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Abstréct

This paper reports several of the activities of an academic suppor-
tive services program directed to the needs of black and éhicano students
at the University of Michigan. The focus is upon i‘élai:ively-tmique ap-
proaches to 'solving problems experienced universally by black students at
large, predominately white institutions. - The accounfs include analyses

of problem situations, rationales for-methods, descriptions of techniques,

and indicators of their success or failure. The hypotheses and conclusions

about fundamental psychological issues underlying blacic higher education

\: [' are based on incidental and systematic observations of the program’'s

% activities as well as controlled.experimentsv and surveys of students. The
o - ' :

< specific topics addressed include: overall program approach, student 1ife
@ : directions and motivations, general learning and performance skills,

quantitative and scientific method skills, and course performance assurance

strategies.
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‘In recent years tﬁere hae been o dra.ma:tic increase ir the number of black
people attending college. The U.S. Census Bureau reports that betveen the
years 1967 and 1972 bla.ck student enrollments in Americe.n colleges increased

_frem 370,000! to. 727,000 (U.S. Census Bureau, 1973). Without doubt, much of
the increased enrollment has taken pia.ce in bredomine.tely white inst;!.tutiens
a8 8 consequence of the vigorous black student protests of the 1968-T0 era.
The cage of the University of Michigan ie typieal. Michigen's black student
population rose from about 2. 3% in 1968 to about 6 2% in 1972 end is likely
to be at least 8% in 1973.

In the midst of burgeoping black enrollments in predomina.tely vhite univer-
sities there has been at least one commonly voiced concern: How well do or can
black students peri’om acedemica.lly in those universities? Haturally the moti=
vations for the askers can differ drema.tice.lly Conservative eentiments, such
es those expressed by Vice President Bpiro _Agnew in his denunciation of the
University of Michigen's. egreement to enroll s 10% black etu.de;xt' body, imply
that ;bie.cks cannot swrvive in such inetitutions. Fuz'ther, such a. view easerts
that the mere inclusion of large numbers of black students will erode the very '
academic  reputations of the schools. In contrast,.black students! own concerms

ere legitimate and realistic. As conveyed in protest demends like those qu.fted

’
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at Michigen, black students want to mske certain that their full high potential
is realized at their colleges; that they have the opportunity to learn the .
information end develop the skills needed for p‘ersonal and community survival;
and that in the process they are not pene.lized for the technically aeficient
scholastic backgrounds that are frequently the legacy of imner-city high schools.

Often e.t..the behest of their black students ma.ny--proba.hly most=- predomi-
nately white universities with slzZeable bla.ck student populations have estab-
lished "supportive services programs The ma.Jor (a.nd frequently exclugive)
pu.rpose of such programs is to do whe.tever is necessary to ensure that as few
black students as possible flunk out of the institutions. Generally, suppor-
tive services programs include at lea.st some type of counseling and some form
of tutorial assistance‘ Primarily because of their newness there have been
‘few puoiic reports on the methods and performance records of supportive ser-
vices ’progre.ms. Informal surw:reysv conducted by the University of Michigan's
Comlition for the Use,of Leerning Skills meke it clear, however, that the
time is ripe for an excnange of ideas, experiences ,;end'resea.rch results. .
Such an exchange could lead to ‘more successﬁ,:l strategies for assuring the
.academic success of black students in white colleges.

‘The present paper is-en initisl contribution to that dialogue. ‘It is a
report oi‘ severe.l e.ctivities oi’ the Coalition for the Use of Learning Skills
(CULS) The :.ntent is not to describe the program; that would be or little.
general intcrest or va.lue.. Ra.ther, the focus is upon. several reJLatively‘vmique'.
fea.tures of CULS. There are accounts of CUIm approaches to a few specifin

| ‘prohlems o:t‘ black a.ca.demic performs.nce. These ‘accounts include Jationa.] es,'

. descriptions of techniques, and indicetors of their success or fenilure. [toree=

over, there are discussions of psycho_logical issues, underlying black education
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in predominately white universities and broader contexts as well. The con~
clusions, hypotﬂeses, and conjectures developed are based on‘incidental and
systematic observation of 'CULS 'programs as well as controlled expe.riments
and surveys of stu&ents. The specific topics addressed include: overall pro-
grem appr.oach, student 1ii:e; directions and motivation, general learning and
. performance skills, qua.ntitativéb and sclentific skiils, and course perfofmance .
assurance approaches. |
Overall Prc;gram Approach

Perhaps the most fundementel distinguishing characteristic of CULS is
what it tries to do. An implicit goal ‘of most supportive services progranms
is to trensform somehov their students into the kinds of students for whick
t_he parént institutions were built, i.e. traditional white students. It is
easy tolsee where the impetus for this kind of. thinking originates.‘ The as-
sumption underlying the negotiating positions held by many university admine
istrato;s when discussing CULS and other black programs is reireaiing. Their
position is thet blacks should teke the university as it fundamentally is or
leave it. Put another vway, they feel that the only legitimate gripé blacks
might have about thé university is their la.cic of access to it.. ~ The university-—-
as is--is a first-rate {nstitution for anybody, black or white. If black stu=
dgpts dg) not perform well in the university the problem lies with then or, at
worst, with their backgrounds. So, the way to deal with the problem is merely
to change black students such that they can adapt to “the way things are done
in a‘,_university."

The frame of reference of CULS is quite diff-ereﬂt. ‘The program recognizes
that or_ganizations serve the interests of those who esta,blisil then a.nd é.ésume

the character of those who comprise them. Accordingly, since predomiﬁéteJ.y
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white universities were built for and by white people, there is no & priori :
reason to beliew.re that such fnstitutions function in manners completely con-
sistent with the. purposes of black students. The economic, politicel, and _
cultural interests of black people differ iﬁ degree and often in nature fron;
those‘ of white people. Hence, the CULS approach assumes that in order to meet
.the dema.nds of‘ quality education for black studente the university must be
prepared to do certain things it never did previously and to modify some of
the things it has always doune. .

The university, fromthis perspectiVe, is seen as :an instrument for the
service of the black community (just es it is for its white constituencies).
It'.is intended to provide for the educational needs of the community as a whole
.a,s?' well as its members. This view is implicit in the articulated.goals of
CULS. First, CULS seeks to make ertain that black (and Chicano) students in
the university learn and perform edequately in their courses. It does.no
good t: bring black studeﬁts into th.e university if because of bad grades they
are asked to leave or if they are simply given degrees that do not signify - '
thorough understanding of their fields. Second, the program seeks to teach
students how to learn end to make their way through the~uni\ge£'sity on their
own. Each student must learn to stand on his own feet as well as to essist
others who _follow him into the university. Third, an attempt is made to orient
and teach students to apply‘ the things they learn to their personal and community
self interests. Present. day conditions do not allow students the luxury of
leerning things thet are irrelevent to théir own lives.- Fourth, 'the progream '
tries to compensate for the failu.re of the broader tmiversity to provide in

formation in all course areas of explicit relevance to the culture and. heritase

of black people. Finally, CULS attempte to nurture the development of ea.ch
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of' its students as a bdlanced, competent, and conscious black person. When

he leaves the uﬁi;rersity & black studenf should be prepered to meke a living,
but elso to cope successfully with the tpemendous stressés placed upon him as

& person and as & member of a black community.

The assumed charge of the program is, then, gpmprehensive rether than
Vnarrow!s Praciically any Fspect of black studen{: _lifé is fé.izj geme for the
attention of CULS if it has direct or indirect comnections with the stated
.goe,ls. So, there is a constant and conscious attempt by staff niembers and
sfudent representatives to CULS committées to identify student needs. Once
a problem’ is isolated, the organization makes a Judgment of which of its two .
‘styles of responding is more appropriate, tliat of a catalyst ér that of an
active agent. The judgment is "economic" in the broad sense. It must be
decided whether it is most feasible to attempt to ;nee‘t, the need independently,
Jointly with another university agency, or to induce some othex agency or

s
organization to provide the required sexvice. The concept of "feasibility"
has reference to the broad range of resourées possessed by CULS-«fi_nances, man%
power, skill, and influence. Something will be dé‘rie or at least trieds

Several exsmples illustrate the judgments ap'd actions ta.ﬁen. Blsck stu-
dentis hé.ve a need to know the usefulness of economic principles in daily black
life. The CULS ap;proach to this problem was essentially an independent one.
Study groups associated wit}'i basic economics courses and conducted by CULS-.
appointed ‘biack ‘teaching fellows were est;a.bliaheci. At least part of their
Mctiqn is to interpret common black economic experiences in terms of the
eor;cei)ts' inj;roduced in the economics courses. | '

Black students entering the university often lack _fECility vith the lginda

of lii)i'ary research and writing skills needed in their collegiate and work

e et ki L NG D% 8
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careers. To meet this problem CULS entered e joint arrangement with the Eng- -
lish department .I This was not only admini;:stratively and financially convenient,
but practical fi'om the studen’cs" viewpoints. Jointly appointed black teaching
fellows are gsble to offer black students precisely the kinds of skills train.-
ing they need and in the confinés of a fully credited English composii::ion
course the students are required to take anywey. -

Black students in the university are no diffexjent than black péople everyw
where: they can ’bene}f‘it from advice on how to find jchs, Considéri_ng _1I;he re-
quired investment inf personﬁgl and capital, it did not seem reasonsable to try
to maintain a placement progrem within CULS. HRather, the organization influenced
the un:'i'vérsitsr.'s p_lacem_ent office to esﬁablish what is now known as e minority
career pl&nﬁing"and plecement cervice.

A fina.l exampie grows out of black political realities. Several of the
students involved in the protests that brought sbout the dramatic increase in
black e:rollments in the university vere Ar*rcste_d. CULS staff members stimne~
lated and assisted in the coordination oi‘.black.student benef:;.ts'to ra,ise funds
for the legal defense rosts ¢f the arrested students. This. was obviously aﬁ
insta.hce in ﬁhich the organigstion 2s an organization was legally powerlgss
_to 'a.ct.'v Nothing. however, could prevent it ffom 'influ'encing the student.s te '
do what was necesééfy. ..

tivation

‘St!lzden;i; Life Directions and 1
/- Perha:ﬁ;s nothipg is moré:idei‘ea.ti‘ng and éepré;s_ix;g for & teacher than to

" contend wi‘t';l;x é.'clé'ss of gtudents wh.o show no eegerness to ;éam what he or
she is‘prepared to teach. Often, however, it seems ~l‘:,lfua:t; th_g‘l‘amgz_r_b_“, ."They [
just sren't motivated," is uaéd as an excuse for not tacklihé thi.gltough pro-
blem. There is not b'x;‘oa'a acceptence of the position.that a 1e_gitimate respon-

sibility Ofwher is to heighten the intrrest and vigor of students in
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learning the material at hand. Nevertheless, as a "coliective teacher" CULS'
gssumes that respounsibility for its studénts.

