alternatives available to us in structuring o
the "Guide," and because of the potential importance for later utility
and acceptance by practitioners, we were anxious to explore a number
of them be“ore arriving at any conclusions. At least six possibilities
presented -hemselves: :

(1) An encyclopaedic compendium of facts about change process,
~written In a simple style with practical implications,
spelled out and arranged as alphabetical entries of any
length from a shaft paragraph to 2 or 3 pages, thoroughly
cross Indexed.

rros: relatlvely easy and stralght forward to create,
a good reference for specific user needs max i mum
user selectivity allowed.

. Cong: expenslive to produce i f done well (it would be very

; _ large), hard to disseminate, very low user involvement
: (impossible to read cover-to-cover), difficult to

b 3¢ in a tralning program or in a course.

L ——
'

'In nelther case were federal funds from this project used for dissemination.

10




_]o-

tona: it would be difficult to present a coherent over-
view or systematic topic coverage. Most of what
is written, even if it is very well written, is
not practitioner-oriented and does not go far in
spelling out the '"how to's.'' . . :

(6) IProblem solving stages: this is the approach used by
l.ippitt, Watson and Westley (1958).

P’ros: from our reading of the limited research literature
on the change agent, this approach seems closest to
the way he organizes his life and work. It allows
systematic and logically ordered topic coverage and
is especially suited to the "how to'' style of
presentation. It is also falrly involving and can
be presented in parallel with actual case materials.
It is also handy as a basis for simulations. ‘

Jong: there is little agreement among experts on either the
numbering or the ordering of such ''stages'; moreover
it may be more difficult In this approach to pick up . :
the change agent ''where he's at.'" This framework might K o &
be seen by some as too rigid and arbitrary to apply _ , D
to the myriad of situations the change agent might = . B
find himself in. : o 2

AR

After some discussions with other CRUSK staff experienced as change R
agents and change agent trainers (e.g., Ronald Lippitt, Robert Fox,
Mark Cheslar, and Lucille Schalble)-and some-intensive field interviews » ..:-23 -7
with educational change agents in Michigan (in the state department, at o
the University, and in three school districts), two facts became evident: : -
(a) that tae problem solver and the casebook approaches were both the EEE g
most user-oriented and (b) that it is very difficult to elicit meaningful o .
reactions to the idea of a product when the reactors don't have a model . ' : Z
of the ''real thing'" in front of them. . . S

(YIS

Weighing these alternatives and facts, we chose the problem solver PN L
stages approach as our primary structure for developing a first prototype - a B
with the aided notlon that various appendices (such as the annotated R =8
bibliography) and a subject index could enhance its value as a reference ] n &
work, and that a series of case studies would Increase and enhance its 5
value as a readable and involving book.

4., Exploratory Field Intervigws B o ‘f :5

The exploratory field interviews were especlally Important In glving ' i .
us a picture of the "'life space' of the people who are now operating = . =
as educational change agents. It was obvlious that most of these people = . o -
are not theorists or even grand strategists, that what they know about SR

. - the change process Is not very systematically organized and only loosely . - . ) 2

‘ articulated, that they think in terms of specific projects on which they '
are working, and that thelr thinking runs in a kInd of a chronological
order as they talk about their work. It was evident that 1f we were
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Y'7(2) A systems analytic framework such as Stufflebeam's

"'"Context-|nput-Process-Product" (1970).

'ros:

ons:

‘would allow a systematic coverage of most topics

in a logical order. This would make the book

most useful to policy and program planners especially
if they had engineering backgrounds. Increasing
numbers of educators are becoming familiar with

this approach to conceptualizing and ordering the
facts about complex topics.

may not do justice to some of the social and
psychological realities which the change agent
must contend with. Moreover it . is still foreign
territory to many educators and enemy territory
to some. )

A communication model apprbaéh (i.e., "Who says or does
what to whom by what channel to what effect.') such

1s used by Hovland

(1958, Rogers (1962) and Havelock

(1969) in hls comprehensive literature review.

.oros:

.cons:

also allows systematic and comprehensive coverage
including the human and social variables. Further-
more since the prime sources are already organized
this way the task of retrieval would be greatly
simplified. :

has tended to be a researcher's or theorist model

. rather than a practitioner's. .. .. - .. ., . ... . ..

A casebook with annotations for each case referencing the

-esearch literature.

Pros:

ons:

this would involve the reader and would be
especially helpful to those who find themselves

in similar situations to one or more of the cases.
It would also be an extremely helpful adjunct

to training.

it would be very difficult to teach much substance

of the research or theory of change in this manner

and it would be very difficult to compose in the first
place. There is also a paucity of good, clearly
written case materials showing a range of the ''do's"
and "'don'ts'" of innovation management.

An anthology of the best writings available.

~ros:

it would be relatively easy to construct such a
document. The bibliography previously described
11sts several such works and a selection of the .
cholcest pleces from each would be a simple matter. -
We could also guarantee that the writing would be
first class, the coverage broad; and the points

of view varled. .
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to be truly collaborative we would first have to give these change
agents a chance to tell their war stories in gory detail and we would
have to listen carefully to show them how their experiences and the
research on the change process matched up.

Originally a conference had been planned to attract twenty or
more educators representing change agents in at least four categories:

- (a) State Depértment of Education personnel who are engaged
in disseminating new knowledge to school systems.

(b) Directors of knowledge utiliiatfon and demonstration
projects under Title 11} of the Elementary and
Secondary Education Act.

(c) - Dissemination staff members from the Regional
Educational Laboratories. '

(d) “Professors in schools of education.

However because of our budget constraints and the increasingly
evident need to work in depth with those who we contacted, we decided
to limit the first conference to five articulate and representative

' change agents who would be willing and able to (a) read our materials
critically and thoroughly, and (b) provide us with descriptions of
their work which could be developed into cases for inclusion in the
“Guide."

I

S. The knowledge Linkers WbrkshEb ) : . T e Ee e e

During the fall of 1968 and the early winter of 1969, the project
staff worked to develop a first prototype of the '"Guide'' based on
the problem solving structure in preparation for the first evaluation
by the change agents and a representative of the USOE (Mr. Richard
Elmendorf). By February 15, each participant was mailed a rudimentary )
draft version including drafts of the introduction, Chapter | "Establishing
the Knowledge Linker Role,'" Chapter 2 ''Dliagnosing the Problem in the Client
System,'' Chapter 3 on ''Retrieving Relevant Knowledge,' an appendix to
Chapter 3 on available Information resources, Chapter 4 ''Selecting the
Innovatlor,'" and the annotated bibliography. ‘

The conference was convened on March 15, 1969. By prior arrange-
ment each participant began by relating a case of attempted Innovation -
from his work experience. The case could be elther successful or .
unsuccessful but in either case It should be the one he knew most abouti
and the one that seemed to him to illustrate the most about the changea
process. After each presentation the project staff would question the
presenter and suggest how his narrative could be fitted to a problem
solving stages model of change.

Part of the afternoon session was reserved for comments and reactlons
to the drafts of '"Prototype #1.'' The introduction and the overall plan
for the ''Guide' were received favorably as were the two appendices, but

- all the participants found the writing style difficult and the layout of
" chapters cumbersome and rather overwhelming in detail. It was clear that

-
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- tone and flow were achleved.

quotes frori other sources.

-'2-

a more pol shed product was needed In a simplified writing style with"
a reduction of dlagrams and "telegrams

and an increase In narrative’
prose and quotatlons. ‘

On the whole, the conference was very successful even if it )
contained ome bad news for the development team. The case presenta- o
tions were interesting, rich |n detail, and right on target as potentlal
case mater als for the '"Guide." The feedback on the prototype also

provided e:plicit guidance for further development and support for
overall di rection.

6. Creaton of Prototype #2 -

The first and most lmportant task following the March conference was
writtng and rewriting of the main context of the ''Guide.'' Havelock assumed ‘
primary dutles for this part of the project, receiving editorial help and cri-
ticism from Douglas Truax and Joyce Kornbluh. The introduction and first chapters
were written and rewritten several times until the whole staff felt the proper

.Once the style had been set and practiced for a :
while the writing became much easier.

Paraliel to this activity the project staff was developing case
studies bai.ed on the presentations at the conference. Four of the five
presentations were judged to contain enough detail to merit inclusion
in the "Gu de''* but they required extensive editing and rewriting before
they were wuitable for publication. Part of this editing process con-

"sisted of adding steps that might have or should have taken place but

were not stated clearly by the presenter. This fictionalization was

minor but was deemed desirable for the sake of readability. However,

it may have resulted in distortions such that some cases (e.g:, ''Mike'') :
'sounded moie organized and more successful than they actually were while -
others (e.y., '"Steve'') sounded less so. There was considerable disagree-
ment among the staff over the wisdom of presenting cases which were not
absolutely faithful to reality as spoken by the change agents. However,
115 change agents who later evaluated the "Guide' rated all’ the cases

as "typica''" or 'very typical" in their experience. ¥¥

Considerable time and thought were'devoted during this period to
providing &#n interesting and readable format for the main text. In
prototype i)'l we had provided a text with many headings and an elaborate
paragraph rumbering system, interspaced at frequent intervals with
Our conferees felt that thls approach
chopped up the text and made the flow of thought very hard to follow.
On the other hand they enjoyed the quotes which were on target.

The sclution seem=d to be a two column format with the text flowing
down the left column and the right either clear for indlvidual note-
taking or providing space for quotes where appropriate. Standard
reference {cotnotes were relegated to the back of the book and the
numbering ¢ystem disappeared entirely. Another change was the addition
In the right hand column of references to case study material whenever

a point In the text could be I1lustrated by what did or did not happen
in one of the cases.

*The fifth case was the last presented and suffered from time limltatlons;

there was lltt'e time left for staff questioning and clarification after
the initlal presentatlon.

k%See Section 11 of the report for presentatlon of thils data. 14
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: fhe ‘‘Guide'" as It was developed during this phase of thé project
~ had six components: -

(1) The introduction which explained the purpose of the "Guide,".

: suggested three alternative role models for the change agent
and a brief analysis of six process stages ('building a
relationship,' 'diagnosis,' 'retrieving resources,' 'choosing
solutions," '"galning acceptance,'" and "stabnllzatlon and
self-renewal."

(2) The four case studies.
(3) The text of six chabters, each representing a 'stage."

() An alphabetlcal llstlng of Speclflc “"strategies' of
: change.

(5) An index of information sources in education (intended as
a supplement to stage 3).

(6) The annotated blbliogfaphy.

The Fourth part (strategies) was derived from a CRUSK working

. paper by davelock entitled ''Innovations in Education: Strategies »
and Tactics.'" This listing was added as a compromise with the encyclo-
paedic apsroach mentioned earlier.

As finally assembled, prototype #2, represented a combination .of. .- - . .

approaches intended to appeal to users with a variety of information
acquisition habits., The first three parts could be read in succession;
~the last three parts could be used for a variety of reference purposes.
A reader could also brouse or skim with the aid of charts, a clear
outline and headings and many quotes from the leading authors in the
field.

' We were concerned, of course, that all these elements might _
represent too much for a manual of this kind but it did provide readers -

 with many alternatives, and with a thorough evaluation planned, we

felt that It would be best to let readers decide what should stay and
what should go.

7. Review by a Nattonal Cross-Sectton of Educators in Typical Change
Agent Rblea ,

By the fall of 1969 we felt we had a product worthy of field
evaluation. As called for in the proposal, reactions were solicited
from four groups of educators thought to be typical of those now
operating as ''change agents'' within the U.S. educational complex. The
sample chosen was not Intended to be representative of the nation's
educational linkers In any strict statistical sense, nor were the four .
populaticns from which they were drawn exhaustive of possible linking
role positions in the national educatlional establishment. However, each
of the populations chosen had certain distinctive features which made
them sigrificant audlences against whose Judgment the utility of the

15
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manual should be measured The significance of each group is specified
briefly below: ’

R T b TR TS

(1) <tate Department Personnel:

fvery state employs a number of professional educators

(ranglng from about 10 in the smallest states to about 200

in New York and California) as consultants, coordinators, and
dissenlinators In various specific subject matter areas typically
under major divisions identified as "administrative services,"
“instiuction,'" and ''vocational education.' Whether or not such’
professional staff serve as knowledge linkers is not entirely
clear. However, such persons are strategically located and’
formally charged with duties which bring them into frequent
contact with practitioners {administrators, teachers, and

others) under circumstances where they may be seen as know-
ledge linkers. :

Ctate Department personnel are also significant as a
potential audience because of the probable increased reliance
upon the states for the administration of federal dissemination
progrims over the next few years.

45

(2) ISEA Title 1] Directors:

ft RN

This title provides funding for locally originated LT s
‘projects to diffuse Innovations and facilitate the innova-
tive process at the school system level. With fiscal year,
1966, the federal government started funding 1,000 such
projects across the country. Directors of such projects are
change agents or administrators of innovation activities more
or le:s by definition. Hence, they represent a large and
rapidiy groring new audience for knowledge about the utiliza- . :
i , tion process. Study of this audienle and Its reactions to R =
o - the manual might give some indication of the relative merits CoL
s of installing and supporting knowledge linkers on the local
schoo! system level in contrast to state, regional or federal
locl. An estimated 1,500 individuals belonged to this popula-
tion at the time the project began,

y izt 3
et S g ST

(3) FRegional Educational Laboratory Dissemination Staff:

&

i The REL's were established with the specific mission of
- ) development and dissemination of educational Innovations.
Although they varied greatly in size and emphasis, the 20
REL's then In existence represented an Important emarging force
in the educational establishment. They were staffed by young,
eager and often highly skilled professionals dedicated to
. educat.ional change. Thus, although the number of individual
diffuslon personnel (including those involved in demonstration
and field consultation activities) was small (approximately 200 .
individuals at that tims) it was proportionally large within the " i
REL's. In additlon the REL's deserve close watching as potential - © :
locl for a vastly expanded federal effort In which an equivalent { E -

e
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of the present>dlffuslon network in agriculture (the Coopefal .
" ‘tive Extenslon Scrvucc) would be Installed in the field of L
- education. - '

.(k) Professors of Eduéatlon:

There are an estimated 50,000 professors of education
teaching in the 1,500 degree-conferring institutions of higher -
learning In the United States. Although it is presumed that
few f-om this group would identify themselves as ''knowledge .
linkers' or ''change agents,'' they represent the largest clearly ' .-
identiflable pool from which such persons are likely to emerge.
In selecting a sample from this group for evaluating the manual,
we we-e guided by such additional criteria as: some amount of

" extension teaching, involvement in consulting activities off-
campus, and membership or training experiences with such groups
as th: Natlonal Training | aboratcries of NEA.

In accordance with the plan set out in the original proposal"
prospective respondents were chosen at random from available lists
and were s2nt a letter and a brief form explaining the project, -
asking for them to spell out their current role and soliciting their
consent to be reviewers of the manual in exchange for receiving a

complimentary copy of the final product.

The response to the conmltment request letter was very encouraging-
(151 out of 200 or 75.5% accepted). Of these 115 later returned completed
review forimns (75.63%).

Altho.gh the detailed results of this review process are presented
in Section Il of this report, their impcrt can be summarized brlefly
The review process was successful on three counts:

(1) 1t ellcnted a hlgh rate of return.

(2) Reactions to the ”Gu!de" as a whole and to all maJor
sections was overwhelmangly positive. -

(3) The reviewers provided us with extensive and detailed
information for the development of a third and signifi-
cantly Improved version (prototype #3).

8. Creation of Prototype #3
With additional support from the U.S. Office of Education we were:

able to usa the feedback from the reviews to formulate another revislon .
of the ""Guide" In the winter of 1970. The principal changes made

. were as follows:

(1) complete rewrite (for about the tenth time) of the’
introduction. 4




*No federal funds used for this purpose.
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(2) Complete recomposition and rewrite of Stage i
"~ ("lcquiring Resources")

(3) ‘Introduetlons and "editorlals" on each case study.

(&) Updatiog the.appendlx of Information sources
. (the obsolescence rate for this index is extremely

high).
" (5) Minor changes In the other ''stages.'!

(6) The inclusion of many more references to the case o
studies In the right hand column of the text. B A

Each of these revisions was based directly on feedback from:
reviews.

f9. Dissemiation and Utilization qf'Prototype #3 - s L ;:’[.1 "‘;-

This third prototype version was considered sufficiently polished
to merit limited distribution and utilization in some training workshops
and conferenzes. Under a developmental copyright, the Institute prlnted
and paper-bound 2, 000 coples, recouping printing costs with a $3.00
charge on eazh copy.*

In addition to Individual users, the '""Guide'" became the basis
for several In-service training workshops, conferences, and graduate
seminars among whlch were the followlng

(1) The "'Guide" formed the basis of a tralnlng |nst|tute for
vocational education information specialists and program
administrators held at Pittsburgh, Pennsylvania in May
of 1970.*% At this event, participants divided into
four groups to simulate the development of a change project
using each of the six stages. ,

(2) The ''Guide" was one of several background documents

suvpplied to the Michlgan conference on Educational
Ctange Agent Training iCECAT, sea Part C below for

Fuller dlscusslon)

v

**0One of seven irstitutes supported under a grant from the USOE to a consortium
coordinated by Morth Carolina State University entitlied '""National In-Service - :
Training Multiple Institutes for Vocational and Related Personnel in Rural _ ' o
Areas.'" The workshop in question was organized and directed by Dr. Douglas C. . !

Towne of the University of Tennessee, now at the Northwest Regional Educational i
Laboratory, Portland, Oregon. The other worksheps all received materials from
the '""Guide" (Iniroductlon and Case Studies) but specific training actlv!ties
were not based on them, . .

7




-'7-'

(3) . 't was.a key document in a training program sponsored - oo
by the Department of Health, Education, and Welfare, '
ioctal and Rehabilitation Servuce (HEW-SRS) to develop
""Research Utilization Specialists' In the rehabilltatnon '

“Teld. '

(4) n the summer of 1970 the '"'Guide' was used in conjunction
with two pllot programs to traln state agency linkage -
agents (Project SPREAD at Denver, Colorado and the Pllot
“tate Program sponsored by the National Center for
liducational Communication (NCEC) at the Unlversity of

.Hlssourl)

“(58) n the winter and spring of 1971 the ''Guide'' was used
as the basis of graduate seminars at Michigan and at the"_
University of Sussex in England. In these seminars:
graduate students worked on educational change projects
vthich were analyzed systematically according to the six
rtages.

(6) “he Special interest Group on Research Utilizatlon of
he American Educational Research Association held a
hree day workshop at the Educational Testing Service,
I'rinceton, New Jersey in February of 1971 at which the
""Guide' was one of the basic documents.

am—
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R (7)  n June of 1971, the University of Wisconsin at Milwaukee "= =~
IR o "held a 2 day In-service training workshop at which the o
“"Guide'" was the core document. |In this seminar, participants
:lustered into elght groups. Two groups focussed on each
of the four case studies, listing what should have and could
have been done at each stage.

st bt et

_ The above represents only a partial listing of the uses of the . -

“"Guide'" to date that have come to the attention of the author. They. K :°
suggest the range of uses of the '"Guide' and its potential utility in ..
the future as a field manual on change and as a basis for pre-service
and In-service training of resource linkers and change agents in a
variety of educational areas, roles, and levels.

10. Further Revistons and Additions Under USOE Contract

Al though none were funded under this contract, most of the dissemination
events listed above were evaluated and provided feedback of potential
relevance for redevelopment of the '"Guide' at some future date. Most of
this feedback was extremely positive suggesting that the core document
served its purpose more than adequately. However, there were certain
changes and additions that might make it even more powerful and more
relevant for a wider audience. Therefore in a contract supplement the
USOE provided additional funds for the development of:

(1) Checklist summarles of majJor polints In each chapter.

19
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(2) an introductory section for administrators ¢nd at least
one other specialized audience.

“and (3) "\ new section on establishing the role of change agent-
S j‘<nowledge llnker.

Each of these additions .was developed and written in the summer of
1971 and all are included in this report although none have been field
tested for effectiveness.

The checklists, which are contained in '""Attachment #2' below,
still require and deserve considerable revision and evaluation. Ideally
they shoulj follow a development cycle parallel to the '""Guide' ‘itself.

It was decided that special introductions should be brief and fairly
broadly targetted or else they would throw off our original change agent
audience. The second introductory statement applies to '"'inside agents

_ working from below'" which we found to be the largest class of users

and potential change agents on the educational scene, i.e., students and
teachers wio want to change their own school. These sections are incor-
porated in the "introduction' to the copy of the ''Guide' presented in
Attachment #1. : :

The new piece on the problem of establishing the role of linker has
not been incorporated in the "Guide' as such (although the role description
section has been expanded and revised). Rather it seemed appropriate to
provide this material as part of the manual on training program design
(Attachment #3) where it Is incorporated as elements of Part 1V, especially

W =1,2,3, and 5. Considerations of role definition, development and

|nstallat|)n are thoroughly explored throughout the training deS|gn manual
and specific alternatlives are provided in Parts V and VI.

~ll Produwtton and Publication of a Final Version

After two and one-half years of development and field evaluatlon,
the '"Guide'' has been shaped into a potentially powerful tool for
educational practice improvement. However, a good deal remains to
be done to make it widely dlsseminable and usable through the remainder
of this de:ade.

The author has immediate plans to revise and expand several parts
including the introduction, Stage |, Stage VI and all the appendices.
In particular Appendix B has proven extremely vulnerable to obsolescence
and must be thoroughly overhauled. All these changes will be made by
the authort and they will lead to the publication of the ''Guide" in the
spring of 1972, probably by Educational Technology Publications, loec.

[ 4

#This will be done without the use of federal funds from this contract.
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The Evoluticn of Change Agent Tralning Strategies and a Manual for

Change Agent Tralnlng Design

1. Backgrvund The Need for Something Beyond the Guide

The or-glnal proposal for this project was focussed excldslveiy
on the deve opment of a ''Guide'" to the process of knowledge utilization

(in early draft titled '"The Knowledge Linker's Handbook'). The

""Gulde'' was to be targetted to a particular educational audience, O
those concerned with utilizing knowledge to introduce practice lmprove-
ments at all levels and In all types of educational situations. However,
from the beginning there was a problem In identifying who these people
were by title and position. Up to now no one In education has carried

the title of '"change agent' or ''resource linker," '"utilization specialist"
or “"knowledye broker.'" Yet once the development cycle began and we started
identifying Individuals, interviewing them, and getting their inputs on
the emerging '"Guide," it became evident that,while such people do exist,
they are (a' in very short supply, {b) know very little of the literature
on zhange, and (c) fly by the seat of their pants in developing change
stirategies.

The '"Guide'' would be a help, provided the right people were aware

’of it, were motivated to read it, and had enough initiative to find

ways of using it in their work. These were all big "ifs." C(Clearly
something more substantial and intensive was needed if we were to move
toward a really lasting, coherent, and professional concept of resource
1inker.

As with the development of the ''Guide,' itself, we decided to move
forward in a collaborative and systematic way, this time involving the
key national leaders who had had a hand In the training of various types
of educatlonal change agents or had a hand in administering organizations .
and program; In which such Indlv:duals would be working (e. g, State
education ajency staff).

The 1dza of a training program design as the appropriate next step
in our program had roots In other events of the previous two years that
are worth noting:

(1) Tre need for the design of some sort of nation-wide program
t> diffuse current knowledge on utllization and planned
ianovation was discussed at length during the review conference
of leading utilization scholars In Ann Arbor In February, 1968 -
(that meeting was sponsored by the Literature Review Project).
At that time, Everett Rogers described the experience of the
Natlonal Project for Agricultural Communications (NPAC) which -
was launched In the mid-fifties as a program to diffuse current
kvowledge about communication of innovations to agricultural
change agents In all the states. There was consensus among
‘tre group that a similar program was needed now in educatlon.

(2) The same idea was proposed again to the Special Interest Group
on Research Utilization of AERA at the annual meeting in Llos

Angeles In February, 1969, and strongly endorsed by wost of
those present.
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(3) Our experience In April, 1969, at the mini-conference
of educational change agents to discuss the emerging hand-
bcok (see B-5 above) strongly indicated the need for some

, scrt of tralning workshop as a necessary accompaniment to any

- wiitten materfals. The participants at this meeting were
- orly able to identify themselves with the materials after
ttey had had a chance to discuss the ''agent'' role concept

In the context of thelr own work and to compare their

.. erperiences with others engaged In similar activities.

For these reasons a proposal to extend the project to include a
conference 10 develop training program specifications was submitted and
approved by the USOE; subsequently a second supplement was requested
expanding on these ideas and calling for more extensive conference
follow-up, (in addition to ''Guide'" additions described earlier).

2. .Confer¢nce Planning

As a f rst step in developing this part of the project a planning
and steering comnittee was formed consisting of:

Ronald G. Havelock, Project Director

Henry . Brickell of the Institute for Educational Development
Charles €. Jung of the Northwest Regional Educational Laboratory
-Thomas C. Clemens of the U.S. Office of Education

This group represented a range of backgrounds and points of view
with a common central concern for the training of specialists In resource

ut"‘zat'on. - - . B - . P RS ST STy e =~ - f'f".

The committee had these concerns: (a) to design an event that would
be Involving, Informative, and productive: i.e., we had to attract the
very best p:ople in the fleld, we had to teach them what we had in mind
as '""resource linking change agentry,' and we had to get them to work
together to produce some training designs. (b) to choose a list of
ootentlal participants and a procedure for recrulting them.

To speak to the first concern, it appeared that the conference, itself,
should be d+signad to have three phases: (1) input (to familiarize or
remind participants of exlsting state-of-the-art knowledge about
change proczss), (2) discussion (to analyze the problem of training and
to derlve Inplications from research llterature relevant to change
agent training), and (3) output (to work together In teams to put
together actual training designs based on (1) and (2)).

To relnforce the input phase It was decided to provide all conferees
with advanca written materlals and to ask for extensive prior reading
and thinking on the content represented in these materials. B8y this
means, hopefully, all participants would arrive with some common knowledge
In thelr heads, some shared expectations, and a specific expectation that

" they could and would contribute to the proceedings.

22
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Choosing and recruiting participants was also a crucial task. . ;
We had to have people who (a) represented the highest levels of & ‘
sophistication and understanding of change processes from a variety .
of perspectives, (b) had long experience and know-how in the art and’
sclence of tralnlng, per se, (c) understood the complexities of the
educational settings In which trainees would be working, and (d) had
the national recognition and respect as leaders and experts to give
the conference and its outputs maximum vls!bility

To meet these objectlves at least seven constituencles had to
be represented in some degree:

ARG S R B

(1) prominent researchers on educatlonal innovation process,

(2) u.S. Offlce of Educatlon. research tralning, planning,
dissemination,

(3) state education agency offlclals.

(4) school of educatlon deans,

(5) superintendents or program directors for school
districts or exemplary programs,

(6) private enterprise, publishers, etc.,

(7) Reglonal Educatlional Laboratory and RED Center
directors and staff especially concerned with

dissemination and change.

Undei’ these seven headings the committee drew up a list of over
150 names. From this list a smaller number (8-10 in each category) were
selected @s the persons to be reached In the first wave of Invitations.

LR

Because of the promlnence and expertise of the chosen group, it was .. .x =
_decided ttat further inducement In the form of travel and living costs
should be offered. A grant of $2,000 was provided by the Center for
Research ¢n the Utjlization of Scientific Knowledge from its Kellogg
Foundation grant to help defray these additional costs.

3. Recruitment

Six key experts were contacted by phone approxlmately five months
before the tentative date set for the conference. Because the participa-
tion of these persons was deemed essentlal, It was felt that their schedule
should be checked first and commitments obtalned. The fact of their

agreement to participate would also be a draw to some of the others we
would contsct later.

A letter of invitation was composed explaining the nature of the
conference, objectives, time, place, etc. This letter was very care-
fully prepared, checked out with steering committee members and several )
others,* and rewritten several times. A copy of the letter Is reproduced
; on the following page. ' o

*Arthur Chickerlng was particularly helpful as an advisor on the tone and
content of this letter.

o
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CENTER FOR RESEARCH ON UTILIZATION OF SCIENTIFIC KNOWLEDGE / INSTITUTE FOR SOCIAL RESEARCH / THE UNIVERSITY OF MICHIGAN

ANN ARBOR MICHIGAN 48108
February 5, 1970 '

| would llke to invite you to join in a three day collaborative effort to
~ put together guidelines for the training of educational change agents. The
meeting will be held at High/Scope In Clinton, Michigan on Hay 25- 27, 1970 We
will address oursel/es prlnclpally to three questlions: o

1. "What do we now know about the management of educatlonal 1nnovat!on?ﬂ :

2. "How can.this knowledge be effectively incorporated in the pre-servlce'i
and In-service training of administrators and educational consultants?"

3. "How can we Initlate programs to provide this type of training for the
growing numder of educators across the nation who need It and are
asking for 1t17"

By bringing together a group of thirty recognlzed national leaders.in. . .
administration, training, research and practice, | believe it will be possible
to set down some guidelines and program alternatives which are truly creative -
and responsive to the need. Qur work will result in a published document which
should have considerable Impact. There. will be an immediate Influence on
training programs now in the works &nda lonq range influence In gu!d!ng future

_program planning In thls area.

The sessions will be designed to allow maximum contributions from each of .
us and a maximum opportunity to exchange ideas. Thanks to support from the -
U.S. 0ffice of Education and the Kellogg Foundation we will be able to pay
expenses and travel for all particlpants. Additional detalls are provided on
the attached sheets. |f you have any other questions on any of this, call me
collect at (313) 764-2560. Please let me know by phone or return mail If you
think you will be sble to Jjoin us.

Yours sincerely,

Ronald G. Havelock
Chalirman’
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The basic Informatlon on plans for the conference was spelled out in
a 3- page atlachment which ls partially reproduced below

PLANNING FOR EDUCATIONAL CHANGE AGENT TRAINING :
_ C g - oo A Working Conference
* CO: .. 77 High/Scope, Clinton, Michigan
Ll e May 25-27, 1970

3 - ''Objective: To pool what we know about the management of educational
' : innovation and to generate a set of guidelines for the
"~ training of adminlstrators and consultants who have the
responsibllity for directing or advising innovation
programs and projects at various levels. We want to
think through the whole questicn of what is needed to train
people to be more effective change agents. Additionally,
; . we will be concerned with how we can plan a national program
% N - or programs in this area.

‘;' s "Hhx the Con‘erence is Needed and th Now

1. P'evlous reports calling for more change agents and disseminators
' hive received considerable notlce. A training design Is the key
linplementation step for establishing such roles in large numbers.

2. Ws are now In a better position to formulate programs than we
have ever been before because of the major reviews and summaries
of existing knowledge on this subject that have appeared in the
last few months.

¥ o . 3. ne‘federal administration Is now searching for new approaches .
¥ , - to> educational reform, and officials in the U.S. Office of

4 Ejucatfon have Indicated a special interest in the problem of

: diffuston and utillization of educational innovations.

""Your Role; You will be a contributor and resource person from your
- experience and from the reading you have done. There are
~no set roles, no papers read; we will, hovever, furnish a’ ,
number of background materials which should be read prior to
your arrival. These will help us get into the substance of
the meeting very quickly.

"Meeting Structure: We will subdivide into working groups of about 8 for

most of the time. The meeting will be carefully

planned so that we can wind up with a high quality

= product and at the same time so that each man will

= feel he Is both learning and contributing In relevant
: ways. :

This conference, Itself, should be a model for working -
3 o ~ o conferences of the future. To that end, we are golng
- A - to put together a number of ideas about meeting structure
" and participation that have been used successfully In
_ the recent past and we are going to experiment with
- soms new approaches as well,

25
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"Hoﬁ Will the Three Days be Used:

Day #' ‘ - we will spend the first day reviewing current
,lmpll(atlons of research and theory on innovation, planned -
Research and Theory - change and knowledge utilization in an effort :

- : S to identify the essential facts that a change
. ; N . agent or an administrator wlth change agent ’
S responslbllities must know.

Day #2 On the second day, we will consider what we
Alternatives for know about training and the manpower needs
"~ ldeal Training and resources both for trainers and trainees.
" Programs ' By the end of this second day we should have

identified a series of options or components
for the ideal training program, pre-service
and in-service. o

Day #3 -~ On the final day, we will consider implementation -
Implenentation possibilitles and strategies. How to organize

‘ _ E and fund a training program that will have

| R g . national impact will be a major concern at’

this point. How can we get maximum utilization

of what we have generated In these three days.

O P A A AV R A o ey AL B e N A i et . ol

“Product: After the meetlng, the training guidelines generated by the group
» will be written up, edited as a report for the U.S. Office of

Education and for publication as a monograph. We are also
planning to Invite conferees to write brief position papers on o
o » certain critical issues as these may emerge from our discussions.: -~ -—-§
~= - 7 These paper§ will then be edlted and published as part of the '
report. Some addltlonal funds are available for relmbursement

to paper contributors.'

The Invitational letter and this advance descriptive material proved
to be extremely effective as 56 of the orlginal list of 75 invitees
accepted outright! Of the remainder most called or sent courteous notes
explalning their unavallabillity and regret at not being able to attend.
This response left us with an embarrassment of riches. Since we had more
acceptances than antliclpated (a maximum of 50% positive response was
expected) we had two problems, first to pay for the additional travel
costs,* and second to design a meeting which could involve more attendees.

It was also pleasing to note that'we had acceptances from people In
each of the seven categories although as It later turned out, two chief
state school officers (Massachusetts and Colorado) who had accepted were
unable to attend. Altogethar 50 of the 57 parsons who accepted invitations
participated in the conference.

%#Again CRUSK helped us with some additional support from the Kellogg grant.
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-{ b, The Conf erence (CECAT)

On May 25. 1970 the "Conference on Educational Change Agent Tralnlng”'
(CECAT) began on schedule at a secluded conference center in a country '
setting® at Clinton in southeastern lower Michigan. Most participants

_arrived Sunday evening, May 24, for dinner and had an opportunity to . .-
get acquainted or reacquainted lnformally before the actual work of
the meeting began.

Each ;articipant had previously been mailed a number of materials - .
including @ paper by Goodwin Watson summarizing the research literature
on research utilization,** Planning for lnnovation by Havelock, et al,
a 500 page work presenting a comprehensive summary of the Ilterature on
planned change, dissemination, and utilization as of 1969, the "Guide"
(prototype #3) and another practitioner-oriented manual on the change
process prepared by Everett Rogers and Lynn Svenning for 'Operation PEP," : z
a Title 11l project based in the San Mateo, California school district. o 3

In addition each participant had been provided with an extensive
reaction form covering the major findings reported in these readings.’
The form asked for their theoretical orientation, their judgment of the
importance of various topics and their choice of a topic on which they _
could serve as a speclal informant and resource person to others at the o '
conference. Nearly all particlpants had falthfully completed this form
and returned it to us prior to May 20th so that we were able to collate
responses and provide every member with a collective profile of knowledge
levels, attitudes, and interests of those attending the meeting. .

Charles Jung: also prepared a list of generalizations on the training
process derived from research findings. We hoped that participants would
peruse these two documents fairly carefully to get a feel for what would
be discussed the first two days.

After a brief orientation session on Monday morning the participants
~ divided intosix groups of about 8 members each; these groups were pre-
- : selected to be more or less homogeneous on the basis of theoretical o
- orientation and topic interest. They were each provided with a recording
secretary and were asked to appoint a chairman to guide the discussion, to-
keep time so that each had a chance to make a presentation around one of
the generalizations and to post the major points arising from the discussion
for sharing with the other groups in the late afternoon.

*Actually, because of the number of participants and the small number of A .
private rooms, many had to double and triple up. This caused considerable ' &
discomfort to some. The site chosen proved to be a significantly negatlve
feature of the conference.

**Prepared for en NIMH contract to Edward Glaser and the Human Interaction - . i
Research Institute to prepare a manual on the use of research results in :
mental health.
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Following thns orientation,concerned participants were invited
to post an idea for a change role or situation for which a training
program of some kind was needed. The question of level was also
left open. After these ideas were posted all the participants were
asked to read them and to sign up under them if they wanted to
participate in that task force. By this process seven task groups
were formed ranging In size from two to seven members. In addition,

four participants chose to work alone developing their own models.

The first task force sessions on Tuesdav afternoon were intended .
to explore the role concept under consideration more fully and to answer
the first question on the outline (role definition and rationale).
Tuesday evening Havelock, Jung, and Clemens were tc screen the prelim-
inary task force outputs and provide tsedback and vomment on additional
points and clarifications that should be made in the Wednesday morning
discussions. -

On Wednesday the first two hours were devoted to concluding the
task force work. At 11:00 a.m. the task force reports were posted in
the large meeting room and output of each task force was summarized by
a spokesman. Reactions and clarifications from all participants were
offered.

A final session of the conference dealt with next steps which might
be taken to advance the training of change agents and reactions to this
conference. This meeting was unfortunately too brief to reach much

closure and was rated as less than completely:satisfactory by those who ~°

were still present.

5. Aftermath of the Conference

At the close of the conference each member was presented with a

" long evaluation form which asked for ratings and rsactions to each seg-

ment including advance materials, over-all design, group sessions, panel,

_informal discussions, and task force meetings. Forty-one responses were
" recelved representing about 90% of the participants who were able to

stay with the conference for the three days, exclusive of the chairman
and organizer. These responses are analyzed Iin Section Ill of this report.

Immediately after the conference Hayelock set about preparing guide-
lines for a model tralning program for gtate Education Agency change
Speclalists (interim Report submlitted June 30, 1970). In developing this
plan, he reviewed the task force outputs and panel presentations, and
followed a modified form of the task force structure (with an additional
eighth element '""utilization of evaluation''). However, it soon became
evident that the rich and loosely structured output >f the conference,
though a good stimulus, had to be augmented considerably from other
sources. This training model design Is now incorporated as Part VI of
the "H;nual on Educational Change Agent Training" (Attachment #3 of this
report .
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The newsprint summaries of each group's discussion of the day
were posted In the large meeting room and participants were encouraged
to "walk around” to lnspect and consider the points made by other
groups. -

On the evening of the first day, these same subgroups met once"
more, this time to consider the several additional topic items that
participants had added to the list on the pre-conference feedback form.:
These '"*hot issues'' discussions were undoubtedly a highlight of the '
conference for many particlipants as there was an opportunity to explore
issues of great personal concern and currency with a distinguished S
group of colleagues. Some of these sessions continued well into the -
late evening hours. : '

The second day began with a panel discussion of training '"experts'
on issues partlcularly germane to training per se. Kenneth Benne, Matthew
Miles, Lucille Schaible, Irving Millgate, Ronald Lippitt, Floyd Mann, and -
"Max Goodson each made a brief presentation on training issues followed by
a general discussion including all participants.

Following this general meeting a new set of subgroups was formed
with each of the panel members as chalrman of a group. The groups were
intended to discuss and post key training issues using as resources
(1) the Jung list of generalizations on training, and (2) the panel
discussion,

It appeared in retrospect that the device of a ''panel' was somewhat.. .. . .-

divisive since many other participants had expertlse In this ..ea and
may have resented the apparent elevation of a few. Although the
conference chairman (Jung) and the organizer (Havelock) thought the panel
was very stimulating, it was not rated highly by most particlpants.

On Tuesday afternoon Jung and Havelock explained the nature of
. the task for the last day, to work in teams to develop training designs
and in the process speak to seven questlons. ,

(1) pefine the change role, provide a rationale and state
limliting assumptlions.

(2) Minimal preconditions for selection/training of trainers
and trainees.

(3) Maximal outputs from tralning:
...attltude and value
.. .knowledge
...skills

(4) Ways to provide required training (e.g., timing, schedullng,
settlng, types of materials, types of experlences).

(5) How to set role in an Institutional context.

(6) Criterla for success In the role.

28

(7) Evaluatlon process.'
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Startiig in June of 1970, CRUSK staff and assistants including
Joyce Kornbluh, Roberta McConochie and Mary Havelock began editing
task force -eports filling in gaps and composing prose drafts from the
telegraph n>tes and outlines left by CECAT. This proved to be a very
difficult avd frustrating task. In some cases they were able to solicit
revised cop/ from one or another of the contributors. In other cases
an edited varsion was circulated among all contributors of that task
force for comment. In sti1l other cases editorial judgment indicated
that the primary thoughts should be incorporated in other parts of the
manual but that a ''design'' could not be reported as such.  These judg-
ments were 2specially agonlzing because of the investment of effort .
and interest which the task forces represented to all concerned.

Recordsrs' notes from each of the Mondav and Tuesday subgroup
sessions were also edited and typed. This material is not included
directly in this report but was used in preparing Parts l - IV of the
Manual on Tralnlng . .

The final task under this contract was intended to be the writing
of alternative training designs based on the conference (CECAT). The
State Agency design represented one effort in this direction. However,
it became adparent after the conference (a) that there was a large
variety of alternative concepts of change role and change process training
and (b) that the conference, per se, did not provide enough detailed
input for tae full description of any one of them. Therefore the project
director decided that the optimum product would be a manual on training
design which would give a detailed analysis of the considerations, .
“principles, and elements that should be incorporated in any such program
regardless of level or specific focus. 1In addition this manual would* ™"
include the State Agency model (the interim report of June 1970) as
a fully developed example, and the most fully articulated task force
reports as image-makers for would-be program developers in different
areas.

Project director Havelock had other commitments in the fall and
winter of 1970-71 which prevented him from following through on this
"manual' concept. Kornbluh and others attempted to develop this product
based on existing notes and outlines but they found that they did not have
enough background to complete the job. The present manual (Attachment #3)
was composed largely by Havelock in the summer of 1971.

6. Plans for Final Productzon and Distribution of the Mhnual

After this report Is submlitted to USOE, the manual will be further
edited and refined so that it Is sultable for publication.*

A limited edition will then be published probably before the end
of 1971 anc coples will be scnt to CECAT participants as promised .
earlier. large volume sales of this document are not anticipated
although Tts utility to a specialized audience of trainers and training
designers chould be very high indeed. Publication will be by the
institute for Soclal Research publications division and no claim will
be made fos copyright at least over materials prepared for the USOE
contract.

#This work will be undertaken without the use of Federal funds.
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Section 11: EVALUATION OF THE ''GUIDE!' (PROTOTYPE #2) BY 115 CHANGE AGENTS*

A. The Revleuers

As descrited In Section | above, letters were sent out in the fall of
1969 to 200 edicators in typical change agent roles asking if they would
agree to review the ''Guide'" for us. This letter is reproduced as Appendix A
to this sectior. Of the 200 educators whom we initially contacted 151 agreed
to review the 'Guide' and they returned to us a form giving a brief descrip-
tion of their professional activities. This form is reproduced as Appendix
B of this section. When prototype #2 of the ''Guide'' was prepared we forwarded
this to them tcgether with an extensive review form, which is reproduced,
along with its cover letter, as Appendix € to this section. This review
form was actually completed and returned to us by 115 people, or 75.6% of
those who had consented to review the ''Guide."

We initially planned to draw our sample of reviewers from four areas
which we felt vere representative of typical potential users of the ''Guide.'
These areas weie: 1) State Department of Education personnel who act as
consultants, ccordinators and disseminators; 2) Directors of local innovation
projects supported by ESEA Title I11; 3) Regional Educational Laboratory
dissemination ctaff; and 4) professors of education. We did carry out this
plan but we al<o decided to include a sample of educators chosen from local
school district personnel. We knew that our sample of Title Iil directors
would give us tome indication of how well the ''Guide' would be received at
the local level, but we also felt that' these individuals are often’ ‘engaged
in fairly speC|alized programs of questionable permanence. We therefore
decided that a dampling of local educators in general would give us a broader
indication of 1he . extent of the audience to which the ''Guide' might appeal.

We wanted our reviewers to be representative of educators throughout
the nation, so our initial letter asking change agents to review the ''Guide'
was sent out tc¢ educators in all 50 states and the District of Columbia.
Since not all cf those whom we initially contacted actually completed the
review form, not every state was represented in the final sample. The sample
was still widely representative, however, with the 115 reviewers coming from -
37 states and the District of Columbia. Table 11.1 shows the national distri-
bution by states of the reviewers in each of our five sub-groups.

[insert Table 11.1 here]

The positions held by the reviewers were quite diverse, but a brief
general characterization of those in each group may be made. There were a
total of 4l reviewers in the State Department group, and of these, 19 were
directors or coordinators of programs which ranged from vocational rehabili-
tation to statewide planning and dissemination. Ten were supervisors or
superintendents of departments within the state departments of education, and

eight were consultants or research utllization speclialists. The four remaining

members of this group ware planners and project developers.