A proper discussior of ways to enhaince the academic motivation éf'black_
students dnpredominately white universities must begin with an mnalysis of
the _issues in\_r.olvéd. There aré really two major classes of issues, qﬁestions
of ovaerall purposes for being in the wniversity in the first place, i.é. life
directions, and concerns about the vigorousness of effort devote_d to studies,
i.e. "motivation" in the everyday classroom sense. Obviously, however, the
twb Bets of issues are related. Empiri;:a:!. ressarch has verified the intu-
itively compelling conclusiqn that _'studgnts with well-defined plans perférm
better in school than their less definite counterparts (Weitz, 1955). It is .
likely that one of the mediators of this highe:_' performance level is greater
study effort.. Viewed fram the other direcﬁion, it is obvious that if e; pér-
son 1is not able to muster enough ef'fort-t.,o complete the courses requifed to
be & physicisn or whatever, he will) never achieve hisg particuler career gosal.

Aside from classroom motivational effects there are two other reasons an
interest in black student llife directions is urgent. First of ;.ll, as :L!iiplied
in the statement of organizstional gosls, CULS 1s concerned that bleck st:u-
dents are able to enter fields thst are in demends that upon gradustion from
the’ univéisi{y they are able to mske decent livings for themselves and their
femilies, The mere possession of a collegci degree in Just any mejor is no
guafa.ntee of such security. In addition, there is a gericus concern for the
availa;bility; of trained black persons_in' fields cri‘t_iical to the development
of stropg black institutizms and ccmnu_ni‘bies. ) Lo - '. : o

' There is ample reason for worry about the choices of cereers and academic

majors veing chosen by black students. While white businesses and organiza=- .
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tions often devgte no more than token effort to the recruitment of black
personnel, theré are many legitimete cases in which good peying positions go
to non~black persons because trained black people in the areas are So scearce.
At the same time, casusl observation indicetes that blacks are heavily and ’
mﬂsely concentrated iﬁ areag where the newds for personmel are not so great.
Those aress, .such as education end socisl work, also happen to be relatively
low-paying and vulneraeble to volatile politicel sentiments and conditions. |

A common compiaint among managers of black orgenizations of all sorts
is that they are unaeble to £ind and atffaét biacXk people u:{.t_,h th; skills and
"sense of conscicusness' needed in their organiz&tions, The experience of
Detroit*s Inner City Business Improvement Forum is reflective of the prohlem.
0fficials acknowledge a shortage of blackc with technical buciness ékills and
experience. The lack of such skills is one of the major reasons the-failul_*e
rate imong black business ventures is 80 high.

Observations of actusl data are consistent with these impressions about
black career preferences., Sikes and Meachum (1972) compiled a directory of
black professionals in predominately white institutions-of higher education.
A 10% systematic sample of the more than 4,000 listings in their directory

revealed the distribution of professional fields shown in Table l. While

. Insert Table 1 about here.

[

this procedure of ‘gaining & grusp \of the provliem is admittedly fraught with
mefﬁodologica.l sﬁortcomings, the smoke uncovered sﬁggests that & rea;. Pire'
might exist. While academic administrative and social science'.positions cém—
priée.e. full 61% of the positicas 1isted, business, engineering, law, a.nd

all the fields of science and technology are represented by only 16.3% of
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the posftions. Uudoubtedly, based on informal observations Of the interest
patterns of recent entering studez;ts at the uniw\}er&it:,', this pattern will ime
prove., However, the needed changes are likely to be slow if things are lef’g
to themselves. Vonnie McLoyd of the CULS staffl conducted .a survey of randon
ssemples of black and white gradusting seniors at the university. Her results
indicated that much of the pattern represented in Table 1 will neintain iteelf
in the future. For example, 26 of 61 black seniors (42.6%) hed mejors irn the
social sciences (_&.s compared to 16 or 2b.2% of 66 white seniors). In contrast,
orly 2 of the 61 bleck seniors (3.3%) were in engineering (as compared to 10
or 15.1% of 66 white seniors).

There are a number of defensible explanations for these disﬁri‘qutiona' of
interests. Mcloyd's study of 'b'lack and white students' choices and changes
of majors is' very helpful in substantiasting some of these explanations. When
the Bt}}den‘t;s in her gtudy entered thé university as freshman, the distriﬁutions
of iatended majors of blacks and whites did rot diffor &8 drastically as the
ﬁabove statisticas indicated thei tﬁeir actual graduating majors contrasted. The
story underlying the distinctive pattern of black stuv.dent careef choices rests
in tl‘iéi:r charies of majors. Hollend (196L) found that the major resson hié
sample of college Students changed majors was that they no longer had legitimate
interests in their criginal majora. Pierson's (1962) results are different
from Hollend's but not neéesaarily incompatible with them. A bagic explanation
of his respondents' changes ¢f majors was a lack of information_cbncernipg
_ their originel majors as well as potential albermative majors. That is, they
were disappointed in their expectations about their original majors, esp‘ecié,ll:,"
in the light of & much broader perspective of other options availéble to thex.

Mcloyd's date fit the molds of Holland and Pierson. Her analysis revealed
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that when black students changed majors two factons were gspecia.lly salient.’
First, the students sought ureas wiaere they had \gre&ter ihtrinsic Interest.
Perhaps when they entered the university they were aware of conly the ‘craditi.ona.'l
gsorts of things a person could ‘13@, e.g., Goctor, lavyer, etc. Second., and
probably réla,ted to the first rationale, over their collegiate careers the
black students developed a strunger need to do somé’ching vith clear relevance
to importent social issues. That ix, Lhey were no loxﬁger content to have a
career that offered merely perscnel rewerds. IDlack males (but not black i'e~
meles) were also influenced strongly by‘, acadenic difficulties in their originai
majors. In other words, the cours2 work in their original majors was too
gifricult for them,

The CULS -resp‘onse .'i:o' the problem of blaikx st;).den’c eareer direc‘qions is
built. around the factors shown by research to underlie choices and chenges of
ma:jdrs& The entire program is gearad Lo _prevehting students from heving to
leave majors vecause .of poor ~ourss perfomauce, The remzirder ci' the approach
consists of makirg stadents-awere of the wide renge of options opeun to them,
ﬁow those varicus cpbionn fit fnto the needs of dlack corzunitiez, sad what
particiveting i the filelis -'m.‘l.uld Likely mesn i“\oz‘r“‘ them ‘ae individuals.

Couirselors in the prograa discuss Jutire plans with sﬁudents individually
and in groups o peers. Lhey make extensie use §f publicetions of the U.S,
Department of Le.L;or viich prowide descriﬁtiona of the nsture of work.in specific
areag. Those publicebions also discuss the prospects for jobs in the general
: economr_ Por various \professions‘ Amoﬁg the most txsng’.xl of such publications

are the Occupstional, Outloock Hendbook. the QOceupationsl Oublook lQue.rterly. e'.nd

occasional bulletins such as "College Fducated Workers, 1968-1980." The

counselors also make students aware of specific demends for black workers,
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Upfortunately, such information is not collected and analyzed_as systematiéally
and regularly és for che overall 1abor narket . Nevertheless,‘the U.S; Commerce
Department publishes a few reports relevant in this area, e.g., "Oppﬁrtunities

for Blacks in Professions of Engineering," by Robert Kiehl. Black Enterprise

and Contact magszines are useful soruces of information fiom e black perspective.
Other a?ﬁratches focus legs on making ;tudent; awere of thg existence of |

various fields than upon giving them accurste notions about the detailed work

in the sreas andlhdw that vork felates t0 the overall interesté of ﬂlack peow-

ple. All study group leadéra (describéd below) ere grged to emphasize the

usefulness of university ccurse contenf to the problams facing the students

as black individuals and as & community of black people. ' The program staff .

also publishes e CULS Future Education Bulletin in which, among other things,

the different staff members present papers dascribing their own areas of study.
The emphasis of such articles is upon how the impliéi skills can be uged in
promcglng tte interests of Llsek c_ommunitiese Cn occasion the organization
also spongsors 'rep sesuions" with black profes;ionals in various fieldé to
provide the samc kind% of ingights as §ulle€in articles.

Perhaps the most systematic CULS abproaches to pfoviding gtudents with
senges of direction aré'the CULS Premédical Sequehco er.d the CULS frebuéiness
Sequence .. ‘The Sequences are 3cint efforts of CULS and_black prewprofessioﬁn_
al organizatiéns. A separgke CULS counselor is’éssiéned to S€uden£s iﬁ each
’of the Sequencec- Moreovér%.each Sequenée is coordinated by.a committee
of students, b;ack facuiﬁ&f;;£5exs in related areas, and CULS stgff nembers.,

. The committees monitor the progress of each sfudené in the Seqnepce,-hold '
reguiqr meetings of participants, and s@énsor verious gctivitiés.such'és legw
tures, demonstrations and tours, and of‘course, socinl events. .Fof‘éxamp;e,

e NG 1T
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dux’:ing the l1972-73 Year the Premedical Sequence heard lectures on hypertension
(a most serioué black health problem), burn trea\.tment techniques, and finding
educationally hefxeficia.l summer Jobs in the various medical units in the vic;- .
nit';y. Perhaps_ the biggest sttraction &6 the year was the opportunity for
Sequence membgrs to observe several autogsiesy perfofmed by a member of the Pre-
medical Sequence coordinating commﬁ'{{e"éi»ﬂt“'rho is also & mezhber of the university
hospital staff. |

Unfor’cuna.‘pely, it is still a ‘pit earl.y to discern tﬁe e:_ffectivenesg of
thé“-vari-eus'CULS epproaches to problenms ..concerning hlack student ché’ices of |
careers .and majors. The first class of students who experienced the ﬁrogra.ml

from their freshman year will be gradusting in 19Th. However, the activities

RO )

to date have h;lghlighted severs;.l problems that are likely . to be universal ir
efforts to orient black students in certain directionms.

While students often emphe.sizé their desires to enter flelds with some
"relevance" to the interests of black people, this sentiment has to ioe inter=
preted and handled cerefully. Implicit in many studer_lts' stetements of this
govt is a kind of rcma.q.tic ienevolgn;:e that evaporstes rather quickly‘ irhen they
are faced with the rea.l;tigs of planning cereers that will allow them t'fo earn
their 1ivings. There is a flaw in the belief that being relevent’ and earning
e living are mutuslly exclusive. Counselors in CULS urge students to view the
choice of socially conscious caree'rs as within their persohal'a.s well as community
self int_ere;at. If o sufficient number of black people meke Simllarly motivatéd

choices 2ll will benefit from the resulting stro_riger ‘biack economic and political
position. _ . ' _. : .‘ %
The pursuit of relevant careers also suffers from misconceptions about

- which“are the most useful skills in the building of black communities. Many
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stp.dénts have not recognized that a broad range of skillé are needgd, not Just
social organiziﬁg, teaching, and medical treatment skills, The CULS staff
attempts to communicete the need for black people with accounting, public t
health, dental hygiene, and e multitude_ of other non-traditional capabilities.
They caution students that in the short run black communities will not be able
to' support independently many of these "esoteric" skills, but gradually those
skills _w_g.;_i_.‘lé"be demanded and sxl;pportable as the cozmmmit;ie:s gain strength, In
ths meantime‘ there is nothing wrong with gsining expérience in iaredoniinately
Vhite organizatiors. |

In ;nrder to enter any field of work the student.must have the "get up"
and perserverence to succeed in the necessary courses. He must be "motivated.”
Data ss well as common sense support the connectionl between academic.; performance
and motivation. For example, Miller and O'Connor (1969) have shown that one
~of the besf predictors of black student academic success ig the }_iosaession of an
"achie;er personality" as measured by Fricke's Opinion, Attitude, and Interest
St_xr{'ey. This index of personal motivation is in fact, a better predictor of
black student grades then the Scholastic Aptitude Test. FEpps's (1969) data
addressed the motivation issue less from the pérsona.li’c'y'”trait perspective than
from the student's view of the real benefits to be gained by ,investment in “
academic pursuits. His results showed that among black high sahool students
there was a strong‘ inverse relationship between grades and the students’' per-
ceptions that their future opportunities were limited. Epps also found a signifi-
cent positive relationship between grades and expectations of hig_h,er, lvevels. of
' fu£ufe education, . That is, when the students had ciear a.nd compelling -goals,

they performed better in their school work.

The guiding CULS principle on acaddmic motivation is more consistent with
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the theoretical position underlying the Epps result then with that implicit in
Miller and O'Contior's conclusions. The ch::ohic;' Yenergizing" view of motivation
focuses upon the amount of energy = person devotes to a partieular act. The
personality thait approach of Miller and O'Connor exemplifies this perspective.
When a person expresses little interest and devotes little attention to & cer~- ’
tein task, the basis for this behavior is assumed to rest in more-or-less
stable éharacieristics éf the individual: "He jJust doesn't have the drive."
Often, these are euphemisms for, "He's lazy." Further, this viéwpoint on

, ‘

motivation implies that thefe is very little that can be done to influénce a
given étﬁdent to work herder at his studies. The advice to the teacher is some-
hew to select more highly motivated sf,udents in the future. Fortunately, there
is another less fatalistic perspective on motivation.

The "choice-of-alternatives" view of motivation is captured in the truism
that'i{.: & person is not doing one thing', he is dding another. Further, he is
doing that particular thing because he feels the activity ié more 1ikeiy to
meet his most pressing needs than arie a.ny-of the other salient and avg.ila.ble
alternatlives. These two statéments are not &5 innocuous &as,.they may seem. An
entire 4l-i'teratu;re on motivation and decision making behavior is built around
these notions. The viewpoint dictates that if a pérticular student- is not
devoting effort to his studies, a detailed analysis of what he is doing should
- be ma;ie. |

S;everal hséothe‘t;.ical yet painfully representative examples :_Lllustréte the
ességtia.l concepts. Suppose there are three students who spend l_i“ttle time
studying. Rather, respectively, they devote hours to playing b_asket'ball, play—-
iné bid whist (cards), end simply sleeping. The student who plays basketball

to excess rather than studying could well do so because in contrast to the



w15~ .
cl«vassAroom, he can be "top dog" on the baskei;ball court, He feels a very stro_né
need for supefior accomplishment. In hi‘s eyes \basketball affords the possie
bility of satisfying thut need while school work does not., The student whoA

spends endless hours at-the card table possibly is trying to meet a need for

close companionship in en otherwise hostile and uninviting vhite environment .,

S~

The student who sleeps constently easily might be escaping from academic de~
znands which he feels he ca.nnot possibly meet. His’ only e.lterna.tive is to
"withdraw from the field" and wa.it For the inevitable. Sleeping prevents conw
scious worry sbout that inevitable Tate,

The choice~of-alternatives perspeétive on motivationsl problemg implies
that they should he attacked in two wajs. The idea of somehow increasing the
student's genersal cnergy lévél is méaningless. He is ably expendi}.lgv as
much effort as the best of students, only.on the “wqxé:d:hings. The obJect
is to get the student to re-direct his “_ener'agies[ Actuelly, there can be no
"wrong'" thing for a studeﬁt to be doing; he is making his best response to
his perception of his dﬁrrent end future needs;. The role of the counselor or

teacher must begin there. First, that counselor or teacher:must ma.ke"c’ert&in

\
AN
N,

that the student has an accurate picture of what his true needs really are.
Any c‘ontradictions in those perceived neecds ;nust. be identified for the .student. :
For example, a student might i’e;el that he needs an entire nev wardrobe to |
compliment his articulated "life-style." A éloser examination of the student's
cbncern might revesl that his ?eaJ; desire is to be accepted by people he cone
side;‘s important. fI‘hey mayl‘ or msy not,in fact, consider the cloﬁhes he wears
a8 pertinent to his a.cceptability. Further, the - cou.nselor might Pfind it né~ -

h

cessa.ry to demonstrate step-by-step the bad effects working an extra Job to

buy clothes will have on his cheices of getting into medica; school, his
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primary objective. A cﬁoi‘ce must be made, oﬁce and for all.

After clarifjing the student's needs the edvisor should then evaluate
the student's plans for meeting those needs. This evelustion addresses the.
objective worth @f fhose plans as well as the student's beliefs about his
chances of actually coping successfully. The responsibility of.the teacher
or coungelor is to demonstrate the adequacy or inadequacy of the student's
approaches to his problems. Often in this cgntgxt it is necessary I:o~1f the
advisor to correct misconceptions the student has about his abiiities or
the amount of effort needed to achieve ?. goel. For instance, a bstudent might.
be convinced that the best way to meke certain he absorbs lecture material
is to take notes word-for-word. His cojunselor should be;, prepared to con-
vince him of th? pitfalls of this é.;pproach. This can be done ﬁy citingl the
exemple of other s‘t;.udents with whom the student identifies. Or, the advisor
could: g.emonstrate the ineffectiveness of the wbrdw-by-word method ﬁ.sing mock
1ectﬁres and Aexa.minationsv.

The CULS approaches to three critical and consistent black student ﬁo*t_;iva-‘
tion problems illustrate the techniques.‘implied by the chpice—of‘&élternafives |
view of -moti:vation. 'In each case an andlysis has been mé.de of what needs the
studehtg have or believe they haw;e. Implicif or explicit in each instance is
also & question of the students' confidgnée in meeting their felt needs. The
three problems .e).camined concern grades in courses, perceptioné of persona.i '

- abilities and required study effort, and the effects of peers end othez;s on
scholastic effort. . | |

Casugl 'oi_aserva.tion suggests that black students ‘in the uniw_rersity view_'

‘the grading proceés quite'diff'erently than do théir noneblack feers. It seems

that while most white students attemxpt to paximize their grade point averages,

)
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many black students are more concerned with "satisficing," to use a term coined
by Simon (1957). In other words, they feel no \pa.i'ticular need to attain a high
grade point averége; performence "in the ballpark" is good emough, i.e. "C"
grade level or theresbout. This is reflected in the oftenf frustrating experiences
of teachers who are told by the students that all they want to do is ﬁass their
courses. The success of the students in achieving that satisficing goal is,
reflected in the distributions of grades for black and white s@udents in the
university. The mean grade point average for white students is much higher
than that for black students. Yet, thé proportiona.i number of black astudents
vho are required to le’ave the university fof academic reasons is not Bubstaﬁ«
tislly greater than that for white students. This indicates that theﬁdis-—l .
tribution of black students' grade pdint averages is concentrated just asbove the
minimal ievel needed to stey in sthool, the "C¥ level.