%*This sectlion was prepared by Mary C. Havelock.

R ARG e W rr il 1 N AR R s i




_29_

By an cverwhelming vote of 36 - 3 (with two abstentions) CECAT
members expressed a desire to reconvene within a two year period.
We have no current plans to do so but strongly recommend that USOE
take further steps In this direction. CECAT was not In itself an
unqualliflied success; It did not produce the kind of product with
the detall and clarity we had hoped for, but it did demonstrate that
there was 3 great Interest In this area across the nation among educa-
tional leaders, and to some extent it indicated that there is a community
of thought on what Is needed. Another CECAT or series of CECATS (regionall
or topically focussed, perhaps) with adequate funding for advance pre-
paration and follow up, would start a significant movement for educational
reform in the United States.
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CTABLE 111

Natlpnal Representation in Sample of RevfeWers
JT = Tofal-for State . L = Local R'r- Regional Labs
S = State Department Il = Title 111 Directors 0 = Other
state Tlsir Lo [ state T|siirRLoO
Alabama i1 1 - 1 Montana MHW-1 - - -
Alaska ofj- - = = - Nebraska yj- 1 - - -
Arizona o}- - - - - Nevada f- - -1 -
Arkansas oj- - - - - New Hampshire -1 - - -
~ California 1315 1 & 3 - New Jersey My - - - -
Colorado 1 - - - - New Mexico 2l- - 2 - -
Connectlcut Mti-1 - - - New York 1019 - l‘ - -
Delaware y- -1.- - North Carolina 5} - 2 - 2 1
Washington, D.C. 1] - - - - 1 North Dakota of- - - - -
Florida 2{2 - - - - cr"‘*ﬁ‘?o 1f-1 - - -
Georgla 2111 - - Oklahoma of{- - - - -
Hawai | 6oyj- - - - - Oregon 2]- 11 - -
% i daho of- - - - - Pennsylvania’~ 71 - 32 - 2
3 1Minols 32 - - -1 Rhode Island 1} - 1 - - -
i} Indlana ol- - - - - South Carolina 4} 2 V - - 1
i lowa 3{- 1 - 2 - South Dakota 6|6 - - -
E; Kansas 2i- 1 - 1 - Tennessee 1l- - -
ﬁi 3 Kentucky:v 3]- -1 2 - Texas 201 - 1 -
%i Louisiana of- - - - - Utah lr - - -
;: Maine 1f{i- 1 - - - Ve rmont o{- - - - -
% Maryland 1yj- - - -1 Virginia 31- - - 21
~ Massachusetts 1 - 1 1 - Washington of- - -.-
Michligan 6 1 1 4 2 West Virginia oj- - - -
ff * Minnesota 1T -1 - Wisconsin fpr - - -
;: Misslssippl  O}- - - - -~ Wyomlng rfj-1 - - -
Missourl : sf1 - 3 1 -
TOTAL ns 2t 21121 N
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Our reviewers Included 21 ESEA Title 11l directors, 14 of whom listed
. themselves as directors of speclial programs which ranged from curriculum
research to in-service education. The remaining 7 members of this. group
were administrators, elther school principals, superlntendents or admnnls-
tratlve assistants. : .

Of 21 reviewers from the Regional Educational Laboratories, one was a
laboratory director and another was an assistant director. The group
included 12 directors or coordinators of various programs such “as individual
learning and teacher training. The remaining seven reviewers in this group
held a variety of positions, mainly as 2ssistants to the professlonal staff
of the laboratories.

Our sample of 21 local school educators included six superintendents
of schools and three principals or vice-principals. Nine members of the
group were directors of programs which typically served an entire school
district; "Director of Research, Development and Planning'" and ''Director of
Seconcary Education' were typical job designations. One reviewer was an
educational researcher and two were administrative assistants.

Our sample of professors of education was the smallest group, with
only seven respondents In this category. Their areas of specialty ranged
from communlty activities to educational research.

Four addizional educators who reviewed the '"Guide' could not readily
be classified as belonging to one of our five respondent groups. These
included a Program Manager for the Department of Health, Education and
Welfare and a director of educational research and training. We combined
the responses of these educators with those of the professors of education
to make a total group of 11 respondents which we designate as "other" in
reportlng the responses to the review form.

We asked all our reviewers to indicate the activities in which they -
~were Involved as educators and change agents, either full or part time
(see Appendix B of this section). Thelr responses to this question are
presented In Table 11.2, which shows the percentage of “Each respondent group
Involved In each of 12 areas of professional actlvity.

[Insert Table 11.2 here]

All groups have a very high percentage of respondents engaged in
administrative dutfes, with a total of 71.3% of all respondents spending at
least part of thelr time In this area. Just as outstanding is the fact that
apart from the ''other' group, which includes the university profcssors, a
very low percentage of respondents are engaged In teachling.

The balance of thalr time seems to be spent primarily In research,
development, In-sarvice educatlion, and consultatlon, with some groups being
quite Involved In commlttee and task force work. They also have apparent
high Interest in malntalning professional relatlonships; 80% of respondents
belong to at least one professional organlzatlon, and the average number of
memberships for all reviewars Is four. Judging from this profile | think we
can conclude that these educators are indeed acting In typlcal change agent
roles; they are Interested in and have access to many sources of new ideas
and they are engaged In mzny activities which would serve to bring their
information to the attention of others. :
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‘ :Professlonal‘Actlvltles of Reviewers

TABLE §1.2
State | Title v A1) Groups
Dept. N} R.E.L. Local Other Total
"Number of Respcndents Y 21 2) 21 1 ns -
Average Age 4s 47 38 42 Ly 43.5
Highest Academic Degree: : : .
Doctorate 50% -] - 50% 63.2% 42.1% 80% 63.8%
Masters 50% 453 26.33 | 57.9% 20% 43.3%
Bachelors 0 5% - 10.5% -0 0 2.9%
Professional Activities - '
Percent Responses:*
Teaching 17.% 14.3 19.0 19.0 63.6 21.7
Speclal Services 26.8 '28.6 19.0 4.8 9.1 200
Counselling 12.2 4.8 4.8 4.8 18.2 8.7
Administration 63.4 76.2 1.9 90.5 72.7 71.3
Research 63.4 52.4 81.0 38.1 63.6 60.0
"7 Developmert 63.4 47.6 81.0 52.4 ‘36'.;"' ""“‘5“5".'1“‘*‘?'“
N ,.:5‘. 3 T ) lv
In-Service Education] 48.8 ‘ - 42.9 42.9 28,6 72.7 4s.2
Consultatlon 56.1 28.6 42.9 . 14.3 63.6 n.7
Title | - ESEA 4.9 28.6 4.8 33.3 18.2 15.7
Title 111 - ESEA 39.0 90.5%*% 9.5 0 9.1 '33.0
Participation in
comml ttees, task
force, etc. 39.0 47.6 23.8 14.3 63.6 36.5
Membership In Pro- v
fesslional Organiza- -
tions 8.4 85.7 71.4 76.2 72.7 80.0

%Percents for each group do not total

than one ltem.r,

100% because respondents could check more

**The percent of '"Title 111 group' respondents who Indicate they are Involved in
Title ttl programs does not total 100% because some respondents in that group had
recently completed thelr Title 1] programs.
their responses to the handbook would still be representative of those of other
Title 11l program directors.
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We left them In this group since
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TABLE 11.7 IR The Six Stage Model :) A
’ .'_l Mean
Percent Ratings Ratings*

~VETY Hostly |Adequately| Somewhat Not at all ,
Clear Llear Clear Clear ! Clear |[Totall

Are the stages
distinct steps
in the process : : T

of Innovation? 55.8 | 27.9 1.6 3.5 1.2 100 || 4.3

Very Mostly |Adequately]Not too Mot at all
Useful Useful Useful Useful Useful

" Are the stages
divided irnto
useful groupings
for your change

efforts? 34.5 33.3 24.0 8.3 0 100 3.9
Very Somewhat Very

Good Good Adequate Jnadequate| Inadquate
Are the indivi- A
dual stage
materials useful : _ |
- do they apply A R ' R L
to your own - ’ .
work 7%k 54.3 27.6 | 11.7 5.1 1.2 100. 4.3

* § = ''very clear''; “very useful'; '"very good"
1 = "not at 211 clear'; "not at all useful'; "very inadequate"

**Responses to this questlion are given for each respondent group and each stage
in Tables 11.8, 11.9 and 11.10. :

(MG theiie st e Pt ot b ooy Lo aa ) . _ o
. R R SR PR Ty T T R T o A o 0 dorghois "
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: The other two questlions in Table 1.7 show an apparent discrepancy.
The first of these quastions on the usefulness of the six stages was’

asked relatlive to the six stage model. The second was asked with

regard to the usefulness of each lndivldual stage, with the responses

to each of the six stages being combined in this Table. Evidently .

the reviewers found It easier to see the utility of each stage individually
than to Iimagine themselves as approaching Innovation In terms of a six
stage process. Hence, It may be somewhat more difficult for change agents
to accept the overall strategy suggested in the ''Guide' than to adopt_n*
specific procedures and tactlcs related to the strategy. : ‘ ﬁ\\

N

B S Bt art BAt i da 4

Tables 11.8, 11.8, and 11.10 give detalled responses to the'_
question on usefulness which was asked about each Individual stage.
The question was: ''"Usefulness: could you think of ways this stage
applied to your own work?''. Table 11.8 shows the mean ratings each
respondent group gave to each stage.
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‘"Does it serve to show who a ‘change agent' is?'" the reviewers
rated It as 4.0 on a five point scale (with 5.0 representing
""'very good" and 1.0 representing ''very inadequate''). On this
same scale the question '"Does it make the objectives of the
handbook clear?'' received a mean response rating of 4.1.

In order to aid us in the revision of the Introduction
we asked several additional specific questions which received
the following mean responses (again 5 represents ''very good,"
) represents "very Inadequate'):

writing style: 4.3

organization: 4.0

clarity of plctures and diagrams: 3.1
value of plctures and dlagrams: 3.6

We felt that although the general reception of the Intro-
duction was good, the responses nevertheless indicated some
deficiencies. We therefore rewrote the Introduction, making
a particular attempt to improve the pictures and diagrams.

2. Evaluation of the Case Studies

The rationale for Inclusion of the case study materials
was, of &ourse, to give concrete examples which would serve
to Il1lustrate the material of the later chapters (''stages').
The case studles could be considered a success only if they
adequately served this purpose. We therefore asked our review-
ers whether they found the references to the case studlies in the
text of Part |l to be useful. The response was gratifying;
80.0% of reviewers did feel they were useful. Another 9.4%
felt they were not needed, while 10.6% found them to be either
difficult to follow or distracting. Because of this very
favorable response, we added more references to the case studies
when we prepared Prototype #3 of the ''Guide."

Table 11.4 shows responses of the reviewers to questions
about the detall, length and number of case studies presented.

[Insert Table 11.4 hare]

Clearly we hit Tt Just right In terms of length and detail
of the case study material. We seem to have about the right number
as well, although 25.3% of reviewers would have liked to have
more. : .

We were also interested In how relevant each individual case
study might be to the experience of each group of respondents. '
Reviewers were asked to rate each case study on the basis of how typical
it was of sltuations In which they themselves or someone they knew were
Involved. These responses are given In Table [1.5. :

[Insert Teble 11.5 here]
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One additlonal fact might be noted; none of our sample of local school -
district personnel turned out to be engaged In ESEA Title I1) programs. Thus
" our judgment that Title il program directors would not necessarily repre-
l N sent a typical sample of educators at the local level seems to be correct.

B. Responses to the Review Form

i . There was no specific question on the review form asking the respondents
to give an overall evaluation of the '"Guide.'' Reviewers were asked about the
extent of their interest in each individual section, however, and these
responses are presented in Table 11.3.

TABLE 1.3 ""\ Overall Interest in the Handbook:

E * ~ : Percent Ratings ) ;
i : ) Somewhat |n- ,
Lo adequate - Very :
b . . » Adequate Inadequate :
o ' Very Good - Good Somewhat Not Very :
! Quite Interest1ngr Interesting Interesting Total :
) i

Introduction 75.3 18.0 6.7 100

| :
i Case Studles. . 60.7 35.9 x - 3.4 100 §
i _§taggsf____»4______,_7917 . o 15.1 5.2 100 ?
Total Handbook! 76.4 18. 4 » 5.1 100 :

*Ratings are given for each individual stage in Table 11.9.

The Introduction and each of the chapters on the six stages were rated . T
on a S-point scale from very good to very Inadequate. The top two categories t
(very good and good) were combined in the above table, as were the lowest two
categories (somewhat Inadequate and very inadequate). The case studies were
rated on a 3-point scale of ''quite interesting,'" ''somewhat Interesting,' and
"not very interesting.' We feel we made an error In judgment In asking for a
‘rating on this particular scale since the words ''somewhat'' and ''quite'’ do not
convey precise levels of distinction.

Desplite possible confusion on this score, however, we can still see
clearly from Table 11.3 that the ''Guide'" as a whole was very favorably recelved,
with 76.4% of all reviewers rating It as good or very good In interest.

1. Evaluation of the Introduction

In addition to asking the_ respondents to rate the Introduction
on Interest level, we asked questions which were designed to ellicit
the reviewars' judgments as to whether or not the Introduction was
effective in fulfilling its objectives. In response to the question
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TABLE 1.4
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Case-Stﬁdy Detall, Length and Number:

* 5 = ""'very typical'; 1 = "not typlcal"

38

Percent Ratings :
Too Right Amount Not Enough ,

Detalled of Detall Detail Total

Detail 8.13 83.7% 8.1% 100%
Too Loéi; ‘nght Length Too Short Total
Length 10.5% 83.7% 5.8% 100%
AToo Many Right Number Too Few Total
Number 1.2% 73.5% 25.3% . 100%
TABLE 11.5 Typlcality of Each Case Study:
Kaan Rating* by Each Respondent Group

Linda Mike Steve Henry

(8lack (Sex (Staff (Social Studies

Studies) Education) | (Development) | Curriculum) | TOTAL
State Dept. 3.3 h.) h.5 3.3 3.9
Title 111 3.3 4.3 §.2 3.5 3.8
R.E.L. .- 3.2 5.3 3.7 3.8 3.8
Local 3.6 i.h K. 3.9 4.0

~ Other 3.8 h.3 4.7 3.6 4.1

Total-
"All Groups 3.4 4.3 k.2 3.6 3.9
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Though two of the case studies (Mike and Steve) were regarded
as more typcial than the others, the case studles as a whole were
rated as quite typical. Over all, the selection of case studies
had roughly equivalent appeal to each group of raspondents, although
certaln case studies seemed to be considered especlally typical by
different groups. Each group rated at least one case study at least
as high as &.3; the case study materlals seem to be representative
of a wlde varlety of change situations in education.

In Table 11.6 we show the percentage of respondents who rated -
each of the case studies In each level of typicality. Even though
the cases of Mike and Steve clearly led in ratings, this Table shows
that a large portion of reviewers considered the cases of Linda and
Henry as equally or more typical. : : ;

i‘ TABLE 11.6 o Typlcallgy of Each Case Study: —

3 Percant Ratings by all Respondent Groups Combined @

2, Very . ' Not at aff

3 Typlical Typical

. 5 § 3 2 1| ot
1. Linda 23.3 2. 27.9 16.3 8.1 100
Hike . 60.2 17.0 13.6 6.8 .| . 2.3 S100.
i Steve |~ 48.3 33,3 12.6 4.6 1.1 100
1! Henry | = 21.2 k3.5 16.5 10.6 8.2 . | 100
3 TOTAL 36.4 29.5 17.6 9.6 b9 . ‘| 00
5

4

3. Fvaluation of the Six Stagee

We ware particularly concerned to find out whether the organiza-
tlon of the handbook around the concept of six '"stages' of Innovation
would be Judged as realistlc and helpful by typical change agents.
Responses to questions eliciting this information are presented In
Table Il 7. :
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[]nsert Table 11.7 here)

We were pleased to find that our reviewers dld consider these
"'stages' to be clearly defined as distinct steps In the process of -
innovation; 83.7% felt that they were '"mostly clear' or ''very clear."
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Usefulness of the Six Stages:

TABLE 11.8
: Mean ratings* of each stage by each resnondent
group

Relation- Acquir- Gaining

ship” : ing Re- Choosing | Accep- Stabi-
, o Bullding: |Dlagnosisisources: Solurion: | tance: lizing: All
Group Stage | Stage Il |Stage 11 Stage IV | Stage V | Stage Vi Stages
State Dept. | 4.5 4.3 L1 4.5 b6 L.k L.y
Title 111 8.7 b2 4.0 4.5 4.2 4.0 h.2
R.E.L. (R h.2 3.7 4.2 h.7 b.4 4.2
Local h.2 b.b 3.9 L. h.2 h.5 k.2
Other L3 4.5 4.1 b4 4.8 4.0 Wb
TOTAL h.b 4.3 h.O h.4 4.5 4.3 4.3

f

* § = very good, & = good, 3 = adequate, 2 = somewhat inadequate, | = very inadequate
e =4 B - H H R B 3

Table II 9 presents the percent ratlngs to this same question on
all reviewers comblned

each stage by

Usefulness of the Six Stages

TABLE 11.9 |
: ’ Percent ratings of each stage by all
respondent groups combined
. Some~
' Very : what In~ {Very In-
Stage Good Good Adequateladequate | adequate || Total
1. Relation-
ship Building | 59.3 25.9 8.6 4.9 1.2 100
I1. Diagnosis 55.7 28.4 9.1 5.7 1.1 100
111, Acquiring .
Resources h2.7 28.1 15.7 11.2 2.2 100
(V. Solution
: Choosing 58.8 23.5 12.9 3.5 1,2 100
V. Galning
Acceptance 60.2 28.9 7.2 3.6 0 100
Vi. Stabilization] 50.0 31.0 16.7 1.2 1.2 100
All Six Stages
Comblined 54.3 1.2 100

2
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o Table 11.10 presents the percent ratings by each respondent group
of all six stages combined. : ,

TABLE 11.10 : - Usefulness of the Six Stages
' Percent ratings by each respondent group of
all six stages combined

et e e 0 A e B ol b ama} & oS o o et e T Bl I ] T WA R S iAo, M. v v sl .

Very ' . | Somewhat Ver*

Group Good Good Adequate | Inadequate | Inadequate || Tcotal
State Dept; '>, 59.5 -26.0° 9.2 4.6 0.6 | - 100
Title t11 55.9 - 23.4 10.8 ~9.0 0.9 100
R.E.L. 47.2 36.0 10.1 3.4 3.4 100
Local 49.5 27.8 17.5 b 1.0 100
Other 55.0 | . 27.5_ 15.0 .| 2.5 0 100
TOTAL - All -

Groups = . | 5k.3 . 27.6 1.7 5.1 1.2 100

These three tables show no clear differences among the respondent . °

] groups on how useful they consider the six stages to be as a whole. L -
' However, different groups seem to feel that different stages apply more

”? directly to their own work. The tables also show that although Stage 111

2 received an overall ''good'" rating, It Is regarded by all groups to be

the least useful. '

ii The overall rating of interest in the six stages was presented in
Table 11.3.. In Table 1i.11 this information Is presented for each of
the stages individually. ' .

;) . ‘ [insert Table 11.11 here)

1
i: o Stage 11| seems to be lagging behind In interest as well as in

wi usefulness, but apart from this we were very pleased with the reaction of
: our reviewers to the stages. Only 5.2% of respondents felt the six stages
7 to be of Inadequate interest, and only 6.3% felt them to be of Inadequate’
usefulness.
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3 TABL£¢I|;II . Interest of the S1x Stages
{~ S 7 -~ Percent ratings and mean ratings of each
) stage by all respondent groups combined
1 .
i' Percent Ratings Mean Ratings
i . Some -
! Very what In~ | Very In-
! Stage Good Good | Adequate | adequate | adequate [ Total
1. Relation~ , :
ship Building | 42.6 38.3 14.9 k.3 0 100 b4
! 11. Diagnosis k4.8 33.3 16.1 5.7 0 100 h.2
til. Acquiring
i . : Resources 34.6 29.6 23.5 12.3 0 100 3.8
ivV. Solution -
’ Choosing 54.8 29.8 11.9 3.6 0 100 L. 4
V. Galning 1. : .
Acceptance 55.6 32.1 9.9 1.2 1.2 100 h.h
Vi. Stabili- ~
zation b3. 4 39.8 - 14.5 2.4 0 100 h.2
All Six Stages
Combined k6.2 | 33.5 15.1 5.0 0.2 100 h.2

* § = "very good'; 1 = 'ery inadequate"

Finally, we asked several more questions designed to aid us in our
task of revising the '"Guide." We asked the reviewers to rate each stage
on writing style, organization, completeness and value of quotations.
The mean ratings on these ranged from 4.0 to 4.3 on all stages combined,
but Stage Il received the lowest ratings on each of these dimensions
(3.6 - 4.0). This information, together with the fact that Stage 111

* had rated lowest on interest and usefulness, led us to the concluslon
that Stage 11!l would need the most extensive revision. Accordingly, we -
completely reorganized and recomposed Stage |ll, and we felt much more
satisfled with it as It appeared In the new draft, Prototype #3. Ve
made minor changes in the other five stages in response to specific
suggestions by reviewers.

ALl o, W P IV 1378 N T Y,

k.  Evaluation of the Appendices

We asked the reviewers to rate the usefulness of each appendix as a
handy reference to other more complete resources which a change agent
might want to use. These responses are presented in Table I1.12.

[Insert Table 11.12 here)
~- We found these responses to be very gratifying, and we were especialily
pleased to note that only 1.7% of revlewers consldered the appendices to
" be of little valve. Thus, apart from the updating of Appendix €, which
was necessary due to obsolescence, wa felt no significant changes in the
appendlices were called for In the prepzration of Prototype #3.
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VTABLE 11.12 Usefulness of the Appendices

Percent ratings and mean ratings
_‘.A : Mean
Ratings ¥ Percent Ratings Ratings*
‘ A Very Mostly [Adequately] Not Too | Not at All
Appendix Useful Useful Useful Useful Useful Total
A. Strategles ‘
and Tactlics 58.5 2h. 4 13. 4 3.7 0 100 4.4
B. Information
Sources 66.7 22.2 9.9 1.2 0 100 - b5
C. Annotated _ o
Bibliography 58.9 27. 4 13.7 0 0 100 4.5
» Total - AlT R 17 -
3 Appendices 61.4 24.6 12.3 1.7 0 1 100 k.5
5 * § = 'very useful"; 1 = "not at all useful"
?} ' S. Evaluatipn of Proposed Additions to the "Guide"
E We proposed several additions which might be made to the ''Guide'' and

asked each reviewer to evaluate each on the basis of potential usefulness
3 in his owr particular work as a change agent. These responses are glven
& ’ in Table 11.13. :

2 B TABLE 11.13 Desirability of Proposed Additions
3 ' o - Percent ratings and mean ratings
- , : Mean
£ I . e Percent Ratings Ratings?
& ' Good No Not Bad ~
. . Essential Idea Opinlon | Necessary Idea Total
: Section on
> preparing
&% for the role
% of change
£ agent 29.5 57.7 7.7 5.1 0 100 &1
5 Checklists A .
- for each A
5 stage 35. 1 hh.2 13.0 6.5 1.3 | 100 .}
Training - :
Programs 35.1 8.1 7.8 9.1 0 100 LR
Appendix-of ’
names of -
other change '
agents 13.2 - 51.3 11.8 21.1 2.6 100 3.5
% § = Yessential'; 1 = 'bad idea"
44
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These responses conflirmed what we had already suspected; several
additions to the handbook could prove to be very valuable apd useful. _
Checklists of procedures and major polnts have been prepared to accompany

“each of the six stages. These checklists, as we mentioned above, are.
contained in "Attachment #2" of this report. :

We dewcribed in Section | above the history of our development of
change agent training program designs. The design which evolved, and
which we have called ''"Manual on Educational Change Agent Training,".
is Attachment #3 of this report.-

Rather than adding a section on preparing for the role of change
agent to the ''Guide' itself, we have included an extensive discussion of
this subject in the Training Manual. Additionally, we have amended the
Introduction of the '"Guide" to include more discussion on defining the

- role of change agent.

Mt @ Ae At ane e g et
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Consicering the relatively low response rating given to the idea
of adding an appendix of names and addresses of change agents, and also
considering the difficulties involved in keeping such a list up to date,
we have decided against meking such an addition. Thus, all but one of
the proposed additions suggested above have now been prepared.
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Letter of Invitation to Potential
Reviewers of the ''Gulde"
. (Prototype #2)
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ENTER FOR RESEARCH ON UTILIZATION OF SCIENTIFIC KNOWLEDGE / INSTITUTE FOR SOCIAL n..  :CH / THE UNIVERSITY OF MICHIGAN

ANN ARBOR, MICHIGAN 48108

| an writing tc ask for your help In reviewing a new book. We are developing a
handbook on the process of change and innovation in education. The book, A Guide to
innovation in Education, Is written for educators who are involved in getting Innova-
tions implemented by schools and school systems. It describes the process of change
‘within individuals, groups, and organizations and suggests specific procedures that
can be used to facilitate thls process. This handbook Is based on considerable re-
search on how people adopt Innovations and coms to utilize scientific knowledge. The
research material was reviewed by Dr. Ronald G. Havelock in a report entitled The
Dissemination and Utilization of Knowledga: A Comparative Survey and Theoretical
Analysis of the Literature, 1969, now avaelleble through ERIC. (Both projects are - :
being supported by the Research Utlilization Branch of the U.S. Office of Education.) - |

LA M AT SN

In order to test the relevance of our efforts on the handbook, we need to get
the reactions of a few key educators to our flirst draft. We would like to have you
read over the first draft and give us your reactions to it on a brief questionnaire.
For your help we will send you a complimentary copy of the final version of the hand-
book. ’ -

We would send you the draft and questionnaire early in October, hoping to make
the final version available by February, 1970, Naturally, we would want to have
your responses as early as possible for use In revising the draft.

We have enclosed with thls letter a copy of the introduction to the handbook. o b
1f, in reading it over, you feel that you would like to participate In reviewing the -
" draft of the entire work, please return the enclosed form to us by September 19, 1969. :

1f the handbook is not relevant to your particular job, please pass this Information
along to someone else In your organizatlion whom you think would find such a tool use-
ful. .

1f you have any”;;;stlons. do not hesitate to call me'collect at (313) 764-2560.

Sincerely,

(Mrs.) Janet C. Huber )
Assistant In Research 3

JCH:rw S |
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| would like to recsive a complimentary copy of the final version of A Gulde to

Innovation In Education in exchange for reading the first draft of this manual and responding
. to a brief questionnalre about it. ‘ :

Name:

Title:

Organization:

Address:

Phone:

Education (Number of ysars or.hlghest degree sarned and fleld of speclalization):

- Age:

Please check ALL of the following ltems that describe your current role (elther part-
time or full tims) as an educator and change agent.

Teaching (Subject and/or grade level: . )

Speclal Services (Instructional Materlals Speclallst, Reading Consultant, etc.
Specli fy: : )

Counseling A — - -
Administration '
Research

Development
In-Service Education Instruction

Consultation (Type of client and speclality: : , )

Title ! - ESEA (Type of Project: N )
; Project Director Project Staff

Title 111 - ESEA (Typs of Project: )

Project Director 4 Project Staff

= Particlpation In Committee, Task Force, Project, etc. (Please list the title of the
[ ] groups and clerify, If necessary, on the back of this form) ‘

;j i Membership In Professional Assoclations (Please 1ist on the back of this form)

i: E Other (Please specify: V )
ZE - . ' |

?- : Return this form In the enclosed envelops to: INSTITUTE FOR SOCIAL RESEARCH

gL : P.0. Box 1248

The Unliversity of Michigan
Ann Arbor, Michigan 43106

-1 - | 49
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time.

Enclosure:

DR RISEARCH ON UTILIZATION "OF SCIENTIFIC KNOWUDGE / INSTITUTE FOR SOCIAL RESEARCH / THE UNIVERSITY OF MICHIGAN

Agaln, If you have questions on any of the enclosed materlals, please f
call me collect at (313) 764-2560.

ANN ARBOI MICHIGAN 45108

December 2, 1969

Thank you for offering to assist In reviewing A Guide To Innovation
In Education.

questfonnalre, as promised In our previous letter to you.

to glance through the questionnalre first and then fill In your reactions
as you are reading the handbook.

- suggestions on Issues not adequately covered In this questionnalre.

Enclosed is the first drsft of that handbook and the
You Fray wish

We also urge you to add comments and

We regret that we were unable to send you this draft as early as we

had hoped, but we would appreclate the return of your questionnaire at
your earliest convenlence.

avalilable sometime this spring and. will be sending you a copy at that

We do still expect to have the final version

Sincerely,

Ronald &. Havelock, Ph.D.
Project Director

A Gulde to Innovaticon In Educatien
YReviewer Questionnalre''

Return envelops for questionnaire

v
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A Guipe To

IrevovaTiOon IN
EDUcATION

by

Ronald G. Havelock

A. Introduction

8. Case Studies

C. Steges of Planned Change

0. Appendices

£. Proposed Additions to the Handbook

REVIEWER QUESTIORNAIRE

A

The sections of this questionnalre correspond to parts in the handbook:

Each section contalns (1) a statement of the author's goals for that part
of tha handbook, ond (2) several questions to get your reactions both to the
gosls themselves ond to the mannar in which they ware fulfilled.




A
% PRI L L a2 Ten W Tt Ca MY RS I Y gt e R e et T T
> e

-53- ";."

h.  Vere the_references to case material (sez example below) in the text of
Part Two... .

, _ THE EFFORTS OF BOTH STEVE AND
page 37: B MIKE WERE THWARTED BY OPPOSITICN
. FROM ORGANIZED CIT1ZEN GROUPS.

- a—

useful for relating the theory to real life?
not needed?
difficult to follow?

"distractlngf

5. Please indicate (by page number and, where necessary for clarification, the
name of the change agent) any references to case studies which you felt were
not useful--or would be confusing to the reader.

yrhagitan '
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A INTRODUCTION

The introduction should attract the Interest of people who see themselves as
change agents. It should clearly indlcate what a change agent is and should suggest
the main objectives and contents of the handbook. '

Very ' : Somewhat Very
- Good Good Adequate Inadequate Inadecuate

1. Mriting Style

2. Organlzatfon'

. interest

h. Clarity of Pictures and
Diagrams

5. value of Pictures and
Diagrams

6. Does it serve to show
who a 'change agent' is?

7. Does it make the objectives
of the handbook clear?

8. Do you have specific sdggestlons for the Introduction?

P
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B. CASE STUDIES

1t Is hoped that the case studies of real change agents' experiences (''Part

st One'' of the handbook) will substantlally increase the relevance of the handbook
for the practitioners of change in education. Because so few of those people wh
are now serving as 'change agents' recognize themselves--or are recognized by °
; others--as such, it Is hoped that the variety of roles defined in the case studi¢
Yery as ‘'change agent' will lead many readers to identify change agent activities In
Jnadecuate thelr own role. :
h'__—' 1. Are the case studies which were used typical of the kinds of problems
: and situations that you and other change agents you know are involved
D in? (CHECK THE SPACE FOR EACH CASE STUDY which best Indicates how typical
it 1s.) : : o
— ' Very ¢ - . - - - - - - - ... ) Vot
Typical Typical
1 2 3k 5

a. Linda (black studies):

b. Hike_(sex education):

c. Steve (staff development):

d. Henry (social studies curricula):

4

2. Would some other example have lllustrated the relevance of fhe handbook to y
work more effectively?

R I P PSRN

'J,

- Ei ;f‘ Did you find that the case studies presented were {CIRCLE.ONE FOR EACH LINE)
- ;5 a. too detailed i about the right amount of detall not enough ¢
T ' - b. 4_too leng i . ) about the right iength | too short
3' c. . not very interesting somewhat interesting qu?te intere
-{r : T to-c; man.y. - ~_ about the right number " too few
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C.  STAGES OF PLANNED CHANGE

! ""Part Two'' of the handbook contains the principles about change and change

pr agentry which have been gleaned from the research literature on innovation. These
principles have been presented in six ''stages' representing the process of planned
change from the point of view of the change agent. It was thought that this
organization would be the most appropriate for a handbook which is intended for
use by educational practitioners as they are caught 'in the thick of' innovating.

‘The Six Stage Model

i 1. Are the stages clearly defined for you as distinct steps i
: of innovation? (CIRCLE ONE)

Not at
£ . Very clear Mostly clear Adequately clear Somewhat clear all clear

n the process

2. Are the stages divided into useful groupings for your change efforts
in the field? (CIRCLE ONE)

% Not at

t} ’ Very useful Mostly useful Adequately useful Not too useful all useful
Q; 3. Should other stages be addedf (1f ‘yes,*' specify)

8

E; k. Should some stages be dropped or combined?

F

,}

i; 5. Was the dual column page set-up used throughout the six stages helpful?

. =

"

Y L a e Ah LU SdaR )
N SouE SR KD

The Specific Stages

AR

(This section of the questionnalire includes a one-page rating sheet for each
of the six chapters in '"?art Twu'" of the handbook.)
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Rating of: "Srage 1: Building a Relationship"

10.

Very . Somewhat Very
Good ’ Good Adequate Inadequate Inadequate

Writing Style
{clarity, flow,
conclseness)

Organization

(Was the structure
of the chapter clear
and readable?)

Completeness
(Was the topic
adequately covered?)

interest
(Did it hold your
attention?)

Usefulness
(Could you think of
ways that it applied ‘ o T

_to your own work?)

Value of Quotations
(Were they usually
‘on target'?)

Are there any impo}tant issues which we have neglected?

Do you have any disagreements with the position statements that we have made?

Are there any positions that you would like to see emphasized?

Do you have any other suggestions for the chapter or comments on the above points?

=

¥
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(Was' the structure’
of - the chapter -clear
and readable?)

Completeness
(Was the topic
bdequately covered?)

~lnterest
- (Did it hold your
- attention?)

‘Usefulness

(Could you think of
‘ways that it applied
to your own work?)

Value ‘of Quotations
(Were they usually
‘on target'?) N

_Are there any important issues which we have neglected?

T e T - A A ’ . s
‘Rating of: "Stage Il: Diagncsing the Problem'
. A RS .

S : S very . . . .. . ‘Somewhat: Very
[ i < ... - Good Good - Adequate "' 'TInadequate’” lhadequate
1. - Ur:tlng Stxle.‘;.u;-~“ . : P

(clarity, flow.‘ ~
D concnseness) ) :
2. 0rgan|zat|on

Do you have any disagreements with the pbsition statements that we have made?

Are there any positions that you would like to see emphasized?

10.

Do you have any other suggestions for the chapter or comments on the above points?
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t e

Rating of: ''Stage Il1I: Retrievingikelevaﬁt Knowledge"'

“‘l.'f‘fVery o Somewhat “Very
seant ‘Good - Good Adequate Inadequate Inadequate

1. Vrjting,Sfylé??-
~(clarity, flow,
conciseness)

2. Organization
(Was the structure
of the chapter clear
and readable?)

3. Completeness
) (Was the topic
adequately covered?),

L. Interest T o .
(Did it hold your a o ' .
attention?) A

S. Usefulness
(Could you think of
ways that it applied
to your own work?)

6. value of Quotations : ' S
. (Were they usually
- ‘on target'?)

v7. Are there any important issues which we have neglected?

7

8. Do you have any disagreements with the position statemznts that we have made?

9. Are there any positions that you would like to see emphasized?

10. Do you have any other suggestions for the chapter or comments on the above points?
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f Rutingﬁu"""Slége |V:'Sélecting the Innovation' e
¥ R Very Somewhat  Very
E ' Good Good Adequate Inadequate Inadequate
B 1. Writing Style >
: _ {(clarity, flow,
& conciseness)
‘ 2. Organization

(Was the structiure

of the chapter clear—--

and readable?) .-

3. Completeness .

i (Was the topic -~
= adequately covered?)
E, L. Interest
& _ (Did it hold your
k- attention?)
3 5. Usefulness

(Could you think of
= ways that it applied
- 30 your own work?)

' ff 6. Value of Quotations 7

2 (Were they usuvally
;g ‘on target'?)

7. Are there any important lssue; which we have neglected?

8. Do you have any disagreements with the position statements that we have made?

9. Are there any positions that you would like to see emphasized?

10. Do you have any other suggestions for the chapter or comments on the above points?

g
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Rating of: "Stage V: Gaining Acceptance'

10.

Very ' ' Somewhat Very
Good Good Adequate Inadequate Inadequate

Writing Style
(clarity, flow,
conciseness)

-

Organization

(Was the structure
of the chapter clear
and readSble?)

Completenessj
(Was the topic
adequately covered?)

Interest
(Did it hold your
attention?)

Usefulness

(Could you think of
ways that it applied
to your own work?) -

%

Value of Quotations
(Were they usually
‘on target'?)

Are there any important Issues which we have neglected?‘

Do you have any disagreements with the position statements that we have made?

Are there any positions that you would like to see emphasized?

Do you have any other suggestions for the chapter or comments on the above points?
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chapters on the stages of “the planned change process were appropriate. Over
80% of respondents considered these sections to be either very useful or
essential. It was also predictable that, of the appendices, Appendix A -
(Strategies and Tactics) would be con51dered the most useful for this type

of conference.

Table I11.1 indicates the The Planning of Change (Bennis, Benne and Chin)
was potentially an excellent choice as background reading; 94.7% of those who
read it found it either very useful or essential in preparing for the conference.

As Table 111.1 also shows, however, many people did not have the time to read-
a book of this lengthi More than half of the respondents had read none of the
book, and of those who replied to the question only about half indicated that
they had read the entire book, with the remalnder making a samplung of a

variety of articles.

The other two background readings, Managing Change (Rogers and Svenning)
and Using Research for Change (Watson) were apparently not such good choices,
but these were considered at least somewhat useful by most of the participants.

Table 111.1 shows that the materials which were rated as most useful in
preparing for CECAT were also generally considered to be most appropriate for
use In the training of change agents. The Planning of Change and Chapter 11
of Planning for Innovation were again the most highly rated, with most sections
of the "Guide™ also being considered quite important.

Somewhat surprising, however, is the fact*that only 34.2% of" respondents """" ind
felt the chapter on roles (Chapter 7) of Planning for Innovation to be a ‘'must"
for change agent training. We also felt that while the case study section of
the '""Guide' might reasonably be considered of lesser :value in preparing for
CECAT, it would be of key importance in making the '‘Guide" useful in the train-
ing of change agents. However, only one third of respondents felt this to be
the case. : o

- N L .

Participants were asked if they had additional reactions or comments on - .
the background reading and 75% of them did. The most common comment was to
the effect that the readings were appropriate and relevant. A number of people
commented that they felt exceptionally well prepared for the conference and that
their involvement was increased by our asking for their reactions to the readings
prior to the conference. One respondent commented that the readings ''created
an attitude of participation and |nvolvement in something that was-. golng to be
meaningful .

There was also some sentiment that there was too much material to read
and that either summaries of the literature should have been prepared or else
that special attention should have been directed toward certain key sections
as was done in the case of chapters 7 and 11 of Planning for Innovation. One
respondent wrote ''Too much was expected for the length and type of meeting
scheduled. Even if | had read everything there would not have been the oppor-
tunity to bring the learnings to bear most productively.'" Another participant
summed it up by saying 'l thought all the readings were highly relevant but
feel many participants did not read them all.'

67
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Rating of: "'Stage VI:

'Siabl‘iziﬂﬂgﬁhe Innovation and Terminating the RelatiQﬁShiP"'

Very ) Somewhat Very
Good Good . Adequate Inadequate |nadequate

1. Mriting Style
(clarity, flow,
conclseness)

.l

- 2. Organization
(Was the structure .
of the chapter clear
and readable?) .

3. Completeness
(Was the topic
~— adequately covered?)

&, Interest
. (0id it hold your
attention?)

: S. Usefulness

¢ (Could you think of
' ways that it applied -
to your own work?) .

d

6. Value of Quotations
(Were they usually
‘on target'?)

7. Are there any important issues which we have neglected?

8. Do you have any disagreements with the position statements that we have made?

9. Are there any positions that you would like to see emphasized?

10. Do you have any other suggestions for the chapter or comments on the above points?




D. APPBNDIES .. s
" The three appendice;,fncluded in this handbook (''Part Three') are intended
simply as a handy reference to other, more complete resources that a change agent
~ may want to use.
1. How would you rate each of the appendices?

Very ? Mostly ' Adequately Not Too . Not At All
- Useful Useful " Useful Useful Useful

a. Appendix A: Strate-,
gles and Tactics ~

b. Appendix B: Major
i Information Sources

¢c. Appendix C: Major
Works on Change

2. While realizing that this handbook cannot provide an exhaustive listing of
educational resources, we wish to correct any glaring oversights. Have you any
additional suggestions for inclusion in:

. . -3 o - —;,_;)‘;.“_- A e
a. "'Strategies and Tactics: A Glossary and Guide to Selecti

S

on'!

b. ''Major Information Sources in Education: A Directory"

¢. '"Major Works on Change in Education: An Annotated Bibliography"

63
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: .E._ PRPOSED Annmms 70 THE HB:@B(I](

. Thns handbook ls one part of a long range development program for innovation
"in education. The program calls for a variety of designs for enhancing the linkages .

.- between educatlonal resources and educational clients. Among them will undoubtedly

y be some further revision of this handbook. In this initial version much thought was

glven to future adaptations to incorporate new information as it became avallable.

3 T 2 Rt TR AR A VAR s\

!;‘ What additional aids would be most useful to you? Please rate the following ‘
suggested aids, considering what you would most like to havc--or most urgently
need--for your current 'on the job' work as a change agent.

' ) g . ' . S Good No Not - A Bad
: : - : Essential ldea Opinion Necessary ldea

a. An additioral section:
. "Preparing for the Role
.. of Change Agent" .

—— ei——aen?

b. Check lists of 'proce-
dures' or 'points to
remember' for each of
the stages

c.” Tralnlng programs to |
accompany the handbook

d. An appendix of names
and addresses of
other change agents in
settings similar to
yours

v'fi . e. Other (please specify:

64
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Section 111: EVALUATION OF CECAT BASED ON POST-CONFERENCE REACTIONS OF
[ - PARTICIPANTS * . : :

S The particiﬁant;'éf the Conference on Educational Change Agent Training
" (CECAT), held on May 25-27, 1970 in Clinton, Hichigan, were asked to fill
out an extensive form evaluating the effectiveness of the conference.**
Forty-one partic’pants completed this form, representing about 90% of those
who were able to stay until the end of the conference. In addition to eval-
vating the activities of the conference itself, participants were asked to
evaluate the background readings and the printed conference materials which
were sent out to them before the conference. The questionnaire also solicited
their views on post-conference action possibilities. In this section we will
report on the participants' }valuation of these-four areas.

A. Background Readings *

_ The background reading materials were intended to provide all participants
with a common base of knowledge regarding processes of Innovation, planned
change and knowlcdge utillzation., 1t was hoped that these materials would
prove to be sufficiently comprehensive and stiumlating so that we would be
successful in our attempt to derive implications relevant to change agent
tralning. *

The particlipants were asked to give their opinion as to the value of each
of the reading materials as background to the CECAT conference. They were also
asked whether they considered each literature source to be a ''must'' item in
the training of change agents. The responses to these questions are tabulated
in Table 111:1. Since not all pairticipants had read each of the background
sources, the percentage responses reported in this table are based only on the
number of respondents who indicated they had actually read the materials.

[tnsert Table 111.) here]

Since we felt that it would be unlikely that all participants would have
time to read all of Planning for Innovation (approximately 500 pages), we '
: directed their attentlon particularly to chapters 7 (Roles) and 11 (Summary)

! as being the most relevant. On the evaluation form we asked for separate
ratings of these two chapters and for a rating of all other chapters combined.
Table 11l1.] -indicates that participants did indeed find chapters 7 and 11 to
be particularly useful in preparing for this conference, with 97.4% of
respondents regarding chapter 11 as either very useful or essential, and 86.9%
rating chapter 7 in one of these two categories.

e

Since we were particularly concerned about participants' reactions to the
""Guide," (Prototype #3), we asked for separate ratings of each section of this
book. We were very pleased with the responses as a whole and felt that for
a conference of this type the higher ratings for the Introduction and the six

v , ’ PRt ey
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- L7 K, ] . L o T el i . 4 . BICWERPEN o TN N e N i 2L v
Ly sl TN A PN e P IR T VT TR ST R I e
TN A S p b P T

*This section was pfepa}ed by Mary C. Havelock.
**A sample ''CECAT Evaluation' form is included as Appendix A of this section.

Thes A, 8 e

60

- atal ki R R R S e

5 T T T T————
T R e e e o i S S e JUCEESET
* - ~ D T iV el abia- 2 - et I~

N o s L, - . N . pog . I AETHES S
o, i B R A B s e el gt DT L L Tl S R e A T A e LT LT Tt p s N e e
D 5 i = e B S g s e e S AR T iy e e A S T T S N T e e




,“-;(\ ',.‘3:‘,\4‘,‘-'“‘- T ‘.'94_:-'}2"-”‘

o
il

DR AR RS
! N

Sy

4

o

T
O

LA et be A e o

-
3.
1
3
=

Lo e

TABLE I111.1 -

Evaluation of Backgﬁpund Readings

-6k4-

Percent Ratings¥*

Number Re i| Essen
sponding Usefulness in Preparing for CECAT i for
to This No |Not Very| Somewhat| Very | Trai

Item Dpinion| Useful [Useful |Useful [Essential ! Total Prog

Planning for IR 3 2 2 2 B |

Innovation:

Summary Chap- : o i

ter (11) 39 0 0 2.6 4.0 © 56.4 100 60.

Roles Chap- : 3

ter (7) 38 0 0 13.2 47.4 39.5 "' 100 34,

Other Chap- A b ‘i

ters 27 0 0 bo.7 Ly 4 14.8 100 25.!

TOTAL 104 0 0 16.3 by, 2 39.4 100 b,

Guide to

lnnovatiqn: . ] S pmi em v :f‘;—:'J FEEEE

Introduction | 35 0 2.9 | 1.4 45.7 40.0 100 45,

Case Studies 36 0 13.9 22.2 Ly 4 19.4 i 100 33.

Stages | - VI | 35 0 2.9 | 14.3 40.0 |  42.9 100 | si.

Appendix A: :

Strategies 30 3.3 3.3 20.0 43.3 30.0 100 4o.|

Appendix B:

Info. Sources 31 0 12.9 25.8 38.7 226 100 ks,

Appendix C:

Bibliography 30 0 23.3 13.3 33.3 30.0 100 43,

TOTAL 197 0.5 9.6 17.8 hra 31.0 100 43.

Managing Change

(Rogers and : A

Svenning) 32 3. 3] 3.3 43.8 18.8 100 34,

Using Research ‘

For Ch -

Tooroange 33 3.0 | 12.1 | 36.4 39.4 9.1 100 21.
- The Planning of

Change (Bennls, -

Benne & Chin) 19 0 0 5.3 i 57.9 36.8 : 100 52.

*Percents are based on the number who responded to each item.
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We also ashed partlcipants what rvad!nq materials they would take off
the 1ist in designlng a training workshop, and what other readings they would
add.  Fifty-six percent of respordents felt that the reading Tist should
be cut down In some way; Table .111.2 shows the percentage of respondents

A

favoring deletlon of each of the background readings. 2
' %
TABLE 111.2 Background Readings to be Deleted from
, Kj%ﬂng LTst for Tralning Program ?

Percent Ratings*

Background Reading " ] Percent Favoring Deletion

1. Planning for Innovation: Al : 7.3
Planning for Innovation: Early Chapters 2.4
2. Guide to lnnovation ' | 0
3. Managing Change (Rogers and Svenning) 4.8
k. Using Research for Chance (Watson) 19.5
S. The Planning of Change (Bannis, Benne
€ Chin): All ' 12.2
The Planning of Change (Bennls, Banne _ . .
¢ Chin): Soms Sections . 2.4 ¢
6. Unspecffied o : , 7.3
Total ‘ 55.9

*Percents are based on all k1 respondents who handed In CECAT Evaluatlon
Forms. .

This table shows that although there Is a general feeling that there is
too much reading material there Is no clear agreemant as to exactly how It
should be cut down. Probably most participants would be satisfied if
the Watson article ware deleted and 1f only cartain sectlons of Planning for
Innovation and The Planning of Change were assignad.

Participants had a wids variety of suggestions as to what might be added
to the reading 1ist for a training workshop, but here there Is virtually no
consensus at all. Eighteen people suggested spocific additions, but only
one artlicle received as meny as two mentlons: this was the monogreph ''Change
In School Systems,' a COPED-HTL publication edited by Watson.* Several people

did suggest that some readings should be added which covered the R§D approach
more thoroughly.

P

pary

*Available from NTL-1ABS, 1201 Sixteenth St., N.W., Weshington, D.C. One of
two paperback volumes edited by Wetson for COPED. (The other 1s ''Concepts
for Social Change''). $2.50 eech or $4.50 for set. _ 5

L

T
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B. Printed Corference Materials

I'n additior to the background readings, several types of printed materials~: -
were sent to participants before the start of the conference. These were de- .

~ signed to focus attention on different approaches to the change process and

to the training of change agents. We hoped that participants would consider

- these materials in terms of their own conceptual frameworks and practical

approaches and thus develop a clear notion of how they could apply their own
experience to the task of the conference. The participants' evaluation of
these materials are presented in Table 111.3.

TABLE 111.3 Evaluation.of Printed Conference Materials
Percent Ratings¥*

; - Not Some-
E No Very - what Very o
Opinion | Useful Useful Useful Essential | Total

1. List of statements
about change process

from Chapter 11. 7.3 - 22.0 22.0 31.7 17.1 100
2. List of statements
about training (by
Charles Jung) 9.8 29.3 h.s 14.6 4.9 100

3. Listing of addition-
al points made by
particlpants before

9.8 36.6 39.b 11.0 3.7 100

Conference
k. Letters and other
descriptive mater-
ials from CECAT 12.2 14.6 22.0 36.6 14.6 100
Total | 9.8 | 25.6 31.1 23.5 10.1 100

*Percent responses based on all 41 participants who turned in CECAT Evaluation
Forms.

The list of statemants about the change process derived from Chapter 11
of Planning for Innovation were quite favorably rated; it was to these that
participants had been explicitly requested to react. Ali participants had
been asked to fill out a form indicating thelir judgment of the importance of
the topics in thls 1ist and to prepare to lead a discussion in the area in
which they considered themselves to be particularly well-informed. This device
was considered very favorably by some; one participant comnented ''Your efforts
spent listing the key polints of each change process model paid off extremely
well. Your procedure for forcing people to select topics to repnrt on was a
master stroke.'" Not all participants shared this view, however. There were -
those who felt that not enough use was made of this preparation; one partici-
pant wrote ''the advance materials and feedback were excellent - but we didn't
build on these to the degree we should have.'' Other participants felt that
these preparations were not relevant to the conference task; one respondent .
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commented "although the statements on the change process provided a basis.
for discussion.... | don't believe this contributed to thoughts about train-

ing." ’ R

- . ; R ~

The list of statements about training prepared by Charles Jung should‘
have appealed to those who were dissatisfied with the focus of the change
process statements. However, as Table 111.3 shows, this list was not
considered to be quite as useful. Part of the problem here seemed to be that
this list was not sent out soon enough, and several people commented that
there was an insufficient attempt made to focus discussion on it.

BRI U A B T

The listing of additional points made by participants was viewed by some
people as superfluous, but others found them particularly stimulating, and
a number of very lively discussions on these points were held at the conference
on Monday evening. . :

v BN L

1 ST g

E .
&
3
i~
w:

Whatever the relative merits of the different pre-conference materials,
collectively they seem to have effectively fulfilled the objective of pre-

et~ ——

- paring the participants for the conference and involving them in the task. %
One participant commented ''! have never felt so well prepared for a conference 3
as | was for this one." : : ' ' =
C. Conference Activities . L

Participants were asked to evaluate each separate session of the conference g
as well as its general aspects. These responses are presented both as percent E;
ratings and mean ratings in Table 111.4, s - cos : = &i i
[Insert Table 111.4 here] 5
-
One participant wrote ''I do not believe that these questions really get - 3
at the essence of what was to me a very powerful experience.'" Perhaps this =
was true for a majority of participants, since, as Table 111.4 shows, the %
conference as a whole received a higher rating than did any of its individual .4
parts with the exception of "opportunities available for informal discussion." 4
Informal contacts were in fact a key to the success of the conference from 2%
‘the point of view of many people. The conference was described by some as the =
best opportunity they had ever experienced to carry on informal conversations s
with a wide variety of stimulating and well-informed colleagues. One parti- =
cipant descri. »d the gathering as '"an unusual collection of experts." E;
The mean rating of only 3.1 for the design of the conference indicates %
that we made some errors In judgment here; participants on the average were 2
only "somewhat satisfied' with the design. There was some disagreement as Ef“
to whether the conference was structured too rigidly or too loosely, but -
the primary criticism was that not enough time had been allotted to the work %
in the task force groups. . 3
'
From the percentage ratings in Table Iil1.4 we can see that there was %
quite a range of opinion as to the success of the meetings which were held &
on Monday and Monday evening. This range can be largely explained by the -
varying success of each of the six subgroups as rated by its own members. &
70 A
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TABLE t1t.4 Evalﬁation of Conference Actiyities ‘?
a : Percent Ratings and Mean Ratings* 3

. Mean
Number : S Percent Ratings Ra*ings¥ s

‘ who Re- . : One of ‘

! sponded Very |Somewhat . the best

|’ to.this ]| Dissaty Dissat Somewhat Quite Very | have

|

ltem isfied| Isfled’ | Satisfied Satisfied| Satisfied] attended |Total

;;;:;f;;;i:_r W\ 0 4.9 17.1 39.0 32.9 6.1 100 | 4.2 2
i Design of .
{ conference 4 2.4 31.7 31.7 17.1 17.1 0 100 3.1 :
lOrientation E S
| Monday 9am. 36 § 2.8 13.9 19.4 44 .4 16.7 2.8 100 3.7 %
» Change Pro- _ . .

i cess Dis-

; cussions

- Monday 39 10.3 15.4 20.5 - 30.8 23.1 0 100 3.4 3
.Group Sum- ' . . . N o &2
maries - ‘ ' . ' ]
Monday - : o ‘ ' o
Coctail 36 8.3 13.9 36.1 36.1 5.6 0 100 3.2
- Monday
evening )
session 28 14.3 3.6 28.6 17.9 25.0 10.7 100 3.7
.Training 5
Panel - =
Tues. a.m. 36 § 8.3 23.6 23.6 30.6 1.1 2.8 100 | 3.2 %
.Training ¥
Statements . R I P B N ! REECEE Tt = R
. Groups-Tues. 35 8.6 8.6 34.3 37.1 1.4 0 | 100 3.2 = By
.Group Sum- ' R =
maries - - -
Tuesday . k.
Cocktall 23 4.3 17.4 7.8 26.1 4.3 0 100 3.1 =
. Your Task
Force § its
Product 31 3.2 11.3 24.2 22.6 35.5 3.2 100 3.9
. Other.- Task .
Force Pro- . )
ducts 29 0 20.7 31.0 27.6 20.7 0 100 3.5
.Discussion
Critique of : =
Task Force
Products 25 0 LN 28.0 20.0 8.0 0 100 2.9 »
. Implementa- &
tion-fFollow
through : -
discussions 19 10.5 21.1 L47.4 10.5 10.5 0 100 2.9
. Conference ,
Site 38 ]31.6 26.3 23.7 10.5 | 7-9 0 100 2.2
. Opportunities !
for informal . . . 2
discussions 38 0 5.3 15.8 23.7 50.0 5.3 100 k.3 -
*Your own -
contribution 38 2.6 25.0 L48.7 2).1 2.6 0 100 3.0

TNt 3 I T

'*L,‘: ‘ '7,,;,' :

e, "

*Percents and means are based on the number who responded to each jtem. 71
%% 6 = "one of the best | have attended'; | = '"very dissatisfied"
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Though the mean rating for all change process group discussions (item #4)
was 3.4, the mean ratings of the indivitual sub-groups ranged from 2.5 to
§.3. An even greater dlsparity occurred for the Monday evenling sessions
(item #6), for which the sub-group ratings by their own members ranged from

1.7 to 5.5.

The panel dISCUSSIOn on training which was held on Tuesday morning
(item #7) provoked many comments, which varied from disapproval to enthusias-
tic apprecliation. Though described by some as stimulating and on target,
the panel was felt by others to be lacking in planning and structure and to
be unrelated to the outcome goals of the conference. The panel members them-
selves gave the panel a mean rating of 3.0, slightly lower than the rating of
- 3.2 which it received from all participants.

~ Though participants expressed some dissatisfaction with the early activities
of the conference, they were quite pleased with their primary task activity,
the designing of training programs in task force groups. As with the Monday
groups, there was considerable variation In the self-ratings of the different
task force efforts by the members of each group. Here we notice an interesting
relationship between task force size and satisfaction with the product created.
There were four large groups (5 to 7 members) which gave themselves mean ratings
which fell between 4.0 and 4.5. Two groups each had two members; one of these
rated itself as 5.0 - the highest rating received by any group - and the other
gave itself a rating of 3.0. Four participants chose to work alone, and these
people gave themselves ratings of only 2.0 or 3.0. This could be explained
partly on the basis of modesty of the solo workers. More likely the experience
of collaborating in a group is emotionally and intellectually stimulating, with
the sharing of diverse Ideas ylelding a richer and more exciting product. We
might also speculate that choosing just one partner with whom to work may be
a chancey proposition. The only criticlism expressed about the task force groups
was that there was insufficient time to do Justice to the assignment.

Participants generally liked the products of their own task force group
"slightly better than they did those of other groups (mean rating of 3.9 for
“own grcup as opposed to 3.5 for other groups). It would stand to reason that

people would be most enthusiastic about their own areas of interest, but in
addition to this the press of time at the end of the conference did not allow
for a thorough total-group discussion of the task force products. This dis-
cussion (item #12) received a low rating because of this time factor.

The discussion on implementation and follow-through of training designs :
(item #13) received a similarly low rating, also because of Inadequate time. : 3

R S VR

We were somewhat surprised that particlpants gave their own contribution : A
(item #16) a mean rating of only 3.0; we would have expected this rating to : E
be very close to that of the task force group ratings. Many pensle felt they '
had tnsufficlent time to write and contribute as they would have liked, and one
person commented 'l galned more than | contributed.! But another particlpant
who was very satisfled with hls performance stated ''{ worked hard and | liked
't "

Finally, Table 111.4 shows that the site of the conference was its least
satisfactory aspect, and we received the most numerous and most colorful comments
on this item. There was agreement that the food was good and the setting was
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'pléasant with its remoteness being judged as an advantage. The accommoda-
tions, however, were ‘described by some particlpants as '"'spartan' and ''primitive."

< p— e e

In order to rrobe more deeply |ntn partlcnpants feelings about the
conference, we asked them to comment on what specific part of the conference
they found most meaningful and from which part they learned the most. The
comments made in response to these questions are summarized in Table 111.5.
The percents in this table are based on the number of participants who re-
sponded to each question.
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; TABLE I11.5 Conference Activities Which Were Judged The
i ; Host Meaningful and The Best Learning Experience
‘ Percent Ratings*

e s s

What part of the conference did From what part of the confer-
you find most MEANINGFUL? ence did you LEARN THE MOST?

(35 responses) Percent (34 responses) Percent
Task Force work 5h.3 Task Force work 38.2
Iinformal contacts ' 22.9 Monday group sessions 26.5
Monday group sessions _ B ~_1_‘3_.3 Informal contacts ' 17.7
Pre-conference background ; ' - Pre-conférence background
reading _ } . 2.9 " reading 14.7
Group feedback and synthesis Group feedback and synthesis
sessions - ; - 2.9 sessions 2.9
Training panel : ‘ 2.9

TOTAL 100 TOTAL 100

*Percents are based on the number of responses to each question.

We were pleased to find that the task force group work was regarded as being
the most meaningful activity as well as providing the greatest opportunity for
learning. The high rating of the value of informal contacts illustrates again.
the fact that the conference particlpants represented a very unusual gathering
of highly qualified experts 1n Interrelated branches of the fleld of educatiun.

We had hoped to design CECAT in such a way as to make it a model for future
gatherings of this type. To find out how well we had succeeded in this aim we
asked participants to iIndicate whether there was anything they would have liked
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to have done more of and whether there was anything they would have liked

to have done Tess of. The comments we received in response to these questions
are sumnarized in Table 111.6. Here the percents are based on the Ukl respondents -

who handed in the evaluation form. -, S j;’

Conference Activities Judged to Have
Occupled 1oo Little or Too Much Time
Percent Ratings* ‘ ~ =

TABLE 111.6

What would you have liked . What would you have 1iked . i | »;
| Percent » .

to have done more of? to have done less of?7" Percent :
More time in task force - ‘ ‘1;.! "~ Monday group discussions 12.2 S ?;
groups 19.5: : ; 4 ' : E 3

Random discussions 12.2

Syntheslis and total-group

discussions 9.8 "Impressing each other" 12.2
Sharper definition of task Other : 17.1 . i
force assignments 7.3 i : . 2
_ Nothing - conference design ' ¥
Discussion of values Issue ki9 was satisfactory 12.2 ' 3
{nformal meetings RN : No response 34,1 %
. - e . . i - —i ¢ ’ A Tio R P
Work on other conference o T ) 4
materfals h.9 ~ TOTAL 1100 g
. Other | 22.0 )
Nothing - conference design .. | ;
was satisfactory _ 7.3 _ 3
No response - 19.5 ' g?
0
TOTAL 100 1 - F

*Percents are based on all k! respondents who handed in CECAT EVALUATION forms.

These responses indicate that the conference would have been viewed more
satisfactorily If we had begun the task force work sooner, cutting down the
time spent In discussing the change process and the participants' own points
from all day Monday to only a portion of that day. If we had done this we
might also have cut down on the amount of ''random discussion' and "impressing
each other.'" Running through the comments which we have groupéd under these
two headlngs was the general feellng that a number of people were not getting
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down to work and applylng'ihemselves to the task of the conference. Perhaps
a sharper definition of the task force assignments at an earller time would

also have helped to allevlate this problem.

we were aware, ln addltnon, that not enough time had been set aside at

" the end of the conference for critique and synthesis of the task force products.

This problem was heightened by the fact that a number of peiple had to leave
early to catch their flights for home, but this type of problem is one which
should be taken into account in the design of any conference of thils slze.

The headings ''other' in Table 111.6 Include all :the activities which
were each mentioned by only one participant as occupying eithsr (oc much or
too little time. They Included such things ac the desire for mare process
discussion, Interaction with conference principals and interaction with people
who were working In other groups; and the desire for less of an '"NTL' type
approach and of moving around from large to small groups.

" D. Post-Conference Action Possibillties

1. New Ideas for Action

Though the purpose.of CECAT was to help us to arrive at designs
for the training of change agents, we felt -the conference would have
achleved something else of Importance as well if It had helpad the
particlipants to arrive at new Ideas or approaches which they could
use In thelr own work. We asked the participants If this were the case
and also whether or not they thought these 1deas could be Implemented -
and whether they would make an effort to do so. The responses to these
questions are glven In Table i11.7.

[tnsert Table [11.7 here]
~ : .
.These ‘responses are certainly most encouraging; the conference
evidently yielded a wealth of Ideas and, most significantly, participants
are apparently eager to follow through on them. In fact a number of '
people plan to make an effort to utlilize thelr new Ideas =ven though
the resources to do so are not avallable to them at the present time.

The particular nature of the new Ideas and approaches which
participants derlved from the conference are summarized In Table [11.8.

[Insert Table 111.8 here]

Two task force groups In particular Inspired the bulk of ideas
related to task force products. About 77% of those who stated that their
new ideas were related to task force products mentioned the tralning
programs designed by the groups working on the "macro-system'' and the
""change-through-crisis' approaches. As well as belng a source of ideas
for those working in these groups, these two products were the only ones
cited by others as being the primary source of their new Ideas.
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noturs of the evcnt should depend on its intent; for instance, one
participant who.was interested in implementing the tralning design
produced by the group working on a "macrosystems' approach felt this -
end might best be met by scheduling a series of meetings with key
personnel in various government and educational agencies rather than‘
holding one large conference.

For the most part, however, participants' suggestions were con-
cerned with how to design a conference similar to CECAT, and these pro-
posals tie in very closely with the evaluation of CECAT activites described
above. The suggestion most commonly made was that only those who were
truly dedicated to the outcomes of the conference should be invited.
Related to this point were recommendations that there should be fewer
participants, that these participants should take more of a part in pre-
paring for the conference, and that the conference should be more
structured around the goals desired. It was also felt that task force
work should be started sooner and that more time should be devoted to
total-group discussions in order to provide cross-fertilization of ideas.

All in all, we find that, by the close of CECAT, participants felt
very stimulated and highly motivated to work, but they also felt frustrated
by the small amount of time available to them to produce what they con-
sidered to be quality products. They would like to meet again to follow
through on the ideas inspired by CECAT, but they would like to put more
effort into pre-conference preparation so that they could get down to
the work of the conference as soon as it convened.

We feel certain that on their own many participants will make use
of the ideas generated by CECAT, but we also feel frustrated that, outside
of holding another conference, we have no device for drawing on the
collective talents of the highly motivated and creative CECAT participants
who are now scattered around the country. We are not alone in this senti-
ment: one participant remarked '"'| would like to be able to tap a group
like this for help In meeting our training needs. Perhaps some of the
inventiveness possessed by members of the group could be used to invent
a process for a productive continuing relationship."

€. Future Need of Conference Related Materials

The first set of questions on our CECAT evaluation form dealt with how
useful the participants had found the background readings to be in preparing
for this conference. We were also interested as well, however, in finding
out how useful the participants felt the conference materials would prove
to be In the future In their own work. Our final question asked for this
information; the responses are given in Table 111.9.

[insert Table 111.9 here]

We were please not only with the very positive response to the ''Guide'
and to PLANNING FOR INHOVATION, but also with the extremely high interest shown
in obtaining copies of the CECAT proceedings. Perhaps this response indicates
more clearly than any other that the participants felt the conference had pro-
duced valuable results. '7
7
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Evaluation of Post-Conference Possibilities: New Ideas for Action
Percent Ratings and Mean Ratingsk. :

TABLE 111.7 .

*Pgrcents and means are based on the number who responded to each | tem.

* 6 = "Definitely'; "'l could Implement them''; "Really expect |'11 try."
| = "Not really'; '""Resources not available'; ""Really doubt 1'1] try."

i ‘ Number who
responded Percent Ratings
to Msan *k

Definitely Not Really
Did the conference halp
you arrive at any new
Ideas for action you
could take or approaches
you could try In your ’
work? 39 . 55.1 19.2 16.7 3.8 2.6 2.6 100 s.!
e e l cw‘d lm— Resources
In your oplinlon wzuld plement not
It be possible to them available
Implement these Ideas
under existing con- <
ditions? 37 29.7 27.0 18.9 13.5 5.4 5.4 100 4,5 T
Mﬂea"y Py e — - Rea]‘y
¥hat do you think the bect 1 doubt
chancas are that you wil! try ' try
actually try to follow
through on any of these _
deas? 36 55.6 31.9 9.7 2.8 0 0 100 5.4
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TABLE 111.8 . - Nature of New ldeas and Approaches
T : ‘Percent Ratings

Nature of New ldeas and Approaches Percent®
ldeas: Related to task force products:
Own task force (33.3%) L3.3
Other task forces (10.0%) .
1deas: New insights about the process of change 20.0

Printed Resources: Found out about new materials

to use: -
" Havelock materials (6.7%) i} 13.3

Materials from other colleagues (6.7%)

Human Resources: Formed new Interpersonal contacts 6.7
Skills Learned: Group interaction techniques;

How to set up a task force 6.7
Other 10.0

TOTAL ‘ | — = 00 L

*Percents are based on the 30 participants who responded to this question.

Included in the ''other" category of Table 111.8 are some interesting
by-products of the conference. For example, one participant stated that
the confergnce had emphatically confirmed for him the validity of the
approach of the program he Is developing in his own work.

2. Future Conference Possibilities

. Most participants felt the conference should be reccnvened at some
time within two years; 87.8% were In favor of this idea, while only 7.3%
were opposed. The remaining 4.9% gave a conditional response, saying
that it should be reconvened only if sufficient work were accomplished
in the Interim. Some of those who felt the conference should not be
reconvened still sald that they would come if it were; 92.7% of particlpants
said they would attend If such an event were scheduled. Only 2.4% said
they would not attend and again 4.9% sald '"maybe." -

About two thirds of the participants had suggestions as to how such
an event should differ from CECAT. Those who specifled what the purpose
of the conference should be felt that It should deal with implementation
of the tralning designs produced by CECAT. Some people felt that the
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f Future Need for Conference

Evaluation o

Related Materials

Percent Ratings*

Definitely

Number Re- Not Likely Might be interested-

sponding to have Interested | have peo-

to this a Future at some ple or events

| tem Need time in mind TOTAL
CECAT Proceed-
ings (includin&
Task Force :
Plans) 35 2.9 25.7 7.4 100
PLANNING FOR
INNOVATION 33 0 4L8.5 51.5 100
GUIDE TO
INNOVATION 33 0 kg, s 54.5 100
MANAGING o
CHANGE
(Rogers and
Svenning) 29 17.2 .4 h.4 100
""Doing Re-
search for
Change"
(part of
Watson re-
port) 28 25.0 28.6 6.4 100

*Percents are based on the number who responded to each [tem.
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Indicate sections

CECAT EVALUATION

Name:
1. Background Read!ngi
Value as
background
to this type =,
conference « £
/ et ‘.8 2
LA —c ~ @
b [ " W o
® Al AN]~— snoc
0 §l 21212 2< S
[ N |- (Y] - C
.—ruo L] - (34
° Eo};s: 2 afeon
€ Om,gts §mE°z
© -~ " -0 e
v ol O ®l»n J:ucg
(-] Z2lxZijvnl> jw - $P o o

1.  PLANNING FOR INNOVATION Summary Chapter (11)

" " " Roles Chapter (7
” " " Other Chapters

2. GUIDE TO INNOVATION: [ntroduction

i

Case Studies

" " (1] "Stages" '_v|

Appendix on Strategies

on Information Sources

Change Bibliography

e

MANAGING CHANGE (Rogers & Svenning)

k.
3
h.  USING RESEARCH FOR CHANGE (Watson) =
§. THE PLAKNING OF CHANGE (Bennis, Benne, and Chin)
4
©
L4 .
® .
jg 4 EE
(V) B
s
[ c“
T -
= N g
O -~ 3
E
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6. Do you‘havavanyvaddltloﬁal reactions or commsnts on background readings?

7. in designing a training workshop, what reading materials would you take off
this list?

8. What other readings would you &dd?

T ————
Lr':‘;,,‘-,:

81
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Printed Conference HaterlaIS'.”;

A number of handouts were especlally prepared for CECAT. Which ones
turned out to be useful In faclllitating conference work?

No Not Very 5 omewhat Very ,
Opinion | Useful Useful |Useful | Essential

List of statements about
change process from Chaptcr n
(used as basis of Honday s
dlscuss!ons)

List of statemants about ' ' ‘ ' : s
tralning (by Chic Jung) ‘
(used as baslis of Tuesday's
A.M. discussions)

P

Listing of additional points
made by particlpants prior
to conference

Letters and other descriptive
materials from CECAT

Other (specify):

[P P PR S Y S P

Additional commznts on Conference materials: - i

” LB e
b

82
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Conference Activities:

How satisfied were you with each of the major elements of the conference?

ndd comments to each item as you feel necessary.

. Conference as a whole.

Very
Dissatis-
fled

Somewhat
Dissatis-
fled

Somewhat
Satisfled

Quite
Satisfled

Very
Satisflied

One of
best |
have
attended

Design of Conference

. Orientation: Monday 9 a.m.

Change Process Group
Discussion on Monday

. Group summaries on Monday

(during cocktail hour)

Monday Evening Session (if
held)

Tuesday 9 a.m. panel on
training

83




_85_

IV. Post-Conference Action Possibilities:

1. Did the conference help you arrive at any new ideas for action you could
take or approaches you could try In your work?

definitely not really

Briefly describe any such Ideas you did get? (If these ideas are related to
Task Force products, Indicate which Task Force and how related.)

2. In your opinion, would 1t be possible to implement these ideas under existing -----
conditions?

1 (we) could im- .1t would take resources,
plemant them under skills or money not avail-
existing condi- able to me (us{

tions.

3. ¥hat do you think the chances are that you will actually try to follow through
on any of the ldeas you listed In Question V-1,

really doubt I'11 try really expect {'11 try
B k. In your opinion, should this conference be reconvened at some time in the next
% two yeers?
W . Yes No
‘.j S —— ——is
;l §. Would you participate In such en avent If [t ware held?
Yes No

RAMGAANC
SR Vit

6. In what weys should such an event diffar from CECAT? (Please answer on back side.)

p———y
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""
Conference Activities, continued ,
' Very Somewhat [Somewhat |Quite Very One of
Dissatis-| Dissatis- [Satisfled|Satisfied|Satisfied] best |
fled fled have 3
8. Tralning Statements Group
Discussion on Tuesday
9. Group Summaries on : : '
Tuesday (during cocktails) . R
:
10. Your Task Force and its
product o
j
11. The other Task Force i
products :
: 1
3
12. Discussion and critique of ‘
Task Force products i
P
. T ¥
13. Implementation and follow- 1
through discussion : 7 o S 1
r.
-




Conference Actlvities, continued

14. Conference Site

-8k4-

. |Sorewhat

Very . Somewhat jQuite Very One of

Dissatis- |Dissatis-|Satisflad|Satisfled|Satisfled|best |

fied fled - lhave
attended :

15. Opportunitles for informal
discussions ’

16_ Your own contribution

17.
specl fy kind of actlvity and content.)
18.
19. Anything you would have llke to have done more of:
20.

85

Anything you would have llke to have done less of:

What specific part of the conference did you find most MEANINGFUL? (Please

What“part did you LEARN THE MOST from (kind of actlvity and content)?
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V. Future Need of Conference Related Materials

All of the materials provided for CE

will be available In quantity for future use in training activitles.
to have your estimate of possible future use by you or the organization you re-

CAT in addition to the CECAT proceedings

We would like

present. For non-Michigan products we will relay the Information you provide.
Not likely |Might be Definitely | will be |Thi
to have a interested Interested: | [ready to f|an
future need | In addi- have people order as |1l v
for this. tlonal copiesjand/or events [soon as 114
at some time.|In mind. (in- |they are {to
dicate approx.|available.| thi
number of (indicate |be:
coples if number of | cof
possible.) copies
CECAT Proceedings (lnclud}ng
the Task Force Plans and pre-
Conference feedback)
PLANNING FOR INNOVATION
($8.00 per copy)
GUIDE TO INNOVATION
($3.00 per ccpy)
MANAGING CHANGE (Rogers
and Svenning - $1.00
per copy from PEP)
DOING RESEARCH FOR CHANGE
(Part of Watson Report
which will be available soon)
Other materlals or books
which came to your attentlion
during our meetings.
(Specify):

Billing Address (If applicable):
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The School ‘System Approach

There are various approaches to change in
a school system. A school building may be-
come the target of change e€*fnrts as repre-
sented in the unitized school concept of the
Wisconsin Research and Development Center,
a teacher or administrator may be thought of
as a change agent and be trained for such a
role, or a planned change process may be
initiated at the system level utilizing the
largest conceivable organizational unit which
contains a central office and operating schools
as sub-components. The latter is the concept
that the Planned Educational Change (PEC)
staff offered to the cooperating systems.

The rationale of this approach has five
elements: (1) it provides entry into a school
system by an outside change-agent and re~ : ..
.search team as represented by the PEC staff; -
(2) it assumes the integrated character of a
system embracing several components and
avoids the problem of selecting one of the
components for special treatment; (3) it maxi-
mizes the opportunities of inside personnel to
determine priorities for change and to control
the systematic development of subparts in
accordance with such priorities; (4) it pro-
vides a greater chance for a school system to
continue developmental processes after out-
side resources have been withdrawn, greater
than if a miscellaneous group of teachers or
administrators, or a building faculty represents
the school system; and (5) it improves rela-
tionships among components and increases
possibilities for each component to become a
focus of attention. Prospects are then good
that the improvement of interrelationships will
lay the ground work for improving a component
if and when it becomes the focus of attention.

This approach has at least two limitations.
The starting point for change is far removed
from the student for whom the system functions.
Improved learning in the classroom represents
the last event in a chain, if the improvement

~influence ever reaches there. There is also
]

the danger of spreading efforts thinly over a

.large operation. This can lead to tangible

results only after a long time in contrast to
the visible results that may come immediately
through more concentrated efforts. The favor~
able points of the rationale outweighed its
limitations in the judgment of PEC staff and a
system approach was initiated.

Change-Agent Teams

A change agent is a person or group who
works toward bringing about change., Whether
school systems are aware of it or not, agents
for change function in all systems. Various
persons in diverse roles from the superinten-

" dent to a kindergarten pupil have a potential

to change themselves and to create change in
others. Persons have differing power and re-
sources to act as a change force in a school
system. A crucial distinction between the
rules noted above and a designated change
agent is self-awareness. It was assumed by
the PEC staff that change agents who are cog-~
nizant of their resources and mission and :
appropriately authorized by those with system-
wide decision-making responsibility are more
effective in planning and managing a change
process than persons or groups who are not
aware of their potential as effectors of change.
The role of expectation is also an important
condition. Those who are expected to be '
change agents are more likely to perform appro-
priately,

Role of the Change Agent

Historically, the role of the change agent
was prescribed and largely limited to the su-
perintendent of the school system, although
more recently administration theorists have
sought to unfreeze this one-office-one-man
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authoritarian approach. A recent study of the
superintendency has concluded that variables

related to the superintendent are most impor-

tant in facilitating the adoption of éducational
fnnovations (Carlson, 1964),. ...

Data from the eight school system sample
of the Wisconsin study indicate the important
role the superintendent plays in influencing the
determination of educational matters in general
as well as the innovative process. To deny
the superintendent his role as a change agent
in the school system is unreal and unwise,

But to look to him as the change agent leaves
much to be desired, This implies that no one
else on the staff nas the interest and capabili-
ties necessary to contribute innovatively and
creatively to the system, While it is true that
the superintendent and /or members of his staff
should be included in the charje-agent struc~
ture due to their key location in the decision~
making apparatus and their broad view of the
system, other personnel should also be in-
cluded, Teachers, principals, and school
board members should collaborate in change
efforts utilizing their ideas and competencies,
and requiring their linkage roles in the system,
In the final analysis, the success of a change
project will depend upon how well they and/or

their peers plan and manage a process of change,

This analysis led the PEC staff to the concept
of a team designed for school system changing
(Goodson and Hammes, 1968),

Criteria for Change-Agent Teams

Criteria (Goodson and Hammes, 1968) for
change-agent team design were formulated as
follows:

(1) Size. The size of a team should be large
enough to utilize the potential of a variety of
individuals representing a variety of roles in
the system but small enough to be able to
function as a face-to-face group. The ideal
size would be from five to eight members,

(2) High Level Representation. The super-

intendent and /or his central office representa-
tives should be members of the change-agent
team. Such representation would ease legiti-
mation problems of the team, provide the team
with broad perspectives, and give a basis in
reality for implementing its decisions,

(3) Vertical Role Representation. Principals,

teachers, and school board members should be
placed on change-agent teams. This would
more readily insure divergent thinking in prob-
lem solving and provide necessary linkages in
the system {o aid innovative implementation.

z 1

These criteria along with a statement re-
garding the intended functions of a team were
communicated to each superintendent of the
schools considering a cooperative arrangement
with the PEC staff of the Center. Two main
functions were projected. One was that of
assisting colleagues in developing and main-
taining a climate in which change and innova-
tion might flourish as a natural feature of sys-
tem operations. The second was that of plan~
ning and managing specific changes which a
system might need or desire.

Within these bhroad and pervasive functions
more concrete and instrumental functions of
the change-agent teams were described as
follows: (1) To give attention to the school
system as a whole and consider needed
changes; (2) to plan and coordinate strate-
gies at the system level for initiating and
maintaining change processes; (3) to consult
with central office colleagues and building
faculty members concerning a particular change
project and to consider the prevailing school
system climate regarding needs and efforts in
change and improvement, including resigt-
ances to change; (4) to become a resource to
colleagues in planning and managing change
activities,

Structdre of Chahée-Aééhf Teams

Each of the three school systems comprising
the case studies responded in a unique manner
to the very general conditions of team design
set forth by the PEC staff, System A created a
team de novo of six (later expanded to eight),
consisting of a school board member, Assistant
Superintendent, Elementary and Junior High
School principals, psychologist, and three
teachers representing the Elementary, Junior,
and Senior High School levels, System B modi-
fied a high school curriculum council composed
of department chairmen, It was chaired by the
system coordinator for instruction. An elemen-
tary school principal was added to make a group
of 14 members. This structure was modified at
a later date by the superintendent. System C
used as its change-agent team an Improvement
Committee that was already in existence and
composed of the superintendent and two coor-
dinators in addition to three principals, one in
the high school and two in the elementary
schools, This structure was later modified to
include teachers and related teams in the
building units. Each school system partici-
pated in three training sessions that were de-~
signed for team building purposes and which
are briefly described in the following chapter,
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Interventions by the Planned Education Change Staff

Functions of PEC

The Planned Education Change (PEC) staff
served two functions: (1) that of observation
and analysis of the change process; (2) that
of a consultant, offering human relations
training and specific resource help, but not
deliberately influencing the systems toward
any particular innovations or procedures, In
a memorandum to colleagues, a PEC staff mem-
ber elaborated upon these goals as follows:

"I see the project as creating self-renewing
systems. My goal is primarily action with
little research, I see the change team as
being primarily concerned with changing the
processes and structures of the school system
rather than being responsible for any particular
change, I want to stimulate the teams to think
about structure, interpersonal and organiza-
tional problems—what is blocking innovation
and how to get through or over blocks., Our
inputs, to bring this about, would be human
relations training, feedback, information about
appropriate innovations, and constant stimula-
tion of the team by us."

The operational scheme became that of the
PEC staff working as a change agent with the
teams of the three systems and the three teams
in turn functioning as change agents within
their respective systems. These operations
evolved into a collaborative process with a
reciprocal relationship between the University
and the school systems and, to some extent,
between the systems. Interpersonal and
_ problem=-solving processes (Dialogue-Inquiry-

Action Model) used by the PEC team served as

a model for the school system change-agent
"team which subsequently involved its colleagues
in the same processes. Thus there was a mir-
roring or simulation of processes thought
essential to creating changes with continuous
and reciprocal feedback between colleagues,

the change-agent team, and the PEC staff,

Style of Intervention

The style of intervention used by the PEC
staff rests upon two basic considerations:

One is the essential matter of trust and re-
spect and the other is the use of the therapeu-
tic model. A school system has an integrity
that requires it to be respected ethically and
factually by any agency that would offer
changes to it. Educational changing invoives
consideration of the necessariiy particularized
conditions of a schoo!l system, i.e., size,
location, soclioeconomic status, etc. The
PEC staff tried to be sensitive to these indige-
nous qualities and to respect the reaiities and
the personalities involved.

Leonard Duhl (1967) has described the ther-
apeutic model by drawing a parallel between
the patient-therapist relationship and the pro~
cesses involved "in getting people to change"
or in "building new institutions and new ways
of coping with problems at this very moment."
He states: "When a patient comes to a thera-
pist reporting a current crisis, he usually asks
for help in reaching a certain goal. If the
therapist were a planner, he would probably
sit down and outline five steps for the patient
to take. If, however, the therapist simply
gives a patient five steps to follow, nothing
will happen. He must initially teach the pa-
tient the step-by-step process of assimilating
new information, of reconceptualizing the
world, of looking toward generalized goals,
and of thinking about how certain immediate
steps may be directed toward these generalized
goals,"

The therapeutic model emphasizes auto~
plastic development-—growth from within the
system., Development which characterizes the
change process as originating outside the
system and exerting influence from that posi-
tion in modifying the inner workings of the
system is described as alloplastic development.

12
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A fuller view of the change process must con-
sider that the autoplastic and the alloplastic
are continuous and complimentary,! Both di-
rections of development are involved in the
therapeutic model but predominance is assigned
to the autoplastic, as indicated oy Daniel Bell's
(1967) elaboration upon the therapeutic model
in the following: “... the therapeutic model
has surprising relevance in many problem=
solving situations, as sophisticated business
managers, for example, might attest, Its sim-~
ple caution is not to accept the situation as
given or defined by the client, but to keep

open a range of generalized goals, Individuals
may define a problem in terms of the difficulties
they encounter in reaching a solution, only to
find on analysis that the problem has been
falsely put or that some other problem is
actually at stake. By emphasizing self-
scrutiny, feedback, and re-evaluation of means
and goals, the model by its simple common
sense warns against the premature closure of

a definitior: or the foreshortening of perspec-
tive* (p. 702). In relating to the change agents
of the school systems, the PEC staff used the
therapeutic model giving a decided emphasis to
an autoplastic development,

Goals of Humon Dovolopmom
I.nbom'ory Training . e

The PEC staff attemptod to offer to the
school systems training goals and designs
consistent with the model described above,
The training took the form of a Human Develop-
ment Laboratory (originally named a Human
Relations Workshop) that typically met for 16
hours on Friday and Saturday., Laboratory ses-
sions were designed to help the participants
develop their abilities in two areas: (1) inter-
personal competencies that are involved in re-
lating and communicating with others as well
as understanding one's self and (2) competen-

cies that are necessary for activating a problem-
solving process (Dialogue-Inquiry-Action Model),

including determination of priorities, the plan-
ning of strategies, the handling of data, and
the use of external resources.

A goal of laboratory training is the acquisi-
tion of a sharpened diagnostic sensitivity, As
an outcome, participants may become increas-
ingly sensitive to key relationships among mem-
bers of a group; to situations in which motiva=
tion of a member relates to his membership role;
to ways Iin which group atmosphere influences
group actions; to the nature of decision-making;
and to points in group interaction where mem-
bers can be helpful to others in reaching shared
goals, A member may come to see more clearly

4
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events which happen in a small group and how
these events may be constructively influenced
by his efforts. This relevant change in partini-
pant functioning may be described as growth

in diagnostic sensitivity,

Another goal of laboratory training is the
growth of sel{~awareness. The member has
the opportunity to see himself as he is seen
by others; to privately examine his motivation
in the light of data provided by others; to com-
pare his perception of an event with the diversity
or the unanimity with which others view the
same event; to compare his perceptions of
other participants over a period of time; to be-
come aware of his feelings under group pres~
sure; and to become more aware of the roles he
takes in a group. Thus the participant becomes
more fully aware of what is happening in a here-
and-now context. This learning may be de-
scribed as an awareness of self and others.

A member is also able to practice and ex-
periment with new ways of intervening in his
relationships with others. Because of the norm
of experimentation and the condition of safety,
the member is encouraged to try new roles and
styles of personal intervention. For example,
a participant who generally initiates group
activities may choose to offer support and
harmony to the group and give others the oppor-
tunity to lead, This gives him new insights
into ways in which he can function with others
to diagnose the reality, sense problems and
needs, and plan strategies for making changes
in situations which are problematical for group
members. In contrast to the tvpical schoo! or
home situation, the laboratory may become for
its members an opportunity for free exploration
and learning.

Another important goal of laboratory tralnlnq
is to afford an opportunity for participants to
reassess and to modify appropriately their
deep-seated dispositions and stereotypes
toward groups and people, Attitudes which
strongly affect human relations and the solu-
tion of problems and which frequently need
examination and more understanding by group
members have to do with such phenomena as:

Aqqreulon Hostility

Anxiety Human Intimacy

Authority Leadership

Communication Personal Autonomy
failure and success Rationality

Empathy " Resistance

Conflict Spontaneity

Consensus Sexuality

Freedom Submissiveness

Viewed through stereotypes the human situa-
tion tends to be static, destructive, and fore-
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boding. When stereotypes have been trans-
formed into experience~validated concepts =
for example, aggression-as-bad being changed
into a necessary component (autonomy and
spontaneity) of human leaming—laboratory
participation can bring a fresh perspective
and more flexibility to human transactions and
a new potential for constructive behavior,
This transformation is illustrated by what a
teacher reported after a training session: “The
world including the teachers and pupils in my
school look different to me. I can now count
on them to be helpful for they empathize with
me,.”