Zhe black student satisficing goai does not ofigiﬁate in any‘bhing like
laziness or even a fééling _tﬁat better achievement is not very possible, r_ega;rd-
less of the effort expended. _ Rather, theré seems to be a legitimate questioning
of the meaning and implications of grades. 'Many--pei_'haps ﬁost~of the students |
have had the experience _\‘of studying very hard for exa.minatibns, feeling very
éecure in their knowledge of the material; and then doing poorly on the actual
examinations. Rightly or yrongly, they have often attribute. sixh poor per«
formance to "tricky" test ‘questioﬁs ‘or biased graders. So, they develop the
belief that grades do not reflect the t_z"ue knowledge of students. 'i'hey also
have doubts gbout whether attaining a high grade point average has real conw-

. - 1
sequences for their career plans. By some measns the students Seem to be aware

of the documented fact that in many fields collegiate grade point averages and
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subsequent career succesg have practically no relationship (q.g., Carroll,
1966, Hoyt; 1965: Richerds, Taylor, & Price, 19‘62; Willisms & Harrell, 1964).
So, why bother? |

Unfortunately, the students! preceptions of the situation are only pa.r;;
tially cdrrect_:. .CUL'S approaches to the problem proceed a.cc.ordingly. The
orga.nizatéon‘l. does. not set & primary staff goal at this t.ime of maximizing the

. grade point a\ferages of its students. 'Ra.ther, the'premium iz on eliminating
"mala.daptivé" grudes, i.e. grades below "C." However, the staff attempts to
dispel the notion that there i_s no corm;sction between grades and knowledge,
While the. relationship is far from perfect, it does exist. Moreover, there
is & concern.‘ohat students might extend the satisficing sentiment into more
meaningful work contex;ts‘ Black communities cann_ot afford the Jucury o;f;‘ medie
ocre doctors, lawyers, and other professionals.,

When they get poor grades in examina‘i;ions for which they studied dil_igehtiy,v
students frequently have little ides why they were graded ponrly. Hecance, they
attribute thelr failure to unfair questions or{; grading practices. In truth,

. the examination questions often meke minute, yet important, discriminations
between concepts. Yet, the graders never make such( discrimingtions clear to

Athe students even when ths examinations are returned. The teachers simply ref.‘-{“;\
tu:jn_ the teats with global gredes snd no detailed explanationé of why the
studenﬁs' responses vere yrong. Nor do the professors offer any ideas about
how to avoid making similer studying and test-taking errors in the future. It
is no surprise thatthe students become &isillusioned end 'cy'nica.l._ CULS study
group leaders and teaching fellows, hence, devote a great deal of attention'
to reviewing the students' examinations and test-teking techniques as well

as.the course concepts themselves. The approach seems to work, though it is
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difficult to separate its effects on stucent performance from those of the
other things Stﬁdy group lesders and teaéhing .féllows do,

The view that grades have no impiications for subseciuent career experiences
is partly fallacious, too. The thing thet is misleading abéout studies showing
little connection between scholastic achievement é.nd Job performance is that
by necessity those studies include people who actually have Jjobs in the fields
under consideration. The problem is anslogous to the variance a&ttenustion
problém in testing, If all students who took aptitude tests were actually
admitted to college, the ccrrelation be%;ween test scores and grades would be
much higher then it is at the present time. The people who actually .attend'
college are generally those with high test scores; they do not differ very -
much from one another. Statisticaily, this has the effect of reducing the
- correlation between the scores and grades (cf. Gul:!.iksen, 1950). Similarly,
people who a.cirieve poor grades iﬁ school often are not given the opportunity
to att;mpt to do certain jobs -- end, very likely, fail at them. If they.
were, the correlation between grades and Job performance would be much higher.

Another proviso that should be taken when interpreting the grade-job per- '
formance studies is that the felationships vary substantially from fieid to
field. Besides the variance at;benuation problem, a second major reason correla-
tions between grades and job success have been so lov is that in many instances
the school subjects have not been related to work requirements. Howewver,
especially in technical and professional areas, the correspondence between -

Job and course vork requirements ié very close and the relationéhip between
grades and job performance cen be expected to be quite stroné. !

These arguments are made by CULS staff persons to students" to prevent their

being locked out of fields because of passing, but low grades, To some extent
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there is success in the approach, especially in eareas like pre-medicine. ‘The
experience in other concentration aresas leeves much to be desired. The argu-
ments would probably benefit from more ccmpelliné-concrete exawples cf the im-
portance of gfades on Job prospects in each of the fields in which students
express caréer intérests.

~ Students'® teliefs about their aebilities to do well in the ﬁniversity—-and
about hqw much effort is required foi them fo do well--seem to underlie many
motivational prohlems. Handling problems criginating in self-perceptions of
ability is like walking a tightrope. There is not much leeway in allowing
the student to over- o> underestimate his ability to succeed, If he under-
estimetes his ebility he could easily become discouraged and not try to succeed
because he fegls the effort would be futile. His low assessment of his skills
could also lead him to beqamé overly tense and aroused and therevy uot perform
efféctively in gpite of_long ﬁours gtudying, On the other hand, if the student
overestimates his ability to learn materiel he could become unjustifiably com~
placent and spend so little time studying that he "bombs out" irrevocably on
his first exsminations. §Such an cverly cénfident student could also lose ine
terest in his studies because until he gets accurate feedback on theilr actual
difficulty, he feels his courses offer no chéllenget

A1l of these possibilities have been observed informally smong CULS stus

dents. The preéictions also have Justification in tke ps#cholpgical litera-
ture on achievement motivation and stress effects (cf. Atkinson, 196k; Yerkes
& Dodson, 1908). Hedegard and Brown {196%) found that efter their freshmen
years, black students in their semple generally felt that they underestimated
the stiffness of the competition in fhe university. This result is consistent
with the experimentel conclusion of Yates and Mayers (1973). In thet study

-

it was found that black students in & prestigious white university hed ex-



2
ceedingly high over-estimates OF their abilities as compared to .skills of t"};eir
black classmates. Oz the basis of practical experience in the various CULS
options, it seems that a most common pattern is for b;Le.ck s;tudenfs"to' enter
- the university 'overly confident , experience a severe downfall on the firsv
vave of examinations, develop a serious case of under-confidence, and never
fully recover. It is also not unususl to find the complemehta.r& syndroﬁxe in
“which the student is extremely anxious upon éntry to the university, studles
*fi;.riously, performs poorly on his first teats, becomes more anxious, then
doeé even worse on his next examing.tion"s, and aéain never fully recovers from
the experience. |

Maneging the gbility self-perception problem is extremely difficult. A
‘ deviqe that peems to work in & number of CULS mathzlastics and science options
is the initial ‘diagnostic test. Study group leaders and teaching felloy; in
those areas construct tests of the basic concepte experience has indicafed to
be essential for successfﬁiperformance in the relevant courses. These tests
are administered to students ah 'bl;e beginning of each term.' A detailed analysis
of each student's performance on such diagnostic tests iz discussed with the
student individually., He is told very candidly what his weaknesuses aire end
the likely consequences of those weeknesses, based on the past experiences
" of CULS students from the ‘same backgrounds as he. The student is also told
how he can eliminate those; wca;knesses. (There is no batber way to ”increase.
e person's a.nxiéty‘the,n to. tell him he has a préblem and not offer him a way
to solve it.) Eerly indications sre that the diagnostic test eipproach is
quite effective. The only other device employed on & systematic basis is to
‘provide students with admonishments a.ﬁd "horror stories" sbout previous stue
denfs from more-or-less identica.l or superior baékgrounde. This does not

seem to be too useful; studente still tend to see themselves ag exceptions

bt

[V NN
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to the rule.

The final metivationel example coricerns; the influence of other p80p1¢ on
gtudents. This is an e_speci;aily serious prohlem in the context -of a large
university in which black studeﬁts can bé widely dispersg&d and "econtrols" om
ell students are so tenuous. In a large, impersonal, snd overwhelmingly white
4 ingtitution it is not surprising that black Greek organizstions Are flourishing
while their white counterparts are struggling for memberships. The alreeady
‘strong peer group bonds among the Llack students are reinforced in the pressuréd
and security~starved en\}ironment of t_he:v.hivérsi‘cy. This is a mixed 'blessing,
though, as fer as academic motivation is concerned, For, vhatever the pre-~
veiling sentiment of a particular ciique-ha,ppens to be, that is the sentiment
‘to which the individual members sdhere., If the sentiment is toward investing
8 1ot‘ of time and enérgy into studles evexything is fine. On the other hund,
if the ciique does not lean that way, individuals who went to study a great
deal must contend with overwhelming scecial pressures.

The influence of teachers Cd.n e very iméortant' in the student's motivae
tion, too. Black nedes in McLoyd's s£u6y of student melors were especiallsr
sensitive to the teachers ih mejors they consideréd. Moreover, it appears
that the ini:luence of teachers is of & very personal rather than a strictly
technical character. Hedegard and Bfown {1969, D.140) required their respondents
.- to characterize their "ideal teachers." Blacks, much more often than vhites,
empha.éized that such an ide'al teacher was one who "., .:i.ndU_.Ce(d.) in students.
pride and accomblishment,,. .." This result is consistent with the conclusion
of Tucker and Yates (1973) that when chobsing emong alternative learning en~
vironments, blacks as compared to whites were much more concerned with sat-

. isfying needs for self-actualization. That is, the black Students seemed to
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be more in need of either experiencing individusl ‘success or avolding hwnfli'at-
ing failure. These needs refle_ct the importance of having status ih the eyes
of others.
The CULS approaches to social influences on black student motivation adinit-

tedly have met with limited sucecess, in volume rather than in kind. The con-

~cepts underneafh the approathes are sound\._ However, in so large and diverse

‘en institution as the University of Michigan, a single organizational unit

simply does not ’yi_eld the kind of power needed to influence the _heeded ingtitu-
tionai changes, To address the peer influence issue CULS counselors maintain

& vigorous dormitory program of black ‘sﬁludent activities of all sorts., Many.

of the activities are sociml., These activities have as one of their objectives
the opportunity for the CULS dormitory counselor to say, ''Well, We'v;a Just had
& good time psrtying. Now let's get down to some serious studying until the
next break," The counselor a;.so ‘orga.nizés study sessions and skills develop~
ment workshops to assist in buildin_g a conducive academic a.tmbsphere. | The |
dormitory counseling program works quite well given its limited scépe. Tt is
oné_ of the most pc;;;ula.r options awong the students, | . '

The faciilty influence question is axiother_ story. Initiai efforts to
sensitize white faculty meﬁx‘bers ‘o'o. théir respensibilities for the academic
success:)f their bleck gtudents were very disappointing. They are no _J..onéér
atfempted on a regular basis‘.. The facult_y memb‘ers who would ajtténd'idiscu's'aions
of such issues were those who needed to be there the leasgt, and éor;;refséij.'
CULS (ﬁér black people iri the univerai‘cy‘ in genersl) does nbt he.fe t_he in—__

fluerce to make success at teaching black students a criteridﬁ in faculty

_status decisions, e.g., reises and tenure. Until such & criterion is estab-

lished little change in white feculty attitudes can be expected. 1In ad&it;ion,

the experience and prospects for black faculty hiring have been poor. Con=~
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sequently, the CULS teaching fellow staeff remains one of the faw bastions af-
faculty sengitivity and concern for black students in the university. The
students themselves have implied this ir their evaluations of the teaching
fellows. They frequently mention that the teaching fellows go out of their
way to see that their students attend class, turn in their assignments, and
simply, learn. At the time it cccasionally seems that the teaching fellows
‘are "hassling" them. ZEventually, however, most of the students are grateful
that someone cares enough sbout them to go through the effort of keeping
them on their toes, |
General Lesrning end Performance Skills

No metter how gadly he wants to win or how hard he pushea the throttle,
a fellow driving a Model T Ford has slim chances of winning today's Indiana~
polis 500. Similerly, a student who tries to make it through the university
using inappropriate or inadequate tools iz putting himself at a needless dise
advantage. Unfortunetely, however, many black students find themselves in
Just that position. Before coming to the ﬁniversity they ﬁave not been taught
how to learn and how to demonstrate their Inowledge in large'white institu&ions.
For example, the reading speed scores of new black students in the university
are often only about hslf those of the other students. Thus, the students are
burdened with having to spend a substantielly greater amount of time than their
non-black peers Just plowing through their texts. Skill deficiencies in nuw-
nmerous other areas are Just as trcublesome, The CULS experience has shown
that thé following skills are among the most critical for a student in the
unlversity to possess: reading with speed and compréhension, use of a broad
vocabulary, . effective note~taking, systématic téstmpreparation-and testewtake
ing routines, use of library and reference materials, ability to analyze



erguments end evidence, and writing.