A laboratory training design is a set of re-
lated dialogue-inquiry=-action sequences that
participants and trainers activate and main-
tain during the course of a laboratory. Three
elements are generally incorporated: (1) a
basic group variously named "encounter,"
"sensitivity training,” "T-group,” or, as in
the PEC experience, a "Dialogue” group (D);
(2 focused or structured exercises; and (3) in-
formation-giving sessions in which models,
theory, or knowledge &re presented as eco-
nomically as possible with the occasion re-
ferred to as a lecturette.

As indicated above, the human development
laboratory is designed to help participants en-
hance and further develop two competencies —
interpersonal and problem=-solving. The dis-
crete competencies (or components thereof) are
always relatera in the functioning of a person
and are coi:ceptually brought together in the
trilogy symbol used above: Dialogue-Inquiry-
Action. A training sequence that influences
both competencies may consist of two comple-
mentary phases with an interlude between Ses-
sion I and Session II of approximately six
weeks, This sequence is portrayed in Figure 1.

The design emphasizing interpersonal com-
petencies is always antecedent to the second
design concerned with problem-solving.

In terms of the outcome of laboratory train-
ing, a functional integration is sought so that
the participant can use interpersonal and
problem-solving competencies appropriately
in dealing with a situation. One trainee de-
scribed his experience with laboratory train-
ing and applied it to a school situation. He
said: "I can now better sense when I should
speak, when I should listen, when I should
state alternatives or raise questions, and
when I should press for action.”

(1) Design emphasis

Interpersonal

on interpersonal ———
competencies

(2) Design emphasis on
problem-solving ———

competencies

Session

Problem-sclving

Session II

Figure 1
Concentration and Leaming of Participant in Training Laboratory



The D~-group provides a learning opportunity
that is experienced intensely by participants.
It becomes appropriate, if not a matter of felt
necessity, for members of a training group to
disclose themselves through overt actions and
to receive feedback from other members.
Senses and feelings become very much in-
volved, highlighting the learning process that
is proceeding for each member, The oourse of
growth is the reversal of other methods, such
as reading or lecture-listening, in that ex-
perience precedes conceptualization. Words
and symbols become attached to svents and
summarize segments of experience. The use
of symbols enriched by meaningful experience
enablas members to communicate, often at an
abstract level, and reflect upon experiences
in the training group. But when learning is
taking place, the emphasis is upon the here-
and-now and not upon something then-and-
thers which may be recognized and abstractly
described,

Another important aspect of the training
group is the behavior of the trainer. As an
aithority, an assumption made by members of
the group, the trainer violates their ordinary
expectations. He does not provide external
structure; rather, members generate structure
through attempts to influence one another on
the basis of the needs and concepts they
bring to the situation, .

Three kinds of learning are available to a
member of a training group: (1) He leame
about himself, his own personal functioning;
(2 He leams concepts regarding human rela-
tions as a field of knowledge, as well as the
diagnostic and intervention competencies
necessary for applying the conoepts to con-
crets human situations; (3) He leams of the
properties of groups and the dynamic charac-
ter of the interactions among members.

When convened in a laboratory setting,
members undergo the prooess of becoming a
group in slow motion. Thus the stages of
group development become clearly visible.
An early and dramatic stage is represented by
efforts of membars to resolve the problem of
authority—which member or members are to be
granted the right to influence others in clari-
fying direction and goals and in establishing
decision-making procedures. A latter stage
of development involives the degres of close-
ness which members oan extend to one another
in shering ideas and feelings. Other stages,
less dramatic but just as important for the
group, ere made evident in the process of
group development,

Members can observe almost minute=to-
minute changes {n the group and talk about
them. The origin and history of the group
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thereby becomes clear, By sharing observa-~
tions and reporting their feelings, members
can gain insight into group interaction. The
meaning of the experience may be enhanced
through collecting and analyzing information
about each member and about movements of
the group. (See D group exercise on pages
10 and 11 for facilitating such activity.)
Meaning is enriched through sharing percep-
tions regarding attempts of members to influ-
ence one another,

The norms of trust and inquiry become im-
portant to the life of the group. For a group
of trainees to realize their maximum potential,
the culture of the group has to be transformed
not only by the norm of trust, b.: also by the
norm of inquiry. Then open communication
among members and the full use of member
resources of problem-solving become estab-
lished. The normrs of trust and inquiry need
to be regenerated periodically and cannot be
counted on to perseverate from minute-to~
minute or from hour-to-hour in the life of a
group. The successful efforts of group mem~
bers to generate trust and inquiry contribute
to group development and the richness of
learning for the members. When evaluating
a laboratory session, one participant wrote:
"Unless there is sincerity and trust, basic
problems cannot be solved, These were gen-
_erated during the session—we are now ready
to begin.” '

In the early stages of the life of a training
group, members frequently feel that the pro-
cesses they are undergoing are somehow spe-
cial and artificial and are influenced by the
special conditions under which the group meets
and the "manipulative” behavior of the trainer,
In time, however, members come to understand
that these processes are somehow a part of all
group life and that the similarities between the
treining group and the work organization of
the school or the life of a family are greater
than the diffecences. The phenomena that
ooour in the training group and those that occur
in other groups are of the same order. The
ideas and principles for understanding and
acting in the treining group are more similar
than dissimilar to those than can be applied
in other groups outside the laboratory. Un-
less the participant in training has strong
needs to induce barriers to truet and inquiry
in his intecaction with others, transfer is
easily achieved.

A Model for Planning end Actien

In planning a laboratory design the PEC
staff used the dialogue-inquiry-action modeli?
which it recommended to change-agent teams



as a model for their behavior and as represented the reality of the school and proceeds step-

in Figures 2 and 3, Certain characteristics of by-step, box-by-box, and returns to the

the model need to be explained, An examina~ reality, The model relates the mission of the
tion of Figure 2 shows that it-is cyclical and 't school to its realities and shows connecting
sequential in nature., The process starts in functions, as represented by labels placed in

Mission ]

Setting Goals (1B)

3

Planning: Elaborating and Examining
: Alternative Plans (4)

..... —

. " “Identifying and
‘] Clarifying Needs (3)

.............

Formulating and ;@] Acting: Implementing

Analyzing Problems (2) :: l:lcatn.: (:;‘“

..............

Describing and Evaluating (1A)

Reality I

T T B I

;'] Dialogue=-Inquiry=-Resolution

Figure 2
Dialogue-Inquiry~-Action Model

~—a
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the boxes. These are the mediating functions,
according to the experiences gained in thq
- PEC project, that a professional staff must
perform and take responsibility for if a school
is to improve,

The reality of a school is multiple, Parent
expectations, interpersonal norms of the pro-
fessional staff, behavior and goals of students,
structures of the school, teacher and adminis-
trator competence, school climate and other
conditions represent segments of reality that
may need attention, Once a staff in a labora-
tory focuses attention upon a particular seg-’
ment, both careful description and evaluation
are needed. Dialogue and shared inquiry
among members of a staff facilitate the de-~
scription and evaluation of reality, The dif-
ference between describing reality and eval-
uating it is intricate. The latter involves the
use of a value or a concept of "desirable con-
dition" by which the problem-solver concludes
that some aspect of reality needs to be changed,

The describing and evaluating of reality
(phase 1A) leads to formulating and analyzing
problems (2) and identifying and clarifying
needs (3). Also, function 1A leads to setting
goals (1B) in accordance with reality and con-
sistent with the mission of the school (broad
functions and responsibilities legitimized by
societal representatives).

Planning (4): elaborating and examining
alternative plans is a crucial component of the
model. This function is related to the evalua-~
tion of reality through problems-to-be-solved
and needs-to-be-satisfied as determined by
participants in a laboratory who are involved
in a school situation, It is the planning phase
that innovations from R and D laboratories (and
other sources) become relevant as altermnatives
to be examined in light of goals, problems and
needs. The last phase (S) is acting in which
selected plan or plans are implemented and is
of great importance in determining the success
or failure of the change process.

Another important feature of the model is
that a white box containing a function is a
figure upon & ground. The Gestalt or figure-
ground is represented by a white box upon a
finely dotted background., The ground is a
primary dialogue~inquiry-action process. It
is a basic process from which specific gec-
ondary functions emerge, Dialogue is inter-
action among professional colleagues (includ-
ing students and parents)—a teacher talking
to a principal or a group discussion among

" members of a change-agent team. It is from
dialogue, facilitated by the interpersonal com-
petencies of participants, that the speocific
functions contained in the labeled boxes are
generated and given form and meaning. Dia-

logue activates Inquiry. It enables group mem=~
bers to raise and answer questions and to
state and consider alternatives regarding a
specific function. Dialogue-inquiry terminates
1n a resolution—a decision or settlement so
that motivation to go on can carry participants
(change-agent team members, for instance) to
the next function. The basic ground of dia-
logue~inquiry-action: (1) enlivens and nur-
tures a specific function giving it an organic
quality and lending an artistry to the process
and it does not degenerate into the "grinding~
out of a machine,"” nor lose itg life-like as-
pects; and (2) surrounds the consideration of
each function and suffuses its creation with
dialogue and inquiry, finally urging group
members to reach a resolution point and to
move on. Individuals in a professional staff
solve problems differently, This model allows
for different styles and approaches to problem-
solving.

This basic ground may be conceptualized as
the normative and motivational conditions of a
school system. Previous studies of PEC proj~
ect (Hilfiker, 1969) demonstrate a relationship
between norms of trust, openness, adaptabil-
ity, problem-~solving adequacy, and the out-
come of innovativeness. The intensity of
these norms influence the behavior of partici-
pants in regard to the degree to which they
participate in dialogue-inquiry-action pro-
cesses. The norms, therefore, determine the
dynamic characteristics of a school. Intensely
positive feelings shared by participants about
such norms enliven and nurture a specific
function as indicated above. At an opposite
expreme "hopeless" or "don't care" attitudes
by teachers and administrators will not facili-
tate but rather depresses dialogue~inquiry~
action. .

Figure 3 represents Reality I at Time I and
Reality II at Time II, In the second cycle with
the expectation of an improvement in the pro-
cess, the prior functions of describing and
evaluating reality, acting, etc., need to be
described and evaluated along with Reality II.
If Reality II is the same in most respects as
Reality I, then no change or improvement has
been realized through the process. As differ-
ences between Reality I and Reality II are doc-
umented, the actor knows that changes have
taken place, Whether or not changes represent
improvements in the reality is obviously de-
pendent upon evaluating—the deliberate pro-
cess of examining reality in light of values,

Initially, the PEC staff carried the major
responsibilities for designing and implement-
ing Human Development laboratories., Later
change-agent teams auumgd an increasing
responsibility in setting goals, describing and
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diagnosing their school realities, formulating
problems-to-be-solved, and identifying needs-
to-be-satisfied through laboratory experiences,
Change-agent team members shared with the
PEC staff in the dialogue-inquiry-action pro-
cess that provided a ground for each of the-
steps portrayed as figures on the ground

(white boxes against finely dotted background)
in Figures 2 and 3 of the model.

PEC and change-agent teams used the
model described above in guiding their re-
spective activities and in planning their
cooperative activities, Thus, the model
provided a reciprocal mirroring between the
PEC staff problem-solving processes and .
those that change agents needed to institu-
tionalize in their systems as robust processes
of dialogue, inquiry, and action resolution,
The PEC also needed continuous evaluation
and feedback to reinforce its efforts to clarify
and enhance its problem-solving processes,
for it too faced the task of upgrading its per-
formance.

Elements of Laboratory Training

Three elements were generally incorporated
in laboratory designs. They included the
Dialogue Groups described above, Focused
or Structured Exercises, and Information-giv-
ing sessions. Examples of each will be
given below,

Basic to Human Relations Laboratory Train-
ing was the formation of Dialogue (D) Groups.
These are small subgroups of 9 to 12 members
who are free to discuss any subject, includ-
ing interpersonal problems, and give feedback
to others concermning reactions and feelings.
Exercises to facilitate interpersonal inquiry
and self-disclosure for learning used with D
Group members are included here:

D Groups

SELF-DESCRIPTION AND PREDICTION,
Based on first impressions of people in the
D Group and on their own experiences in
groups, participants are asked to make pre-
dictions of their own behavior by responding
to the followings

Select the person whom you feel will
act most differently from you.

List words or phrases describing your
predictions as to how he will Pohavo.
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List words or phrases which describe
your predictions as to how you will be~
have,

GROUP INTERACTION PREDICTIONS, At the
onset of the D Group activities members are
asked to predict who will be high and low par-
ticipators and who will be high~ and low-influ-
ence members of the group. They are also
asked who they feel will try to create a con-
genial atmosphere, who will create an atmos-
phere of disagreement, and who will try to
create an atmosphere of calm and nonemotion
within the D Group.

MEMBERSHIP EXERCISE, Participants are
asked to look for certain behaviors during the
D Group discussion and to respond to the fol-
lowing questions:

List members who tend to support one
another.

List members who tend to oppose one
another,

What members of the group seem to be
most "in" ?
‘What members of the group seem most
"Out“ ?

Under what conditions do peopla come
into and move out of the group?

REACTION SCALE., During the D Group dis~
cussion participants are asked to respond to
questions which include: To what extent are
your opinions being solicited by the group?
How satisfied do you feel with your participa-
tion in moving toward a decision? How much
frustration do you feel as the work on the de-
cision goes on? How good is the decision
your group is making? Answers can vary in
degree from completely satisfied to completely
dissatisfied.

POSITIVE AND NEGATIVE ELEMENTS IN MY
SELF IMAGE, All participants are given lists
of 220 self-descriptive adjectives which in-
clude words such as: aggressive, caring, con-
fident, dependable, lively, nervous, over-
emotional, powerful, rationalizing, rigid,
serious, strong, vulnerable, and zestful, From
this list they choose three positive traits which
they have and would like to retain and three
negative traits which they also possess and
which they would like to do away with, After



they have completed this by themselves each
member selects a partner, The two exchange
papers and together discuss the lists and the
reasons for their choices. All participants
are then reassembled and each person reports
on his partner's lists. In this way, an-indi-
vidual reveals himself to one other person
who then edits the findings and reports.-back
to the group, Members of the group might
ask questions, make comments, give sug-
gestions, or agree or disagree with an indi~
vidual's perceptions of himself,

Focused Exercises

Focused or structured exercises were also
incorporated into Laboratory training sessions.
Five of these exercises are included here:i

LISTENING EXERCISE. Participants are
grouped in triads and given 8-]10 topics for
discussion. (Topics might include school-
related concerns such as: Today's students
are given too much freedom; or More empha-
sis should be placed on Basic Skills in the
Primary Grades.) In each triad one member
acts as the mediator or evaluator and the
other two discuss the topics, Roles are re-
versed after approximately 5 to 7 minutes of
dialogue so each member is given the oppor-
tunity to be a participant and & mediator.
The discussion is unstructured. Before a
member may speak, however, he must sum-~
marize (in his own words) remarks made by
the previous speaker, making it necessary
for the participant to listen and comprehend
as well as to speak.

NASA EXERCISE, Members are grouped in

clusters of 6 to 10 people and asked to com-

plete an individual worksheet determining
priorities in the selection of items for sur-
vival on the moon. After individual sheets
are completed, clusters meet together to de-
termine priorities of their group. Consensus
must be reached by members of the group to
rank the items (Pfeiffer & Jones, 1969).

BROKEN SQUARE EXERCISE, Participants
are divided into groups of 5. Each member
is given an envelope containing pieces of
cardboard for forming squares. The group
task is to form S squares of equal size, Dur-

"ing the exercise no member may speak. No

member may ask another member for a card or

in any way signal another member and ask for

a card, Participants may, however, give

cards to other members (Pfeiffer & Jones, 1969).

CONFLICT AND COLLABORATION EXERCISE.
Participants are divided into two groups and
asked to determine solutions to a single
problem. [The problem should be such that
the groups will develop significantly differ-
ent solutions.] The groups then choose rep-
resentatives to describe their views and work
out a common solution. Both groups are
present when the discussion occurs but are
on the opposite sides of a negotiations table.
Each group can communicate with its repre-
sentative by way of written messages. Inter-
group competition generally develops quickly.
If representatives are unable to agree, prob-
lem-solving suggestions are made to give
practice in collaboration. The exercise points
out the effects of conflict and of collabora-
tion in resolving differences (Harrison, 1967),

TRAINING SESSION EVALUATION. Partici-
pants of training sessions respond to various
evaluative instruments at the completion of
the laboratory., Questions asked of group
members include:

During the session my predominant
feeling was one of being .

Regarding this session, I liked

As a result of this session, my re-
sponsibility is .

Of most value to me during the ses-
sion was .

Presentation of Concepts

Cognitive inputs were used by the PEC -
staff in the laboratory as needed. The pres-
entations were designed to give the partici-
pants a language and concepts for understand-
ing what they were experiencing. The basic
rationale of laboratory training is to facilitate
for the participant a better integration be-
tween his emotional experiences, his behav-
ior or action, and his referential or cognitive
processes. The following systems of ideas
were used most frequently, either as a sum-
marizing of an experience or for i{nitiating a
training experience, and are presented in ab-
breviated forms:

SELF DISCLOSURE AND FEEDBACK. (Johari
Window) A process of leaming for a member
of a D Group is self-disclosure and feedback.
This is probably the initial aspect of the training
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experience., As a member discloses himself
by self-references (feelings, self-concepts,
etc.) he initiates i positive gain in self-
awareness and efiective participation. The
consummation of the learning process comes
through feedback from other group members
(their responses to acts of self-referencing ‘ I !
and disclosing). The process is diagrammed
in Figure 4.

Known to Self Not Known to Self

o1 n
Area of free Blind area - per-
Known activity - son's behavior is
to person unin- beyond self-aware- Figure 6
Others hibited in ness but observed
public I | by others II Feedback

Private self- Unexplored poten-

Not awareness tial for growth
Known area not available through Self-disclosure and feedback in combtinatior
consummate the learning sequence to maxim
to readily shared | fantasy explora- self-awareness (see Figure 7), Area I expar
Others with others tion and other spe- g ‘ par

in two directions with a contraction of Areas

I | cial efforts v II and III.

Figure 4
Self-Disclosure and Feedback '

Through acts of self-disclosure Area I becomes
larger and Area II becomes smaller (see Figure 5).

I II
Il Iv

u

I
Figure 7
Self-Disclosure and Feedback

a1 v
As {llustrated in Figure 7, Area I may ex-
pand, facilitating more personal functioning
Fi 5 through encroaching upon the encompassing
Self-Dql‘:rccloaure Areas II and III. Area I may also expand int
Area IV through activities of dream interprets
! tion, fantasy explorations and similar activi
ties. In accordance with the theory of beco:
Through acts of feedback from others that are ing a fully functioning person Area I geomet-
accepted and assimilated by a person, Area I rically approaches the limits of the basic

expands while Area II contracts (see Figure 6). large square,
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Criteria of Effective Feedback

During the initial stages and in later en-
counters, members of a.D Group are likely to
experience anxiety and feelings of ill-ease,
Throughout the human career of each member,
anxiety is to be expected and a person can
learn to understand and cope constructively
with it, As we have seen in the Self-dis-
closure and feedback abstract, feedback is
an important condition of learning. It needs
to be done as competently as possible. This
means, among other things, that the anxiety-
level of the receiving person is kept low, for
anxiety contaminates and attenuates such
critical processes as self-awareness, sensory
acuity and discrimination, dialogue and in-
qQuiry—the very processes that the D Group
is designed to enhance in the participant.
Attention, therefore, needs to be given to the
characteristics of constructive feedback as
follows:

1. Itis specific and not general;
2, It is tentative and not dogmatic;

3. It informs and does not order;

4. It describes behavior and one's
perception of the behavior and ...

does not generalize or categorize
as good or bad;

S. It degcribes one's own feelings,
underscoring the [-Thou relation-
‘ship and avoiding the thingness
connotation;

6. It is pot name calling;

7. It does not gccuse and impugn

- undesirable motives to the re-
cipient,

Three Personal Styles and
Social Interaction

It is postulated that there are three func-
tional modalities that enable a person to per-
form a role in a social system—fighting,
helping, and thinking. One modality may
tend to dominate over ths other two—thus
Person 1 may tend to be a fighter; Person 2 a
helper to others, while a third person may
function predominantly as a thinker, These
differences that give rise to personal styles
may be illustrated as in Figure 8.

4

Thinker

Helper

Figure 8

_Three Different Modalities of
Human Functioning

A person in which the modalities are equally
balanced would be at Position A, the fighter at
B, thinker at C, and the helper at D. These
modalities are related to certain properties as
indicated in Table 1.

These three modalities or styles are all
useful and contribute to group life and the
culture of a school.

Members of a training group are able to
divide themselves into the three categories
through a non-verbal exercise, A person's .

‘self-perceptions may be challenged by the

perceptions of others, inviting exploration of
personal style and experimentation in a human
development laboratory with the modalities in
which the person does not ordinarily function.
Triads for various training functions such as
consultation-training that involves the roles
of a consultant, consultee, and process ob-
server may be composed of trainees differently
categorized (one objective thinker, one tough
battler and one friendly helper).

Dialogue-Inquiry-Action
(Problem-Solving Model)

The content for this presentation is de-
scribed on pages 6 - 10, The essential
points are contained in Figures 1 and 2 and
need elaboration. The model was used as
orientation to problem-solving sessions. The
experience of PEC staff indicates that the
orientation to a sequential problem-solving
process should be brief, The model may also
be used effectively as a guide at certain junc-
tures of the sequence, for example, when a
group is moving from selecting a plan of action
among alternatives to the implementation of the

13
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Table 1
Modalities Related to Strategic Variables

- "Fighter Helper Thinker
Emotions . (accepts aggression) accepts affection rejects more
i rejects affection (rejects aggression) than accepts
both
Self-Ideal To dominate To be accepted To be correct
Influences others by Ordering Understanding and Data and cor-~
friendship rect inference
Judges others by Power Warmth Thinking
Ability
Value to (school Initiates, Supports and Solves
organization) disciplines harmonizes problems
Disllkeys Being soft Conflict Emotions and
Irrationality
Needs Warmth and Integrity and Awareness of
objectivity firmness human beings
plan. Its most effective use, however, is in 3. Each stage has a potential of social

conceptualizing the process and inviting dia-
logue-inquiry regarding the process itself after C
participants have experienced the various steps _'mistrust; for example, love breeds love,
as indicated in the white boxes (Figures 1 and competence breeds competence, and stag-
2). nation breeds stagnation.

contagion from one person to another
through social contact. Mistrust breeds

Members of the training groups partici-
pated in the following steps in an exercise
after the lecturette:

Erikson's Eight Stages of the
Life Cycle and Teocher Influence

Erikson's (1963) eight stages are presented 1. Review the experiences you have
indicating the virtuous outcome when the had with teachers. Select one experi-

..
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crisis resolution at each stage results in a

"favorable ratio" (see table 2), Some specula-

tive generalizations are useful in interpreting

the ideas as follows:

1, Each stage may be redone in the re-
cycling of the human career; for example,
when an older person again works through
the problem of "trust vs. mistrust” with
a professional colleague.

2. Either growth that enables the person
to "develop fully" in a stage and become
*fully ready” for the next stage or devel-
opmental arrestation in some degree may

occur at any stage. Growth or arrestation

is determined by the educative forces in
the person's environment.

14

ence that you recall with pleasure and
a sense of worthwhileness for your
growth. Select another experience
which you recall as being either frus~
trating or useless for your growth,

2, Describe the teacher who had a

good influence upon you.

Indicate

critical interpersonal incidents you

experienced.

3. Describe a teacher who had a
frustrating or useless influence upon
your growth. Indicate critical inter-
personal incidents that happened.

4, In terms of Erikson's stages of
development, in which development
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Table 2

Erikson's Life Cycle

: Character of
Stages . Developmental Crisis

Outcome in Terms of

"Virtuous" Personal Functioning
1. Oral-sensory Trust vs, Mistrust Hope
2, Muscular-anal Autonomy vs. Shame and Doubt Will power
3. Locomotor-genital Initiative vs. Guilt Purpose
4. Latency Industry vs. Inferlority Competence
5. Adolescent Identity vs. Role Diffusion - ) Fidelity
6. Young Adult Intimacy vs. Isolation Love
7. Adulthood . Generativity vs, Stagnation Care
8. Maturity S Eﬁo Integrity vs. Despair wisdom

crisis were you involved with the positive
teacher?

S. Which development crisis with the
negative teacher?

6. Which development or crisis are you
wo-king on at the present? What are you
doing about your own self-development?

In a dyad with a partner, mutually selected
as nearly as possible, the participant shares
his self-obgservations with another in sufficient
depth of undc.utandtng that each can present
the other's experiences to a group of six in the
presence of his partner,

Jones' Propositions Regarding Creative
Learning in Contrast with Anxiety

This presentation is designed to conceptu=-
alize various learning conditions that a partici~
pant may experience in a laboratory inoluding
the fortunate outcome of creative learning aa
well as the unfortunate outcome of anxiety.
Jones (1968) states two equations that are use-
ful in conceptualizing laboratory training and
in understanding human processes that are also
involved in the school. He postulates that
learning starts with imagination and the out-
come (whether creative learning or anxiety) of
the process is determined by other factors, as
indicated in Figure 9,

Laboratory leamning and school instruction
need to provide for community—the community

24

of feelings and ideas or dialogue among per-
sons. Mastery of the situation in which the
person finds himself as well as self-control
are also important conditions. When commun-
ity degenerates into 8 condition of human
aloneness and mastery gives way to a sense
of helplessress, the equation does not yleld - =~
creative learning. Instead it produces anxiety
which may be thought of as being in the pro-
fessional domain of Psychotherapy and irrele-
vant to instruction in the school and human
development laboratory training. The question
is: How can educators be sensitive to alone-
ness and helpleasness in one another and in
students and convert the negative conditions
into community and mastery so that improved
competence in interpersonal relations and
problem-solving is acquired? Only teachers
and administrators who are competent inter-
personally and can activate problem-solving
processes can answer this question,

One other observation is useful, Jones’
two propositions both are premised in imagina-
tion. There is a feedback as represented by
the dotted line from anxiety to imagination in
the one and from creative learning to imagina-
tion in the other, The constructive and humane
characteristics of imagination will be rein-
forced and enhanced by creative learning and
the human organization will be better for each
instanoe in creative learning. The destructive
and inhumane qualities that may be present in
imagination will be reinforced and intensified
through feedback from anxiety and the human
organization will further deteriorate through a
downward vicious circle,

18
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Jones' Formula Regarding Anxiety and Craativity

Data Feedback and Analysis .

Another form of cognitive input {n the lab-
oratory was data feedback and analysis. A
sample of data feedback provided by the PEC
staff is included here. Some differences in
the "climate" of the two high schools are sug-
gested in terms of questionnaire responses by
eleventh graders.

1. Almost half the boys at Schoo! A have
been sent out of class by a teacher more
than once, as against only 11 percent of
those at School B,

2. A much larger proportion of the boys
at School A than at School B have skipped
school with a gang of kids more than once.

3. Boys aswellas girls at School B are more
likely to rank being "bright, well-informed,
and interesting” as very important for them~
selves than boys and girls at School A.

4. Girls at School B are more likely to place

great importance on family background than
those at School A.

In sum, these few items suggest that the
" gtudent culture” at School B {8 more favorable
to learning and academic matters thanthe "stu-
dent culture" at School A, What can wedo about
it? These climates tend to be self-perpetuating;
to some extent they are based on the neighbor-
hoods from which the students come, to some
axtent new students acquire values from old
students, What can the school staff do to
change the climate in School A for the better?
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Activities of the Change-Agent Team and Colleagues

t Team
Training Sessions

Each of the three Change-Agent Teams work -
ing with the PEC Staff had a two-fold function
which included providing a climate for change
within the school system, and determining,
planning, and managing specific changes.
After the formation of the teams, work began
with a series of training sessions which all
three teams attended jointly. The first of
these meetings was held in Spring 1967, The
major goal of this session, planned by the
PEC Staff, was the improvement ¢f the func-
tioning of Change-Agent Teams through Human
Relations Training. Participants came to the
session prepared for a typical in-service or
conference experience and expected lectures
concerning team functioning and opportunities
to meet and work on their problems. When this
did not occur many participants became con-
fused and uncomfortable, A member of one of
the Change-Agent Teams evaluated the ses-
sion as followss “After the {nitial shock of
being exposed to this type of training, 1 feel
much can be acoomplished.” Another stated:
“If 1 had this to do over, I would have stayed
home.” While a third participant responded:
“It was a new experience for me to explore
this techhirue., ! was amazed at the evolving
structure of the various groups, and the pat-
terns that I observed and even the evident
change in some of the personalities, I be-
lieve that I have profited from this experience
and trust that I will be able to carry over what
I have learned into all my future meetings."
Even 2 years later when members of Change~
Agent Teams were planning Human Relations
Laboratories for others they sometimes referred
to the confusion and distrust that was felt
when they {irst participated in these sessions,

Most of the initial Human Relations Labora-
tories in which members of the Change-Agent
Teams participated combined process and task

orientations, although one or the other usually
predominated. For example, one of the initial
sessions began with members of all three sys-
tem teams meeting as D Groups. These are
unstructured groups in which members are

free to discuss any subject they choose.

They usually work on interpersonal problems
and give feedback to each other concerning
reactions, Following this, members of the
separate teams met together in a new D Group
situation across system teams. After some
time they stopped to analyze what they had
learned about each other and how it affected

their work as a team. Later in the day each .

team worked together on a task while the other
teams watched to see how the group functioned
and made suggestions as to how the team
could work together more effectively. Finally
there was a time when each team worked on
their problem only, using a force field analy-
sis, a problem-solving technique wherein
forces, both positive and negative, affecting
the task are diagrammed and weighted. In
this Laboratory Training Session both the
problem (the way the team worked together)
and the task (the problem they worked on)
were attended to.

The training design for one of these labora-
tories is included.

Change-Agent Teams

Participants were members of Change-Agent
Teams from Systems A, B, and C.

Goals

1. Each member will identify self-learning
goals in relation to improving team func-
tioning. ‘

2. Each team wil] evaluate itself in rela-
tion to group maturity criteria,

17
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3. Each group will outline concrete
action-steps for problem-solving,

4, Each team will consider data feéd-
back in relation to its problem-solving
efforts . ‘ '

2wt L

Training Design

Morning Afternoon Evening
1, Identifica- 4. Group Diagnosis
tion of self- Maturity and discus~
learning goals Assessment sion of
Group
Maturity

Assessment

2, Triad Dig~

cussion
Theory ses- ‘ .
sion on Per-
sonal Styles

and Group
Process
3, Personal
Styles and
Group Process
Triad and
Change-
Agent Team .3
Discussions
Morming Afternoon
S. Resource Data Feed-
Utilization back (by
PEC Staff)
6, Change- . Analysis of
Agent Team Data
Planning Postmeeting
Reactions
Activities

IDENTIFICATION OF SELP-LEARNING GOALS.,
Each member of the group was asked to ocom=~
plete the followings

1. Describe the changes you would like
to create of the behavior you would like
to experiment with,

2. Describe two members of your Change~
Agent Team who oome the closest to each
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change which you would like to create
or behavior you would like to experi-
ment with,

TRIAD DISCUSSION, Using the self-learning
goals developed by participants as a basis for
discussion, each member of the triad performed
on a rotation basis in three roles: (1) consul-
tantee, (2) consultant, and (3) observer and
analyzer-—stimulator of process.

PERSONAL STYLES AND GROUP PROCESS EX-
ERCISE, Each individual determined his per~
sonalfty type: tough battler, friendly helper,
or objective thinker. Triad discussions and
Change-Agent Team discussions concerning
the individual's perception of himself and his
relation to the three personality types, and
the triad members or group's perception of the
individual followed.

GROUP MATURITY ASSESSMENT. Each Change-
Agent Team was assigned one of three topics
for discussion which included innovations,
educational goals, and local problems. A
rating form was filled out by two teams who
observed the third team. The observed team
did a final self-rating after the observation.
Several questions included on the Rating Scale
are listed below,

1. Do most people in the group feel free
to participate in the discussion?

2, Does the group find and use its
"experts" ?

3, Do group members seem to work well
together ?

4, Does the group seem to care about
the personal feelings of its separate
members ?

5. Do group members listen to what
other members say?

6., Does the group sense the needs and
styles of the members?

RESOURCE UTILIZATION EXERCISE. The NASA
exercise was used to point out the need for
utilizing all available resources in the de-
cision-making process.

CHANGE-AGENT TEAM PLANNING, Criteria
established by the PEC Staff for Change-Agent
Team planning included:

1, Evaluate your team's progress.

2. Outline concrete action steps.




Place action steps in sequence,
Plan a timetable for the oomplotlon
of each step. :

3.
4.

Goals of additional laboratory training ses~
sions planned for Change-Agent Team members
included: Relating sensitivity training to the
functioning of Change-Agent Teams as back
home groups, learning and utilizing problem-
solving techniques, and providing additional
information regarding system problems through
the use of data f{eedback. By the fourth ses-
sion in which Change-Agent Teams participated,

~members had accepted and become enthusiastic

about the laboratories and the relultl of train-
ing.

During this period Change-Agent Teams
were asked to decida on an innovation which
they would introduce into their respective
school systems. The PEC Staff provided cri-
teria for choosing an innovation as follows:

1, Has your Change-Agent Team devel-
oped an operational definition of an inno~
vation or change?

2. Has your Change-Agent Team devel-

oped a priority of changes or innovations
which you feel are relevant and desirable
locally ?

3. Which of the Innovation-Changes can
be processed through your Change-Agent
Team?

4, What levels of decision-making will
need to be utilized in processing the
Innovation-Change: teachers, adminis-~
trators, school board members, or the
electorate ?

S. What limiting variables need to be
considered before the final selection of
the Innovation~Change? Variables in
this category might include.some of the
following:

Time necessary to establish the
Innovation-Change,

Human resources time and energy
needed.

Projected cost of the Innovation~
Chlnq..

System "climate” for chlngo.
Complexity of the Innovation=
Change,

Degree to which system must
adjust its existing patterns,
norms, ete,

..
b.
Co

- d,
o,

1,

Using these criteria, System A chose to
work on the introduction of Independent Study,
System B selected Modular Scheduling and
Independent Study, and System C began the
formulation of a Philosophy of Education for
the system.,

The Change~Agent Teams allo met regu~-
larly and independent of PEC in their respec-
tive school systems. Each of their meetings
was tape-recorded and the tapes were ana-
lyzed by members of the PEC Staff. Through
this analysis it was possible to see effects
of Human Relations Laboratory Training and
to note the progress of each group, Although
each Change-Agent Team was given identical
Laboratory experiences, participated {n ses-
sions involving Human Relations and Problem~
Solving areas, and was given th- same cri-
teria for selecting an innovation or change to
be introduced in their respective systems, it
can be seen that each team had diverse char-
acteristics, goals, and problems.

System A

System A, the largest of the three systems
studied, employs approximately 500 profes-
sional workers and has two high schools. The
system, like the citv in which it is located,
is generally considered conservative and some-
what slow to change, but has the reputation
of being a solid system, In general, while
innovations are introduced, they tend to be
carried on in a few schools as pilot projects
and their spread is slow, In the study involv-
ing eight school systems done in 1967, School
System A ranked sixth in innovativeness
(Hilftker, 1969). The city itself, which is a
small manufacturing community, is growing
but i{s doing so at a slower rate than many
other cities in the state. Some of its major
industries are spreading elsewhere. In the
immediate perspective, stability is perhaps
the word that describes both the city and the
system best,

The Change-Agent Team in System A began
with six members selected by the Superinten=
dent, The group included a school board mem=-
ber, an Assistant Superintendent, a school
psychologist, two principals, and a junior
high school teacher, During the first year of
the project the members of the team felt that
more teacher representation was desirable and
inoluded an elementary teacher and a senior
high school teacher on the team. This group
choee the intreduction of Independent Study
as its goal, This project, aimed at assisting
teachers to provide opportunities for students
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to progreas at their own rates and to adapt
{nstruction to individual differences, was
begun at the slementary level, Approximately
twenty teachers and administrators from three
of the system's elementary schools were ini-
tial participants. They attended two seasions
planned by the PEC Staff and the Change-
Agent Team involving interpersonal relations,
communication, problem aolving, and an intro-
duction to Independent Study., The format used
for the Problem Solving Session is included.

Problem-Solving Session
Participants were 20 elerﬁentary teachers,
2 elementary principals, and the Change-
Agent Team. .
Goals

1. To identify and practice steps in
problem-solving.

2. To plan future action through problem-
solving.

3. ‘To make plans to implement inde-
pendent study procedures.

Training Design

Morning Afternoon Evening
1. Group Ex- Independent Re-examina-
pectations Study Prob- tion of Force
2. Problem- l(emllﬁ:’x:alylls Field Analy-
Solving Ses- Bullding sis
Groups)

sion Described Plan Change

_ Large Group and Action
3. Non-Verbal Discussion Strategies
Sequence
of Force Field Discussion
4. Triad Discus~ Analyses 1
sion Role Playing of Actlon
Independent 7. g:d.:d- Strategies
Study—defined g Evaluation
entences
of the Ses-
$. Individual sion
Analysis of
Problems
©Organizational
and Perscnal=
Professional)
Triads

8, Description of
Porce Field Analysis
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Activities

GROUP EXPECTATIONS, Feelings about the
session were discussed by participants. Eac
member of the group wrote down one word de-
scribing his expectations for the session.
These were referred to and analyzed by par-
ticipants,

PROBLEM~SOLVING SESSION. Human Develo;
ment Laboratory Training provided by the PEC
Staff was concemned with two types of activi-
ties: process (human relations training) and
task doing (planning for the introduction of
changes within the school system). A prob-
lem-solving session combined both process
and task doing activities (see Figure 10).

_ Problem-~Solving Session

(Interpersonal Emphasis)

-

Curriculum
Meretings

Sensitivity P
Training Non-'rgsks’ Tasks
/(procen)

Problem-Solving Session
(Task-Doing Emphasis

Figure 10
Integration of Process and Task

NON-VERBAL SEQUENCE. This was used as
an opening exercise,. Participants expressed
feelings without verbalization and later dis~
cussed these feelings with others, This se-
quence included: walking without greeting
others, greeting others non-verbally without
physical contact, greeting others with physi-
cal contact, choosing a partner, communicat-
ing with the partner without words, and a sub-
sequent discussion of the exercise.

TRIAD DISCUSSION-—ROLE PLAYING., One
person for independent atudy, one against fit,
and one with nautral feelings formed triad
disoussion greups. Members took opposite
roles in convincing members of the triad aboul
independent study. The neutral member acted
as an obaerver and clarified topics which wert
discussed,

INDIVIDUAL ANALYSIS OF PROBLEMS,. Each
participant spent some time listing problems
which would be enoountered in the school
system when introducing independent study
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procedures and then listed individual problems
which would be met when implementing this
innovation. A subsequent discussion of these
problems was held in triad groups,

FORCE FIELD ANALYSIS., This procedure re-
quires the identification of positive and nega-
tive forces which tend to push toward or against
a particular goal [in this situstion, independent
study), diagnosing the problem situation, con-
sidering action alternatives, trying out the
action plan, and Hnally diffusing and adapting
the plan, One force field analysis developed
at the session is included here,

INDEPENDENT STUDY, Work by individual
students in which they define their own learn-
ing goals on the basis of felt needs and study
in areas with teacher guidance, much of which
would be in a consultative capacity.

Negative Forces Positive Forces

1. Rigidity of the 1. Change-Agent
“System” Team
2, Lack of knowledge 2, Possibility of in~-

concerning Inde~
pendent Study pro-

service training
and visits to see

" cedures A models of inde-
3. Teacher resistance pendent study_
to change 3. Administrative
and teacher
4. mn::ellltance enthusiasm
i 4, Parent involve-
5. z:":::;;:'“tm“ ment programs
6. Lack of equipment 5. Student enthusi-
and supplies asm
6. Possibility of
7 :fmc: of teacher more teacher

sharing and bet-
ter use of library
facilities

OPEN~ENDED SENTENCES, Each participant
‘ completed the {ollowing sentences!

1 feel a sense of helplessness when

A child in my class feels powerless
when '

Members of the group then found a part-
ner whom they felt would have different
answers than they and discussed the sen~
tences.,

This group and the Changeé-Agent Team con~
tinued to participate in planning and evaluating
meetings in an attempt to develop the use of
more Independent Study procedures within the
schocl system,

Administrators and Guidance Personnel of
this system were also involved in a seriss of
Human Development Laboratories planned by
the Change-Agent Team and the PEC Staff.
These sessions were aimed primarily st im-
proving communications and problem-solving
skills and in developing a commitment to de~
sirable change among participants,

During one of the administrative sessions
a problem conceming curriculum development
was identified and a force field analysis de-
veloped, It is included here,

PROBLEM, How can we best organize to meet
the needs of the curriculum?

1. Possibility of employing a Director of
Elementary Education and a Director of
Secondary Education. This would provide:

a. Greater involvement of teachers with
additional personnel.

b. More positive forces (continued co-
ordination and flexibility of classroom .- = .
instruction). .

c. Coordination of elementary, junior,
and senior high school programs.

d. Teacher in-service training strength-
ened.

1. released time

2, para-professionals

3. resource persons and consultants
4, clarification of {gta]l program

Negative Forces

1. Lack of instructional personnel

2. Special area supervisors may get too
involved in their own areas

3, Lack of overal understanding of the total
program

Participants (central office staft, principala,
teachers, and CAT) at the sesslon discuased this
problem and the force tield analysis, It was de-
oided to ask the school board to create the two
new positions. This was done: job deacriptions
were written and the central office staff in School
System A now includes a Director of Elementary
Eduation and a Director of Secondary Education,
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In addition, approximately 40 participants
including the entire Guidance Staff, several -
teachers and administrators, and the Chenge
Agent Team attended the two Human Relations
Laboratories planned for Guidance Personnel
in the school system,

Since the beginning of the Planned Change
Project 69 people have received a total of 3536
training hours in System A (see figure 11). A
2-day planning session was held by the Change
Agent Team at the end of the school year to
determine goals for 1969-70 which included
planning for Human Development Labcratory
Training for additional 70 teachers interested
in Independent Study and developing a budget
to be incorporated in the budget of the school .
system. )

During this time the Change-Agent Team in
System A evaluated the Planned Change Froject
in this manner:

*In accord with the objectives of the project
our Change-Agent Team has undergone a series
of training sessions in Human Relations and
Problem Solving areas, has astermined educa-~
tional needs within the school system, and has
begun to introduce a particular innovation—
Independent Study—into the schools. This
has been done by determining where and with
whom the innovation should be introduced and
by re-educating personnel of the system
through sensitivity training, in-service ses-
sions, observations, and planned meetings.

*Of particular value to the Change-Agent
Team during the three ysars of involvement in
the project has been: (1) consultant services
of members of the PEC staff; (2) the makeup,
continuing membership, stability and increased
maturity of the Change-Agent Team which has
made this group more effective; (3) Human De-
velopment Laboratory Training which has pro-
moted positive change in attitudes on the part
of educators involved; and (4) enthusiasm and
interest shown by members of elementary
schoqll involved in the Independent Study
projects. .

"Negative aspects of the project as seen
by the Change-Agent Team include: (1) limited
use of feedback from data collections; (2) lack
of time had by members of the Change~Agent
Team (a great deal of time and planning is
needed to effect worthwhile changes); (3) re-
sistance to change by some professional edu-~
cators.,

"The Change~Agent Team believes that
Human Development Laboratory Training has
resulted in an increasing sense of trust and
respect within the school system and that ad-
ditional sessions should be conducted under
the direction of trained leaders., It also feels
that this project should be continued and the
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members of the PEC Staff should be maintained
as consultants. The focus must now be on our
school system, however, and the Change~
Agent Team must make decisions and move out
on its own.,”

The makeup, continuing membership, and
training of the Change-Agent Team in this
school system proved advantageous to the
project as did the obvious support of the
Superintendent of Schools, the approval of
the Board of Education, the guidance of the
PEC Staff and the enthusiasm and support of
those who participated in Human Development
Laboratories. Size of the school system and
the lack of time to plan and implement change
seemed to be the major obstacles to the attain-
ment of the specified goals of this team,

System A

1967

Change-Agent Team established
—six members

March Data Collection—PEC Staff
April Human Development Laboratory—CAT

Sept. Change-Agent Team expanded—seven
members
Human Development Laboratory—CAT

Oct. Human Development Laboratory—CAT
’ Decision to focus on the introduction
of Independent Study as a goal for CAT

Nov. Human Development Laboratory—CAT

Dec. Questionnaire sent to professional
staff by CAT to determlnq feelings con-~
cerning Independent Study

1968
Jan. Change-Agent Team expanded—eight
members

Feb. Planning session with teachers and PEC
Staff to develop objectives for Human
Development Laboratory to be held in
March

March Human Development Laboratory—
Teachers and administrators from three
elementary schools interested in Inde~
pendent Study, CAT

April . Human Development Laboratory—Par~
ticipants of March session

May Visits to view models of Independent
Study in other school systems teachers,
administrators, CAT
Training session—CAT
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*Training hours = 16 hours per person per session

**Pive day session (48 hours)

Total Training Hours = 3536
Total Number of People Trained = 69

Figurell
Man Training Hours
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Aug. Human Development Laboratory—
Teachers and one CAT member

Sept, CAT presentation to professional staff
at pre-session

Oct., Human Development Laboratory—Ad-
" ministrators, teachers, CAT

Nov. Human Development Laboratory—Ad-
ministrators, teachers, CAT

1969

Jan, Human Development Laboratory~~Ad-
ministrators, teachers, CAT_

March Teachers from three pilot schools
project plans for Independent Study
projects, for 1969-70 school year

Second data collection—PEC Staff and
CAT

Human Development Laboratory—Guid~
ance counselors, teachers, adminis-
trators, CAT

May Human Development Laboratory—Guid-
ance counselors, teachers, adminis-
trators, CAT

june Two-day session held by CAT to de-
termine goals for 1969-70 school year
(including planning for Human Devel-
opment Laboratory“training for an addi-
tional 70 teachers interested i Inde-
pendent Study and developing a budget
for the CAT)

Systom B

System B is also located in a manufacturing
center. The &ommunity has a population of
over 10,000 and is growing rapidly. This
growth puts pressure for expansion on the
school system and gives it the opportunity to
be {nnovative as it constructs new schools to
meet the increased demands. There are ap-
proximately 200 professional employes in the
school district. In 1967 it was rated as the
most innovative system of the eight in the
sample; hundreds of teachers and school ad-
ministrators visit it every year to observe its
innovative procedures, Partly because of
rapid changes in the community, this school
system underwent several great changes dur-
ing the time it was involved in the study,
These included a change in the superinten~
dency and subsequent resignation of two
school board members, the passing of a twice-
defeated school bond issue, and the planning
of a new high school.
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The Change-Agent Team in System B con-
sisted initially of thirteen members, includir
the Director of Instruction, nine members of
the High School faculty, three members of th
Junior High Schoo! faculty and an Elementary
School principal. After approximately eight
months of work, the new Superintendent felt
that a Change-Agent Team should be elected
and asked that the initial group be disbanded
and that new members be voted for. The elec
tion was held and all members of the original
Change-Agent Team were re~-elected by their
colleagues with the exception of one faculty
member, This was the first re-organization of
the team. The second change in the group's
structure came several months later when the
Superintendent again decided to re-organize
the team. There were fourteen members of thi:
new group, one from each of the departments 1
the high school and the Director of Instruction
The new Change-Agent Team included only
three of the original team members.

The Change-Agent Team in System B went
through two periods of training and identifying
needs in the school system. The initial team
had focused on modular scheduling and inde-
pendent study as the innovations which they
felt should be introduced into thelir schools.
After the team's re-organization the bond issue
in the system passed. This gave the new
Change-Agent Team a goal: that of helping to
train other teachers to accept and practice in-
novations in the high school which was to be
built.

In order to do this the Change-Agent Team
decided to have a Human Relations Laboratory
which would include all 100 members of the
high school faculty. The team and the PEC
Staff spent a day and a half in preparation for
the Laboratory. Goals for their planning meet-
ing included: (1) To prepare a diagnosis of the
faculty meeting, (2) to consider operational
plans for that day, (3) to develop training ex-
ercises and instruments to be used in faculty
and departmental meetings.

The Change~Agent Team identified goals and
problems, and listed and assigned priorities to
these goals and problems. The group also de-
veloped a force field analysis of the task of
involving the entire staff of the high school in
a Human Development Laboratory. The team
decided to function as co-trainers with the PEC
Staff and assisted in the planning and preparing
of the training design.

The format of the training design is included

Decision-Making Session

Participants were 100 memnbers of the high
school faculty. The Change-Agent Team
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- ‘assisted the PEC Staff and acted as co-

trainers.
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377 Goals

1. To further develop communication
and decision-making skills.

2. To complle recommendations for
means of involving the faculty in the
study of innovations.

3. To acquaint faculty members with
the type of participation techniques
the Change-Agent Team has been de-
veloping.:

Training Design

Morning Afternoon

3. Two Way—One
Way Communica-~
tion Exercise

Discussion of
listening exer-~

Group Expectations

1. Open-Ended Sen-
tences
Triad, Cluster,
and Large Group

Discussions clse
Innovations
2, Locus of Decision- Ways to in-

Making Exercise
Cluster discus-
sions of improve-
ment of decision=..
making processes

volve faculty
in the study of
innovations

4. Participation-
Observation- Par-
ticipation Exercise

Activities

OPEN-ENDED SENTENCES. Each participant
completed the following sentences:

I think the biggest communication prob-
lem in this school system is

I think that this communication problem
oxists because

I think we can solve this problem by ___

After individuals had completed the sen=-

' tences, the large group was divided into triads

for discussion of individual responses and sub-~
sequently met in clusters (groups of nine or ten

people) to further analyze the completed sen~
tences.

LOCUS OF DECISION-MAKING EXERCISE, Each
participant was asked to compiete an instru-
ment which listed approximately 20 items
which are of concern in school systems and

‘to decide: (1) Where decisicns concerning

these items were then made; (2) where these
decisions should be made. Possible decision-
makers included school board, central office
administration, principals, teachers, and stu-
dents. The instrument was constructed in the
following manner:

Present Desired
. Locus of Locus of
Decision Decision-~ Decision=
Items Making Making
1 BOUPTS BOPTS
2 ) BOPTS BOPTS

Several of the Decision Items are included here:

1. The decision on how the achool cal-
endar (number of days taught and when)
will be determined, assuming that state
legal requirements are met,

2, The decision on which instructional
aids will be available for teachers' use.

3. The decision on the selection of
textbooks. :

4. The decision concerning parent-
teacher conferences,

5. The decision on the hiring of teachers.

6. The decision on pupil discipline out-
side of the classroom.,

7. The decision concerning the use of
pupil achievement tests and scores on
the building level,

When participating in the Locus of Decislon~
Making Exercise, teachers and principals felt
that the central office and the Board of Educa-
tion made the most decisions, but deemed it
desirable that they be more involved in the
making of decisions.

A summary of answers given to the Decision=~
Making Instrument is included here,

Participants believe the following to be the
actual place of decision-making (where deci-
sions are made now):
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Students — 5
Teachers — 112
Principals — 477
Central Offtcc -~ 503
School Board — 154

Desirable places of decision-making (where
decisions should be made) according to partici-
pants include:

Students — 13
Teachers — 676
Principals — 459
Central Office — 119
School Board — 53

A discussion of the decision-making pro-
cess and the perceived and desired loci of
decision making was had in clusters and then
with members of the entire group after the
completion of the exercise, o

TWO WAY~—ONE WAY COMMUNICATION EX~
ERCISE. Participants were divided into three
groups. Each group was asked to follow di-
rections and draw a dlagram consisting of rec-~
tangles placed in various positions. The first
group was given printed directions, the second
was given directions orally by someone who
could not respond to questions, and the third
was given oral directions by a person who
could answer any questions which were asked
of him by those completing the diagram, A
discussion of the exercise and the merits of
two-way communications followed.

PARTICIPATION~OBSERVATION-PARTICIPATION
EXERCISE. Members of the Change-Agent Team
and the Superintendent of Schools met in an
inner circle with one empty chair to discuss
recommendations concerning decision-making
which were formulated by clusters. The re-
mainder of the faculty was seated in a larger
outer circle. They observed the group's pro-
cess and oould participate in the discussion
if they desired by going to the inner circle and
being seated in the additional chair (see Fig-
ure 12),

Several recommendations for Decision-
Making comptled during this session are in-
cluded below:

1. We believe that factors affecting
teachers should be a cooperative de-
cision.

2, We are agraed that a definite prob-

lem exists regarding communication be-
tween staff and administration, and that
change must take place concerning com=-
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#* CAT Member

% Superintendent

O Empty Chair

— —— Faculty Members who could
participate by going to the
empty chair .

Figure 12
Final Session of a Day of Problem-Solving

communication among parties. In any
instance of contention with faculty de-
cision, the school board or other mem-
bers of this community may call a pub-
lic meeting to discuss the action of the _
faculty and overrule it. R

3. We feel that a well-defined com=
munications system that allows for a
free flow of ideas among all parties
should be structured so that decisions
are reached with mutual trust and con-
fidence.

One member of the Change-Agent Team
evaluated the high school Human Development
Laboratory in this manner: "People told me
this was the best in-service we've ever had,
They expressed very positive personal feel-
ings. My own were a little less positive.”
Another stated: “People see us trying to make
progress and feel better about CAT."” A third
stated: “Frustration was high after the meet-~
ing. People felt they were cut off too soon.
Some self-condemnation: people felt they had
been hypocritical.” While still another eval-
uated the session in this manner: "What are
the next steps ? The staff is ready for more
involvement.*

In general members of the System B Change-
Agent Team were committed to the project. Dur-
ing the two years approximately 125 professional
members of the school system received 2,408
hours of laboratory training (see Figure 13).




SYSTEM B SESSIONS

100

Number of People

Session
4/14-15/67
9/29-30/67
10/28-29/67
11/10-11/67
3/15-16/68 EREENREEEERGE
3/29-30/68 [N

3§ Change Agent Team

*IN ADDITION: 100 members of the high
school staff attended a one day session
—an additional 600 training hours.

;"Tral.nlnq hours = 16 hours per person per
session
*#**Five day session (48 hours)

600+

240
224
208
192
176
160
144
128
112
96
80
64
48
32
16
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8/19-23/68
12/13-14/68 RETSEEPSE:]
1/10-11/69 BEEees
1/24/69

Total Training Hours = 2408

Total Number of People
Trained = 25

(Approximately 10% of the
professional staff)

Figure 13
Man Hours of Training

The initial team had been trained and was
ready to begin incorporating the innovation
which they had chosen. Because the group
was recognized, training of the new team,
identification of needs and problems, and the
selection of an innovation to introduce into
the school system had to be done a second
time. Human Development Laboratory train=-
ing, commitment of members of the Change-
Agent Team to the project, and the support of
the PEC Staff seemed to be factors which con-
“tributed to the success of the group. Lack of
Change-Agent Team stability, uncertainty
about the future of the team, reorganization
of the group, the team's need for retraining,
and the lack of obvious support from the Super-

intendent of Schools were major obstacles en-
countered by this team in the attainment of its
goals., The Change-Agent Team in System B
decided to continue to meet during the follow=-
ing school year,

System B
1967
Change-Agent Team established
March Data Collection—PEC Staff
April Human Development Laboratory— CAT

Second defeat of School Bond Issue—
High School
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Sept.
Oct.

Nov.

' Dec.

May
Aug.

Sept.

March

June
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Resignation of Superintendent and
several School Board members

New Superintendent e
Human Relations Laboratory—CAT

Superintendent dishands CAT and
asks for election of new CAT—all
re-elected but one member

Human Development Laboratory—CAT
Decision to focus on modular
scheduling and independent
study as a goal for CAT

Human Development Laboratory—CAT

Superintenderit disbands CAT by chang-
ing the structure (one teacher from each
department in the high school—14 mem-
bers. Only three of the original team
remain.)

New team begins work—identifying
problems, etc.

Bond i{ssue passes

Human Development Laboratory—CAT
CAT decides to help train to
introduce jnnovations in new
high school building

Human Development Laboratory—CAT
Human Development Laboratory—CAT
Training Session—CAT

Human Development Laboratory—five
CAT members and Superintendent

Meeting —CAT and PEC Staff

PEC Staff member addresses the Board
of Education and describes planned
change project

Human Development Laboratory—CAT

Training Session—CAT

CAT and PEC Staff plan laboratory
training for secondary school staff

Human Development Laboratory—Entire
sacondary school staff (100 members)
~—PEC Staff and CAT, trainers

Second Data Collection—PEC Staff
and CAT

CAT plans to continue
Superintendent resigns
New Superintendent

0

System C

System C was the smallest in the study.

It serves two villages and consists of two
elementary schools, one in each village and
a high school. Approximately 80 professional
workers are employed by the district, System
C is a new school district and is also highly
innovative; it ranked third in innovativeness
among the eight systems studied in 1967, It
is somewhat restricted, however, by being
located in a rather conservative area; a sur-
vey of parents in 1969 showed that 46% felt
that “too many" new ideas were being tried in
their schools. Another problem in this dis-
trict is a high turnover of staff, due in part to
the hiring of young teachers who are spouses
of students at the University of Wisconsin.

The initial Change-Agent Team in System
C was made up of five administrators. During
Summer 1967 the district acquired a new Super-
intendent. He became a member of the Change-
Agent Team and the group was later expanded
to include four teachers bringing the total mem-
bership to nine. A unique situation occurred
in this system. A member of the PEC Staff was
a resident of the district, a member of the
school board, and had been instrumental in
unifying the district and planning for the new
high school, This may have influenced the
involvement in and continuation of the Planned =~
Change Project in this school system.

Because many of the original members of
the Change-Agent Team left the district after
the first year of the project, the group was re-
organized during 1968. The structure of the
team was changed at this time. Three com-
mittees, one in each school, plus a coordinat-
ing committee of three principals were formed.
The Superintendent was no longer a member of
the Change-Agent Team after its restructuring.

The goal of the initial members of the Change-
Agent Team was to write a Philosophy of Educa-
tion for the school district. This was a very
appropriate project. Because of the high turn-
over in the district, a written philosophy was
valuable for new teachers and gave the new
Superintendent a chance to shape and influ-
ence policy in his school system.

This philosophy, however, may have
caused problems in the district. It was writ-
ten by members of the Change-Agent Team who,
at this time, were the younger, more innova-
tive, teachers that would, for the most part,
remain in the system only a year or two. Since
older teachers who lived in the district and had
taught in the schools for many years were not
involved, feelings of resentment and a division
between the two groups seemed to develop at
this time,




After this project was completed, the During the two years of the Planned Change

Change-Agent Team focused on the imple- Project, approximately 65% of the professional
mentation of non-graded elementary schools., staff in School System C spent a total of
With the reorganization of the team, improve=- . _1,440.hourl in Human Development Laboratory
ment of the format of high school classs and * ° *  training sessions (see Figure 14).

the introduction of unitized elementary suchools
became major goals of the group.
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The {nitial group, from within the school
system, chosen by the Change-Agent Team to
participate in the Laboratory training was com-
posed of the English team from the high school
and their principal (ssven members) and the
upper primary teachers from Elementary School
A (six members), The elementary school was
to be initiating team teaching and ungraded
classes in the Fall and members attending the
session from this school would be working as
a team at that time. It was hoped that this
session might bring the groups into dialogue
and that the elementary school faculty would
be helped to successfully lmplement their in-
novative procedures,

Originally the training deliqn called for
T-Groups combining members of both faculties.
The format was changed, however, when it
became apparent that the English team had
personal and philosophical differences which
needed to be explored. Because of this, the
English team worked alone while the elemen-
tary faculty met separately to discuss prob-
lems and procedures in preparing for the com-
ing innovations.

The English team had varying reactions to
the training. Two members left the session
before the end and did not return. Others felt
that the session had been very helpful., Some
members were simply confused by what had
taken place, All seemed to agree that prob-
lems that had been buried before were out in
the open. By the end of the semester, how-
ever, the English team dishanded. This was
blamed, by some, on the Laboratory training.

What actually happened with this group is
a matter for conjecture., They had problems
when they arrived., Whether these problems
could have been solved by more training or
whether the training aggravated them is im~
possible to determine, This Human Develop-
ment Laboratory training session, however,
had a deleterious effect on the succeeding
labs since it frightened potential participants
and caused the Superintendent to become un-
sure of training sessions and their effect.
Anxiety feelings at the beginning of further
sessions in System C were always higher than
{n any other system after this Laboratory.

In comparison, the elementary school faculty
members attending this session had a very suc-
cessful experience and asked to come back in
a week or two and bring their principal, a mem~
ber of the Change-Agent Team, so that they
oould make more progress in preparing for
changes. As a result, a scoond training ses-
sion was held for members ¢ f this group.

After the reorganization of the Change-Agent
Team, a combined training session was planned
and executed for members of the Teachers' In-
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service Committee (a functioning committee
in the school system) and the Change-Agent
Team. This session considered further train.
ing sesslons for the rest of the faculty and
particularly with the two committees and the
School Board to better define the committees*
functions and the Board‘s policy.

The final laboratory training session held
in School System C focused on problem solv-
ing techniques and the use of consultants for
training in a specific area, Participants in-
cluded the faculty at Elementary School B wh
requested the training before initiating plans
to become a unitized school, The format
used for this session is included,

Laboratory Training Session
Participants were faculty members of an
elementary school.
Goals
1. Examination of the unitized plan
and development of faculty commit~
ment to the plan, »
2. Examination of faculty competen~
cies in the team work required to
implement the Unitized School,
3. Development of communication
skills of faculty and principal.

Training Design

]
Morning Afternoon Evening
1. Non-Verbal D-Groups 6. Prepara-
Sequence $. Force Fleld “:1:.: Con:
2. Group Ex= Analysis s s
pectations
Discussion
of training
objectives
3. Open-Ended
Sentences
4. D-Groups
Morning
Consultants—Unitized School
L X
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Activities

NON-VERBAL SEQUEINCE, Participants ex=
pressed feelings without verbalization and
later discussed theze feelings with others,
This sequence included: walking without
greating others, greeting others non-verbally,
and working with an invisible magio ball.
Membaers of the group then selected a partner
and non=-verbally cooperated in drawing a plo-
ture showing how participanta felt about being
at the session,

GROUP EXPECTATIONS. Feelings about the
session were digcussed by participants and
pictures drawn non=verbally with a. partner
were referred to and analyzed by participants.

OPEN-ENDED SENTENCES, Each participant
completed the following sentences:

o
My greatest difficulty in working as a
member of & unitized school will be __

As a member of the faculty I {eel the
support of my colleagues when

A strength of the unitized school plan
will be .

The group split into three sub-groups and
discussed the sentences and their answers,

D-GROUPS. These sub-groups were unstruc-
tured and members were free to discuss any
subject including interpersonal problems and
give feedback to others concerning reactions
and feelings,

FORCE FIELD ANALYSIS, This procedure re-
quires the identification of positive and nega=
tive forces which tend to push toward or
ageinst e particular goal (in this situation, the
unitized school), diagnosing the problem situa-
tion, considering action alternatives, trying

_out the action plan, end finslly diffusing and

adapting the plan, The force field analysis
developed at this session is included here,

Unitized School

Negative Porces Positive Foroces

1., Desire to resch
ohild as an in-
2, Children overdirecied dividual

1. Classes too large

Unitized School (cont)

Negative Forces Positive Forces

3, Lack of time for 2, Desire for grester
materisls schievement
4, Lack of community 3. Desire to define

and diffecentiate
roles

4. Desire for more
student creativity

5. Desire for stu-
dents to sssume
more responsi-
bilsty

6'. Desire to reach
the whole child

7. Desire for teacher
satisfaction

understanding

S. Cognitive achieve-
ment may not sig-
nify improvement

6, Discipline problems
7. Teacher hesitation

PREPARATION FOR CONSULTANTS. In order
to make effective use of consultants in the
area of the unitized schools, questions were
formulated to guide them in their discussion.
They are included here.

1. When developing & unitized school,
how should leaders be chosen?

2. How can Jeaders get the team to
work together?

3. What things should the adminis~-
trator give attention to in order to
make the plan work?

4. What were the most critical prob~
lems which you faced ?

$. What changes are you planning
for September?

8, What criteria have you used to
evaluate the program and who has
dons the evaluating?

Participants at this session were very set-
tsfied with progress in content work: examine~
ing plans for the unitized school, working with
the consultants, developing the force field
analysis. Some felt that, in addition to this,
ocommunications within the group iteelf had
aleo improved,

A questionnalre was sent to merbers of the
professional staff in System C, Members were

n




ssked to svaluate the Change-Agent Team ia
the school district. Sevaral responses to the
question, “How 1s the Change-Agent Team
diffecent from other school committees 7 are
fm“ here. L

“The Change-Agent Team deels with
people working on verious levels in

the system. It is more of a planning
and thinking committes.”

“It works in & larger ares dealing with
the whole school. Other committees
deal with & specific ares,”

“The Clum-unm Team seeks t0 im~
prove the whole school system.”

$is2 of the school system and the innova-~
tiveness of its fecuity members were probadly
the greatest assets to this Change-Agent Team,
System C had only 80 professionsl employes.
The Change-Agent Team could, therefore,
make and see progress in a relatively shont
period of time. Due to normal teacher tum-
over, however, the composition and structure
of the team was changed almoat entirely dur-
ing the second year of the project. This, and
& soeming leck of commitment to the concept
of the Change-Agent Team and the Human De-

velopment Laborstory training by some of the
profeseional stafl members were probably the
major cbstaclies 1o the sucoess of the team.,

System C

1282
Change-Agent Team established—
§ menders

March Deta Collsction=-PIC fraff

April Humen Development Laborstory—CAT
New Superintendet

Sept. Human Development Lsborstory—CAT
Toam expanded O members)

Oct. Ruman Development Ledorstory=—CAY
Decision to focus on Development
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Nov,

Jan,

Fed.

March

Mey

Sem.

¥ 1.}

Jon.

Apetd

of Phulosophy of Education for the
schoo! system

Human Development Laboratory—CAY
Philosophy of [ducetion completed

CAT focuses on implementation of
Non-Greded Llementary Schools

Human Development Leboratory=
Inglish team, Llementary School A
faculty, three CAT members

Human Development Laboratory—
Hementary School A facuity

Trataing Session=—=CAT

English team disdanded
Most of CAT members leave school
system

Human Development Laboratory—
two teachers

CAY and PLC steff meet and decide to

ocontinue and reorganise
Reorganisation included the forma=
tion of three change egent groupe
=—=one ot each school end a centrel
CAY to aoordinate the groups. The
oentral committee was made up of
the three principals. The Buperine
tendent was no longer a membder of
a CAT,)

CAT decides to work on improving
format of high sohool clesses and
unitized elementasy school

CAT collects data on student ~teacher,
teacher=-student leelings

Human Development Laboretory —five
CAT members snd In-service Connittee

Hussn Development Laboretory——

Oementary School B
focust Unitized School

March Second Data Collection—PLC Seff

e

CAT plana to reorganise and centinue
in Septemdey



b B3t ans

IV

Achievements and Evaluation

The PEC Staff obtained a variety of informa-
tion to evaluate the effects of interventions in
the three experimental systems (Hilfiker, 1969).
These included observations of support for
Change-Agent Teams and laboratory training,
casual observations of personal growth and
growth in the effectiveness of Change-Agent
Teams after laboratory training, evaluations of
the program from anonymous questionnaires,
and systematic data on changes in attitudes
and behavior from questionnaires administered
at the beginning and conclusion of the study,

Effects of Laboratory Training

The leadership of each of the experimental
school systems evaluated the effects of lab-
oratory training positively. After observing
some of its effects, they committed substan-
tial resources to further training. Although
the Research and Development Center covered
the costs of training, the school systems were
responsible for the costs of meeting rooms,
meals, overnight lodging for participants in
the sessions, and the salaries for substitutes
to replace teachers who were in training ses-
sions. Given the many hours spent in these
sessions (see Figures 11, 13, and 14, Chap, III),
these represent sizeable investments, and it
is unlikely that the schools would have in-
vested so heavily had the training not been
perceived as useful,

The Change-Agent Teams that experienced
laboratory training survived and continue to
exist. In contrast, the teams established in
two of the five control school systems, re-
ceiving no laboratory training or external sup-
port, withered and died before they became
well organized.

From observing the teams in training ses-
sions and listening to tape recordings of their
regular meetings the PEC Staff became con-
vinced that the human relations training was

being utilized outside of the training sessions
and was increasing the effectiveness of the
teams. For example, one tape revealed a
confrontation between two members discussing
the absence of one of them from the previous
meeting. The other was angry and felt that
this absence denoted a lack of commitment.
Business was set aside until this confronta-~
tion was satisfactorily resolved and the group
was ready to work again. In another meeting
a group member remarked, "I have often sat at
this table and felt frustrated and afraid to say
anything.” There was a moment of silence and
then a shocked, "In this group!"” from another
member, The first immediately exclaimed,
"Oh, no! I meant with other committees that
meet in this room." This was followed by a
relieved, "I couldn't imagine that you wouldn't
feel free in this group.” It seems apparent
that openness and freedom of communication
became values for this Change-Agent Team.
The same types of observation reveal the
personal growth of teachers and administrators
who have experienced human relations training.
A specialist who worked with personnel in
several schools had asked to participate in
the human relations training because, she
said, "During the year I noticed that suddenly
a teacher would become more easy to work with,
listen more, and be willing to try out my sug-
gestions, Then one day I discovered all the
teachers who had changed had been going to
the training sessions." A teacher reported
that training had improved her teaching. One
of her children had even told her that the class
enjoyed school more, "because now you treat
us more like people." Another team member
found a particular human relations exercise
carried out at one of the laboratories very
helpful to him in understanding the reactions
of others. Two years later when another lab-
oratory session was being planned in the same
system one of his team mates suggested that
the exercise be used again. Turning to the
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also did in 1967; the two systems showing the
greatest improvement (numbers E and H) were
in the control group.

The data in Figure 16 show changes 1n aver-
age responses to an 8-item index of morale be-~
tween 1967 and 1969.4 The index was based
on questions such as "I find my job very excit-
ing and rewarding," "I feel involved in a lot
of activities that go on in this school," and
"I really don't feel satisfied with a lot of things
that go on in this school." Changes in the re-
sponse categories, from "always" to "almost
never" in 1967 to "completely agree" to "com-
pletely disagree” in 1969, probably account for
the lower average scores in 1969 than 1967,
but this bias should be constant across the
eight systems. The graph shows that two of
the three experimental school systems had less
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Experimental Systems
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improvement in morale than two of the five con-
trol systems.

Data on teacher innovativeness, the ade-~
quacy of staff meetings, and the executive
professional leadership of principals also fail
to show that the experimental school systems
improved significantly more than the control
school systems,

The failure of these data to demonstrate the
effectiveness of our interventions in changing
basic norms and behaviors in school systems
may stem in part from the limited intensity and
duration of the interventions; in order to make
a basic change it may be necessary to train
more members of the school staffs more in-
tensively and for longer periods. In addition,
other events and processes occurring in these
systems, events and processes not at all under

:'Il OO |
E F G

Control Systems

SCHOOL BYSTEM

Figure 18

Relative Improvement in Mean Socores on Morale Index,
Bight Wisconsin 8chool Systems, Between 1967 and 1969
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data are available is indeed somewhat unrep-
resentative, it is not believed that this error
or other measurement errors can account for
the low correlations, for the correlations
would have to be much larger than they are to
attain significance. It seems more likely that
the limited amount of training most persons
received was not enough to produce lasting
changes in the dependent variables which were
measured. This is especially true for teacher
innovativeness and relations between teachers
and principals, which were not expected to be
directly affected by the training. It remains
possible and likely that some teachers and
administrators who received more intensive
laboratory training were strongly affected by
it, but the questionnaire data cannot demon-

_strate these effects.

The data for changes in school systems are
superior in gquality to the data for changes in
{ndividuals: the samples are larger, since it
was not necessary to rely only on data for per-
sons who answered guestionnaires in both
1967 and 1969, and averages tend to be much
more reliable than measures for individuals,
Yet the average measures fail to show that the
three school systems with which the PEC Staff
worked intensively improved more than the
five control systems. Some of the data are
shown in Figures 15 and 16, Figure 15 shows
average responses of teachers and administra-
tors in the eight school systems studied to an
11-item index measuring support for norms of
openness, trust, and innovation.3 While the
three experimental systems showed the highest
average support for these norms in 1969, they

.88 - - .88
1967
.85 |- -~ .85
D 1969
.80 = -4 .80
S
- .75 - =y - .75
S —
[
8
2
.70 - -4 .70
.65 % 4 .68
.60 3 ; .60
D F
Experimental Systems Control Systems
SCHOOL SYSTEM
Figure 15
Mean Values of Support for Norms of Openness, Trust,
and Innovation; Eight Wisconsin School Systems, 1967 and 136%
36
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our control, were having large effects on
teacher morale, teacher norms, and teacher
inrovativeness. These events and processes
include administrative succession and staff
turover.

Administrative Suémslon

During the course of the project, two of the
three experimental school systems experienced
major changes in administrative personnel,
while this was true of only two of the five
control systems (and then the changes were !
less important). These experiences of admin~
istrative succession had great effects on per-
sonnel in the systems affected,

System A had the same Superintendent,
Director of Instruction, and high school prin-
cipals throughout the course of the study,

The PEC Staff felt it was most effective in
this system. Part of the reason for this suc-
cess was the continuing stable support for the
project from the school administration.

In System B the Superintendent resigned
after the first collection of data in 1967 and
after the Change-Agent Team had been estab-
lished. His resignation was partly caused by
the defeat of a bond issue in two successive
elections and by disagreements with important
school board members, He had been kriown
as a permissive leader in an innovative school
system., His successor, brought in from out-~
side, was helped by the resignation of two
school board members and by the passage of
the bond issue for a new high school; he may
have been partly responsible for the latter
success, After two years, about the time of
the second data collection, he announced his
resignation. In the 2-year period the Director
of Instruction and the high school principal
resigned and were replaced; the new principal
lasted only one year and was succeeded again.
The succeeding superintendent was far more
directive and dynamic than his predecessor
and his contribution to the system in terms of
educational design for the new high school
will be felt for years to come {n the system.

Administrative turnover was fust as great
in System C. Again the new superintendent
took over from his predecessor after the first
wave of data collection and after the commit-
ment to the project had been made. His prede-
cessor was the second of two superintendents
of this highly innovative system, The two
years of the study saw the replacement of the
superintendent’'s major administrative assist~
ant (a role corresponding to the Director of
Instruction), the high schoeol principal, and
both elementary school principals, One of the

is .
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- new elementary principals was in the system
"for a year and was replaced. In addition, the-

central office had a special consultant for
part of the period of the study, a dynamic
woman who was associated with another inno-
vative project in the system.

In contrast, only one of the five control
systems experienced the succession of super-
intendents, although the superintendent of
another system became ill, with disorganiz-
ing effects on the system. There were gen-
erally fewer changes in the principals of
schools in the control systems.

The effects of these changes on the influ-
ence structures of these systems is shown in
Figures 17 and 18. In both 1967 and 1969
teachers and administrators were asked, "In
general how much influence do you think the

following groups of persons now have in de-

termining educational matters (e.g., curricu-
lum, policy, etc.) in your school?" Response
categories ranged from 0 for "none" to 4 for
"a great deal"; respondents were asked to
rate the local school board, the superinten=-
dent, the principal of their school, teachers
in general, and a variety of others, Figures
17 and 18 have been prepared by summing the
mean ratings for school board, superintendent,
principal, and teachers in general, and then
dividing each component by the sum. Thus
the relative power of each role, using this

index, could logically range from 0%, if the T

mean rating for the role was "none" to 100%,
if the mean rating for the one role was greater
than "none" and the mean rating for the other
three roles was "none." Obviously all roles
have at least some influence in each system,
and the four role types do not exhause sources
of influence, so this index merely represents
the relative influence of each of these four
roles.,

Figures 17 and 18 are triangular diagrams.,
Each apex of the triangle represents a maximum
degree of influence, and the opposite side
represents a8 minimum degree of influence, for
the indicated role. Each school system is
repregsented by an arrow in the diagram. The
tail of the arrow indicates the score for the
system in 1967; the head the score for 1969,
In Figure 17 teachers and principals [the rela-
tively "lower participants"] are combined in
one dimension, and in Figure 18 the superin-~
tendent and school board [the "higher partici-
pants") are combined in one dimension, sim-
ply in order to show the relative movement of
influence of each system in four dimensions
of authority in just two figures,

Figure 17 shows that in System B the Super-
intendeni's role gained greatly in perceived
relative influence, mostly at the expense of
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the role of the school board. In System C,
the other experimental system with a new
superintendent, the role was perceived to

lose influence very slightly, However, Fig-
ure 18 shows that in System C teachers were
perceived to gain greatly in relative influence,
entirely at the expense of principals. That
administrative succession does not have uni-
form effects on authority patterns is also
shown by the results for Systems H and D,

the two control systems where the superin-
tendent either resigned or became ill. In
System H the superintendent role lost influ-
ence almost equally to principals and teachers,
and in System D the superintendent was per-
ceived to lose influence mostly to the school
board. The effects on influence patterns of
administrative succession depend upon the

 characteristics of the predecessor and his

successor and also upon the state of the sys-
tem at the time of succession,

Administrative succession probably has
many effects upon other characteristics of
school systems of interest, including the
formalization of rules, norms about communi-
cation, and innovation. Since the PEC Staff
did not design the data collection to study
the effects of succession, it can only specu-
late about the effects, although these specu-
lations can be grounded upon prior research
and theory (e.g., Gouldner, 1952 and 1954).
A succeeding official in any organization is
almost certain to be insecure, especially if
he is appointed to change some policies of
his predecessor. His superiors, not having
full confidence in him, will monitor his be-
havior closely, Lacking jnformal relations
with others in the organization, he will lack
many important sources of organizational in-
formation. His subordinates are also likely
to be insecure, especially if his predecessor
has been permissive and democratic. They
will tend to attempt to extend their sphere of
autonomy in the organization and will with-
hold information from him if they feel he may
act against their interests, In such a situa-
tion, the successor is likely to move in two
somewhat inconsistent directions: he will try
to formalize rules and communication patterns,
and he will engage in what Gouldner calls
*pseudo~gemeinschaft” behavior with his sub=-
ordinates, a kind of superficially friendly be-
havior designed to elicit trust and informal
support that is usually treated with skepticism
by others. In other words, the admmquative
successor will often tend to increase so>me of
those aspects of the organization our interven-
tions were designed to diminisht centraliza-
tion, formalization of authority and communi-
cations, and reciprocal distrust. It is likely

1)

that these types of behavior will be transitory;
as the successor develops confidence and an
informal network of work associates, distrust
will diminish and the felt importance of cen-
tralization and formalization will decline. In
school systems this is likely to take at least
two years, however,

We hoped that the change-agent teams would
be able to assist in the transition process, but
they did not, probably because they lacked in-
stitutionalization at the time of transition,

The succeeding superintendents evidently dis-
trusted these creations of their predecessors
and the group at the University of Wisconsin.
One joined the change-~agent team as its leader,
and initially its only other members were
principals and other administrators, Only
after about a year was he confident enough to
include teachers in the team, and during this -
period the team was relatively ineffective in
terms of its stated goals. The other superin-
tendent drastically reorganized the change
agent team that was already in existence, al-
though he did not join it himself; both its
leader, the director of instruction, and most
of its members, were newly appointed or
elected. Even so this change-agent team was
suspicious of the superintendent. For some
time they devoted much of their regular meet-
ings to discussing the extent to which the
superintendent would permit them to influence
school system policies; skeptical that any
effort on their part would have any real effects,
they devoted little time to important school
system policies, yet they failed to discuss
these concerns with the superintendent in an
open fashion for more than a year.

A well established change-agent team
could perhaps aid in the transition when a
new school superintendent assumes office.
They might serve as an ideal channel for
communicating to him the informal culture of
the system and the hopes and fears of its
members, and they might serve as a sounding
board for his ideas about possible changes in
the system, These change-agentteams could
not do this, for they were not well established,
and the succession of superintendents made it
difficult for them to become established.

Teacher Turnever

The turnover of administrators has impor-
tant and dramatic consequences for several
aspects of school systems. Turnover of
teachers also has important consequences,
although these are not usually as dramatic or
visible, More time iz required for newcomers
to be integrated in primary groups than in the
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forral orga:...ation; wkhile formal rights and
obligations may be quite explicit, informal
osrocedures may be implicit and may be learned
only through int- ction with friends. Thus,
as turnover rates increase, patterns of informal
communication are less well developed. This
means that high turnover makes it difficult for
a school system to transmit its distinctive
culture to newce .. °s and thereby maintain this
culture, Furthe:more, when high turmover rates
exist over & period of time, members of school
staffs come to expect it to co.atinue at a high
rate, and this means that individuals will lack
commitment to the organization and will expect
that others will also have little commitment.
High turnover rates probably lead to lower
levels of reciprocal trust, for there is ordinar-
ily less reason to trust another who has no
commitment to one's organization than another
who is committed.

Sometimes high turnover makes it easier to
change organizations. High turnover makes it
difficult to institutionalize change, however,
and it also reduces levels of trust and tends
to emphasize power based upon formal position
rather than upon competence. Thus, high turn-
over makes it more difficult to change school
systems in the ways attempted by the PEC Staff,

One of the experimental systems, System C,

had the highest staff turnover in the sample of
eight school systems, and System B also had
a relatively high rate of tumover. The follow-
ing table indicates the magnitude of the dif-
ference: )

Table 5

Staff Turnover and Norms of Schools

Percentage Percentage of
of staff em- staff hoping

ployed in to be employed
the system {n the same
less than school system
School System two years in 1974
Experimental’
Systems:
System C 34% 46%
System B 32% 52%
System A 25% 60%
Control Systems:
System E 21% 46%
System G 21% 51%
System D 20% 64%
System H 13% 61%
System F 12% 59%
All Systems 21% 58%
42
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When, as in Systex C, more than one out
of three teachers or administrators have served
the system less than two years (with more than
one of six currently in their first year of serv-
ice), and when fewer than half of them hope to
be in the same school system five years hence,
it becomes extremely difficult to institution=
alize new norms regarding trust, cooperation,
communication, and innovation. Even if sat-
isfaction with teaching and with administrative
leadership is high, as it was in System C,
commitment and involvement may be relatively
low. .

Data Feedback

One important aspect of the original inter-
vention design was the feedback of data from
questionnaire surveys to change-agent teams
and others in the school systems. The PEC
Staff felt this information would be very useful
in the participants' efforts to diagnose prob-
lems in their schools and in their plans to
solve the problems. Thus, after the data from
the 1967 survey were compiled, a small por~
tion of the results were discussed at a serles
of meetings with change-agent teams and
others, printed memoranda containing these
were distributed, and correspondence concern-
ing data was engaged in.

This data feedback was almost totally with-
out effect on the activities of the change-agent
teams or others in the schools. For example,
a discussion of teacher morale and its corre-
lates, pointing out the relatively low morale
of some groups of teachers in some systems,
received polite attention but elicited little
discussion., A discussion of administrative
succession and its correlates aroused more
interest; teachers in systems affected by new
superintendents recognized the validity of the
material presented and discussed it a little,
but only in the session at which the material
was presented; it appeared to have little effect
on their later work. At another session the
great differences in the morale of teachers and
students in the two high schools of one of the
systems was pointed out, At the time this was
noted as a probably correct diagnosis, but
again it produced no further discussion or
action. (Somewhat later there was a student
strike at the high school with low morale;
while this suggests that our procedures might
have some diagnostic validity, this knowledge
is of little gratification, since in fact the data
were not used for problem diagnosis or problem=-
solving.)

Evidently data, however valid they might
be, will not be used by change-agent teams or



school administrators unless they have a
felt need for the data and the kind of theory
of action that will make the data rele-~
vant. It is likely that, if data feedback
is to be effective, the demands for the
data must come initially from the partici-
pants, in this case the change-agent
teams or school administrators., The
problem of stimulating the demand for
data has not yet been solved. It seems
that presenting some kinds of data does
not stimulate demands for other data felt
to be of greater immediate relevance. Per-
haps such demands will only arise if
school personnel feel they have real in-
fluence over school policies and if they
are in a situation where they must choose
between real alternatives and can see the

need for information about the alternatives.

Summary

In this section we have presented some evi-
dence showing that our interventions in three
school systems has some of the intended effects.
The PEC Staff has been unable to provide evi-
dence that these interventions produced greater
changes in individuals and school systems ex-
posed to them than in individuals and systems
not so exposed. Changes in general norms gov=-
erning interpersonal relations in school and
changes in general orientations to innovation
may require greater inputs than were available
and longer periods of time than two years, Dem-
onstration that such changes are effective may
require siatistical or quasi-experimental con=-
trols for such major confounding factors as ad-
ministrative succession and teacher turnover,

How interventions could have been made more
effective withthe limited resources at the dis-
posal of the PEC Staff is the next consideration.
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Restrospect and Alternative Futures

This report is a record of two years of
cooperative effort between the PEC staff and
three school systems., What could have been
done differently to have made the effort more
productive? We now address ourselves to
alternatives to the initial project.

A More “Compelling” Approach
Versus the Therapeutic Model

This model, as described above, supports
training in interpersonal and problem-solving
competencies, and emphasizes the responsi-
bilities of the internal change-agent team to
generate targets for change and to improve
structures for facilitating change. There may
have been too much confidence placed by the
PEC staff in process training which assumes
a discovery approach to learning rather than
the use of the authority of the University ex-
pert to instruct personnel in problem-solving,
The Staff could have made a more aggressive
thrust by directing the attention of school per-
sonnel to areas of school life requiring diag-
nostic effort and systematic planning for change.

A possible shortooming or distortion of the
therapeutic approach regarding the seductive-
ness of sensitivity training not acoompanied
by an emphasis upon changing reality was
recognised by a staff member and is described
in the following memorandum to his colleagues!

There is possible weakness associ-
ated with training for the improvement of
interpersonal relations. Such training of-
fers only one component of & strategy to
solving practical problems. To develop
the point considerstion may be given to
what is involved in changing a school
with the expectation that specific changes
will represent improvements, In addition
to seneitivity training, prodbleme=-solving
activities ead thoir improvement as per=

formed by school personnel are strategic,
Human relations as embraced in sensitiv-
ity training is only one rubric of neces-
sary activity, An accurate statement is
that sensitivity training that emphasizes
interpersonal relations is a necessary,
but not a sufficient activity in an effec-
tive strategy for changing a school sys-
tem. The equally necessary rubric of
problem-solving involves several sub-
activities: describing and diagnosing
reality, formulating problems, identifying
needs, deliberate selecting of change tar-
gets (characteristics of the school reality
that require change), planning and carry-
ing out appropriate actions, evaluating
outcomes so as to keep problem-solving -
in contact with reality, interpretation of
data systematically collected about a
schoo! system, and similar activities
must be mounted by school personnel if
changes are to be made successfully.
Included also are strategic activities of
searching for and installing innovations
that offer the prospect of changing the
realities that must be changed if prob-
lems associated with the internal work-
ings of the school are solved.,

It was at this time that the PEC staff pro-
vided the change-agent teams with criteria for
selecting changes as reported on page 19,

Each school system responded and specific
targets were selected. These decisions re-
garding needed school system improvements
as selected by change-agent teams had influ-
enoe upon training designs. How ocould the
PEC staff have been more forthright and help-
ful, follow through with more dispatch, and
help the teams to become effective without the
investrent of more time and energy? Effec-
tive instruction involves motivation and self-
direction of the learner that is facilitated by
the instructor. The PEC staff's position is ,,‘{

-
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tnat only the internal structure can.make such
decisions as represented by the criteria, but
that the external structure may have to
“strongly"” suggest that such focusing upon
decision-making is necessary. .

Improvement of Change-
Agent Team Structure

The status of change-agent teams in Sys-
tems B and C was in doubt at times. Both
groups lacked continuity of membership. Sys-
tem B did not have vertical role representation.
The group was composed primarily _oI'hlgh
school representatives with an elementary
principal as a liaison for a shor,} period of
time., This was only a gesture toward the
concept of a system-wide team, In School C
the central change-agent team enabled build-
ing teams to be formed., There was, however,
a lack of coordination at the sys:em level
which was due, in part, to the fact that the
central administrative staff members saw the
school system as being small and not needing
a systematically operated structure to intro-
duce and implement change,

Additional community involvement in change~
agent team activities would have been desirable,
System C found that perceptions in their com=-
munity indicated that the school system was
possibly too innovative, Helping community
leadership to see goals and assist in setting
expectations for the school is an important
aspect of change and improvement,

System A had a school board member on the
change-agent team. This is one way to pro-
vide a link hetween schools and the community,
Another way i{s to create problem-solving teams
that include parents and pupils at the building
level. This involvement of students and par-
ents {s calculated to open doors for more com-~
munity, school, and professional dialogue-~
inquiry-action,

Improvement of Human Develop-
ment Laboratory Sessions

A mood of indecisiveness was projected at
times by the PEC staff whose members were
as dependent upon the change-agent teams as
the teams were upon them, This was due, in
part, to the group's own risk-taking efforts,
The staff needed the opportunity, which the
project provided, to explore techniques and
to develop training designs, For example:
the locus of decision-making instrument was
invented by the staff and non-verbal exercises
were adapted to school teachers and adminis=-
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trators by the staff, If a similar project was
done again, members of this group could act
with more confidence, greater sensitivity and
expertness at critical points in developing and
executing training sessions. A body of funded
experiences has been formed that would be
useful to school people and human relations
trainer-consultants who are contemplating

such a projegt. This report itself is designed
to be helpful in the transfer process.