Before deseribing CULS approaches to assisting students in_the development
of same of these.skills e-discussion of underlying issues would be useful. Ob-
eervetigne ef the detailed skills problems experienced by CULS epudents has led
to several tentative conclusions. These hypotheses are in the process of being
teeéed ﬁoee rigorously and systematicelly. There 15 ﬁo such thing as e.mentel
"tabule_%aea" in enyﬁody. Thus, it is'ineccuretebﬁo say thet.entering'black
sgudents have no lesrning skills of completely inadequate learﬁing skills.

They do, in.fact, posseds certain gkills and pre~conceptions about how to get
'through unive *aity courses. However, iﬂ'eppe&rs that those skills and approaches
developod from their imner-city aigh school experienees are no longer appronri=
ate in theilr newly adopted environment. Nor ere they adequate for the broader
kinds of career goals the utudente expreeg., On the othe“ hand, it s=eus eafe

to say that the ﬂkllls traditional to purely middle class universities would

put a person in an 1nner~city high school or community at something of & dis~
.advantage, too. It works hoth veys.

Let.ue.benmrespeeific in: stating our conjectures. It eeeﬁsffhat there
.ere three categorie of 1ndividuels dietinguisheu by their characterlstlc
cognltlve styles end preferences. The firqt category of people mignt be

labeled "principle” people; the second group anelqu people; snd the third
sef "recal " peopie. As.iq“all discussions of‘individuel differeeces the
categories are not 'hefd and fest. People iﬁ any one cf}the-categories do
.a certein number of thlnga that are nore characteriatic of the other cete—
gories. Mbreover, nothjng hereditary ia implied, Just style and preferenceu

Principle people are those who when faced with a reading assignment at-
tempt to disvover a general principle in the materiel. Not much attention

is paid to filler words or to deu&ilﬂ that have no obvious bearing upon an
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underlying principle. Examples are read only if they are needed to help di;—
cover the principle or to ;einforce imderste.nd.ing of the principle. Examples
are gseldom, if ever, memorized., The principle person would be able to re~
construct any example in the material using the principle (vhich he does, in-
cidentally, try to retain in memory) end minimal details of the example. When
asked to solve a8 problem hased on the meterial assigner‘l the principle person
would attempt to see if the st%ructure and conditions of the problem fit the
felationships and entities implicit in the general principle he d.iscOVer’ed in
the msteriel. If a it is discerned, the principle itself will imply the anse-
wer te the problem by logical necessity.

¥hen faced with the same reading essignment an analogy person would not
a.ttemft to discover and articulate any principle implied in the te;fb. Rather,
he would try to Jjudge the importence of the verious units of information in
the materiel. He would then e.ttempt to distinguish the "pattern” represented
in the important pieces of information and commit them to memory. Iittle con~
cern is Pelt for identifying necessary or causal relations in the patterns.
The e.ne.logy person would be able to recall or reconstruct only those units
of information he had Judged to be important enough to exemine for patterns.
His problem solving strategf would be to see if the features of the problem
sltuation are analogous to at least pa.ct of one of the important petterns dis-
tingulshed in the ma.teriua. If a match is discerned the solution is 1mplied
by the complete pattern revesled in the original assign;nent.

A recall person would try to memorize as many of the details of the read~
ing eaa_ignment as possible. Given a sufficient amount of time aﬁd incentive
he would be able to reproduce verbatim anything staeted explicit:ly in the
passage. The.rece.ll person does not attempt to discover principles underw

lying the facts nor more than the most superficisl connections, between
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those facts. Naturally, his problem solving strategy rests on simple recall,
Whén faced with a problem he searches his memory for the same or & very simiie.r
pr;ablem-—a,nd its solution-uéncountered in the material previousiy.

The‘ distinctions made here between principle, anelogy, and recall afyles
é.re similer to the differences msde by Ausubel (1968) and Gagnd (1970) between
various types of learning. Ausubel distinguishes "meaningful" and "rote"
1ea.rﬁing. Rote 1eamin§ is 98id to involve only thé ;etention of patterms or
_sequences qi’ words with ‘1itt1e concern for their meanins. Gagnd goes further
and differentiates eight ve,rietieé of leerning including, swong others, sti-
‘mulus response learning, verbal association, discrimination learning, concept
N leazfning,_.r}ale learning, and problem solving. These varieties are largely
self-explanatory.

Very often value Judgments are associated with the different cognitive
styles and types of learning. Undoubtedly, the impetﬁs for sueh value 'Judg-
ments rests in the types of beliefs expressed by Gagné. He observes that all
his varieties of learning are common. He further asserts, however, that the
"higher" types of learning pre-suppose the "lower" ones. That is, if one is
cepable of one of fhe higher types of learning he must be capable of the lowe
er ones,but not conversely. -The extension of this notion is that & principle
person would be able to essume an analogy or recall style, dut no‘g convefsely.
This is only.pe.rtly true, This position does not recognize the importance
of perfereﬁce, . "set," and :e.ppropria.t'enew.. A g:h}en individual mey simply p;'e-
fer one style over snother and therefore use it on s consistent basis, ﬁencev,-
whenever he faces & reading assignment or problem he has & ‘set %o appi'oacp
the situation using that style. As clasgic problem solving studies in psy-

chol_ogy have proved, e.g., the Luchins (1948) water~jar expe’i*iments», people
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do not change their approaches easily,' even when they lead to clearly in-
ferior performaizce.

It seems that the issues of preferences, sets, and appropiateneaé of
cogritive styles underlie the learning skills problems of many black studenta
, _in the university. Specifically, while the uﬁiversi‘cy demands that students
make{ wide uae'_of the principle atyle_, black studenté prefer and are mor'é
accﬁsto;ne_d to:.the a.nélqu ‘or reca.il styles. The traditions and dana;ii.ds of

' . black commmnities suggest wh& this is so.

The principle sﬁyle is consistent with Eurcpean religious, leosopMcﬁ.

and scientific thought. European religious tre.ditipn is filled with notions

of sharply distinguished good and evil,y right and wrong. Moreover, such Euroe

pean ideas extend themselves to imply the ,ex*_‘.sténce of unitary déi'ﬁi;ea. Largely
due to the practical applications of Newtonlan scientific insighte Europeans
grew more and more to view the world and the universe in mechanistic, causew
and=effect terms. Perhaps the ultimate extension of thesie' {deag hes hbeen

captured in prophetic novels such as Huxley's Brave New World and Orxwell's

1984 in which man . himself is conceived essentially as & cog in the mechanisms

of the state. The ardor to which Europeans have held to their black and white
- world views is illusﬁrated gre.phice.lly in the multitude of Western religious

wars.

[ )

. African religious and Philosophical traditions were quite different. The
' Africen view of the universe was essentially wvholistic end organic. That is,
‘the universe vas seen as extremely complex with many necessary relationships
between its parts. Moreover, it would make little sense from that perspective,
to consider those parts outside those necessary relations since ’.t_heir very
character would change in so doing. For example, the extreme social emphasis

in traditional African discussions of man is embedded in this notion. An in-
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dividual man was defined in terms of his family and his people, not by what
he did for a living as is the case in the West (cf. Mbiti, 1968). There were
no sharp distinctions between inherent good and evil. Things were right or
wrong depending on their effeéts on others. Man's role was not seen as that
of conguering the uwniverse, but achieving hermony with it.

It is not necessary to go és far back or as far away as Affican tradition
to understand the bases for black student inclinations about learning appro-
aches. Nevertheless, there is much to be said for the extension of Africenisms
into contemporary black cﬁlture (Herskovits, 1958). One has to observe but
the distinction between the styles of black and white religious services and
values, The preaching style of white ministers, especially in the churches
of the middle and upper classes, has much in common with the mechanistic, care~
fully reasoned, orderly style of uhiversity lectures. Iﬁ contrast, the tradi-
tional black mdhister makes much more extensive use of parables, everyday
illustrations, and the heartfelt personal experiences of his congregation.

His purpcse is not so much to argﬁe the logical necessity'of certain con-
clusioné, rether to achieve a depth of understanding and empathy thst cannot
be articulated explicitiy in the few short statements of & syllogism. One is
brought to believe, though‘one'might not prove in the accepted sense. This
notion is reflected aiso in the black perspective'on the Bible, One dOeé

not question what is said in the Bible; one accepts and remembers. It seems
that this admonition is exéended to imply reverance for the printed word in
general. As one elderly black man responded to the question of what educa~
tion is :"Education is what's in the books!"

One should not argue the inherent superiority of one cognitiVe‘or lea™n=
ing style over amnother, Rather it makes more sense to speak of appropriate-~

ness for different circumstances and types of materisl. The recall and analogy
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gtyles seem to be most adequate for study of the arts, huranities, and re-
ligion. Certain areas of cohcerﬁ ere simply too complex for the essentials to
be captured in a few succinctly stated genersl principles. For example, in
spite of the many efforts to do so, one cannot dissect jazz, painting, or
deep spiritual experiences the way one can analyze the movements of the sunm.
On the other hand, theipriHCiple style is best suited for most scientific
areas such as physics, chemistry, and certasinly, mathematics. The same can
be said for numerous practical areas such as engineering, law, and business
administ;ation. Thus, the position of CULS in the area. of skills development
is to assist students in enlarging their repertoire of stylés to include the
appropriate use of fthe principle approach, At the same time, they should re-
ﬁain a sense of the vslue and proper use of the other approaches as well.