Would additional or longer training labora-
tories have produced more penetrating effects?
One and one-half days is not much time for a
session of this kind, Systems intending to
use this type of training might find ways to
create a greater training density than short
sessions produce. The kind of schedule re-
ported here did work well in the three systems.
It is calculated that such is possible and com-
patible with the norms of many systems.

When limited experience with training is seen
as valuable, perhaps the norms could be
changed to allow for three to five days for
training laboratory, thus extending the bene~
fits of a greater training impact upon members
of the change-agent team and their colleagues.

There could have been advanced laboratory
training sessions for the change-agent teams,
During the second year of the project the teams
themselves had no laboratory experiences for
improving their own processes, although there
were efforts made by the PEC staff to help the
change-agent team in System B work through
its authority problems with the new superin=-
tendent. The members of the change-~-agent
team in School System A felt tho need for
additional training but never implemented
their own diagnosis.

Maximum learning requires experience in
the full sequence of the dialogue-inquiry-
action model described and illustrated on
pages 6-~10, The teams had only limited
opportunity for experiencing the full cycle,
There were few instances in V\;»’hich reality
changes came about as a resuylt of the problem-
solving activities, The admihistrative addi-
tions made in System A after'a training labora-
tory was a success experience for the team
and their colleagues as was the training day
for the high school faculty in System B. These
were probably the most visible successes of
any of the three teams, Had there been a -
greater number of successful experiences in
carrying through the full process, the training
would have been more effective.

More Moc nghsl Outa Analysis

There could have been more focused train-
ing sequences for change-agent team members

o4
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involving them in the collection and interpre-
tation of data. Involvement through training
and action in planning data collection would
have given teams an opportunity to determine
questions to which they wanted answers,
Data analysis would then have likely become
more relevant and useful to the change-agent
team.

Providing Additional Technical
Consultation

The PEC staff could have suggested and
encouraged the use of consultants in the im=-
plementation of various changes selected by
the change-agent teams: Introduction of In-
dependent Study, System A; development of a
PERT chart forthe conversion from High School
A to High School B in two years, System B;
implementation of Non-Graded and Unitized
Elementary Schools, System C. Systems A
and C did use consultants on two occasions.
Additional attention could have been given
with profit, however, to enabling the teams to
define needs, state questions, and utilize
outside resources and consultant services.

Failures to Create Structural
Changes

Creation of three new structures within the
school systems were projected at the outset
of the planned change project and were never
realized. The development of a structure for
environmental scanning or reconnalssance;
introducing and operating such mechanism to
find innovations in school environments (in-
cluding neighboring schools, research and
development ‘centers, etc,) was projected as
a functionaloutcome ofthe change-agent teams
and might have been associated with a com-
plementary mechanism within the Wisconsin
Department of Public Instruction to provide
basic information to the local school system
upon request,. This local mechanism coor-
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dinated with a state-wide facility is still
believed to be important. Through systematic
searching for innovations and gathering of in-
formation regarding their educational capabili-
ties and applications, a school system could
enrich its problem-solving cycle at the point
of considering alternative innovations for
changing the reality in a desirable direction,
Such institutionalized mechanism would repre-
sent important facilitation structures for assur-
ing continuous self-renewal of a school sys-
tem, Competent personnel and budgetary
allowances would be required for this type of
structure,

_ Establishment of a mechanism within the
school system for the continuous assessment
of needs and problems that suggest changes

' in‘processes, new structures, and learning-

teaching instrumentation was also projected.
Such a mechanism would provide decision-
makers with a rational basis for selecting and
trying innovations that could be made visible
through the reconnaissance in the scanning
function described above. The change-agent
teams have functioned in a preliminary and
exploratory manner as the initiating structure
of such a mechanism, but no system imple-
mented a well designed structure durlnq the
course of the project. o e

Involving professional staff members and
organizing an office within a school system
to carry out the training function represents
another potential structure that might have
been initiated. Staff members operating as
trainer-consultants could then be available
to professional and student groups when con-
fronted with the need to become more sensi--
tive to their own functioning as a group, more
aware of interpersonal relations, more thought-
ful in introducing changes, and more skillful
in applying a problem-solving approach to
various situations., One school system con-
sidered the training of its present staff mem-
bers at the outset ofthe project but was never
able to carry it out due to a lack of allocated
funds, School System A has this matter under
advigement,

LY
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Two points can be made in summary, an
observation from experience in changing the
business-industrial type of organization and
a limited but positive statement regarding the
project, It is Likert's (1961) observation that
neither the testing of a theory nor the shifting
of an organization to a full-scale application
of the theory can be hurried. There is no sub-
stitute for ample time to enable the members
of an organization to reach a level of skillful
and easy habitual use of new practices. He
maintains that a period of two or three years
is usually required to introduce a major change
in an organization with less than 200 members
and believes that in organizations with more
than 200 or 300 employes an additional five or
more years may be required to bring about sub-
stantial changes. Consequently additional
time may be needed to determine the full effects
of this project and it may be that an expecta~
tion of the two-year cycle is not sufficient for
institutionalizing new structures and processes
at a level of maximum effectiveness. It should
probably be increased to at least four years of
cooperative effort between an outside agency
such as PEC and a school system to introduce
and institutionalize new structure for change.
Continuous effort over a period of time is re-
quired and a greater saturation of training is
needed than occured in any system, including
System A.

There is some suggestive positive evidence
regarding the relationship between innovative-
ness in a school system and the functioning of
the change-agent team and the utilization of
laboratory training with personnel. System A
moved over a period of two years in its inno-
vativeness two positions in rank order within
the eight school systems sample, while its
companion system, as far as size was ocon-
cerned, lost in innovativeness., System A
developed the most ideal conforming change-

agent team and made the greatest investmen
in training. This in itself suggests the valu
of the change-agent team and laboratory trai
ing.

Recommendaticns

It is the conclusion of the staff that whil
certain activities might have been done mor
effectively, the approach of PEC promises
long-term lasting effects that a more highl
engineered approach from the outside migh
not offer. The school is in an envirorment 1
which aresult and usually a quick result i
expected by a pragmatic soclety, More atter
tion is needed to developing competencies 1
interpersonal relations and problem-solving
skills which will give more substantive an
lasting results in the future. These compe-
tencies represent the capital human resource
for a better future, Those persons associate
with school development should resist effort
to make a show too quickly in favor of a les:
spectacular approach that emphasizes pro-
cesses and the development of people,

The three change-agent teams have con-
tinued to function within their respective
school systems after the completion of the
Planned Change Project, thus demonstrating
that members of these groups and school sy:
tem officlals believe there is value in the
creation and maintenance of a structure fo
change within school systems. The author
recommend, as an alternative to the preserv.
tion of a status quo of questionable value
our schools, the creation of change-agent
teams, adapted to meet the nesds of individ:
school systems and evaluated as to functio
and purposes, and the use of laboratory trai
ing as developed and applied in the proje
described above,
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Notes

1The sutoplastic versus the alloplastic is a
major issue in the theory of instruction as pre-
sented by Richard M. Jones in his analysis of
Jerome S. Bruner's emphasis upon the alloplas-
tic, See Jones' Fantasy and Feelings in Edu-
cation, New York: New York University Press,
1968, p. 109 and p. 123, Jones and Bruner
apply the terms to growth of the individual.
The present authors have adapted the concepts
and applied them to system change phenomena
in connection with the therapeutic model.

2A term used interchangeably with dialogue-

inquiry~action in the text is "problem solving."
Very few, if any, human situations can be re-
duced t0 a one-problem analysis. The actual-
ity of probiem solving requires the merging of
cooperative inquiries and dialogue among group
members. 8ince the formulation of a problem

is only one step in the larger process of chang-
ing reality, the more descriptive term, "dia-
logue-inquiry-action," is preferred.

3Tho aleven items were as follows; some were
added, some subtracted, in computing the total
scote as indicated:

SHOULD ONE:

+ 1, Tell colleagues what you really
think of their work.

+ 2, Disagree with your superior if
you happen to know more about
the issue than he does.

+ 3, Push for new ideas, even if they
are vague or unusual,

+ 4, Ask others to tell you what they
really think of your work,

+ S, Point out other people's mistakes,
to improve working effectiveness.

S et e ke e g e

+ 6, Try out new ways of doing things
even if it's uncertain how they
will work out.

- 7. Stay "cool"—keep your distance
from others.

+ 8, Set up committees which bypass
or cut across usual channels or
lines of authority.

- 9, Be skeptical about accepting
unusual or "way out" ideas,

-10. Tell other people what they want
to hear, rather than what you
really think,

+11, Trust others to be helpful when
you admit you have problems,

The response "I feel you should,” was
scored 2; "I feel you should not" was scored
0; and "No feeling one way or the other" was
scored 1, Psychometric data on a nearly
identical index is presented in Hilfiker (1968).

4The eight items were as follows; some were
added, some subtracted, in computing the total
score, in the indicated manner, The wording
of the five response categories was changed
between 1967 and 1969 as indicated above.

+ 1, Ifind my job very exciting and
rewarding.

= 2. 1 am just & cog in the machinery
of this school.

+ 3, lfeel involved in a lot of activi-
ties that go on in this school.

- 4, 1 do things at school that I

wouldn't do if it were up to m.;o
S1




- 5.

Y

I really don't feel satisfied with
a 1nt of things that go on in this
school. ’

In the long run, it is better to
be minimally involved in school
affairs.

+ 7,

f

I have a lot of influence with
my colleagues on educational
matters.,

I feel close to other teachers in
this school.
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of persons produced by the system should be compared with other training
programs in plumbing. If the results of this kind of evaluation are
positive, they wrill stabilize the change and insure its permanency.

Terminal Relationship

After the change agent has diagnosed, caused, evaluated and
stabilized the desired change in client system, it must have a technique
of departing which will not interrupt effected cﬁange. It is desirable
that the change agent not allow the client systeﬁ to rely totally upon
it during the change process. It should attempt to build into the
permanent structufé of client system a substitute for éhange agent
vhich will continue the work of change agent after its departure.
However, this does not mean no relationship should ever exists between
the two after the termination of active change efforte. This would
depend upon hoyrwell the internal substitute hed developed and the need
of client system for continued external support. Sometimes this support
may be dispensed through occasional consultation or examination.

AN ARALYSIS OF A MANAGED CHANGE IN AN EDUCATTONAL SETTING

An excellent example of a2 planned change in the educational arena.
was cited in the June 15, 1971 issue of Look Magazine. This situation
is analyzed below, according to characteristics of planned change pre-’
viously discussed in this paper.

Client System

Banneker Tlementary School
Gary, Indiana
Student Population 300

Chagge Agent

Behavioral Research Laboratories, Inc.
Palo Alto, California
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Relationship Between Change Agent and Client System

BRL, a professional-commercial cooperation that was a pioneer in
producing programmed textbooks, haé béen contracted bty the school board
to run an entire elementary school for a period of three yzars. BRL
pays the salaries of all teachers, custodians, and secretaries, and is
also responsible for the cost of insurance premiums, laundry, utilities
and educational supplies. It will receive $2400 for each pupil if the
experiment is successful, but it must refund the school board all funds
if project proves unsuccessful.

Recognization of Need for Change

Treditional public education has failed in the inner-city Banneker
Elementary School. OQuestions such as "Why hasn't this school done a
better job?" and "Why do its students go backward rather than forward
with every additional year in school?"” have been posed.. These queries
warrant answers and they can only be found in change.

Characteristics of Client System

1. The school ranks 31lst among the city's 33 elementary
schools in reading and mathematics achievement.

2. Fourth graders scored 3.1 on IQ and basic-skills
national tests.

3. Sixth graders scored 4.75 on IO and basic-skills
national tests.

Driving Forces

1. Dr. Gordon L. McAndrew, Superintendent of Schools,
wants to try innovative techniques to find solu-
tions to problems in the schools.

2. BRL's performance oriented contract.

3. Students enjoy the program.

L, Parents are very much interested in program.
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Restraining Forces

Gary Teachers Union Complains About
1. The teacﬁer-pupil ratio

2. The use of neighborhcod wcmen as aids in place of
teachers,

Additional compleints centered around the State Superin-

tendent's cutting of z2id to the school and the dehumani-
zing #spects of the program.

Working Toward Change

To make a change in the client system the change agent is breaking
from traditional educational methodology. Changes initiated by the
change agent to effectuate changes in the achievement of learners in
client system are as follows:

1. The school 1s considered a curriculum center,

2. Instead of teachers, the staff consists of curri-
culum managers with advanced degrees, assistant
curriculum managers who are certified teachers
and neighborhood mothers who serve as learning
supervisors.

3. There are no grades or classes in traditional
sense.

4. Children are tested in mathematics and reading
ability and then grouped in class-size units
that change regularly according to student's
need and ability.

5. Students are constantly reshuffled and each
has an individualized schedule.

6. Programmed teaching materials constitute
the heart of the curriculum.

Evaluation
Students are tested continously to measure their schievement and
programmed materials are revised as need arises.

Terminal Relationship of Change Agent

Under terms of its contract BRL must turn over operation of

program to Gary if it proves successful.
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METHOD.
Sample
Due to the complexities of recording physiological parameters from -

four individuals simultaneously during pcrfoimancc in the simulation,

the sample was quite small., Fifteen undergraduate males at

Johns Hopkins were paid to participate. Five different subjects parti-
cipated in each game session. Heart rate was recorded simultaneously

from four subjects in each geme. However, one recording was terminated
due to electrode failure during game one. Thus, complete heart rate re-

cords were available for eleven subjects.

Procedure -
The five subjects sat at one end of a large table in a conference
room., A causal setting was desired, similar to a classroom, not like a
laboratory. Three ocalidnn were played with three different groups of five
subjects each. The social simulation game used for each session was Ghetto
(1970) . Heart rate vas sonitered on four subjects during each session,
A Narco Bio-Systems ggzgigggggg: 8ix was used for recording purposes,.
Hardvire recordings were taken from three subjects, the wires leading under
large, closed doors immediately behind the subjects. Telemetric recording
was taken fram ons subject in each game session. Surface electrodes were
used on all Ss. The two recording electrodes were attached to thc'uppor
distal surface of each subject's arm. The reference electrode was attached
to the proximal surface of the left forearm. No reference electrode was

necessary on the telemetered subject. .

2413
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While consicerable research has focused on the generality and correlates
of individual differences in suscept%bility to persuasive commmunications
(Hovland & Janis, 1959), relatively few studies have investigated the percep-
tion and evaluation of individuale who differ on this dimension. Individuals
who are perceived to be highly persuasible may be evaluated differently than
less persuasible individuals for several reasons. For example, a number of

studies have ghown that one factor which influences a person's attraction to

others ig the exteét to which thay agree with his attitudes (Rewcomb, 1961;
Byrne, 1969). In general, individuals with simjlar attitudes ars oore at-
tracted to each othar than are those with opposing attitudes. Extending these
findings, it is pcsaible that individusls vho can bs persuaded to agree with
3 one's own attitcvdes would be percaived as more attractive due to an increase
,'j‘:" in the prooortion of similar: attitudes. On the other hand, a highly pe}.--
suasible individual might be perceived as an ingratiator and therefore evalu-
ated less favorebly, although ths relationship betwean attraction and opinion
coaformity as an ingratiation tactic appcars to be quite cosplex (Jones, 1964).
ﬂ; A third'possibility, znd ocne that wag investigated in the present study, is
that the relationchip betwecn attraction and othesrs' parguasibility is deter-
pined, in part, by ocertzin pesrsonality cha?acteristicskof the parceiver. The
= parpess of this study was to examine tha relationship betwéen the personality
- construct of internal-external occntrel of reinforcement and attraction to

others who diffar in their susceptibility to social influence.

ot
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Ns Tha conztzuct of internal-external control of reinforcement (I-B) was

o .

o developed from social learning theory (Rotter, 1954), and refors to differences
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in the expectancy that reinforcement is causzlly related to one's own behavior.
At one end of tha I-E dimension are individuzls who believe that reinforcement
is contingent upon their behavin.: (internals), while thosa at tha cther end be-
lieve that feinforcement is inl.pendent of their acticns and is controlled by

luck, chance, or powerful others. Several clustsrs of I-E studies have focused

on the general hypcthesig that internals are more likaly than externals to en-

3 gage in behaviors desimed to control their ocutcomes. Supportive of this notion

are studies shcowing an internal orientation to bs positively associated with

o

= civil rights activities armong Negro college students (Gore & Rotter, 1963;
strickland, 1965; Becoffery, 1967), protest behaviera concerning the Vietnam

= var (Carlson, Jemes, & Correre, 1956), mexmberehip and participation in labar

- 3 unionsg in Sweden (Seeman, 1966), and willingness to Lxzcoms involved in activities
d;rected at alleviating alleged personal problems (Phares, Ritchie, & Davis,
1968). More closely related to tha present rescarch, Bavis and Phares (1967)
reported that internals tended to ask more questionsg shout a person whom they
expected to persuade than externals. €Similarly, ILafcourt and Wine (1969) tound
| that internal interviewers rade more freqﬁsnt eye ﬁovaments and reported more
observations of their interviewess than external interviewers. In another
study, internzls were less Inclined to reciprocate interpersonal evaluations

in &n apparent attespt to control the natura of ths evaluations they received
fron others (Jones & Shruger, 1968). Taken o= a vhole, thase studies indicate
] that individu=ls vho balieva they are recponsible for tha reinforcements they
reccive are more likely to make active attempts to control thess events.

If it is true that i{ntern2ls are more concerned sbout controlling rein-
forcezent, as tha sforementioned recearch suggoesta, it ecema reasonable that
they would ba attracted to others who enhance their potentiaiity for control.
Thuz, a hichly porsuasidble indivi&ual would provide the intexrnal an opportunity
to exercisa a greatexr Eegrea of control over his ovtcomze and would therefore

be parceived as more attractive than one vho reziste his influence attarpts.
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Externals, on the othar hand, should be legs affected by tha degrea to which
their parsuazsion attempts are successful sinca thay tend to halfeve that ocut-
ocmas ave indspendent of their bohavior. In other worws, perswasibility, for
externals, should be an irrelevant dimension in evaluating anothar individua®
since any changes in his behavior are viewed as indapendent of the external’s
own sotions. Thus tha aim of this study was to test the hypothssis that in-~
ternales are more attracted to pergons whoz thsy can éersu:.de than to those who
resist their influence attempts, whareas extornals ars less 1ikely to differ-

entiate their attraction toward others on tha basis of persuzsibility.

Kathod

Schiects

The 23-itcm I-B gcale (Rotter, 1956) was &dninistered to ssveral large
introductory psychology clesses at Iowa State University and wzs scored in the
internal direction. From this pool, 15 maleg who ecored in the vppsr 258 (in-
ternals, range 17-23) and 1-5 rales who scored in ths lower 258 (extermal,
range 2-10) of ths I-E distribation gerved as Ss in tha study.
Proccdure ‘

£3 reportad indiviGually to the leboratory and in the orier in which they
signed up for tho esperinment. B had no knowledge of their ecores on the I-E
gcala at ths tirmg of‘:'the expericent. Upon arrival 8 was teken to the experi-
pzntal roox waich wos partitioned into threa wotiong so that no perroa in
any eaction wos zble to sea into tha other sections., He wezg cold that two
other stcfents, who ware actuzlly oonfoferates, would ba participating in the
study with him, %he first confedcrate was present in tha room prier to Ss
arcival., A few minutes after 8 wos eeated', tha third perticipont (confederate)
arrived and tha expericsnter then gtated that this was a cozmunlication experi-

peat and the purpose w3 to s20 hoy wall people can oommunicatae whzn they are

3
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not able to see each other. Ss ware than asked to fill-out a 15~item frater-
nity cpinion quastionnaire. A typical item was: "Do you think poor or dis-
?&vantaged -(:udantc are diccririnated against by fratarnities?” §s responded
by indicating "yes®™ or "no." Aftar the quastionnaires were ccopleted and col-
lected E left the room under the pretext of scoring them. §s were instructed
not to talk while E was sbsent and reports from confedsrates confirmed that

no 8 ever atterpted conversation. Whan E returned, Ss were told that one of
them woul? ba randa»ly selected to serve as ths cocmunicator &nd the othar
two would bs the listeners. In order to irply chance salection of § as the
coczmunicator, £3 drey a slip of paper from a box designating their role. The
drewing was riggod by labeling a1l elips “"coomunf{cator.™ Upon designation ;:t
8 as cocmmnicator, the two confederates were idantified as "Subject A" and
"Subject B." Instructions wara given to ths effect that the cooomnicator would
psecent arguzonlsg or reaacns for ths eanswars he gava to the itess on the fra-
ternity guesticmnaire. Subjects A and B wore told to listen to each of the -
munica;tor's serguesate and then indicate thair agreecment orﬁisagreement
with ths item by writing "yea™ or "no" on a slip of paper which would be
pasedd to the comsunicator. At this point, 8 was taken to another room by

tha exporimenter in order that he ba givea “further instructiens about the
Satails of the procsiure.” § was then told that tha real purpose of the ex-
perirsat w3 to £33 how woll ha could pessuafo tha other £3 to change their
opinicns ebout freternities. Fo was given sa answar sheet, previcusly filled
oit by tha experimsater, shoring his responces and those of the confederates

to eicht of tha 15 itens of the fraternity quertionnaire. Thosa aight items,
he was told, wocre thas ones on wiich tha two other g3 had tha sx=a opinions, and
therefore would ba tha targots of his persuzzion atterpt. In addition, he was
given a set of eight prepozed argu=cnts, correcponding to the eight items, to
usa in attecpting to persuads tha other Ss. Fa was told that the other £3 did

not know the trea purpoea of ths erperinaont, nor did they know that ha would
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be using prepared arquments. Meoonu_s_x:nderatoodthoprocedurohom-
taken back to the exparimantal room to present his arquments. Responses of
confederates were predetermined so that Subject A was successfully persuaded
six out of eight times, while Subject B wazs successfully persuaded on only
two out of eight attempts.

Since attitudinal similarity has been shown to bse an irportant dstermin-
ant of interpaersonal attraction (c.f., Byrne, 1969) an atterpt was made to
equate for the degres of similarity in attitudes towards fraternities between
S and tha two confederatas.  The anewer gheet given the subject prior to his

persuasion attecpts showsed that both confederates disagreed with his opinions

on four of ths items and agrecd with him on the rémaining fovr. On thesa latter
Ji four itezs, in which there was initial agrecment, § was required to argue for

a position counter to his real attiteds. Thus, S argued for the opposite opin-

ion expressed by tha Ltwo cenfederates, even vhen they in{tially agreed with
him. By using thig proocdure 1€ wag possible to insure that attitudinal simi-
larity would ba equated at tha end of the parsuasion attempt. Even though

one canfederata chanced his attitudss more than ths other, both of them agreed

";' with four of thse §'s attitudes (503 sgimilarity) at the conclusion of his argu-
rents.

Attre-tion Fozxcures

a ACter tha erguzant for the final iten wes presccnted, tha confederxates
bi were asked to leavs tha room and wait cutcide. E made sure that S understood
the differantirl recponses of thae coafederates by asking him to score his
encwer shest. 8 then rated tha two confederates, identified as "Subject A"

14 and “"Stbject B," cm separats nins—-item questionnaires. The ratings were done
on a scven—point scale and concarned such attributasg es intelligence, know—
-4 ledigs of current eveats, c¢redeg at Towa Stata, and guccess in getting along
with others, Tha attyrection mzacure oonsisfed of two items erdbadded in the
1 53
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questionnaire on which tha confsderates were rated for liking and desirability
as a work partnex. These itemns are similar to those uasod asg attraction mzasures
in previous research (Byrne & Kelson, 1965; Bjyrns & Clore, 1966).

As a final part of ths experiment, S was taken outside and asked to sit
at a table. Ths table was approximately 18 feet mllenqth and was located
about 12 feet from the door of the experimsntal room. Confederates A and B
ware already seated at opposite ends of the tablae and two empty chairs were
positioned in such a way that § was forced to sit next to one or the other con-
federate., Before 8 sat down, tha confederates were identified by E casually
stating that ha wished to make sure which subject was "A" and which was "B.*
Subjects A end B then nodded as they wers pointsd out. To control for any
physical attractiveness cffects or directlcasl seating tendencies the confed-
erats roles as A end B &nd their scating positicns were counterbalanced. When

seated at tha teble, 8 was acked to fill out a form for exparimental credit to-

“ward his course grade and was then excused. Previous research has indicated

that physical disternce betwsen indivicuvals may serve as an index of attraction.
For exzzple, Kshrabrian (1558) found an inverss relationship betwsen seating
distanca and liking. Thug, the sscond measure of attraction consisted of Ss

geating preferences in rolation to ths two confelcorates.

Results

Effectivencesa of tha Porzpouagibility Kanipulation

In order to check the effectivaness of tha pirsuasibility monipulation,

gsubjects were asked to rate on a sevan-point scela the extent to which ths two

ccnfcﬁ?.-zates changed thair opintcens about fraternities., Mean rating of the
high pexsuaei:bility cmécé&u-ate (EipP) w28 5.93, vhile for tha low persuazibility
confederatas (IoP) the masn was 2.40 (F = 162.17, 1/284f, pL .01), indicating
that subjects correctly percelved diffezential amounts of attitudas change by the

two coafetorates.

N
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Attitudinal Mezsure of Attraction

smm to the procedure erployed by Byrne xid his associates (Byrne, 1969)
8's ratings of how much they would like tha other perzon and his desirability
as a work partner were sur=m=ad to yield zn attraction score. Mean attraction
ratings of ths HiP and loP canfedergtes by intarnals and externals are shown
in Tzble 1. A 2 X 2 repeated m&sﬁre: analysis of variance (Winer, 1962) indi-

cated that, although the I-E by Persuasibility interaction 4i4 not reach signi-

ficence, there was a trend for intarnals to differantiate thair attraction ratings
of tha confederates to a greater extant than externals (F = 3.60, 1/28 df, p<.19).
Bowevef, the diroction of tha internals® ratings was oppgsite to tha predictions,
aince they tended to ba more attracted to ths IcP then HiP confederate.
Consisteat with this latter result were esignificcnt I-E by Persussibility
intsrections on ratings of tha coofederates' intelligence (P = 6.40, 1/28 4af,
p {-05) and knowledge of current events (F = 6.32, 1/28 df, p {.05). On these
itezs internals rated the 1oP confederate as rmore intelligent and more ix;fomed
about current events than the EiP confedorate. Externals' ratings of the two
ccnfederates oa intelligenca and knowlelge of current events were in the same
directioa but tha pagnituda of tha differences ware emaller.
rdditional re-s:tlﬁa. aside froa ths I-B affects, showed that the EiP, as
coatrastod to tho LcP, coafederats waa rztod zs lecs intelligent (P = 36.10,
{ 1/28 af, p {-01), las3 informl adout curkeat events (F = 43.75, 1/28 d4f, p.01),
X rakes poorer grades in collega (P = 21.35, 1/28 4f, p {.01), and is botter able
to gct alozy with others (P = 8.27, 1/28 &f, p {.0l). There wera no overall dif-
ferences batween tha ratings of the two confeleratez' attractiveness or how
happy they would be in a fraternity (p .10).

Echaviceral Maacvre of Attraction

Tha bahevicral measvre of attracticn consicted of obacrving whother S sat
nazt to tha RiP or ISP confelerate. Consigtent with the prediction, {nternals

gzy by tha ELiP ocnfelicrnts $a 12 of 15 escca (x2 = 5.40, 142, p {.025), in con-
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trast to externals, who did e0 in only five of 1% cases (x2 = 1.67, 1 4f,

p>-10). cca:pa.ri.ng preferences for HiP versus 1LoP confederateas by I-2 pro—-

duced a significant chi-square (X° = 6.60, 1 df, p <.025), indicating that

seating preference depended on 8's I-E status. Further analyses revealed no

overall proference for the EiP versus LoP oonfederate (X'= .47, 1 4f, p >.25).

Thus, as indicated by ths behévim:al meagsure, internals tended to be more at-

tracted to thae person they were able to influence, whereas externals did not

differentiate their seating c;nicel on the basis of persuasibility.
Digcussion

At first glance, the results of this study seca rather puzzling insceuch
as tha data obtainad from eha§ bahavicral measure of attracticn provide support
for tha h'ypotheais, vhile the ocutcexs of the attituvdinal measours i{s in direct
opzositicn to it. As predicted, internals preferred to git next to tha parson
thay wers saccessful in persucding whoress cxternals showed no gignificant poeo-
ferenca for one confederats over tha othar. In contrast, on the attitudinal
masgure of attraction, internals tended to be rore attracted to the confederata
they ware lees gucceesful in persnading thzn to the one who was highly per-
guzsiblae, vhile again externasls ¥ecre less inclinsd to differentiatae their at-
trection cn tha bosis of othars' persussibility.

Tazza c:ﬁ goveral pozzible explznations of ths results. One is that in-
tecrrzlg poreaived tha low persuecibility eonfcicrata 23 pore sinmilar to them—
ezlvea then the high pereuasibilitf coafederate. Previocus rescarch has indicated
thzt internals are more resicteat €0 {nflusncae than ezte#na.lc (Crowna & Liverant,
15635 Goze, 1962 Gatter, 1956). In fect, Gore recported that internals tended to
recpond Iin the oopoclite direcltion of the exporinmenter's manipulative attempt. 1If
rezictenca € irnfluonca $s a part of ths internals' sslf-concapt, they would than
568 a grextcy degrea of sirilerity batwoen thaimsalves and tha low persuzsibility

ccnfederata. Einca pszealived ctedtufinal ginmilerity has been thown to be related

. 8
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to attraction (Naewcomb, 1961), internals therefore indicated greater liking

’

for the low persuasibility confederats.

Eowever, if perceived -!milg.'r’u.y ware tha only factor oparating to pro-
duce attraction in this stuldy 11:; follows that intarnals would prefer to sit
next to ths low rathsr than high persuzsible confederate. Of course, just the
oppusits occurred. )brm, on tha basis of perceivod similarity, it migat be
expected that externals would ba more attracted to the high tha. low persuasi-
bility confederate. Ths attitudinal data, again, offer no suppoart for this
expectation. Thus, it may be that internals say thsy are more attracted to
irdividuals who are sinilar to themselves in regard to resisting influance, but
vhen they have to interact with others they prefer the individual who is sus-
ceptibla to control. Internalg mry not particularly like highly persuzsible
ind{vidrals bat ronethaless prefer to interact with them in order to maximire
thair potrmtiality of controlling outéozaes. Evea though internals may place
greatar veluva on the outcames provided by low porsuasibility others (as the
attitudinal data guggests), thoy wozld alco have a lower expectancy of ob-
tzining these cutcomes. In the fremcwark of social learning theary (Rotter,
1954), a low es:pectation of obtzining valuad reinforcescnts is analogous to
anxiety. Tims, in o:ée:r.' to avoid poteatially anxiety-ercusing situations,
internals prefer not to intcract with others who resist thair control attempts.

Tm foregaing intorpretatica of tha recults of this study is zimilar to
thnt offc-od by Jones end Dauchorty (1859) in a study of the roles of comple-
poenter{ty end pinilarity in valvs end political czientzatica as determinants
of attracticn, In thair sixdy, & cocopleccntrrity effect vas found when gub-
jocts anticipated interecticn with tha other porson. For exarple, subjects
who geozed high on tha Kach IV Scale, eveluated a stinulus pereen with a simi-
ler oricnteticn kore nogatively vhon thoy anticipated interaction with that
reca.  Eowsver, wacn thoze wa: ro enticipation of interzotion naithor. com-

plezontesity nor sismlleosity inflesnced subjects' evaluaticns. In other words,

9
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P

subjects preferred othars who camplemanted thair orientations only when thay

Gt dhatd

balieved they would be intcracting with these individuals. Likewise, in the
present study, internals preferred the confedarsts who coxplemanted their I-E

expectancy (i.e., high persuasible confederste), but only when they anticipated

AR AN

interaction with hinm, Prior to tha bahavioral messure, it is quite likely that

subjects did not antitipste any face-to-faca contuct with ths two confederates,
&nd tharefore cozplemantarity was not a dsterminznt of their attraction re-

sponses on tha attitodinal rezgure. In fact, under these circumastances, per-

Pt Pk LR iRl ) st

caived zimilarity sosmsd to play a greater rcle. Thus, tha results of the

praesent stuldy suggest a reforrulation of the original hypotheeis. ¥han inter-
rals anticipate interestica vwith others, thay prefer an individval who is

susceptiblo to influonce. Eowever, when thay ere asked to indicate their liking 3
for othzrs in tha abztract, thcy prefer individuals who are gsimilar to the=m-
ealves., V¥hile this intercretaticn of the resulta sesms plausible it is, nevoer-
thelees, post hoc. Additicnsl research more directly manipulating anticipation
of intarocticmn & porcoptioa of gimilarity would B3 useful in expliceting the
relaticachipy botwsen I-B end intorperscasl attraction, and would rore gonecrally ]
facilitata our understending of tha relative effects of coxplenentarity and

sinilerity on evaluations of cthors. .
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Tabls 1.
Attraction Gcores for the Figh and Low Persuasibility
Confedereataes by Interzals and Externals

Attraction Scores

Intaznsle Extsrnals
Eich persussible
coafederata
) | 8.Co 8.60
ED 1.71 1.71
Iow pereuneible
cxafelerate
| - .87 8.47
£D 1.83 1.02




Instructions for Part 11

We would like to know your opinion about the results of certain things.
For example, what happens if you get drafted? Do you get sent to war? Get
hurt? And so on, We are all aware that good and bad things result from
events. Since most people are different, we need your personal opinions.

On the following pages, we have written incomplete sentences about dif-
ferent events. Below these are lists of different endings for each sentence.
After each ending are numbers from 1-7 corresponding to the likelihood that
the ending would happen if the thing mentioned in the first part of the sen-
tence happened. We would like you to use the following rule in answering.

Always refer to the categories listed verfically on the righthand side
of each page above each number. Circle 1 if there is no chance at all of the
second event following the first--if it never happens; circle 2 if there is a
small chance of the second thing following the first; circle 3 if there is
some chance of the second thing following the first; circle 4 if the second
thing may happen, but probably would not; circle 5 {f th: second thing mentioned
probably would happen; circle 6 i{f the second thing almost always follows the
first; circle 7 i{f the second thing always follows the first--with no exceptions.

The above rule should be applied to each statement. The following example
will show more clearly how it should be used.

Example:

e~
— /)
S o o 3 &
. £ 8 2 % 2
Q £ 9 > >
€ O £ o~ ~
< (&) L0 L ~ 7]
§ = ¢« 2 32 g )
. g [-] [} 3
o g g g £ 2
% A @ A A A
If you drive fast all the time, you:
a) will have an accident 1 2 3 4 5 (:) 7
b) will get a speeding ticket 1 2 3 4 (:) 6 7
c) get lower gas mileage ' 1 2 3 4 5 6 (7
d) hold up other traffic O 2 3 4 5 6 7

764




Begin reading sentences on #hc following pages, read each ending, and
decide wvhat number to circle that corresponds to the desired likelihood of

the ending following the statement.

1f you have any questions, ask the monitor. When you are through, give
your booklet to the monitor.

, ‘
\
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If‘you lived in a ghetto, you would:

1.
2,
3.
4,
5.
6.
7.
8.
9.

10.

feel secure

have money

finish high l;hool {
impfove the neighborhood

make a comfoétable living

get robbed

be deprived

have a good job

steal from others

have control over your future

-1f you were on welfare in a ghetto, you would:

11.
12,

13.

be responsible for your children

try to get off welfare

“help improve the neighborhood

If you were a thief in a ghetto, you would:

14,
15,
16,

17.

18.

lose the respect of others
continue stealing

be sent to jail

have a police record

feel secure

No Chance

Small Chance

Some Chance

Probably Not

E- TR T TR B

Probably Would

Almost Always

Always
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APPENDIX B

1. Mood Adjective Checklist (MACL)

II. Modified Adjective Checklist (MCL)




The Mood Adjecti&e Check List

Each of the following words describes feelings or mood. Please use the
1ist to describe your feelings at the moment you read each word. If the word
definitely describes how you feel at the moment you read it, circle the double
check vv to the right of the word., For example, if the word is relaxed and
you are definitely feeling relaxed at the moment, circle the vv as follows:

relaxed <::) v ? no (This means yop definitely feel relaxed at the moment.)

If the word only slightly applies to your feelings at the moment, circle
the single check v as follows:

relaxed wvv (::) ?. no (This means you feel slightly relaxed at the moment.)

If the word is not clear to you or you cannot decide whether or not it
applies to your feelings at the moment, circle the guestion mark as follows:

relaxed vv v @ no

If you definitely decide the word does not apply to your feelings at the
moment, circle the no as follows:

(This means you cannot decide whether you are re-
laxed or not.)

relaxed vv v ? ‘ (This means you are definitely not relaxed at the
moment . )

R

Work rapidly.
then to the next.,
Please begin,

Your first reaction is best.
Please mark all words,

Work down the first column,
This should take only a few minutes.

angry w v ? no ° ) kindly vw v ? no
clutched up vw v ? no sad vw v ? no
carefree vw Vv ?7 no skeptical vw v ? no
elated w v ? no egotistic vww vV ? no
concentrating vw v ? no energetic vww v ? no
drowsy vw Vv ? no rebellious vv v ? no
affectionate vw v ? no jittery vw v ? no
regretful vw v 7?7 no witty VW v
dubious vww Vv ? no pleased vV
boastful vw Vv ? no intent vv
active vw v ? no tired \AZ '/
defiant v v ? no warmhearted
fearful \ 2 2 ? no sorry Vv Vv
playful w v ? no suspicious vv
over joyed w v ? no self-centered
engaged in thought W v no vigorous vV
sluggish vw v 7 no

65 -
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GCeneral Affective Condition

Reference Point in Treatment

(What's happening,
What's being said, etc.)

Subject

Observation

Yes So-So No

angry

elataed

concentrating

sluggish

fearful

over joyed

active

sad

skeptical

jittery

pleased

sorry

suspicious

self-centered

s o g 1 e AN
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APPENDIX C - .
1. Total Game Heart-Rate Statistics
II. Mood Adjective Checklist Factor Scores and Modi- f
. fied Checklist Scores for 2ll subjects in Games
2 and 3,

III. Attitude change scores for all subjects for all :
. games, ;
é’




Games 1, 2, 3 - Heart-Rate Data (ACI)

Game 1 ° Intercorrelation Matrix
Subject Mean N Variance ) j Subject
1 2 3
| — — ———
1 81.9 87 8.0 1 21.000 141 437
83.1 87 174.9 - 2 | 1.000 " .238
-3 76.0 87 22,6 3 1.000
1
Game 2 1 2 3 &
Subject Mean N  Variance :
1 83.0 125 12.0 1 1.000 .242 .118 .098
2 60.2 125 41.4 2 1.000 .104 .168
3 86.0 125 185.4 3 1.000 -0.004
4 75.8 125 7.1 4 1.000
Gane 3 12 3 4
Subject Mean N Varjance 7
88.9 125 15.0 1 1.000 .270 -0.111 -0.199
2 79.8 125 13.2 1.000 .172 .051
3 80.9 125 12.8 1.000 371
4 73.4 125 11,0 ' 1.000

10,

11,

12.

RAREA R
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Subject 1, Came 2 (ACII)

Factors L1 2 3

1. Aggression 00(01)*® 00(02) 00(01)
2. Anxiety 00(03) 00(02) 00(02)
3. Surgency 94( )b 07¢( )b 02« ?
4, Elation 02(07) 07(04) ’ 05(05)
5. Concentratdon ?8(03) 09 (03) 02(03)
6. Fatigue 09(01) 09(01) 09(01)
7. Activation 00(02) 08(02) ~ 00(02)
8. Social Affection 02¢ )P | oo( )P co( )°
9. Sadness 00(92) 00(05) 00(02)
10. Skepticism 00(04) : 00(03) 00(04)
11. Egotism - 00(01) -~ 00(01) 00(62)
12. Sum of 3, 4, 7 6 22 7

aOO(Ol) - values outside parentheses are MACL factor scores,;
values in parentheses are MCL factor scores.

I’m:orel for these factdrs were not recorded on the MCL.
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Sub ject 2, Game 2

Factors Period

1 2 3
|

1. Aggression 00(02)* 02(01) 04 (02)
2, Anxiety 05(0%) 02(02) 02(03)
3. Surgency 04 ( i)b 03 ( )b 03 ( )b
4, Elation 02(03) .. 07(03) 04 (05)
5, Concentration 08 (03) 09(03) 09(03)
6., Fatigue 00(01) 00(01) 00(01)
7. Activation 06(01) 05(01) 08 (02)
8. Social Affection 03¢ )° C02( )P 0o¢ )°
9. Sadness 00(02) 03 (02) 00 (04) :
10. Skepticism 08 (05) 07(02) 08 (04)
11. Egotism 03(01) 05(01) 06 (01)
12. Sum of 3, 4, 7 12 15 15

a00(01) - values outside parentheses are MACL factor scores;
values in parentheses are MCL factor scores.

becores for these factors were not recorded on the MCL.

L -
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Subjiect 3, GCame 2

Factors Period
1 2 3 )
1." Aggression oo§01)a 06(01) 00(02)
2, Anxiety oa&dz) 06(03) 00(02)
3. Surgency oz& )P 00 ( )° 03 )°
4. Elation 03(03) 00(03) 04 (04)
S, Concentration» 08(03) 09(03) 01(03)
6. Fatigue 00(01) 00(01) 02(02)
7. Activation 02(01) 06(01) 00(02)
8. Social Affection 03¢ )° 00( )° 04( )P
9., Sadness. , . 01(02) - o01(0l) 02(04) )
10, -Skepticism ' 01(04) 01(03) 00(03) .
11. Egotima 04(01) 00(01) 00(01)
12,. Sum of 3, 4, 7 | 7. | 6 7

a00(01) - values outside parentheses are MACL factor scores;
values in parentheses are MCL factor scores

bscorel for these factors were not recorded on the MCL,




Subject 4, Game 2

Factors ; : Period
| 1 :

1. Aggression 5 oo(o1)? 03(01)
2, Anxiety : 08(02) 08(03)
3. Surgency | 04( )b 00( )b
4, Elation . 03(06) 00(06)
5. Concentration ._ 06(02) 06(03)
6, Fatigue 00(01) 09(01)
7. Activation 04(01) 00(02)
8. Social Affection o%( )° 00( )°
9. Sadness 00(03) 08(02)
10. Skepticism ‘ 07(02) 05(02)
11, Egotism ' 07(01) 00(01)

12, Sum of 3, 4, 7 11 00

3
06(02)
02 (04)

00¢ )P

00(03)
03(03;
09(01)
00(01)
0o( )®
07(03)
02(03)
00(01)

00

A00(01) = values outside parentheses are MACL factor scores;

values in parentheses are MCL factor scores.

bncoru for these factors yere not recorded on the MCL




Subject 5, Game 3

Factors Period 2

1. Aggression 00(01) 00(01) 00(01) ’%
2. Anxiety 06(03) 00(03) 00(02) %
3. Surgency 00¢( )b 04( )b 04( )b .ﬁ
4, Elation 01( ) 04( ) 04( )

5. Concentration. 06(03) 09(03) 00(03)

6. Fatigue 00(02) 00(01) 00(02)

7. Activation 02(01) 06 (02) 00(01)

8. Social Affection oo( )° | 0o( )° oo( )P

9. Sadness . 01(02) 00(02) 00(02)
10. Skepticisma 00(03) 00(02) 00(02)
11, Egotism 00(01) 00(02) 00(02)
12, Swmof 3, 4, 7 3 14 8

|
.00(01)- Values outside pa#cnthoaoa are MACL factor scores;
values in parentheses are MCL factor scores.

bScorel for these factors were not recorded on the MCL.
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FACTORS

1. Aggression

2, Anxiety

3. Surgency

4, Elation

S, Concentration

6, Fatigue

7. Activation

8. Social Affection

9. Sadness

W

10, Skepticism
11. Egotisa

12, Sum of 3, 4, 7

N T

ik

77

Subject 5, Game 2

1

00(01)*®
01(02)
06( )°
02(07)
07(02)
06(01)
00(02)
04 )°
00(02)
00(02)
00(01)

Th

PERIODS

2

00(02)
01(03)
07¢ )°
02(03)
07(02)
04 (01)
00(02)
04( )P
00(04)

00(03)

00(02)

9

a00(01) - values outside parentheses are MACL factor scores;
values in parentheses are MCL factor scores,

bScoru for these factors were not recorded on the MCL.

3

00(02)

01(03)

06( )°

00(04)

06(03)
06(01)
00(02)
04( )°
00(04)
00(04)
00(02)

6



Subject 1, Game 3

FACTORS PERIOD

1 2 3
1. Aggression j 00(01)® 00(01) 00(01)
2. Anxiety ﬁ 01(02) 02(03) 00(02)
3. Surgency 0s( )P os( )° 06( )®
4, Elation 03(01) © 06(06) 02(03)
$S. Concentration 01(03) 05 (02) 00(02)
6. Fatigue 01(01) 00(01) 03 (03)
7. Activation 06(02) - 06(03) 04 (02)
8. Social Affection 06( )P° 03¢ )P 03( )P
3, Sadness 01(02) 00(02) 01(02).
10. Skepticism 03(02) 00 (04) 00(02)
11, Egotism 04 (02) 05(03) 00(03)
12, Sum of 3, 4, 7 14 16 12

a00(01) - Values outside parentheses are MACL factor scores;
values in parentheses are MCL factor scores,

bScorel for these factors were not recorded on the MCL.




Subject 2, Game 3

FACTORS PERIOD
} 1 2 3

1. Aggression f 01(02 00(01) 00(01)

2, Anxiety i 01(03) 00(03) 00(02)

3. Surgency ©0s( )P 0o4( )P 06( )®

4., Elation 03(03) 05(06) 08 (04)

S. Concentration 04 (02) 03(03) . 03(02)

6. Fatigue 02(02) 00(01) 00(02)

7. Activation 06(02) 05(03) 05(02)

8. Social Affection - 05( )b 03¢ )P 00( )b

9. sadﬁe.- R P 00 (04) : 00(02) 04 (02) .
10, Skepticism 01(04 01(03) 00(02)
11. Egotism 01(02) 02(02) 04(01) ’
12. Sum of 3, 4, 7 15 14 19

a00(01) - Values outside parentheses are MACL factor scores;
values in parentheses are MCL factor scores.

bScorel for these factors were not recorded on the MCL.
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Subject 3, Game 3

Factors Period

1 2 3
1. Aggression 1 00(01) 06(03) 04 (01)
2. Anxiety 04(03) 07 (04) 06(02)
3. Surgency 04 ( )b 00( )b 00¢( )b
4. Elation | 02(03) 00( 03) 02(03)
5. Concentration 06(03) 07(03) 08 (02)
6. éaugue 07(02) 03(01) 04 (02)
7. Activation | 02(01) 03(01) 00(01)
8. Social Affection oo( )P 00( )P 02¢ )°
9. Sadness 00(02) 06 (04) 00(02)
10. Skepticism 04(03) 06 (04) 04(02)
11. Egotism 00(01) 00(01) 00(01)
12. Sum of 3, 4, 7 8 3 2

a00(01) = Values outside parentheses are MACL factor scores;
values in pa?entheael are MCL factor scores,

bScoren for these factbrl were not recorded on the MCL.,
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Subject 4, Game 3

Factors ; Period

o s
1, Aggression i 00(01) 00(01) 00(02)
2. Anxiety 01(04) 60(03) 00(02)
3., Surgency 07(¢ )® 08( )P 0s¢ )°
4, Elatiom | 05(03) 05(09) 05(03)
5, Concentration 02(03) 00(03) 01(02)
6. Fatigue 01(03) 00(03) 03 (02)
7. Activation 02(01) 08 (01) 00(01)
8. Social Affection 03¢ )®  o0z2¢ ) 02¢ )°
9, Sadness 00(04) 00(02) 00(04)
10. Skepticism 01(04) 00(02) 00(04)
11, Egotism | 00(01) 00(01) 00(01)
12, Sumof 3, 4, 7 14 21 10

\

|

|
|

'00(01) - Values outside parentheses are MACL factor scores;

values in parentheses are MCL factor scores.

bScorel for these factors were not recorded on the MCL,
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Being Honest Is: (ACIII)
(low score - good; high score - bad)
Subject Pre-Game Post Game Chaggea
1 3 15 +12
2 | 3 16 +13
& Game
T 1 3 9 15 +6
4 3 14 +11
5 | 6 6 0
MEAN = 4,80 MEAN = 13,20  MEAN = 8.40
1 6 6 +0
] 2 3 9 +6
£ e 3 | 6 . 10 +4
i 4 3 4 +1
S . 3 5 + 2
i MEAN = 4,20 MEAN = 6,80  MEAN = 2,60
i 5
= 2 | 4 2 -2
1 5 3 6. 13 +7
2 4 3 12 +9
=8 s 3 9 +6
. ! MEAN =  4.20 MEAN = 8,60  MEAN = 4.40
] | MEAN FOR ALL SUBJECTS = 4,40 = 9,53 = 5.13

{

¢

: “Mean Change Scores are not based on absolute difference scores

¥ for each subject.
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Being a Hard Worker Is:
(Low Score - good; High Scora - bad)

- Subject re-Game Post Game Change
1 3 9 +6
s 3 -2
Gane
1 3 6 9 +3
'y 3 15 +12
s 9 3 -6
MEAN = 5,20 MEAN = 7,80 MEAN = 2,60
1 6 y 6 0
2 3 3 0
;Came
2 3 6 9 +3
4 3 5 + 2
5 ' 6 8 +2
JMEAN = 4,80 | MEAN = g_.20 JMEAN = 1 40
1 8 11 +3
2 s 3 -2
G 3 8 + 4
3 4 'y 3 -1
s 12 9 -3
MEAN = 6.60 MEAN = 6,80 MEAN = ] 20 ’
P }
KEAN FOR ALL SUBJECTS - 5.53 = 6.93 = 1.40 '

"®ean Change Scores are pot based on abzolute difference scores for
each subject, 81 '
Lt
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Being Irrejionliblo Is:
(Low Score - sood; High Score - bad)

Sub ject re-Came ; » Post Game Change

1 21 7 -14
2 20 “ 18 + 2
Game |
1 3 18 ;‘ 18 0
4 21 - 21 0
5 21 18 +3
',mm - 20.20 MEAN = 16.40  MEAN = 1,80
i -
1 18 18 0
2 21 21 0 .
G:?_"_ 3 19 15 +4 .
4‘ 20 21 +1 ) '
b ] 20 6 - +14 \\v=$:- ;
| MEAN = 19.60 I MEAN = 16,20 JMEAN = 3 g0 ' ;
| ¢
, 1 12 : 14 + 2 ;
2 19 “ 18 -1 3
Came 3 * 19 \ 18 -1
2 4 18 : 12 -6
s 18 19 +1 ;
YEAN = 17.20 MEAN = 16,26 MEAN = _1,00 §
' y i
MEAN POR ALL SUBJECTS 19.00 16.26 33 : ’

"%ean Change Scores are not based on absolute difference scores for
each subject. |

82
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Being Ivmoral Is:
(Low Score - good; High Score - bad)

A%
Subject re-G Zost Game -Change
b} 21 20 -1 -
2 14 12 -2
Game .
1 3 16 | 15 -1
4 21 18 -3 H
5 17 | 18 +1 g
' 1 2
MEAN = 17.80 MEAN = 16,60 MEAN = 1,20 £
. | . %
1 15 15 0
2 21 18 -3
'01;' 3 13 15 +2
b 18 16 -2
3 15 19 + 4
JMEAN = 16.40 MEAN = 16,60 MEAN = 59
1 12 16 44
2 15 15 0
Game 3 13 18 +5
- 4 16 ' 9 -7
S 12 14 + 2
WEAN = 13.60 MEAN = 14,40 MEAN= g0
']
MEAN FOR ALL SUBJECTS 15.93 15.87 - .20 '

' t
"“ean Change Scores are not based on absolute difference scores for

each subject, i
83 \:'.‘f\ 86
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Being Law-Abiding Is:
(Low Score - good; High Score - bad)

Subject Pra-Gam Post Game Change
s p! 3 14 +11
2 3 3 0
Game
1 3 12 15 +3
4 3 18 +15
S 6 6 0
MEAN = 6.54 MEAN = 11,2 MEAN = 5,80
1 6 6 0
2 3 6 +3 .
i'?_ 3 10 9 -1
4 3 7 + 4
5 6 6 0
JMEAN = 6,56 MEAN = 6,80 JMEAN = 1 20 .
1 9 11 + 2
2 5 6 +1
Came 3 14 18 +4
3. _4 4 12 +8
5 6 7 +1
MEAN = 7,60 MEAN = 10,8 MEAN = 3.0
:
MEAN FOR ALL SUBJECTS 6.20 9.60 3.40 ,

each subject.

T 8-2-8"

"ean Change Scores are not based on absolute difference scores for
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APPENDIX D !

I. Means and Standard Deviations for Attitude
Change Scores and Heart-Rate Data in Tables
ll. 12. 13. lﬂd 160

II. Intercorrelations of Measures of Involvement
and Heart-Rate Data for Games 2, 3, and 2
plus 3,

%




Game 1 - Heart-Rate Data and Attitude Change Scores

VARIABLE Mean® s.p.’

1. Honesty® : 10.3 3.78
2, Hard Working é 3.7 2,08
3. Irresponsible é © 5.3 7.57
4, Immoral ? 1.3 0.58
S. Law Abiding I 4.7 5.68
6. H.R. Per. 19 \_ 83.3 3.51
7. var, Per. 1° ii 13.3 9.07
8. H.R. Per. 2 ‘ 80.0 4.35
9. var. Per. 2 | 93.3 0.15
10. H. R. Per. 3 - 77.0 4.35
11. var. Per. 3 82.3 0.12
12, H. R. Game 80.3 3.78
13. Var. Game | 68.6 92.39

8Based on N = 3

bStandard Deviation T

[
®Based on change in affect associated with each of the first
five variables. i

dHeart-ratc, Perfod 1, etc,

®variance of heart-rate for Period 1, etec.




|

i
i
;
i

five variables.

Game 2 - Heart-Rate Data ard Attitude Change Scores
VARIABLE | MEAN? s.p.°

1. Honesty® 2.8 2,75
2. Hard Working | 1.2 1.50
3. Irresponsible | 1.2 1.89
4., Immoral 1.8 1.26
5. Law Abiding : 2.0 1.82
6. H. R, Per. ld ; 77.8 11.24
7. Var, per. 1° | 11.5 4.80
8. H. R, Per, 2 76.2 12.20
9. var. Per. 2 16.8 12,53
10. H. R, Per. 3 74.5 11.62
11. var,., Per. 3 154.2 250,62
12, H. R, Game 76.2 11.62
13. V.r. Game : 61,2 83.85

?? 2Baged on N = 3

ég bStandard Deviation

xé ®Based on change in affect associated with each oi the first

dHeart-ratc. Period 1, etc.

®variance of heart-rate for Period 1, etc.




VARIABLE T . MEaN® $.p.°
1. Honesty® l 5.0 3.55
2. Hard Working i 2.5 1.29
3. Irrilp;naiblo % ' 2.5 2.38
4, Immoral 5 - 4.0 2.9 |
5. Law Abiding 3.8 310
6. H.R. Per. 1% T 81.2 5.06
7. var. per. 1° | 15.0 2,58
8. H. R, Per, 2 81.2 8.22
9. Var, Per, 2 6.5 0.58
10. H. R, Per. 3 | 79.5 5.80
11, Var. Per, 3 11.5 2.38
12, H. R. Game | 80.8 6.55

13. Var, Came 13.0 1.63

‘Baaed on N=3

bStnndard Deviation

€gased on change in affect associated with each of the first
five variables.

‘Heatt-tatc. Period 1, ete.

®yariance of heart-rate for Period 1, etc.
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All Games - Heart-Rate Data and Attitude Change Scores

VARIABLES MEAN" 5.0.°
1. Honeaty® ? 5.6 4.36
2. Hard Working i 2.4 1.75
3. Irresponsible ' % 2,8 4.14
4., Immoral ‘ 2.4 2.16
S. Law Abiding | 3.4 3.41
6. H.R. per. 14 8.0 . 1.3
7. var. Per. 1° 13.3 5.27
8. M. R, Per. 2 791 8.61 .
9. Var, Per, 2 33.9 77.45 ;
10. H. R, Per. 3 _ 77.0 7.7 *
11. Var, Per. 3 . 82,7 160.90
12. H. R. Game 79.0 7.81

13, Var. Game 45.7 67.08

%Based on N = 3
bStnnderd Deviation

®Based on change in affect associated with each of the first
five variables,

dHeart-ratc, Period 1, etec.

.Varianco of heart-rate for Period 1, etc.




Intercorrelations of Measures of Involvement
And Heart-Rate Data for Game 2

|
:
|

TABLE T 2 3 4 5 6 1. 8 9 10 n i
s, E, A,P1* 1.0
S, E, A,P2 -,38 1.0
S,E, A,P3 .18 .61 1.0 f
Ho R, Per.a® -9 .05 -.48 1.0 :
var. PI€ <73 .09 .13 .70 1.0 | é
Ho R, Po 2 =.82 =19 -.64 .97 .64 1.0 §
Var. P2 43 =06 .83 =56 .19 -.60 1.0 %

"H.R. P} -.85 =.14 -.66 .98 .62 .99 -.63 1.0 3
Ver. P3 =37 =30 .08 A5 .89 48 .40 43 1.0
H.R. Gams =-.87 -.11 -.60 .99 .65 .9 -.61 .99 .45 1.0
Var, Game  =.36 =.26 .14 .42 .89 H

.4% b 40 .99 42 1.0

sum of the following factors for the respective periods: Surgency, Elation, and

ivation,

rt-rate, period 1, etc,

Lance of heart-rate for period 1, etc,

it

Sl

. .
D"v

|
|
i
|
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Intercorrelations

of Measures of Involvement
And Heart-Rpte Data for Game 3

VARIABLE 1 2 3 4 s 6 7 8 9 10 11
1. 8, E, A,P1* 1.0

2. S, E, A,P2 .87 1.0

3. 5, B, AP 90 .59 1.0 E

6o MR Per, 1® 2% -85 -3 1.0 |

5. var, P.1€ 36 .20 .54 -.7% 1.0

6. H. R, P.2 09 -.16 17 9% -.64 1.0

7. var, P2 63 .61 .62 -.86 .89 -.67 10

8. H. R, P3 -.08 -,27 -,02 .9'8> -.76 .98 -.80 1.0

9. var, P3 .46 -.53 -.41 9 -.87 .83 -.97 .92 1.0

10, M. R, Came  =.06 -.27 > .06 .98 -.69 .99 -.75 .99 .89 1.0

11. Var. Came 00 -.27 Q8 .97 -.63 .99 -.71 .98 .86 .99 1.0

“The sum of the following factors for the %ﬁ'espoctin pericds: Surgency, Elation, and

Activation,

bﬂurt-rltc, period 1, etec,

Cvariance of heart-rete for period 1, etc.
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Intercorrelations of Measures of Involvement

1
I

And, Heart-Rate Data for Games 2 and 3

VARIABLE 1 2 3 b 5 6 7 8 9 10 11
1. 8, E, A, n1* 1.0
2. S, K, A, P2 .26 1.0
3. 8,E,A, P .62 .61 1,0
4 H. R Per. 1® -39 -.03 -.26 1.0
5. Var..per, 1 Oh 19 .36? A7 1,0
6. H. R, P2 18 =02 -8 .95 .38 1.0
7. Var, P2 -.10 -,06 .29 -.55 -,12 -,56 1,0
8. n.r. M =25 -.11 -.zew. 98 62 .99 -.63 1.0
9. Var. m A3 =29 .08 .21 &3 26 .56 .21 1.0
10. H. R. GCame  =.26 -.10 -.zﬂfi 98 41 .99 -.59 .99 .26 1.0
11. Var. Came <43 =26 -.04 43 .22 .67 .19 .9 .21 1.0

. AT B (W

S M e

%1he sum of the following factors fa

Activation,

b

€yariance of heart-rate for period 1, etc,

Heart-rate, period 1, ete,

93
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‘ ‘:ﬂ!ud:lk. Jerode M.i Anderson, Mary L. '"-*“

“+ ' Rumanismy- The Counselor's Role. As 2 Chanqe Aqent.f

‘uichlqan Unlv.. Ann Arbor o . o

AR FE T S
9p-" P T : T

EDRS PRICE + _m?-:o (1] nc-n.z’ =07

' DESCRIPTO%S ¢Change Agenta; Consultants; tc°unselor runctlonsz
s Counselor Rolejg !ducahloaal Inncvatlon: sRucanisa;

treachlng 8tylel ‘ ) o

TAGTITUTION
PUB DATE,

......
ce

£0056345

msmcr |
Thln papat equestu that educatorl muse move froa ‘
eoatrolllnq, custodial teaching mothed to flexible, humanistic

| mathods Lf thoy aras to successfully meat the individual ncceds of .
tolay's youth, Tha counceling ctaff is cuggested as a natural c&ach
“agcat tcan to facilitate and influsnce| humanistic changes with
texchere, as well as eorving as initia 8 end eu ers of

' altornata prograns for youny poopdle. s¢ suggestions wduld have
cocrasoloro: (%) ecrving as consultants | to adzainistratorsy (2) urging
aduinistrators to provide paraprofoecsional holpy (3) working in

| ericis f{nteorvention; and (8) providing accictance in supportive

presress ézz2igned ¢o imsTovo a youngy
that La czn scoceed in the echool en
‘suggost that councelors actively involv

irecn's €281l in bacic areas so

e2nt. Tho autbo:s,tuzther,q-,.}étw

- the=colves in broad cystea

prerrezmntic changas ¥iich inclede providing homobound eorvicos fcr

acs*icsa!ly 111 ycuny pcople, staff in-ccrvice activities to o
encourage huacnism, and comxunicating inforeation through the media
of the cum=tnity, i.e., nrewepaper, radio, PM, and othor groups. -
specific reccmendations for how thoso idecas can ba 1cple=sntcd are =% -
provided, (&n&;ot’ . A b 1
i
L
] o
§
255 KNV
B G wn
_33 ™~
e :fég <
= 18 ¢
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- EOVCANION A wiLrAN

OFfHCE OF EDVUCATION
Tl DOCUMENT mAD BLEN APRO
OUCLD EraCTLY AS ReCEIVED RO
1M PERSON OR ORGAMZATION Oofng
NATHG 11 POMTS OF YW OR Orwe .
YORS $1ATED DO MOT NICISMLV -
ﬁ’lfﬂﬁl Of FiCiaL OfFICE OF (W

10K FO% HON Of FOUCV

Ca.n -\dminjatn Lop nloxe i fluence tenc' ers’

‘How can counselora contribute {n humar !ziw eac-:ere’

pupil cor

'Trol

fdtnlu.';."."\

~rel 1deolor?

The Comselors' Pole.

pipll wo

umanicm: Ag & Mtaure Lree,

Student imrea

A s‘.ucbi b‘y' -AheANntio.ral Associatior of Secor. dary Se. ool T‘r.e pala.
Trurp 8tates ‘that sixty per cert of hirh school pritcipale repor‘. some "cm _
of active protest in their schools; and many who note ro pro‘est as .et, ex- -
pect it in their schools i
protest is student rcactions to the reelinq of hLeln:-

the near future, Ore of ‘he key 135ues {r such

wvar-controlled ard im-

' .pobent in the face of bureaucratic processes of rules, c.stoms. ar.d procedures

which govern thelr 1ives. They perceive this process :ud the p-:rnm;s.r-l who
advinister it ns restrictive and srdemocratic. A school structure 1n which
teachers and administrator become keepers of tho law results ir ar imga of
tha teschers as custodiens rsther than educators.

rezistance to thex, Duggal

This ir‘creasel the studerts' .
supports these eontcmtionn. i. e.. student unrest

vas rolated toa cust,od.‘al control ideol?ey on the part o!‘ educators. IRV T
, L N L

}hzmnistic Thc-oriel

Recent theories of 1&5&:‘&1# styles have modified clrocical orpanizational
theories such as those expressed by Kax Weber's ™"urenucratie Framework." Cone
cepts of monerchial authority, iepsrsonal eocial contact, ard e!‘ﬁciency-centér-
eZnes8 have beesn altercd by proposing integrating styles of munagement that re-
duca personal and institutienal conflicts, Gubad; Likert'; Morphet. Johns and
Rcucrs. Included in the integrative ctyles of canaremdnt are team-centered
and hznaistie mnageaent concopts of edzinfstration and guperviasion,

In gchools run in a hucmanistio oricntation, it is proposed that teachers
perceive that thay are not overcontrolled by the administrator ard can influence

¥

et & San 4
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the poneiea pronnunn. rann, cuutoma, a.nd pmoedurc- whjﬂ* Ve . 3
Addltional n:-oponalu suppreot that teachers rind ['ruxtLr e dr) j u. “ llynuudc
clirete in which thev ghare in “he rusponsibi’ e for duri.s!on-mdinr. 'I"h!e :
adninistrator who demonstrates a warm, pcrloaa.l interest in “he starf neubm
providea a threat-free elimte. Becnuso of the h\mniatjc orientation of the
adrinigtrator, tho school 13 concoived by the teachers as :m cduca*iouul com-
munity in vhich mesbers learn thrcush interaction and efp:.ricnhr. m the ot."m-
hand adririatratorg holdinr a cuntodia.l or!enta.tion concelve of the school a.a '
an organization with rigidly mintained distinction.. bLetucer vl ztatus uf{the
adzinistrators and the teachers. Both power and commnjcat!ec:. Ilew lowmend,

and teachers are expected to acceprt. the docisions ot‘ udnlnl..tr-goru Mmjnis -
tors and teschers alike feel requn&i‘ble for their actionc onl,. to vhe extent ,
that orders are carried out to the letter.

I Willoxer, ot. 31.7, hve proposed & humanigtic ccrot of ‘eacher control °
ideolory tiat chould help resolve ‘and interrate thce conflict i etween tht atudcmt..
teacher, ol tho ln:xtltution. Tho model of hmmintlc nrlcnmtlou l" 'he cchool
conceived of as an educational co:mmity in which members lcarn through inter- -
ection ari ezp._ri.m"e. Students' liarning and behavior are viewed in psycho-
logical end E-ocioloc;lal terms ratber than moralistic terms. . The concepta o
for the recolution of conflict may de m-imrlly punn:ve. ut.i]izinr devices,

such as cocreion, rid.irule. and tha withholding of rowards whj ch ray be viewed

AN u.../.p—'v'.- .
s

;o ' &3 custoffel thecries; or they may be nonpunitive, besed upon wnderstanding, |
! e3hnsising el to the individual's cense of right end wrong and self- ‘

diezipline rather than irposad discipline vhich may Ve viewed as humanistie
theerica., These apyroachos to teaching are sirilar to approaches to admine:
istrotica r goosted by Guba, Likert, end nlso Forplwt, Johnz, and Reller.
¥illower belicves that teschers who uce hwanistic pupil control concepts tend to
reduca tha esaflict between tha pupll, tcacher, end the institution. o

Shea 1 A

Willesrer, ot. al.7 found that as tcachers were abaorbed jnto the teacher
sUs=culture, thole pupdl centrol iGeolocy eeama more custodial, resulting in :
a roce3s of cocielisation of teashera with reeard to pupil control ideology. =
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,It is belicved that the mos{signiﬁcan+ socialization of tcachers *nkes placo
on the jjob, not 4n the teacher preparation program The ‘nmture of the or,ani‘l-
tion into which teachers are socialized will play a lerge role 1n determininr
the teachers pupil control ideology.

Custodial Theories

Teachers who are weak in their control of pupils are rwcwcr %y adminictra-
tors and colleagues as having harginal b*atus. Teachers arc cypected to hain-
tain adequate social distance between themselves and pupilu,‘a ncrmative re-
quirement which Jbliges teacher< to learn and to utilize o host of impersonal
behaviors towards the papils. Pupil control problems seem to play a major
part in teacer-teacher, teacher-administratoi, and teache -pupil relation-
ships in a custodial system,

In contrast to “cachers wﬁo'viev students in a humanistie oricntution,
Willower, et. 11.7, dcscribes teachers who had Lugtodlul uﬁentu110n "s Lclnp
orimarily concerned witha the maintenance of discipline and order. The theoriec
that descridbe the custod al teacher are similar to theories that describe the V
custodial administrator. | o

Envirohmental Varidblsg

A variety of outside forces_are exerted upon thevadministrutor und teacher
which may have a positive relationship to the educator's ndoption of a custodial
ideology. Some differences are: '

1. The outside forces exerted upon the administration by
the state, community, board of education, union, peers
and subordinates may be greater and more varied than
those outside forces exerted upon the individunl tencher
in the clessroom. -

2. The threat that superiors pose upon participents may be
greater upon the administrator than the teacher because

the administrator does not have tenure in his position
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while the teacher does enjoy the security of teaching
. tenure. ‘

3. Discipline of students by teachers May be based upon the
concept that it is in the best irteﬂest of the students,
while the administrator may discipline students and
teachers based upan the concept th&t 1t 1s in the best
interest of the institution. ! |

4. The individualized maturity growth that each’ student ex-
' periences and the different maturity levels of students
may dictate the different degrees of custodialism or
humanism a teacher can practice.

In a étudy by Budzik1 he compared teachers' perceptions of their pupil
cantrul ideology by the amount of teaching experience. The data indicated
a trend of lower mean score summaries as teachers gained cxperience in
teaching. The data indicate that teachers tend to view themselves as more
custodial in their pupill control ideoiogy 88 they galn teaching experience.

LAL L AY Y

. It may be that the teacher may develop a ccmplimentary, rather than a
‘reciprocal role for himself, if the school administration does not provide

" properly trained counselors and other personnel to work with students that

have devient behavior problems.A A teacher may be forced to adopt a custo-

dial pupil control ideology to maintain reasonsble control of his classes

for the education process to continue, Beceufe tenchers percelve a lack

of support from the administ:ation to provide the aids nececcary to asupport

the teacher in the classroom and to aid the deviant stuucnt in his emotion-

al probiems, the teacher may be forced to adopt his own pupil control style.

It may be that envirommental variables such as the type and nature of

“the subject matter being taught, number of students in the classroom, homo-
geneous or heterogeneous grouping of students, changes in school law, cul-

' tural and parental expectations of the exwrunity served by the school may -1
influence teachers' perceptions of their pupil control ideology. Teachers ff &
may be co harrassed by what goes on in thas class that the teachar is forced 4 - 1.
to alopt a custodial teaching style to carry on the cducational process. - f

4 3
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" are treated in a custodial manner. If student unrest ic to Le resolved Aff}f

Students may be right aoout the fuct that they are ovcr cor‘rroJled’-’-r

administration, teachers and the community must develop alternutive’ oduca-,-
ey

tlonal programs s0 thnt teachers can develop n humunistis Inuchlnr‘btyle

[P

<.

" Can a custodial school be hdmgnized. Realistically, achool uill not B
simply change structure completely. It i8 up to us as educators, to inno~ -
vate appropriate changes as we see the need. ’ ' ‘ .

In a study by Budzikl he attempted to defermine if there was a olgnificant
relatiomship between the extent of custodial or humanistic based management
style of public school principals, ag perceived by teachers, and the extent
to which teachers' ideology about studenta' control in class is custodial -
or humanistic based. The data indicated an inability to predict the dependent
variable pupil control ideology based on the independent variable of teaehers;
perceptions of the administrator's control style. The nepative Pearson "r"

~coefficients of correlation scores indicate hidden interactions or other

varisbles that could be influencinglboth_varidbles.‘

This finding~indicates that administrators alone cannot influence teachers
attitudes to a measurable extent toward s humanistic pupil control ideology.
The administrator will need help from other staff members if he hopes to in-
fluence his teaching staff towards humanistic pupil control style. -

Tha counseling staff, who are trained in hum=anistic techniques could con-1
tribute in many ways in influencing teachers towvards a more humanistic pupil
control style., They also would be.t?e change agents in recommending alternative
programs that would aid teachers in facilitating humanistic pupil control styles.

B |
Suggestions

If a teacher's individual techniqﬁes of pui)il control have falled, the
counselor could provide aids to assist the teacher with deviant students.
Counselors could recommend that school administratora need to provide a teacher-
supervisor to sdvise teachers of alternative methods of dealing with deviant
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students in humanistic ways.

The counseklor could recommend and be involved in a supportive or helping
program in which teacher could send studente for short periods of time to re-
ceiv: individualized help in the subject matter. The program could provide a
place for teachers to send students who may be disrupting the class to cool off
and receive individualized.counseling for short periods of tire. The supportive
teacher could providé alternaitive techniques and approaches to the teaching in
meeting the ngeds_ of their problem students and students would have counselors

available to aid in their problenm.

In fact we sec this supportive program as an alternative program to a
basic education program that many schools have developed to serve students
who are potential drop oute or are attendance problems. Thes. classes many
times turn out te be baby sitting jobs with high abtendance problems with
the stigma attached to the students as being hopeless and stupid. These
students could be placed in the regular curriculum if the tea.cners could
have availa.ble to them a supportive program to help ‘handle and cope with
the very difficult student. The stigma of the bvasic education as being a
dumping place for hopeless students could then be eliminated.

" The counseling staff could recommend to the administration that they
. : should provide a crisis tea.éher whoge role would be to observe disruptive
% ' students in the classroom and work with these students in his classroom until

B

the students and teachers felt they could return to the normal classroom.

=

The counseling staff could reccmmend to the administration a half-way
’{ house to be developed for students who cannot function in the regulai clasg-
l ;

3
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roox. These students would attend the half-wey house for a half day in a home
: learning enviromeent for thelr basic subjects with special trained teachers
‘ in small student groups. These students could also be worked into the normal

school program the other part of the half day.

ST B caegges

B ‘ The prejudice agninst differentation between the physically ill and
2y the emotionally 111 in our schoola need to be eliminated. Homebound pro-
i ' '
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crams need to be made avnilable to those gtudents that have emolionnl problems
until they are able to return to school. The counseling stafl could let this
need be known to the administration, community and stute board cf education.

The counselinp staff could pLAn and be involved in irn-scrvice pro;rams

with the tenchingg staff which would deal with humanistic po;’: ~ortrol styles.
Recausc counsclors deal with mosﬂ of the students 1rn ccivity *ier wond identify
those teachere who are perceived %y students ns custeadind [y, tieir pupil con-

trol style. These selected teachers could then b%e involves jr. in-gervice
training with the counselingm staff. This could facilitute - ~hunre towards a

more humanistic pupil control ideolory by the cuciodial teanieer:,

Counseling staff needs to use a variety of techniaues te rake the teach-
ing staff, ndminictration, board of education, parent.:, comminity and State
Board of Education aware of the needs of the school to scrve stidents ina
humanistic way. Some of the techniques which counselors @i ize 4o influence
decision making créupe in the schools, community, mnd ctute i1 reetini the needs
of the schoolh could be innbvative and others could be uced t:nt, have heen
successful for many years by community prescure groups., listed helow are just
a few of the techniques counselors could use to influence decision making groups
to meet the needs of the school énd community:

1. Recommendation in mttlen form from the counseling sta:if
to the administration a;d board of education.

2. Organizing a petition drive from the parents of the
community to the local Board of Education or State
Board of F«ucation. »

3. Community work shop programs (drupgs, cmotionul) duvelop=
ment and illness, etc.).

4, Lecturing to different groups in the community on “he
needs of our school (P.T.A., clube, Chamber of Commerce, ctc.)

5. Desipgning radio programs, newspaper articles, letters to
parents and the community emphasizing the neelc of ‘i
students and school.

"y
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successful for many years by community precsure groups. listed below are just
a few of the techniques counselors could use to influence <ecision making groups

to meet the needs of the school and community: .

1. Recommendation in written form from the counseling staif E
to the administration and board of education. ‘
2. Organizing a petition drive from the parents of Lhe
community to the local Board of Education or State
Board of Education. _ .
3. Community work shop prorrems (drugs, umotional duvelops
ment and illness, etc.).
4. lecturing to different proups in the community on “he
needs of our school (P.T.A., clubs, Chamber of' Commerce, ctc.)
5. Deslgning redio programs, newspaper articles, leitcrs to
parents and the community ernphasizing the neelsc of tihe
students and school.
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? need to be made available to those students that have emotional problems
1 théyfare &blé_to return to school. The counseling staff could let this
| be known to the administration, community and stute toard cf education.

The cbunselinn.stéff could plan and be involved in in-service programs

h Lhe tenching staff which ﬁ6u1d'deal with humanictic vd:TJ'éontrol,sty]es.
e woud identify

\use. counoelors deal with most of the students in scivnl.
se teachers who are perceived by studentc ns custeddinl 1 '?ujr'pupil'con}
1 style.r These selected teachers could then be involved jr. in-service |
ining with the counseling staff. This could facilitate = chonce towards a

e humanistic pupil control ideolofmy by the custodial %Lceuacher:

Counseling staff needs to useha‘vériety of techniques to make the teach-

r staff, adminictration, board of education, parenf.. comminitly and State

’er of Education aware of the needs of the school to scrve students in a
nanistic way. Some of the techniques which councelors coiuid ce to influence
rision making groups in the schools, community, and stute ir 1ieeting the needs
the schools could be innovative and othero could bn uvcd 1nu1 have heen
ccessful for many years by community press ure groupg. list.d helow are Just
few of the techniques counselors could use to influencv decision making groups

meet the needs of the school and community:

- 1. Recommendation in written form from the counseling staff

to the administration and board of education.

2. Organizing a petition drive from the parents of the
commnity to the local Board of Education or State
Board of Education. ‘

3. Community work shop programs (drugs, cmotional doﬁclop-

" ment and illness, etc.).

4, Tlecturing to different groups in the community on “‘he
needs of our school (P.T.A., clubs, Chamber of Cormerce, etc.)

5. Designing radio programs, newspaper articles, letters to
parents and the community emphasizing the needs of “le

" students and school.
h’




;
el
Ay
- - V&4
- L
- 2w 5
IR -8 N
AT . 2
/ . -
N ' - ex
s - L
P iz -x 5 - 1 - -
. M s -
a=z 8 - . .

-8-

_ These types of nctivitiec coul& provide the support and alternative
nrorrams teachers could have available to them to deal with deviant student
behaviar in the classroom. ‘

Conclusion

Untii the realitics of individualized instruction cgﬁ'bc'accomplishcd .
in our school by providing smaller tescher ratios'(lﬁ-l);‘making available
paraprofessional, providing the necessery hardware for individual instruc<
tion; meking available alternative programs with the deviant student,
teachers will tend to develop custodial styles of dealing with students
in the classroom. As a result, student unrest will continue to plague our
schools unless ndminictratorskand counselors team tonether ir. rroviding pro-
Frams fo facilitate humaniuéic‘pupil control ctyles.

Administrutors and counsclors will need f.o use a variety of techniques
to educate and sell humanistic programs to the community und ciute to cerve
students. ' '

By providing alternative progrsms snd methods of dealing with deviant
students these activities could help prevent teachers from adopting a
custodial pupil control ideology. These ere positive links which administra-
tors and counselors cen use to help teachers overcome environmental variables
which may force teachers to develop a humanistic pupil éontrol ideolory and
also teach teachers to use humanistic pupil control styles.

This is one of The greatest challenges modern edﬁcators face today. 1If

we fail, we will fail sgerving many of our youth who are our greatest natural

resource, It is well worth every effort.
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TABLE 5

Gaeme Two - Heart-Rate Data

Intercorrelation Matrix

= ‘ Period 2
. Subject
Subject Mean N Variance 1 2 3 4
1 82.3 42 6.0 1 1.000  .095 -0.401  .304
2 59.3 42 32.3 2 1.000 267,181
3 87.1 42  22.3 3 1.000 -0.065
4 76.8 42 6.9 4 1.000

Graph 6 contains the continuation of those records in Graph 5. Tﬁe
variability of subjects two and three has again increased considerably.
This may be related to the simple physical relationship between subiects
during the ltudy_(i.e., subjects two and three were next to each other,

subjects one and four were at opposite sides of the table.) Table 6 Qeri-

fies these relationships and also provides a graphic example of the low

% ~ variance of subjects one and four versus the high variance of subjects
%ﬁ é two and three.
3+ K
i B TABLE 6
] <
% I Came ‘lwo - Heart-Rate Data
= I3
g ;' Intercorrelation Matrix
& ; Period 3 Subject
g § Subject Mean N Variance 1 2 i_ 4
ks & .
% : 1 80.7 41 5.3 1 1.000 -0.141  .175 -0.167
N ¥ é‘ 2 57.8 41 15.6 2 1.000 .07  .312
5 B 3 85.8 41  526.9 3 1.000 -0.094
+ IR
’ % I 4 15.2 41 5.8 4 1,000
2 i
.
= i 21
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Graph 7 contains the heart-rate data for game three, period one,

for four subjects. If compared to games one and two, the patterns found

in Graph 7 are quite dissimilar. Usually, the variability is lower at

this point in the game., ‘lable 7 contains the descriptive statistics
for period one, game one, Subjects one and two are following each other

somevhat, Subjects three and four are reacting to the game enviromment

IR e SRR R e N R ) e

TABLE 7

Game ''hree - Heart-Rate Data
Intercorrelation Matrix

Beried 1 Subject

Sub ject Mean N Variance 1 2 3 4
1 87.1 42 11.7 1 1.000 .275 -0.054 -0,268
2 80.4 4.2' 17.7 2 1.000  -0.179 -0.074
3 82.8 42 4.4 3 - 1.000 490
4 7%.9 42 15.6 4 1.000

quite regularly (r3,4 = 0.490). vThcrc is very little lag between the fluc-
tuations of subjects three and four. In fact, Graph 7 seems to indicate an
oscillatory effect with first one subject leading the other for a few minutes,
then the leader becoming the follower. In addition, Graph 7 provides
information beyond the correlation coefficient which does not take into
consideration auto-correlation (i.e. the effect of lagged relationships).

When one compares subject two with four on Graph 7, even though the instan-
taneous correlation is low (1'2.3 ==,179), the relationship seems quite

strong if the data on subject four is lagged about one minute at selected

points in the period.



(fv1d 3o seanuTm of 03 sww JO VOTIMNPOAIW] WOIF) - SILWMIN

ﬁi']%ii
i | qﬂuiM-4<-QJl-J<M-A_-Y

+os




Graph 8 feprolentl a continuation of Graph 7 for period two of game
‘threo. In this game, as opposed to games one.and two, the variability
in heart-rate decreased. Table 8‘conta1nl the statistics associated

with the data in Graph 8. The strongest relationship is between subjects

TABLE 8

GCame Three - Heart-Rate Data

. Intercorrelation Matrix
Period 2 ‘

‘ Sub ject
Subject Mean N Variance 1 2 3 _4
1 91.9 42 5.5 1 1.000 033 -0.131 .346
2 80.9 42 7.4 2 1.000 .088 . 048
3 Eg.l <742 5.8 3 1.009 .035
4 f2.4 42 6.9 ! 4 | 1.000

one and four. Again, the correlations among the other subjects are instan-
taneous and do not reflect true relationships within isolated time blocks.
This is clearly illustrated on Graph 8 between minutes fifty and sixty.
Within this ten minute interval, subjects two, three, and four are be-

having in similar fashion.,

Graph 9 completes the Aata records for the subjects in game three.
Table 9 contains the associated statistics for period three, game three.
Tﬁil graph provided information on subjects two and three who had the
closest relationship during one period of all games. Their heart-rate

correlated 0.594 over a forty-one minute interval. The relationships of
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subject two with subjects one and four were also of interest. The varia-

bility for game three, period three was much lower than for the same period

in games one and two (see Appendix C for total game data).

TABLE 9

Game Three - Heart-Rate Data -

Intercorrelation Matrix

Period ' Sub ject

Subject Mean N Variance 1 2 3 4
1 87.6 41 13.6 1 1.000 .205 .080 -0.105
2 77.9 41 10.0 2 1.000 594 L2641
3 79.8 41 13.4 3 | 1.000  .193
‘ 7o 41 9.3 4 | ~ 1.000

¢
B
%
¢
i
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Mood Indicators

As noted above, thd'méalurél of involvement in the game were the Mood
Adjective Check List (MACL) and a Modified (Mood)Check List (MCL). Both
instruments were based on the work of Nowlis (1970). Appendix B contains
both checklists. The MACL was cqmpleted by each subject near the end of
the game introduction, approximaﬁely half-way through the game, and at the
end of the game. The MCL was recorded by the game leader on each subject
at similar times., Little additional information was gained fram the overt
measures of arousal. However, the self-report check list did provide some

relevant data on several subjects,

Of primary interest was the involvement experienced by each participant
in games two and three. Thus, the factor scores on the following factors
®* ~ 'were summed for periods 1, 2, and 3 in order to provide a more stable

measure of involvement: (1) Surgency; (2) Elation; (3) Activation., The

H&CL and MCL factor scores plus the sum of the above factor scores for
each subject by period by game are provided in Appendix C, Item II. Graph
10 contains the sum of the three factor scores noted above for periods 1,

2, and 3 for all subjects in game two. This sum represents a general

measure of involvement in the game. Theoretically, one would have expected

AL e A

an inverted U-shaped graph representing an increase in arousal until the
middle of the game followed by a decrease., This hypothesis is supported
somevhat by subjects one, two, and five. The reaction of subject four was
unexpected, The latter subject seems to have been '"turred off" by the

game as it progressed,

29
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Graph 11 contains the sum of the factor scores reflecting involvement
in game three for all subjects. Again, as in game two, the expected pat-
tern was obtained from three of the five subjects. Subject five has a
striking increase in involvement from period one to period two. The in-
crease in involvement as reported by these subjects was also noted in
several heart-rate changes from period one to two; variability of heart-

rates tending to increase as the game progressed,

Attitude Change Scores

Appendix A contains the attitude questionnaire that all game parti-
cipgnts completed before and after the game, Of primary interest was the
affedtive component of tﬁole attitudes as measured by the evaluative bi-
polar adjectives on selected concepts, e?hun, Table 10 contains the aver-
age change score within games for the selected concepts, Appendix C con-
tains all data on all subjects for each game on these attitude change mea-
sures, The grand mean for each concept represents overall increases or
decreases in affect associated with each concept (i.e. negative and posi-
tive changes are 1nc1udea in the grand mean for the attitude change score),
The results indicate that the game participants believed that it was better
to be honest and law-abiding after the game experience., However, the game
did not affect their feelings about being a hard worker or being irrespon-
sible and immoral, The relationship between these attitude change scores
and the affective arousal éxpetienced in the game is dealt with in thg

next section.
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" TABLE 10

i
!

Average Attitude Chnhgc Scores by Game

Concept

Being honest is:

Camg Pre Game” Post Game changcb
1 4,80 13.20 ' 8.40
2 4,20 6.80 2.60
3 4,20 8.60 4.40

GM (Grand Mean) 4.40 9.53 5.13

Being a hard worker is:

1 5.20 ‘ 7.80 2,60
2 , 4,80 6.20 1.40
3 6.60 6.80 0.20

oM , 5.53 6.93 1.40

Being irresponsible is:

l 20.20 16040 ’loso
2 19.60 16.20 3.80
3 17.20 A 16.26 -1.00

o 19,00 16.26 0.3)

Being immoral is: |
1 17,80 16,60 -1.20
2 16.40 16.60 0.20
3 13.60 14,40 0.80

m 15.93 15.57 -0020

Baing law-abiding is:

1 ’ 6.54 11.20 5.80
2 6.56 6.80 1.20
3 7.60 10.80 3.20

o 6.20 9.60 3.40

SLov values reflect positive affect; high values reflect negative
affect,

"m. change score is based on the relative diffsrences betwsen pre-
post scores, and not absolute differences. 1hus, the pre-post difference
in some cases is not exactly equal to the mean change score.
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Correlation Among Involvement and Attitude Change Scores
" table 11 contains the inter-correlations among the affective compon-

ents of the attitude change scores and the measures of heart-rate and
variance in heart-rate for Game 1. l Little weight can be given to Table
11 (also 12 and 13 which contain the ssme content) primarily because the
{ntercorrelations lr. based on thtoo (or four, see above) subjects. Never-
theless, if the direstionmality (ugn) of the relationships across
periods is consistent then some nl}dicy for the relacionships may be
aseumed, This del lv,otbe;to 1s confirmed in Table 11 for the
subjects' change in attitude on ™Honesty." Ianterestingly, the heart-rate
and not its variance is most highly correlated with this attitude change
score. Thus, those individuals with low heart-rates and low variance
during game one changed very little on thtg; concept. The relationship be-
tveen heart-rate and the change in attitude on the ‘concept "hardworl;ing'; |
vas oppoesite to the relationship for the concept of honasty. Thus, the |
change in attitude was relatively higher for those individuals with lower
heart-rate variabilicy,

| _
Patterns quite similar to that for the concept of "hard working" oc-
curred for “irresponeible” and "law abiding."” The pattern for "honesty"

vas repeated by thse pattern for "imaoral.”