The note~taking method taught by CULS is the cornerstone of the overall
study strategy recommended to students. It aiso illustrates very clearly the
issues of cognitive styles introduced previously. The method has been dubbed
the "analytical note~taking method"(ANT), It is a refinement of technigues
employea by the university's Reading Improvement Service. The essential in-
structions of the methods are these: (1) Take written notes of only the essen-
tial principles and supporting statementsg. ’(2) Frploying an outline form,
indent supporting statements sueh as eridence, examples, premises, etc.,
underneath tﬁe statements they support. (3) Make extensive use of abbrevia-
tions and other shorthand notations. (4) Leave a wide margin that is used to
record secondary ccmments, but more important, practice examination questions
generated in later reviews of the notes.

The major advantage of the approach lies in ‘the indeﬁtatioﬁ feature and
the guestioning requirement. ZEach statement in notes taken accordiné.to ANT

has a definite place on the note page corresponding to its logical relation-
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ships to the other statements made. That is, supporting statements are sub;
ordinéted under the statements they support. This has the effept of forecing
the note-taker to pay attention to what is being communicated. In contrast
to the stenographic or usual "write everything" approach to note-taking, a
student cannot use ANT and avoid thinking sbout the material. This allows
him to be more critical of the material and is,‘therefore; his first "review"
of the information. In effect, he has studied the material before even leav-
ing the lecture hall. Further, the subordination requirement tends to develop
the note~taker's ability to recogniie and discriminate principles from support-
ing statements and to eliminate extraneous ramblings of lecturers~-a most ser-
ious problem for beginning black students.

The questioning feature of ANT reinforces the advantages of +he subordina-
tion or indentation aspect. 1t is also a key to the test-tsking approach re-
commended by the progfam. When reviewing his notes the student should attempt
to generate the kinds of questions he would anticipate appearing on his examine-
tions. Such éuestions are generated from each of the principles contained in
the notés. This exercise is clear-cut and prevents the student from Just
passively reading over his notes. Generating a good question requires that
+he student understand the related principle. When students review one another’s
practice questions the benefits are multiplied. If the student generates e
question or problem that appears on his examination in more or less the same
form he is aided by the fact that he is not "shocked" by seeing the question.
Moreover, he has had an opportunity to practice and verify an acceptable re-
sponse. Thus, a good.émount of test anxiety can be eliminated by the method.
Tt is not unusual for students to anticipate 80%-90% of the questions that
appear on their tests.using this routine.

The exhibits shown in Figures 1, 2, and 3 illustrate products of the ANT
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method and characteristic note-taking problems students often have. The note-~
taking semples are baved on an exercise that required the students to take notes
from the passsge below using ANI. (It shouléd be noted that the exercise was

the firet required of students efter their exposure to the wethod.)} The pass-

age ls from McWillisms's Horth From Mexico, page 20:

In the territory that now makes up the United
States, Spaniards nave slways been a negligible
ethnic element. It is doubtful if more than fifty
thousand Spanish-born persons have resided in the
United States at any one period from 1820 to the
present time. Spanish immigration, for this en-~
tire period, hae probably not been in excess of
175,000. Thus things Spanish have been neglected
or misunderstood in the absence of those familiar
with the tradition and capable of interpreting the
pest in realistic terms. American school ehildren
have always known about LaFayette and of aid which
France furnished the colonies in {he Revolutionary
War; but few of thewm have ever been told that Spain
olso aided the colonies, that Spanish ports were
open for the sale of prize~ships <apbured by Amer-
ican men~of-war, or that the Spanish governor of
Louisiana Turnished supplies of crueial importance
to the American forces.

nd 3- about herec.
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Figure 1 illustrates the proper use of ANT for the passage. Compare
those notes to the two student products shown in Figures 2 and 3. The first
student 'sexercise illustra~§es—~among cther problems—-the common difficulty
of discerning the major thrust or prirciple in & body of information. The
student relegated the basic point of the parsgreph, i.e. the neglect and
misunderstanding of Spanish culture inm the U.5., to a secondary support role

for what is properly & supporting statement itself, i.e, that Spaniards have

always been a negligible ethnic group in the U.S. The second student's notes
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betray two shortcomings. First, the student does not distinguish differeﬁt
facts or units.of informaticn at all1l. Everything scems equally important to
him. Moreover, he apparently piaces a premium on detail. The ﬁotes are a
good illustration of the reéall approach to lesrning.

The CULE experience teaching the analytical note-taking method and its
complementary test preparaticn strategy has been mixed. The mefhods serve
very well yhen s%udents can be teught to master them and adopt them in their
daily work. The‘mastery goal has been inhibite. by a shortage of CULS personnel,
The techniques are introduced in CULS English classes. However, experience
has made 1t clear that this is insufficient. Each student must be coached
individually until he actually learns the skill which appears deceptively
easy. It seems that individusl attentior. is necessary in skills development’
because each student possesses such idiosynceratic and deeply ingrained pre~
viously learmed ways of doing the same sorts of thinés. Unlearning those
old inefficient habits is a major inhibitica, Tesching the method is also
beset by peculiar motivationel problems,

At the beginrning of a schocl term most students feel they bhave little
need to adopt, for example. &8 new note~taking method. They did quite well
in high school using the old methods. Vhy give up a gool thing? After
experiencing difficulties keeping up with their course work the students
feel a need to dewvelop better skills, but do not believe they can afford
the time to overcome the adjustment problems needed to incorporate such tech-
niques inte their study routines. The difficulty is analogous to a sprinter
changing his style in mid-season. He knowa that given time to adJust to
the new style he could run much faster, Howéver, while making that adjust-
ment he would aectuaslly run slower~-and lose more races-—~than he would just

stumbling along with his old style. Do attack this problem of motivation
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timing it seers thet a diagnostic test epproach similar to that used in CULS

"

methematics ané science study groups;wculd be helpful. )
fhe CULE approach to r;adins skill development has thg ;ame conceptual
bases as the ANT method. It is an adeptation of Robinson's (1962) SQ3R (Sur-
vey, Question, ﬁead,yﬂecite, and Review) method. The essential features of
this informstion prcceséing approach %o reading are as follows: (1) The reader
should have a particuler purpese before he beginsg’ to feéd. That is, he should
have certain questions in mfﬁd‘ His remding is actually = éearéh for the ans-
wers to the questions. The psychological set provided by freming the qﬁestions
allows the reader to recqgnize at ~ glance information that is related to those
questions., (2) The reader should focus his eyes upon clusters of words rather
than individual words. Freing exercises and vimec 1limits for passages aid in
the development of this capacity. (3)'Tﬁe reader should look for organizing
devices in the text such as headings, sub—headinés, and topic sentencea. This
allows him to identiry ané discriminate guickly the prineiples and supporting
statenents in the metericl. (4) The reaier showld not re-read sentences thal
seem t; fewunclear or mirread. The Gesﬁalt cheracteristics of his cognitive
pProcesses gnd the rcdﬂndangy o7 the lenguage likely vwill crganlzec even seem-

ingly unclear écntences.info meaningful concepts. - !

Consider the nrosage from McWillioms's Horth From Mexice for illustrative
purposes. Thé pessage hes an anusual textbook style.in that the lead ;entence
dnes not.iééntify thie éssentiathhrust of the paraz.agh. On the othexr hand,
the word "Thus" is the device fﬁat identifies the euthor's main point that

“+"...things Spanish have been neglected or misunderstocd,..”

The remeinder of
the paragréph is deéoted to convincing the reader of the reasong for what the
author considers to be & fuct and to illustrote manifestations of thet fact.
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The reader using SQ3R wouid scan or "survey' the passage quickly and identify
the "Thus" statement. He would then pose a series of questions.toxbimself
based or that statement: hIs 1t really true that '...things Spanish have
. been neglected...'?". "Why?" "ng does this compare with my personel experi-
ence?" When the reader then aclually reads the passage he does not do 8o
word-by-word nor detail-by-detail. He only seeks the essentiel fhinga in the
passage that would anéwer his questions and does not even pay attention to
the rest. Tt could easily hap?en that he is s0 well verséd on Spanish culture
can Just mocve o the next paragraph. If the reader wants to be able to recall
what he has reed he ghould recite (silently) the ~ssentlals of the passage
end lster réview then,
The record teaching the SQ3R method in CULS English classes is similar
to the note-taking experience. Vhile the students generally average 30%
Mimprovement in reading scores, this is not good emough. It is clear that more,
individual attention is needed than that alloweble in lerge classes. Hence,
students are now referred fronm the classes tc the CULS Skills Workshop for

reguler Iindividual follow-up imnstruction in reading as well as other skills

development.

One notehle difference in the ncte-taking snd reading develgpment ex-
perience concerns motivation. The need for readiag improvement seems more
palient to students than for note~taking improvements, Perhaps this is due
to the Tact thaﬁ all students in the university are required to take resding
tests upon entrance. Such tests have the same mdfivational advantages as '
diegnostic tests administered by CULS in other areas. Mbreoier, the student
can readily appreci;te the advanisges of an anelytical reeding approach like

BQ3R as compared to their olé word-by-word approach. A person who reads
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according to the recell style is simply overawed by his reading assignmenté.
This is not surgrising at all. The praospect of ueworizing & bookful of ap-
parently unrelateé facts is uot #ery acpetizing. In contrasit, a prineiple
person who uses & reading method like SQ3R i¢ not buffaloed by reading de~
mands because he realizes- that he need only undeiastand the relatively few
basic principles contained in any aséignment.‘
Quentitative snd Scientific Skille

The problems students experience with general univorsity conrse material
are gccentuated in mathematics and quantitative zciences. The issues con-
cerning preferred cognitive styles are especially urgent in these areas. It
is almost impossiblg £0 be successful in university mathematics ané science
courges using anything but the principle approach, ‘

High schoollmathematics oG geience coursés, esvecially those in the
inner-city, place a good daual of emﬁhesis on merorizing formulas and learning
to use algorithms, i.e. sequential cperations for solving standard problems.
Thet is, they encouragé a recail or znalogy approuch to leafning. In contrast,
mathemetics and science approsches i better univescities plece rach uore
emphasis on understanding underlying concepts. They require that students
not only be able to solve both ccmputaticnal end werd preblems, but be capable
of de:iving rules and pioving theorems ag well. The transition can be slow
and painful—foftén fetal ;o the student's potentiel career in science or
engineering. It is not at all unusual for & student'tc be totally confused
for the first couple of months in his courscs before he finally adjusts to
the principle approach. This can be too late if he fails his first examina-
tions badly encugh. Evep.perfect test'scores from that point on might not

be sufficient to ensure.passing grades. These naturaligtic o»servations of
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the experiences of CULS students are corroborated by the experimental resulés
of Greeno (1973) and his associates. They compared the performance of groups
of sublects instructed by methods consistent ﬁith’the-principle: and with the
recall or analogy approaches. Principle instructed subjects were substantially
' Bétter at solving problems that required sdme transfer of knowledge or inter-
pretation of gitustions.