Table 12 contains the intercorrelations among attitude change and heart-

3

rate data for Came 2. 1he individuality of game experiences is clarified
vhen the variance for game one and variance for game two rows are inspected.
Each game has affected the participants uniquely on the "hard working" and
“{rresponsible” variables. The other attitude variables are in the same dir-

ection on both games.
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PR TABLE 11

Intercorrelation of Heart-Rate Data and Change in Affect
Associated with the Concepts of Honesty, Hard Work, Irre-
sponsibility, Immorality, and Law Abidement,

fGame 1
Variable ‘; 1 2 3 4 5

j%f 1. Honesty? | i 1.0

ié 2. Hard Working .15 1.0

:«; 3. Irresponsible .50 .93 1.0

% 4, Immoral 61 -.69 -.38 1.0

5. Law Abiding 12 .99 .92 -.71 1.0
| 6. H.R. Per. 1° .89 -.31 .05 .90 -.34
7. var. per. 1° 26 =92 -1 .92 .93
8. H. R, Per. 2 99 -.16 .52 .60 .14
9. Var. Per. 2 59 = 71 .40 .99 -.72
% 10. H. R, Per. 3 91 .38 .70 .40 .36
?é 11, Var, Per. 3 .61 -.69 -‘.38 1.0 -.71
% 12. H. R. Game 1.0 .15 .50 .60 .12
%g 13. Var, Game o34 -.75 -.45 99 -,76

#Based on change in affect associated with each of the first five
variables.

bﬁeart-rato. Period 1, etc,

®variance of heart-rate, Period 1, etc.
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TABLE 12

Intercorrelation of Heart Rate Data and Change In Affect
Associated with the Concepts of Honesty, Hard Work, Irre-

sponsibility, Immorality, and Law Abidement.

} GCame 2
Variable ‘ 1 2 3 4 S

1. Honesty‘ ) 1.0
2, Hard Working .02 1.0
3. Irrespongible .20 9.0 1.0
4, Immoral 84 .22 ,17 1.0
5. Law Abiding .26 .12 -.19 .72 1.0
6. . R, Per. 1® -.58  4b 54 -6 =75
7. var. Per. 2% | A6 49 .79 -19  -.72
8. H., R, Per, 2 -.59 .61 .63 -,62 -,57
9, var, Per, 2 .99 -.66 .16 .78 .17
10. H, R, Per. 3 -.63 .56 .58 -,67 ~-.60
11, Vvar., Per, 3 A2 .73 94 .23 -.32
12. H. R, Game -.61 .55 .59 -,68 -.63
13, Var. Game 46 .70 92 .25 -.34

%Based on change in affect associated with each of the first five
variables,

bﬂeart-rltc, Period 1, etc,

cVariancc of heart-rate, Period 1, etc,
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; Table 13 contains the intercorrelations for heart-rats and attitude
scores for game three. When compared with the data for game nne in
Table 11, the directionality was reversed on three variables: (1) Honesty;
(2) Hard Working; (3) lmmoral,
TABLEY, 13
Variable 1 2 p ) & )
1. Honesty? 1.0
2. Hard Working -,22 1,0
3, Irresponsible .69 -,76 1,0
4, Immoral .83 -.08 .71 1.0
7 75, law Abiding 94 -,46 .88 .88 1.0
6. H.R. Per.1° -65 .79 =70 -.27 -.70
7. Var, Per. [ 7.2 -.60 .10 -.4k .42
8., H, R, Per, 2 -.80 .5 -.60 -,38 -.76
9, Var, Per. 2 ‘ 16 -,89 .48 ,20 .78
10, H, R, Per, 3 -.69 .67 -,60 -,25 -.68
e i% 11, Var, Per. 3 -.39 .87 -.59 .00 -.47
? 12, H, R, Game =76 .65 -,65 -,34 -.74
13, Var, Game -.80 .63 -.,68 -,42 -.79

‘Balcd on change in affect associated with each of first five
variables.

bHeart-ratc, Period 1, etc,

Cyariance of heart-rate, Period 1, etc.
37
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Table 14 provides a summary of the attitude change measures and the
heart-rate data across games 1, 2, and 3. Several correlations are quite
high based on eleven subjects, It was originally hypothesized that .
chaqsel in attitude would be related to the general involvement of a
pariicipant in a game as measured by his heart-rate. It was also expec-
ted that the varfance in heart-rate would be a better predictor of atti-
tude change than the average heart-rate., This hypothesis gains support

wvhen one compares the r's in row 12 of Table 14 with the r's in row 13,

TABLE 14

Intercorrelation of Heart-Rate Data and Change in Affect
Associated with the Concepts of Honesty, Hard Work, Irre-
sponsibility, Immorality, and Law Abidement.

Games 1, 2, 3

Variable 1 2 3 4 5
1. Honestyd 1.0
2, Hard Horking. 40 1,0 -
3. Irresponsible _ .57 .64 1.0
4, Immoral .27 -.,48 .07 1.0
5. Law Abiding 49 .51 .81 .35 1.0
6., H. R, Per, lb .01 b 16 -.23 -.26
7. var, Per. I 19 -.23 -.29 .10 -.56
8. H. R, Per, 2 -.15 .48 .18 -.19 -,22
9. Var, Per. 2 56 -,11 -,9% -.57 -.35
10, H. R, Per, 3 : -.14 48 .22 -,11 -.15
11. Var, Per, 3 A1 44 41 -,80 -.35
12, H, R, Game -.10 .48 .19 -.20 -.21 )
13, Var, Game 31 -,16 .31 -.99 -.44

Footnotes on page 37
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Except for the concept of '"hard working' the r's based on heart-rate var-
fance are larger. For the concepts 'immoral' and 'law-abiding' high

variability in heart-rate is associated with less attitude change. There

is a positive relationship between heart-rate variability and change in

' att(tudi for "honesty" and "irresponsible." Thus, one might conclude that

fluctuations in heart-rate as a measure of the affective impact of a game

on participants can be related to attitude change,

In an attempt to increase the validity of the assumption of a rela-
tionship between involvement and attitude change, ables 15, 17, and 19
contain 1nt.rc§rrelation matrices for the sum of the surgency, elation,
lﬁd activation factor scores (for periods 1, 2, 3) versus the attitude
change scores, Tables 16, 18, and 20 contain the respective means and .

standard deviations for thess tables,

The most consistent pattern of relationships in Tables 15, 17, and
19 is on the concept of ''being a hard worker is". It is a negative re-
lationship in all games thus supporting itself logically (i.e. if you
are working hard playing your role in the game your attitude about the
importance of hard work will not chango), At the beginning of the game
the participants "valued" hard work and at the end of the game they re-
-ainod consistent in their feelings toward hard work (see Appendix C,

Item I11).

The unique characteristics of individual games are revealed in
Table 19, vhere games 2 and 3 are combined, The relationships among vari-

ables not directly related to the game (opposite hard working) deteriorate
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when unique games ara combined. The game-specific phenomena are lost in an
acrosa-~game analysis. In addition, the inconsistancies in Tables 15 and

16 lead one t6 conclude that greater control must be exercised in future
research with simulation games when the hypotheses of interest are closely

related to the very nature of the process involved,
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TABLE 15

Intercorrelations of Attitude Change Scores
With Measures of Game Involvement

For Game 2
~_Yexisble 12 3 & 5 & 1
1. Honnty. .10
2. Hard Working .02 1.0
3. Irresponsible .21 .91 1.0
4, Immoral 86 .22 .18 1.0
S. Law Abiding 26 .12 -.19 72 1.0
6. LS, E, A, Per. 1° .49 -.15 -.36 .81 .93 1.0
7. £S, B, A, Per, 2 -.05 -,82 -,5% .36 -,66 -.,38 1.0
8, XS, E, A, Per. 3 «76 =.55 -.24 -,50 .18 180 .61 1,0
®Based on chanf;o in affect associated vith each of the first five
variables.
l"l'hc sum of the following factors for the respective periode: euwre
gency, slation, activation,
TABLE 16
Game.'2 - Heart-Rate ba'n and Attitude Change Scores
i__Variable ABoggf 4!‘2,' .
1. Honesty® 2.8 2.75
2. Hard Working 1.2 1.%0
3., Irresponsible 1.2 1.09
4, Immoral 1.8 1.2
S. Lawv Abiding 2.0 1.02
6. £8,E, A, Per. 19 9.0 2.%
7. £8,E, A, Per. 2 10.8 ”*N
8. 8, E, A, Per. ) 7.2 6.13
*nes
b

Standard Deviation

©Based on changs in affect associated with esch of the (iret five
variables.

“rbo sux of the following factors for the rospastive perieds: suer
gency, elation, sctivation.
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TABLE

17

Intercorrelations of Attitude Change Scores
With Measures of Game Involvement

For Game 3

Variable 1 2 3 4 S 6 7 8
1. Honcnty. B 1.0
2, Hard Working -.22 1.0
3. Irresponsible .67 -.76 1.0
4, Immoral .83 -.09 .71 1.0
5. Law Abiding - 9% -.46 .88 .88 1.0
6. £S,E, A, Per. 1°  -.44 -.76 .33 -.35 -.14 1.0
7. £S,E, A, Per, 2 00 -.19 .74 .15 .33 .87 1.0
8. £S,E, A, Per. 3 -.66 -.57 -.05 -.71 -.46 .90 .59 1.0

.Baood on change in affect associated with each of the first five

variables,

bThc sum of the following factors for the respective periods: sur-
gency, elation, activation.

TABLE 18

©

Game 3 - Heart-Rate Data and Attitude Change Scores

: _Variable Mean® S.D.b ‘
1. Honesty® 5.0 3.55
2. Hard Working 2,5 1.29
3. Irresponsible 2.5 2.38
4, Immoral 4.0 2,94
S. Law Abiding 3.8 2.09
6. £8,E, A, per. 19 12.8 3.20
7. £ S, E, A, Per., 2 13.5 7.59
8. 1S, E, A, Per. 3 10.8 6.99

N =y

bs tandard Deviation

®Based on change in affect associated with each of the first five

variables.

dThc sum of the following factors for the respective periods: sur-
gency, elation, activation.
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TABLE 19

Intercorrelations of Attitude Change Scores
With Measures of Game Involvement
For Games 2 and 3

’ Variable g 2 3 4 S 6 2 ]
e l. Honauty. B 1.0 '

2. Hard Working .09 1.0

¢ 3. Irresponsible .55 .18 1.0

4, TImmoral .83 .26 .62 1.0

4 5. Law Abiding .76 .00 .59 .86 1.0

2 6. £S,E, A, Per. 1° .18 -.06 .21 .27 .39 1.0

ﬁ 7. ©S,E, A, Per. 2 .04 -.66 .14 .03 -.01 .26 1.0

t 8. £S,E, A, Per.3 - .04 -.34 -.02 -.18 <.21 .62 .61 1.0

®Based on change in affect associated with each of the firet five
variables.

b'rho sum of the following factors for the respective periods: sure

gency, elation, activation.

TABLE 20

Game$ 2-3 - Heart-Rate Data and Attitude Change Scores

1__Variable Mean® - M.b !

1. Honeatyc 3.9 3.18 '

2, Hard Working 1.9 1.45

3. Irresponsible 1.9 2.10

4. Iomoral 2.9 2,41

5. Law Abiding 2.9 2.53

6. TS, E, A, Per. 19 10.9 . 3.48

7. XS, E, A, Per, 2 12.1 8.20

8. £ S, E, A, Per. 3 9.0 6.36 ¢

N =4
bStandnrd Deviqtion

a

®Based on change in affect associated with each of the first five
variables. :

dThe sum of the following factors for the respective periode: sur-
gency, elation, activation.
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DISCUSSION

The preleht study was purely exploratory and as such should be
interpreted with due caution. The findings suggest that gross mea-
lure; of arousal or involvement in simulation games are related to atti-
tude change but that the complexity of the relationship calls for more
controlled experimentation, The findingl alio support the notion of a
"spread of affect" during'game sessions where fluctuations in individual
heart-rates followed each other‘severél times throughout the game sessions.
This finding in itself should be of interest to peoéle studying small group
processes because it provides a covert indicator of the emotional reaction

of several subjects within identical enviromments,

Research and theory in attitude and attitude change has risen sharply

lately [pcc Beliefs, Attitudes, and Values by Rokeach (1970); Attitude

Change by Kiesler, Collins, and Miller (1969); Psychological Foundations of

Attitudes by Greenwald, Brock, and Ostrom (1968 .

Rokeach (1971) notes that " , ... the main theoretical focus
of contemporary social psychology is on the concept of attitude and on
theories of attitude change." He also notes that a necessary prerequisite
for attitude change 1is a state of inconsistency. 1In addition, a state of
inconsistency can be created in an individual by two methods:

(1) to induce a person to engage in behavior
that is incompatible with his attitudes
and values,

or

(2) expose him to information about the atti-
tudes or values of significant others that
are incompatible with his own attitudes and

|




The experience of an individual in a simulation designed to expose
players to what it rcaliy is like in inner-cities, namely the game of
Ghetto (1970), fulfills the above experimental situations required for
attitude change under two conditions: (1) when the player's attitudes and
values are not compatible with his experience in the simulation; (2) when the
player believes that the 1nfornntio§ he receives during the simulation
was developed by knowﬁ authorities #n the field. These two approaches are
the classical ways of inducing attifude change. Changes in atéitudes from
playing simulation games may be intérpreted within this theoretical frame-
work. It should be added that the approach requires no assumption as to
the affective impact of the simulation experience on the participants., In
fact, attitudes and values in Rokeach's scheme are cognitidnl that are
related to the '"self." The affective aspect of Rokeach's theory lies in
the satisfaction or dissatisfaction the "self" expedenéel 1nva particular
situation. For example: X = gself; Y = one's perceived performance or be-
havior in whatever the situation. "XandY are dissonant with one another
1f the person's behavior in any given situation leads him to become dissa-
tisfied with himself; X andy are consonant if his behavior in a given
situation leads him to remain satisfied with himself.'" Thus, the cognitive
aspects of attitudes are inf.imately related to a person's feelings (affec~
tive component) about himself in particular situations. The complexity
of a simulation game is brought to light when the role playiny aspects
are noted, For instance, how would Rokeach handle the problem of '"self"
when the individual technically becomes another "self" in a role-playing

environment?
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Greenwald (1969, 1970')' ‘uy provide a partial answer to the latter ques-
tion. As noted previously, Greenwald (1970) believes that " ., , . attitude
change through role playing may depend on the role player's having an epper~
tunity to consider countorutti?udtnal information that he has not previowsly
rejected, " McLsughlin (1971) l;otod that " ., . . Creenwald concluded that
{t is not so much learning the contents of the communication that affeste
subsequent attitude change as the learning of self-generated cognitive
reactions. The effectiveness of the communication appears to be significantly
related to the retention of issue-related cognitions not contained ia the
communication {tself bui: aroused and rehearsed by the recipient at the time
of the,’fcoumunicetion." Thus, arousal and satisfaction with one's experiences
are rcrla_ted to modifications in cognitions and attitudes as suggested above
by Rokeach (1971) and Greenv;ld (1970) . The present study represents a
preliminary attempt to relate the affective aspects of particular experieaces
directly to attitude change thereof. Due to the complexity of relatiag
process variables with produced changes, further controlled experimsntatiea
in line with the present study is required. Future resecroh along these |
lines may provide guidelines for the optimal use of social sizmulation games

in the classrocom,



" FOOTNOTES

lTh. simulation game (Ghetto, 1970) employed in the present study
was developed by Dove Toll with the Academic Cames Program, The Johns
Hopkins University. It is one of several social simulation games developed
by the Hopkins group. They are games " . . . in which certain social pro-
cesses are explicitly mirrored in the structure and functioning of the
game., The game is a kind of abstraction of these social processes, making
explicit certain of them that are ordinarily implicit in our everyday be-
havior. A social simulation game always consists of a player or players
acting in a social envirommeant, There are two ways in which the social
environment is incorporated into a game's structure: (1) each player can
act as a portion of the social environment of each other player; (2) the
rules of the game may contain contingent responses of the enviromment."
(From Coleman, 1968.)

For further information and research on simulation games, see Coleman,
1961, 1962, 1966, 1967a, 1967b, 1967c, 1968; Boocock, 1966, 1967, 1968,
and forthcoming; Gamson, 1969; Guetzkow, 1962; Inbar, 1969, 1970a, 1970b,
and, in press; Livingston, 1970a, 1970b, and in press; Nesbitt, 1968; Raser,
1969; Stoll, 1969a, 1969b, 1970, and in press; Abelson, 1969,

2'I'ho situational and dispositional conditions determining this cogni-

tive activity are nearly synonomous with an individual's performance in a
. simulated enviromment. The major asset of using a simulated environment

for psychosocial or psychobiological research is the control one has over
both of the determining conditions put forth by Lazarus, Averill, and Opton
(in Arnold, 1970). Dispositional conditions can be controlled experimentally
by selecting subjects with similar or dissimilar psychophysiological charac-
teristics depending on the effect desired. Situational conditions can be
effected by simple modifications of the structural properties of the simulated
environment under study.

3Hood was assessed with the Mood Adjective Checklist (MACL) developed
by Nowlis (in Arnold, 1970).
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APPENDIX A
Attitude Questionnaire, Part II

Attitude Questionnaire, Part 1
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Instructions' for Part I

We would like to know your reactions (feelings about) to a number
of concepts rela;cd to life in typical inner-city ghettos. On the
following pages you will find statements similar to the following:

Ghetto people are poor.

true —_— false 1

1f you feelk that the concept being rated (Ghetto péople are poor,) is
very closely related to one egnd of the scale, you should place a check-
mark as follows:

|
|

true v ’ false

or

true \/ false

If the concept is quite closely related to one or the other end of the
scale (but not extremely), you should place your checkmarks as follows:

bad \/ ‘ " good

or

bad \/ good

I1f the concept seems only slightly related to one side as opposed to the
other side (but is not really neutral), then you should check as follows:

wise ‘ V.4 | ’ foolish

or

wise 3/ foolish

If you consider the concept to be neutral on the scale, then you should
place your checkmark as follows:

probable \/ improbable
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true
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harmful

wvise

true
impossible

probable

Chetto pecple are honest.

Being honest is:

Chetto people are hardworking.

Being a hard worker {is:

Ghetto people are irresponsible,

fa

po

im;

gOc
ben

foo

fal
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foo
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pos
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7

You will be rating two types of statements, a complete sentence like
“‘Chetto people are poor." followed by an incomplete sentence of the
form "Being poor 1s8:" You are to rate each concept on the scales as
noted above.

Work at a fairly high speed through this test. Do not worry or puzzle
over individual items. It is your first impressions, the immediate
"feelings" about the items, that we want.

1se I
Begin rating the concepts. If you are unsure of the procedure, ask
the monitor. Work to the page in the booklet labelled Stop and End
of Part I. ‘
false \
false
»
Jood
% :
) g !
¥} :ﬁ% e |
f% \
oolish = !
oolish
nprobable
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bad
hamful

wise

true
impossible

probable

bad
rharmful

wise

true
impossible

probable

bad
harmful

wise

e
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Being irresponsible is:

.

good
beneficial
| foolish
|
|
Chetto people are immoral,
false
possible
improbable
! Being immoral {is:
good
; _ beneficial
foolish
|
| ﬁ
Ghetto people are law-abiding.
false
possible
improbable
Being law-abiding is:
good
beneficial
foolish

STOP!
END OF PART I

| 63




Rbatract

The relationship betwean intermal-extarnsl control of reinforoement and

attraction to othars who vary ia suscoptibility to perscesion was investigated.
Attraction wvas ascansad after subjects were differentially cuccesaful in chang-

Gigns

ing tha opirions of two confedscrates, Rocults from a bshavioral meacure of

ik Dbt L A i

attrastion cupported ths hypothosis that intexnals are more attracted to othars

o
B

they are eble to influence, whereas extcrnals o not differeatists thair at-
trastion oa tha basis of othera' paorpuaaihility. Eswaver, ca &a ettitedinal

rpeasurae, thare was a trend for internals to ba exre attrasted &0 tha confederats

thay warae less euccessful in persvsding, A pozgsible recslution of thass roselts

in teres of eaticination of interactica wos dlesuscad,

l;‘

: 3
2

2

.

¥
- - ’k — (i

~ X C . \

~— 5 .' . N B



E
[ 8]
8
-
E.
9%
33
mn
g3
<32
Ms
cg
P~
23

«
(=}
Q
]

L

-
=
w
o
-

(7o)

FROM

ORIG

INATING IT POINTS OF VIEW OR OPN

1ONS STATED DO NOT NECESSAMLY
OF bV

CATION
BEEN REPRO

DEPARTMENT OF HEALTN.
EDUCATION.& WELFARE

OFFICE OF EDV
THIS DOCUMENT HAS

us.

DUCED EXACTLY AS RECEIVED
THE PERSON OR ORGANIZATION
REPRESENT OFFICIAL OFFICE

CATION POSITION OR POLICY

gt o o




:i 3 5. _:' . Ar' [
8D, 054 513
IUTHOR -Kﬁil
TITLE

;"IISTITUTION

.'SPONS'AGBNCY
. BUREAU NO

PUB DATE

GBRANT

KOTE

'EDRS PRICE
DESCRIPTORS

" IDENTIPIERS

ABSTRbe

L

DOCUHBIT RESUNE

. 24 .,,"_'f;‘ IR cc oos 610""*'ﬂ, |
:° Kidder, Steven Jo i P v e S el

Emotional Arousal and Attitude Change Dutxng
Siamulation Games. ‘ .
Johns Hopkins Univ., Baltxlore, Md. Center for the
Study of Social Organization of Schools.

Office of Education (DHEW), Washington, D.C.
BR-6-1610

Aug 71

0EG-2-7-061610-0207

95p.

§F-3$0.65 HC-$3.29 ~ .
‘#Affective Behavior; Behavior Change; Behavior
Patterns; *Changing Attitudes; *Educational Gaames;
*Emotional Response; Heart Rate; Innovation;
Learning; Physiology; *Simulation ~

Ghetto

,_,1

Psysiological and behavioral indices of emotional

atousal and mood during perforamance in a sinulation game vere
investigated. The hypotheses tested were: (1) there wvill be attitude
change folloving participation in the social simulation game, Ghetto;
(2) this change in attitude will be related to the players® emotional
involvement in the gase as measured by heart rate and self-reported
mood (i.e., both covert and overt measures); and there vill be a
“gspread ot affect™ at times during the game, i.e., the emotional
arousal (as indicated by fluctuations in heart rate) experienced by
one participant in the game situation, would generalize to other
participants. The essence of siamulation games was assuaed to be to
capture (via structured situatiors) the psychological and
environsental determinants of particular cognitions. The attitudes
recorded vere those of the 15 undergraduate players tovard the
consequences of living in a ghetto. The results provide some support
for the validity of the hypotheses, bhut the complexity of the
relationships calls for more controlled experimentation. Various
explapations for attitude change through the use of simulation gaaes
are presented.

{Author/KS)
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INTRODUCTORY STATEMENT

The Center for Socidl Organization of Schools has two primary

objectives: to develop a sclentific knowledge of how schools affect

their students, and to use th knowledge to develop better school
practices and organization, '

Hee

The Center works through five programs to achieve its objectives.

The Academic Games program has developed simulation games for use in

the classroom, and is studying the processes through which games

teach and cvyluating the effects of games on student learning. The
Social Accounts program is examining how a student's education affects
his actual occupational attaimment, and how education results in
different vocational outcomes for blacks and whites. The Talents and
Competencies program is studying the effects of educational experience
on a wide range of human talents, competencies and personal disposi-
tions, in order to formulate--and research--important educational

goals other than traditional academic achievement. The School Organi-

gation program is currently concerned with the effect of student par-

ticipation in social and educational decision making, the structure of
competition and cooperation, formal reward systems, ability-grouping in
schools, and effects of school quality. The Careers and Curricula pro-

gram bases its work upon a theory of career development. It has devel-
oped a self-administered vocational guidance device to promote vocational
development and to foster satisfying curricular decisions for high school,
college, and adult populations.

This report, prepared by the Academic Games program, explores the
use of physiological and behavioral indices of arousal and mood during
pcrfornqncc in a simulation game. The results, with those of further
controlled experimentation, may provide guidelines for the optimum
use of social simulation games in the classroom.

i1




PSSR

Ldct) L ERE L TR SR TR Y

ACKNOWLEDGMENT

I thank Gail M. Fennessey and Phyllis K. Wilson for their

help in completing this study. I also thank Mr. Harold T. Ray, ]

Regional Representative, Narco Bio-Systems Inc., Houston, Texas,

for his help in lending the instrumentation used in the present

study.




b

] N
M

[ 7S

B
B

g
st
iy
i
i
B3
&
hJ
®
Y

ABSTRACT

The present study explores the use of physiological and behavioral
indices of emotional arousal and mood during performance in a simulation
game, It was hypotheliicd that the above indices of general affect
would be related to changeg in attitudes, the cognitive components of
which are dealt with iﬂ‘::f\>féulation game Ghetto. In addition, it
was hypothesized that the emotional arcvusal (as indicated by fluctua-
tions in heart rate) experienced by one participant in the game situa-
tion would generalize to one or more subjects in the same game. The

results provide some support for validity of these hypotheses.

T
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INTRODUCTION

The present study analyzes the possible relationship between
emotionality in a simulation gamel and attitude change. This im-
plies a close relaiionshlp between the cognitive and affective com-
ponents of learning litu;tions. Their interaction may result in
subsequent behavioral change which can be studied immediately after

a gaming exercise or after traditional approaches to teaching,

The importanceof astudent's involvement in the learning situa-
tion to the solidification of factual knowledge or skills may not be

apparent immediately following game play. However, ;f‘a gaming ap-

proach were compared three.monthl later to a traditional class;obﬁ‘
approach'(acronl the same content domain), the simulated exercise
might be seen to produce longer lasting changes in knowledge and atti-
tudes. Could longer lasting behavioral changes be a function of the
greater involvement experienced in a simulation game? Answering this
question requiren some knowledge of the relationship between involve-
ment and learning or attitude change during simulated exercises.

The present study deals directly with this relationship,

In general, the importance of feeling (mood), emotion, cognition,

and affect has been only recently emphasized. (See feelings and Emotions




by Magda Arnold, 1970; Physiological Correlates of Emotion by Perry Black,

1970; Cognition and Affect by John Antrobus, 1970; Fantasy and Feeling in

Education by Richard Jones, 1968.) Usually, research procedures in this
area fcly heavily on subjective measures of cognition and affect. When
physiological parameters are included as objective measures of affect,
they are usually recorded from one individual in highly controlled (and
sometimes contrived) situations. Seldqn atc‘avcrt and covert measures
of affect recorded on several individuals simultaneously, as is done in

this study,

Some interesting theoretical relationships between cognition and
affect (which may have theoretical implications for the present study) have
been proposed recently. Lazarus, Averill, and Opton (in Arnold, 1970)
have proposed a cognitive theory of eﬁotion, They suggest that emotions
be considered as complex response syndromes which can be characterized
from three perspectives: (a) biological, (b) cultural, and (c) cognitive.
They regard individuals as "evaluating organisms."” Each person's evalua-
tions are based on.cognitivo activity which can have an associated emo-
tion, These authors also notc-thﬁt the determining conditions of these
cognitions are of two types: (1) situational (referring to envirommental
factors), and (2) dispositional (referring to the psychological make-up
of an 1ndividunl).z Both of these conditions are very much a part of
instructional simulations., The essence of simulation games is to cap-
ture (via structured situations) the psychological and environmental de-
terminants of particular cognitions. This cognitive theory of emotion
parallels our concerns in the present study (i.e. attltuae modification,

mocd, arousal, generalisation of affect).

i
i



Affective experience has been_tr;cotomizéd by Ewert (in Arhold,
1970) as follows: (a) mpqdp,'(b)‘feelings, and (c) emotions. Ewert
suggested that feelings and emotions could be regulated biologically
and socially, respectively. Ewert also equated emotions with attitudes
towards one's social environment (this general conceptual framework
has been related to instructional simulations by Kidder, 1970a, 1970b).
Thus, there may be a relationship, as this'study hypothesizes, between
the emotional impact of a simulation‘dn the participants and a resulting

attitude change.

The measurement approach to attitude change used in this study is
based in Fishbein and Raven (in Fishbein, 1967). Fishbein and Raven
hypothesized that attitudes have both belief and affective components.
In addition, Anderson and Fishbein (in Fishbein, 1967) note that an
" .. attitude toward the [an]iobject 1s predicted to be a part func-
tion of the total affect associated with each of the beliefs about the
object." The theory of Rosenberg (in Fishbein, 1967) is closely related
to this approach, In fact, Rosenberg equates attitudes and beliefs
with affective responses: " . . . attitude (here defined as relatively
stable affective responses to an object).”" This hypothesis is nearly

synonomous with that proposed by Ewert, above.

The theoretical basis of the present study is related to the work of
Triandis (1971), Triandis and Malpass (1970) and Greenwald (1969, 1970).
The behavior of an individual participating in a simulation game has ob-

vious cognitive and affective components, plus simulated realizations of

behavioral intentions. These components are incorporated in a theory of




interpersonal nttitudoy (a cornerstone of social simulations) proposed
and amplified by Triandis (1967, 1970). 1In addition, Triandis and Mal-
pass (1970) note that measurement procedures are available for evalua-
ting interpersonal attitudes " . . . by examining the cognitive compon-
cntrby means of logical tasks such as the antecedent-consequent method,
the affective component by means of Osgood's semantic differential (Os-
good, Suci, and Tnnngnblun, 1957) and the behavioral intentions by means
of the behavioral differential (Triandis, 1964)." The affective and
belief components of selected attitudes were evaluated in the present

study.

The theoretical r.lﬁtioulhip between the present study and those
conducted by Greenwald (1969, 1970) is found in the structured role-
playing of participants in social simulations and the information they
are exposed to.ﬁrln the game Ghetto (1970), players (when white, middle-
class, and relatively naive) are usually exposed to counterattitudinal
information or information opposing their own perceptions., With this in
mind, the relationship between role-playing in simulation games and result-
ing attitude changs can be interpreted within Greenwald's "emended learn-
ing model of persuasion” as clarified by the following excerpts from his

works:

(1) It was concluded that the effectiveness of role
playing in inducing opinion change may be due in
large part to its success in getting subjects to
evaluate information opposing their own position
in unbiased fashion, (Greenwald, 1969)




(2) These results were interpreted in terms of an
associative model of persuasion, and it was
concluded that attitude change through role
playing may depend on the role player's having
an opportunity to consider counterattitudinal
information that he has not previously rejected.
(Greenwald, 1970)

Thus, attitude change may result from riodifications of the cogni-
tive (Greenwald; Triandis) and/or affective components (Triandis; Rosenberg;

Fishbein and Raven; Ewert; Lazarus, et al.) of the original attitude.

The major hypotheses of the present study are: (1) There will be atti-
tude change following participation in the social simulation game, Ghetto.
(2) This change in attitude will be related to the player's emotional involve-

ment in the game as measured by heart-rate and self-reported mood. (3) There

&
%;\
by
Pk
g
%
g

. will be a "spread of affect" at times during the game,meaning that one sub-

the subject's heart-rates during the game,

To provide preliminary support for these hypotheses, the following meas-
ures were taken on participants in the social simulation game Ghetto (1970):
(1) heart-rate in beats per minute as a covert measure of affect or involve-
ment; (2) self-report measures of mood3 at the beginning, during, and at the
end of the simulation experience, to provide a second indication of involve-
ment; (3) observations of each subjects' mood at the beginning, during, and
after the game to provide a third measure of involvement in the game; (4)
self-report measures of attitudes (before and after the game) whose factual
characteristics are manipulated in the simulation game so that a participant
is exposed, in an unthreatening environment, to information and situations

counter to the participants' original conceptions of that same enviromment.

ject's excitement may excite another, causing positive correlations between = = =



METHOD

Sample
Due to the complexities of recording physiological parameters from
four individuals simultaneously during performance in the simulation,

the sample was quite small., Fifteen undergraduate males at

Johns Hopkins were paid to participate. Five diffor;nt subjects parti-
cipated in each game session., Heart rate was recorded siﬁultnnooully
from four subjects in each game. However, one recording was terminated
due to electrode failure during game one. Thus, complete heart rate re-

cords were available for eleven sub jects.

Procedure
The five subjects sat at one end of a large table in a conference - - ---
room, A causal setting was desired, aimilar t§ a classroom, not like a
laboratory. Three sessions were played with three different groups of five
subjects each, The social simulation game used for each session was Chetto
(1970) . Heart rate was monitered on four subjects during each session.
A Narco Bio-Systems ggxliggraggl 8ix was used for recording purposes,
Hardwire recordings were taken from three subjects, the wires leading under
large, closed doors immediately behind the subjects, Telemetric recording
was taken fraom one subject in each game session, Surface electrodes were
used on all Ss. The two recording electrodes were attached to the upper
distal surface of each subject’s arm. The reference electrode was uttachod
to the proximal surface of the left forearm. No reference electrode was

necessary on the telemetered subject.




Baseline data werg pbtained from each subject. Then each was required
to complete two pre-tests, one on attitudes and beliefs toward ghetto people
(s2e Appendix A, Instrument I), and a second on the consequences of living
in a ghetto (see Appendix A, Instrument II), The heart rate was recorded
from four subjects simultaneously for 88 minutes during game one, 125 minutes
during games two and three. Due to the lag between the base rate recordings
and the "Introduction'" to the game, and based on the fact that arousal and
involvement during the game were of primary interest, the four simultaneous

heart-rate recordings from the middle of the Introduction to each game

through the post tests are reported,

While recording the heart-rates of the individual subjects, two measures
: of mood or involvement were taken, Both measures were based on the Mood
S . Adjective Check List developed by Nowlis (1970). One was in self-report form
(see Appendix B, Instrument I); the other (see Appendix B, Instrument I1) was
completed on each subject by the person conducting the game. The self reports
and observations on mood or general affect were completed three times during

each game: (1) immediately following the introduction to the game; (2) approx-

imately mid-way through the game; and ‘3) after the game was terminated (but

before the post-test instruments were completed).

Variables

The dependent variables of interest in the present study were: (1) heart
rate on each subject throughout the game experience as a measure of general
involvement; (2) scores on an instrument dealing with beliefs and attitudes

g toward ghetto people; (3) scores on an instrument dealing with the consequences
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of living in a ghetto; (4) scores on the Mood Adjecitve Check List (MACL)
completed three times by each game participant; (5) scores on the Modified
Check List (MCL) completed by the game leader three times on each lubject

during game play.

| The belief and attitude instrument (see Appendix A, Instrument I) is
balc& on the form and theory originally sqgge-tcd by Fishbein and Raven
(1967). This approach is based on tﬁe.meatutel of attitude suggested by
Osgood et al. (1957). Fishbein and Raven (1967) modified the approach
somewhat by including belicf in the concept being rated along with the
evaluative dimensions (positive or negative affect) of the concept. The

form of the items on this instrument is provided in the following example:

Ghetto people are honest.

true - .- : e ) false
impossible : possible
probable improbable

Being honest is:

bad good
harmful beneficial
wise " foolish

The dependent measures of interest then were the sum across the three
seven-point scales on the belief component and the sum across the three se-
vén-point scales for the affective component. These two sums on each con-

cept were calculated for each subject before and after the game experience.




An attempt was made to factor analysze the scales on the instrument

designed to tap the cognitive aspects of attitude toward ghetto people

in order to develop sub-test scores within the instrument, Unfortunately,
there were too many scales and too few subjects to validate the obtained
factor structure, Thus, scores from this instrument were not used in

subsequent analyses.

The Mood Adjective Check List completed by each subject and recorded

" by the game leader was obtained on the participants in the last two game
sessions only. The instrument (see Appendix B) was based on those de-
veloped by Nowlis (1970). Each subject was simply asked to circle his -

choice on the following scale:

angry w v ? no

- wvhere - . -

Vv means you definitely feel this way at the moment
v means you feel slightly this way at the moment

2 means you cannot decide vhether you feel this way
or not

no means you are definitely not feeling this way at
the moment

From these self-report measures taken by each subject at the beginning,

middle, and end of the gams, eleven factor scores were derived from the

sums across particular adjectives checked, For instance, on each MACL, the

symbols vv, v, 7, no are valued 3, 2, 1, 0, respectively. Then the values

associated with particular adjectives (see below) were simmed to provide

mood factor scores, The moods and their associated adjectives were:




1. Aggression - ang;y, defiant, rebellious

2, Anxietx‘-‘clhféﬁed‘up, fearful, jittery

3. Surgency - carefree, playful, witty

4. Elation - elated, overjoyed, pleased

5. Concentration - co&ccn;xatlng. engaged in thought, intent
6. Fatigue =~ droﬁly, sluggish, tired

7. Vigor or Activaﬁion - activc, energcfic, vigorous

8. Social Affection - affectionate, kindly, warmhearted

9. Sadness - regretful, sad, sorry

10. Skepticism .- skeptical, suspicious, dubious

11. Egotism - boastful, egotistic, self-centered

Only the sum of the MACL factor scores for Surgency, Elation, and Ac-
tivation was plotted for each subject and correlated with heart-rate varia-
. = A

bility and attitude change scores,

The modified checklist (MCL) used by the game leader involved sub-sec-
tions of the MACL. It contained some of the adjectiQel for all of the ori-
ginal mood factors except Surgcncj and Social Affection. The scale for each

adjective was:

angry - Yes So-So No

where
yes = 3
So-S0o = 2

No = 1

The mood factor and assocliated adjective(s) were:




1. Aggressioh - ang}y
2. Anxiety - fearful, jittery
. 3. Elation - elated, overjoyed, pleased
4, Concentration - concentrating
5. Fatigue - sluggish
6. Vvigor or Activation - active
7. Sadness - sad, sorry
8. Skepticism - skeptical, suspicious
9. Egotism - self-centered
These factors were recorded with the MACL scores. Little additional

information, beyond the MACL, was gained from the MCL records.

o e my b

i Analyses
- Due to the exploratory nature of the present study, the analyses were
; mainly correlational. Additional descriptive statistics were employed where

clarification was necessary. The heart-rate data was plotted for each sub-
ject within each game in order to observe parallel fluctuations (generaliz-
ation of "affect'") across suﬁjectl participating in the same game. Each game
was artificially tricotomized in order to provide better understanding of

; each game in progress. This was especially important with the heart-rate
data.becaule an attempt could then be made to find out if the involvement
experienced by one player generalized more consistently during a particular
portion of the game experience., A study was then made of the intercorrela-
tions of heart-rate variability, mood indicators, and the affective compon-
ents of attitude change scores in an attempf to validate some aspects of the

study's original hypotheses. Initially, positive relationships among these

indicators were expected.




~ RESULTS

The results from th; present study are reported in the following
order and form: (1) heart-rate data plotted for subjects one, two, | .
and three of game one, period one plus descriptive statistics, followed
by the same information for periods two and three of game one;(2) heart-
rate data plotted for subjects one, two, three, and four, period one,
game two, followed by descriptive statistics on this heart-rate data
and'lummary data for the lelereportl and observations of mood for this
perloﬁ in the game; followed sy the same data for periods two and three
of game two; (3) heart-rate data plotted for subjects one, two, three, -
and four, period one, game three, followed by descriptive statistics for
this heart rate data and summary data for the mood indicators; followed
by the same data for periods two and three of game three; (4) summary ST
statistics for the belief and attitude measures taken before and after
the game; (5) descriptive statistics and intercorrelations of the mood
indicators, variance of heart-rate for each period and each game, plus

the affective components of the attitude change scores,

Heart-Rate Data

Graph 1 contains the heart rates in beats per minute for subjects
1, 2, and 3 of game one, pcriéd one, Pefiod one for game one represents
the first thirty minutes of game one beginning near the midQle.of the
introduction by the geme leader. A close look at Graph 1, especially
between minutes 15 and 20, reveals lome.followini between subjects 2 and 3, :

This type of following was hypothesised in the beginning of this study. Theo-

12
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retically, the following should increase during the game as participants

become aware of each others' actions and begin to react to them.

Table 1 supports the conclusion that subjects 2 and 3 are responding to

the game environment in similar ways. Table 1 also suggests that the

variability of heart-rates at the beginning of play is quite low when

compared to periods two and three (see Graphs 2 and 3 below).

TABLE 1

Game One - Heart-Rate Data

Period 1 Intercorrelation Matrix
Subject Mean N _Variance Subject
. 2 ,
3.2 30 5.00 L = -3
; _.-—_-;‘gs 9 30 23 2 -,u_j} 1.000 -00078 3125
ao' o 11'7 2 1.000° .131
3 33 ) 3 1.000

Table 2 provides the descriptive statistics for the data in Graph 2,

[
One will notice that subject two has increased the variability in his

heart-rate due to game pargicipati&n from 23,2 in period 1, te 266.3 in period 2,

TABLE 2
Game One -~ Heart-kate Data

Intercorrelation Matrix

Period 2 Subject
Subject Mean N Vart@nco VA A 2. 23
1 81.8 30 4.5 1 1,000 | -0,097 .097
2 82.9 30 266.3 2 1.000 .076
3 75.3 30 10.5 3 1.000
14
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This seems to reflect rather individualistic play in the game with lictle

attention being paid to the o;her participants, In fact, the interc. -re-

. lations in Table 2 reveal no consistent following by subjects.

Graph 3 provides the heart-rates for subjects one, two, and three,
game one, period three. This is a continuation of Graph 2, period 2.
One will notice that subject two maintains his high variability while
subjects one and three maintain quite low variability and have begun "fol-
lowing" each other. In fact, subject three's affective response as re-
flected in his heart-rate nee@s "conditioned" by subject one's responses.
Subject three's heart-rate at times parallels subject one's, with a time
lag of about two minutes. This relationship between the reactions of

subject one and subject three is apparent in Table 3 where their correla-

tion equals 0,462,

TABLE 3
Game One - Heart-Rate Data

235529—3 Intercorrelation Matrix
Subject Mean N  Variance Subject
1 2 3
1 80.5 27 11.9 -
1 1.000 .211 462
2 82.9 27 222,7
2 1.000 .146
3 72.0 27 12.3
: 3 1.000

The latter correlation also lends support to the hypothesis that subjects in
a simulation game may experience a "spread of affect" at particular times in

the simulation.,

Graph 4 contains the record for subjects one, two, three, and four of

Game 2, periodl. This period in game two provides one of the most consis-

16
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tent patterns of generalized arousal of‘'all the games. Table 4 pro-
vides information on the closeness of these relationships. Subjects one

and two had a heart-rate intercorrelation of 6.512. 1f reference is made

TABLE 4

Game Two - Heart-Rate Data

Intercorrelation Matrix

Period ) ‘ Subject

Subject  Mean N Variance . 1 -2 3 4
1 85.7 42 11.8 "1 1.000  .512 .,392  ,281
2 63.3 42 2.8 2 1.000 .363 .210
3 86.9 42 17.6 3 : 1.000 .308
4 5.2 42 7.4 . 1.000

to Graph 4, one will notice this parallel phenomena with a "reaction" time
lag of about thirty seconds between subject two and one., Again, it should
be noted that the variability of all subjects in period one is relatively

low,

Graph 5 contains the heart-rate data on the four subjects in game two,
.period two. By comparison with Graph 2 of game one, the middle portion of
game two is also quite variable. The heart-rate variance of subjects two
and three has increased considerably. Table 5 suggests that the close re-
lationship between subjects one and two at the beginning of the game has
deteriorated, However, subject four seems to be responding to subject one
at the beginning of period two. There is a negative relationship between

subjects one and three for period two (i.e., as three peaks, one decelorates).
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