These conclusions provide justification for several features of CULS math-
ematics claeses and science study groups. The classes are sections of colleée
algebra and trigonometry and introductory calculus éourses. They are sponsored
Jointly by CULS and the univergity's methematics department. Since they offer
the same cﬁgdit, the CULS sections must cover the same topics as all other
sections of the respective courses. Students in the”same courée,‘regardless
of their sections, take the same final examination.

The first way CULS mathematics sections differ from regular mathematics
department secticns concerns the.pace. Since it takes students a long time

end much effort to adapt to the principle aﬁproach,_CULS sections b;gin very
deliberately; but move much faéter than the non-CULS sections iﬁ the latter
part of.each term. Moreover, CULS sections meet for one extra class session
per week. This extré time is usually devoted to solving problems and prac—
t;cing test;taking.and approaches to probleﬁ solving.

_ CULS mathematics clasges end science study groups place demands on stu-
dents to solve multitudes of problems. It is virtually imposéible'for tbe
average individual to learn in mathematically reiated fields without solving‘
problems. A fundamental and all-to-common error made by students is tO‘believé
the conﬁrary. They suffer from the misconception that one ngeé only.read text-

books as in other areas such as humanities or social science. It is not clear
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vhy mathematics requires such commitment, Perhaps the reason 1_ies in the
distinction between skill and understunding recognized by Gegnd. (1971). One
can understand @ principle yet not be skilled at using it, end conversely.
In o‘ontrast to students in many other areas of study, students in mathematiés
and science have the dual burden of developing both understanding and skill.

The emphasie in CULS is o;x solving conceptual and word problems rather
than computational problems. Such problems nurture ‘the student*s-gnderstand-—
ing of principles. They also contribute to the ability of the étudent to see
the relationships of those principles to important things in his 1life and to
apply the conceptis to practical situations.

It seems that the specific difficulties students have with conceptual
and word problems rest in two fundamental issues. First, there is the problenm
of cognitive style dis.c:uSSed previously. New students simply are not used to
responding to the demand for discerning the skeleton of a principle underlying
a problem situation., The psychological set to approach problems in a recall
or analogy fashion is especially devastating in mathematics and science. It
is not at all uncommon for black freshmen to memorize problems and their solu-
tions, When such recall students see similar problems on.examinations théy
simply supply the answers to the problems memorized.

The second issue underlying difi'lculties with conceptual and word problems
is a "1aﬁguage" problem. Students often.do not recognize that mathematics is
in part simply a different language for expressing facts or concepis with which
the studenfs feel perfectly éomfortable in their evexryday langnlége. In fact,
- it is not %too difficu).t to demonstrate that mathematics provide.s an easier

and less cumbersome way of saying some of those comfortable things.,

'I'he‘CULS problen sqlving routine addresses the need for developing skill
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at recognizing essenﬁial relationships and translating from words into mathe-
meticel language. The instructions of the method are as folloﬁs¢" (l) Read
the problem carefully and outline what is said using the analytical note-
taking method. (2) Separate (on paper) known quantities and relationships
from sought quantities and relationships. At least one of the known relation-
ships will not be stated explicitly in the problem. Ctherwise there would
be no problem to be solved. The student is expecféd to provide the needed
relationship(s). In most instances it will be some relationship under diséussion
in the course at the time. Problems requesting éhe student to "prove" or
"show" something are concerned with seeking unknown relationships rather than
quantities. {3) Label known and sought guentities. (L) Translate known re-
lationships from verbal language into mathematical statements such as equa-
tions and inequalities using relation symbols such as "=1", "&n uwfu e
"FU. ete. (5) (If epplicable) Draw a figure representing all the known re-
lationships between quentities. Often problems can be solved intuitively
simply by observing a figure. (6) Write out the formulas, rules, or principles
that might contain the needed unknown relationship(s). The problem solver
should be eware that the solution to the main protlem might require solutions
to sub-problems. (T) Choose the formula, rule or principle that "rits" the
coﬂditions outlined in (1) above that have been re-cast in mathematical
language. (8) Sclve the problem by epplying the selected principle to the
values or assumptions made in the problem. (9) Check the solution derived.

Application of the routine ig tedious at first. Howevér, the student
gradually becomes more adept at it and can perform maeny of the steps mentally.
He will even find several of the steps unnecessary to perform explicitly at
all. The following illustration of the problem solving epproach is an applic-

etion to a problem most veople can solve immediately by intuitions Its very
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simple-mindedness, however, allows most of the essential features of the rou-

tine to stand out in relief.

There are 22 letters in the Hebrew alphabet,
two more in the Greek alphsbet and two more
still in the Roman (English) alphabet. How
many letters occur together in these three

alphabets?

The steps of the protlem solving routine might proceed like the following:

Step 1. Read and analyze problem

An outline of the problem is as follows,
Letters in alph
g — He
- 22
-~ Gr
~ 2 more than He
~—Fo

- 2 more then Gr

Step 2: Separate knowns and soughts

Knowns Soughts
Quantities Relationships Quantities Relationships
He alph = 22 Gr 2 more than He Total of He, Gr -

Ro 2 more than Gr ' Ro alph
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Step 3: Label known and sought gquantities

Knowns : Soughts
He alph = h = 22 Tot all alph = ¢
Gr alph = g |
Ro alph = r

Step 4: Translate known relationships to mathematical language

Gr 2 more than He implies g = h + 2
Ro 2 more than Gr implies r = g + 2

Step 5: Draw figure

Inappropriste

Step 6: Write out possible applicable principles and Step T: Choose

logical principle
Since this i)roblem ig so simple, only one possible principie comes
to mind:
"Total" implies addition. So,
t =h+g+r,

Step 8: Solve the problem

t=h+g+r

h+g+* (g+2), by Step &

=h+(h+2)+ ((h+2)+2), by Step &
=h+h+2+h+2+2

= 3h + 6 |

= 3 (22)4+ 6, by Step 3

= 66 + 6

= T2

Step 9: Check the solution

From the fifth line in the solution, t = 3h + 6, Algebraic manipu=-
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lation implies then that h = (t - 6)/3. A substitution of the answer

t = 72 into this expression yields h = 12 ; 6 . §-§— = 22, 8o, we feel

assured that the answer is correct since it was stated quite explicitly

at the start that the Hebrew alphabet had 22 letters.

Motivation .is a serious problem in the science and ma.thema.fics areas.
The students often complain of the "dryness" of the ma.teriai a.nd‘of being
bored. CULS staff members attack this problem in two ways. The teaching
fellows and study group leaders asre especially attuned to the need for being
personally stimulating and excited about the material. Excitement--like bore-
dom-~is contagious.

Another device for attacking the motivation problem is represented by
the problem sets employed in CULS mathematics classes. Besides giving the
students needed practice, gome of the problems written by staff members
for their classes add & bit of humor to an otherwise strictly business atmo-
sphere. Further, many of the problems illustrate the usefulness of mathematical
concepts; in areas of more direct practical interest to black stud.eﬁts. For
example, while many black students take calculus because of an interest in
entering business school, most calculus textbook word problems center sbout
engineering applications. Accordingly, CULS problem sets often refer to
numerous economic, business, and social epplications as well as the usual
engineering uses of mathemaltics. The following are a couple of problems used
in the past.

In front of you is an everyday rubber bend.
Suppose this rubber band has been magnified
50 that you may observe one particular atom
of the rubber band. Explain ccntinuity ex-

amining this atom in relation to the whole
rubber band. (Continuity)
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The Luckee Seven Dice Company accountants have
determined thet if x cartons of dice eare pro-
duced in 2 day, the costs involved for that day -
are: (1) a fixed cost of 3100; (2) & production
cost of $10 per carton; and (3) an allowance
for machine depreciation, repairs, and so on of
x2/1,000,000 dollars. Determine the cost function
¢(x) and ‘the narginel cost function c'(x). ,
{(Derivatives) : h
It is difficult to isolate the individual effects of each of the CULS
techniques in mathematics and science education. However, in combination
they seem to be useful. During the first term tne approaches were attempted
in CULS, aregular section of the calculus course was given the same initial
diagnostic test as the CULS class. The average score in the regular section
was substantially higher than that in the CULS section. However, on the
common final exsmination no member of=the CULS class failed, quite a rare
" event for calculus classes in the university.
Course Performance Assurance Approaches
Even when they possess gecd learning skills such as effective reading and
note-~taking methods, students giill experience difficulties with certain courses.
Neturally, then, before black students have had the opportunity and time to
develop such skills it is esscnti.l that they receive direct assistance with
university course work. The classic approach to meeting this need is the one-
to-one tutorial. Undoubtedly, there are celtain advantages to tutorials. There
are disadvantages, too, as conpared to group approaches.
One of the most commonly cited plusses of tutorials is the specialized
attention devoted to the individual student. Various CULS student surveys
have shown that many students desire such attention. Against this advantage

are numercus difficulties. Some o them srise not from the inherent character

of tutorials, but from the cir-oumstances surrounding their use. First, stu-
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dents typically do not seek tutorial assistance until they face erises, Aft-er
a student has failed a couple of examinetiocns there is little anyone can do to
assist him in learning matcrial well wnough to avoid course failure. Second,
the one-~to~one nature of the tutorial encourages & particular kind of motiva-
tional problem. While a c¢lose tutor-tutee relationship can conceivably allow
beneficial close monitoring of a student's work, in practice students seem
to develop a dependency on tutors. They expeét tutors to learn things for
them. This problem implies a third. Most tutors are not trained specifically
to be tutors. Hence, their typical approach is to review painstakingly each
topic with their students. Little attention is devoted to diagnosing and
treating more basic problems that may underlie their students' immediate
difficulties with the material. Finally, tutorials are expensive. The ex~
- pense of tut_orials is often prohibitive in terms of per student cost, e.g.,
$5.00 per hour per student, and the sheer availability of tutors.

Several sapproaches to ensuring the progress of black students in their
univers;ity courses are offered by CULS, Tutorials are maintained on a very
limited basis. Some students need such close and individualized attention.
Moreover, tutorisls represent the only option when the program does not main-
tain other approaches for certain courses. A recent approach that is yet to
be assessed is the pre-examination problem_ or question-and-answver session.
This option provides students in heavily-enrolled courses the opportunity to
clarify last minute difficulties before major examinations. Such sessions
are conducted by CULS trained and paid perscnnel. The approach to guaranteeing
successful course performance promo‘;,ed most strongly in CULS is the study
group.

The study group has numerous conceptuel advantages. Moreover, with pro-
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per design, study grcups can approximete the benefits of individual attention
afforded by tutorials. The mere fact that the study group involves severanl
students rather than one can have numerous effects., (For reviews of the lit-
erature on group versus individual periormance see Hoffman, 1965; Kelly and
Thibaut, 1969; aud Lorge, Fox, Davitz, and Brenner, 1958,) For certain kinds
of rroblems two or more heads are definitely better than one. Between them,
several diligent students are more likely to clear up difficulties with con-
eepts than sny one of them working alonc. Every new teacher comes to realize
that vhen he is responsible for teaching others, he learns an awful lot him-~
self. When each of the members of a study group develops a sense of respon-~
sibility for contributing to the leerning of the others he should learn Just
that much more himself.

If a coheslive study group atmosphere is achieved, even further benefits
can mccrue. At least part of the strong social needs of black students in the
university can be met in the productive stmosphere cf the study group. The
peer pressures that exist in the group can be brought to bear upon the motiva-
tional problers discussed previously. VWhen the study group thinks of itself
as & team seeking to "defeat" the obstacles of the course, many of the positive
dynanics observed in athletic teams can be approximated. The cooperative spirit
80 engendered can extend beycnd the confines of the immediate course work.

It can be brought to bear upon broader problems experienced by the students
in the university. Moreover, the students would be inclined to assist one
another in future courses in which CULS coes not offer formal mtudy groups.

Eow, thén, does the study group concept function in CULS? A CULS study
group (ideally) is comprised of eight to ten black end Chicano students en-
rolled in a particular university course. The courses in which study groups

are offered are those in which date have indicated black students traditionally
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achieve relatively pcor grades. lost ¢f the students who attend the study
group elgct it es & formal non-credit course. That is, each study'group is
a section Qf g collcge course unéer the adnministrative responsibility of CULS.
In addition to students who elect thé study group prior to the beginning of
a given term, the study group leader attempts to recruit other black students
in the associated coﬁrse to Join the study grovp at the beginning of the term.
Students vho do not anticipate difficulties in the course are recrulted as
diligently as the others. The study grcup leader reéponsible for a particular
group is technically a teaching assistent appointed by CULS. During 'normal"
periods he holds his study group meetings for cne two~hour sessicn per week

at a prescribed time and place just as any class does. However, during the

‘week or so just prior to major exeminations the study group is likely to meet

for extra sessions as well.

A typical study group session inveclves several kinds of activities. First,
the study group leader might initiate & review of an assignment made at the
previous session. If the study group leader is aware thet there are broadly
experienced problems with certain concepts he will then have the students work
through several exercises that address those concepts. He will organize the

" of twe to four students vho then review the

overall study group into ''cells
course materizi with one another topic-by-topic. This routine, whiéh involves
generating and answering practice questions, is that described in the dis—~
cussion of the analytical note»takiﬁg method. All students are required to
be prepared for such question review drills each week. They are encouraged
to be critical, yet supportive, of one another in the drills. The review

can be about as beneficial for stronger students as for weeker ones, During

reviev periods the study group leader circulates from cell to cell prodding

and answering questions that the students are unable to héndle'themselves.
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In addition, he uses this opportunity for meking certain the studenis are
‘asking the right kinds of questions snd that each student has anthoroggh grasp
of the materisl., After the cell-by-cell review session the study grouplleader
might decide it is appropriate to give "lecturettes” on concepts that seemed
to give the study group members consistent difficulties during their reviews.

Much of the routine of study groups is geared to prepsration for exemina«
tions. Students attend study groups primarily to improve their chances of at-
teining good examination scores. The gquestion prediction and review procedures
have diréct benefits for test performance. The study group leader offers other
related assistance toc. He provides copies of old examinations in the course
from the CULS examination file. Since he is in constant contact with the pro-
fessor of the course the study group leader can assist the students in iden~
tifying what the professor considers important enough to include in each test.
They also learn how the professor is likely to pose questions. The study
group leader generelly offers & praciice examination under actual test con-
ditions shortly before "the real thing.'” This allows each student to test
his kno%ledge of the material.. It also gives the study group leader the
opportunity to judge the adequacy of his students' test~taking techniqﬁes
under stress. When problems ia this ares are o identified he can remedy
them before real damage is done. VWhen the students' actual examination papers
are returned, the study group leader reviews each one and higher goals are, set
for the next test, | |

The study group is a good starting point for skills develbpment. Because
the study group leader sees his students' work in detail,'he can assess quite
well tﬁé adequacy of his students' reading, note-teking, and otﬁer learning

skills. Diagnostic tests on. quantitative methods are especially useful in
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this context. The study group leader himself can trest mnild deficiencies,
usually during his office hours. For more severe problems the student is
assigned to a specialist in the CULS skills workshop.

There has been a great deal of wvariance in the results of study groups.

- Some groups have been outstanding, most of them decidedly beneficial, and a
few have been disappointing failures, There are certain identifiable Problems
in conducting first~rate study groups. Some of the problems are peculiar to
the study group concept. The treatment“of these éroblems uwltinately must rest
with another issue, however, the quality and preparation of study grouwp
leaders.

There is no question but that the responsibilities of the study group
leader are the most difficult of any position in CULS. ' Generally, people
teach the way they have been taught. Study group leaders are asked to per-
form duties most graduate gtudents have never performed tefore. Thus, &

thoroush preparation program is essential. Thne study group leader must learn

to be a teacher of ghe course material, an instructor in learning methods, a
counselor,and a pruactical expert in group dynamics. Moreover, in order to
achieve all his goals he must command respect as & strong model. The ideal
setting in which to prepere study group leaders involves observatiof and prac-
tice under the guidancz of more experiencéd study group leaders. The most
gserious impediment to such & program is the severe shortage of black graduaté
students in the sciences who are potential stud& group;leaders.'-Numérous
approeches to increesing that supply are under study presently.

In any case, the preparation of study group leaders must address the
following consistent problems with study group operations. First, many
students attend study groups sporadically., Moreover, often.they are not

diligent at preparing for study group sessions, As the literature on social
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facilitation suggests (Zajonc, 1965),students can actually perform worse in
a group situatién than alone when they have not prepared. This attendance
problem seems to rest in two more fundamentel issuea. In spite of attempts
to make the distinction clear, many students 1insist on viewing the study group
as a hkind of group tutorial in which they need to participate only when there
is a crisis. Also, study group leaders in the past have been una'ble.to me.xke!.
galient the obJective benefits of regular attendance at study group sesaions.
Certainlj, the probleme have been exacerbated by the fact that r;tudy groups
are voluntary. Study group 1eaders canﬁot coerce thelr students to do thi'ns.sl
that teaching assistants in graded and credited courses can, |

Another persisiant study group problem relates to individual student
attention. Especially during the early part of e term each student feels &
need for more personal attention than is afforded by the study groups. Further,
nev students often cxhibit e kind of competitive individualism that is in-
compati'bie with the study group approach., Study group .1ea.ders frequently
have not been completely effective in organizing their time to allow more
ind__ividue;.l attention. Moreover, they sometimes have not been éood at .building
attitudes of cooperation t_ha.t would reduce the real and felt need tor -iné.i-
vidual attention.

A final common source of étudy group ineffectiveness concerns the daily
prepaeration of the study group leader himself. Poor study group leaders are’
often contraéted from good ones by their lack of detailed planning of study
group sessions. The most effective study groupt; are those that proceed ac-—
cord:ITng to roufines similar to that deseribed a'bove.. Also, poor Astud;{ gr,oup‘
leaders have tended to be those who do not masintain cloée contact vwith the

day~to-day conditions in the courses associated with their study groups.
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While a more thorough preperation progrem will address many of the pro=
blems of maintaining strong study groups, numerous shori-term solutions are
being attempted, too. The pesture of CULS in attacking those pfoblems is
captured in the motto appropriated by the program over the years: "What we
don't know, we learn; what we know, ve teach." The spirit represented by this
statement expresses the attitude needed in all supportive services programs,
The task of educating black students in white universities is demanding and
critical. Achieving it will require all the creativity and commitment that

can be brought to bear.
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Footnotes
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3Requests for reprir;ts_.. should be addressed to J. Frank Yates, Coalition

for the Use of Learning Skills, 1021 Angell Hall, University of Michigan,
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Tahle 1
YREQUENCIES AND PERCEHTAGES OF SURVEYED PEOFESSIONAL
POSITIONS HELD BY BLACKS IN PREDOMINATELY WHITE

INSTITUTIONS: OF HIGHER EDUCATION™

Area | Fregueney Percentage
fcedemic Administration 200 38.2
Arta 22 L2
Business 1 . 2.1
Education . Ly 8.4
Engineering 1 0.2
Humanities 40 T.6
Law 2 0.L
Mizcellancous 11 ‘ 2.1
Hetural Science and.Tgchnology T 13.6
Hon--Arademie Administration 2 o.k
Social Sciences e _..22.8
Potal 523° 100.0

%paged on P. Sikes and P.E. Meachus (Eds.) Black Professiocnels in Predominsately

White Institutions of Higher Fducation (Directory) 1972. Austin, Texas:

University of Texas, 1973.
Prrequencies based on 10% sample of listings. Several listings imply multiple

positions,
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Fignre 1. Proper anslytical notes on North From Mexico passage.
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Exemple of student enalytical notes on North From Mexico passage

1llustrating improper statement classification and subordination.
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Exemple of student enalytical notes on North From Mexico passage:

illustrating'lack ot statement differentistion and excessive words

. &and attention to detail.



