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<~ FOREWORD /

This modwle was developed as one of eight dissemination
packages which were being prepared under an E.S.C.A., Title III
projeet. The Mesa Public Schools worked in concert with the
Américan Institutes for Research (AIR) in this Title III project.

1f should be noted that what is being presented here is in-
formation on Mesa'sjon~going long-range project_ in career'guidance,
counseling, placemgnt and follow~up; funded not only by Title III
but also by Vo¢atjonal Education Part D Exemplary and District
funds. A key glement of this project has been the designing,
field "testing and final production of staff development training
packages. N . ’

The specific garticipatio f E.S.E.A. Title III comprises
an integral partfyof the total process for orienting counseling
’ services toward gpecific student outcomes in an accountability
' model., Title I is housed in the Arizona Department of Education
under Carolyn Wiérner, Superintendent of Public Instruction. The
Title III gtaff was directed by: Fred J. Sughrue and the‘*consult-
ants assigned to this project were Jewell Sisemore, the Assistant
 Director of Title III, and Jesse Udall, Education Program Spe-
cialist. ) ‘ .

/s - .. ’

~

For additional information on these/projects...- B s

Write or call: (602) 962-7331 . .

: ”
Exemplary Project Director - Title III Director
Byron E. McKinnon B . . Duane Richins
Guidance Director . . Guidance Specialist
Mesa Public Schools ~~ . . Mesa Public Schools _
Guidance Services Center Guidance Services Center
140 S. Center : ' 140 S. Center ‘
. Mesa, Arizona- 85202 L ' Mesa, Arizona 8520

.
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~ INTRODUCTION.

.

This "module" is part of a package whig %pcludes.the following:
' - - /
e - Coordinator's Guide - Appendix A’
- Tape-slide introduction
- Flow chart of the comprehensive
‘ - Package goals and objectives ,
- Tnstructional materials (module). /7, *
- Group, activities /" !
- Simulation activity 2
- Application procedures . 'f
- Pre- and Post-assessments ;
- Further references ‘
. L b
Packages are designed so that you may work at your own pace but

‘

should not t;ke qvcf 20 hburs to completg;

The modulgﬁdtself contain’s the floQ chart to the comprehénsive
approach, thepgzékaéé.goéi and object;vgs, instructional méterials,
andtgroup activities. The flow dhart défines the four major phases
of the comprehensive approach to developing‘guidance, couﬁseling,‘
and placement programs and how they reyéte to 'each othgr;

1 e o

. . /7




e - NP Ewlldl%l..-}tn..._r-...-l —— e i N . PO ¥ 1% —v .
" | START THE COMPREHENSIVE APRROACH TO DEVELOPING GUIDANCE .

J COUNSELING AND PLACENENT PROGRAMS AND RELATED COMPETENCIES
L v ¢ ) ' J
PLANNING COMPETENCIES oL __ URING COMPETENCIES
B g . : 1. Specify p m participants and
- 1.. 1 . 1. Orient to the four areas of the ) /ﬂFOEO%ﬂI—I objectives for immediate programs; - )
a o comprehens ive approach. define - Indicate target groups and skill ievels
; . phiiosophy. purposes, ond target required to achieve objectives of
- groups. ;
. . program -
1. F . z mﬂ%qﬂah.cmmmm”ﬂw:m. repart current . 2. Determine format design; list possible
M K ’ - : available program procedures and |
A . materials, choose most appropriate
. . . 3. Design. conduct. & report desired : . procedures and Bﬂo.w_n“mvv P
1, 1 outcomes assessment (needs assess.!’ s’ | P
. , ) 4, Ident:fy new program needs, wyite - m : m 3. Develop programs based on previously i
S A ot program goals and student objectives ‘j : identified goals and objectives, pro- :
L P . (outcomes,} evaluate vide for the development, critiquing, v w
. . : and editing of program products
| ONTEXT EVALUATION . — m
: ) 2 "INPUT EVALUATION !
b B MAY NEED TO RETURN TO
B B4 s ‘ . I PLANNING 1
. * 1. Design, conduct, and report- v ~no.{::m._.mzn_mw. ~
| product evaluations . _ AREA ' v
- . i ‘ , 1 . “
2. Determine costs, relate costs : IR | ~
to effects, and summar:ze and v Y g
drsply cost eHectiveness IMPLEMENTING COMPETENCIES .
" ratios . , N
. . 1. State implementation objectives and
3. Design, conduct, and report strategies , &
- . stydies that 1dentity the most i .
LY - cost-efficient proced.res and :
. programs
4. Desygn. corduc® anc -epar® cost- . 3. Prepare v:o‘. and field test sites, and "
benet Maca.z . T implement programs - A - <
5TOP 5 }”Mhﬂn.umo“.u Mo_n‘na 1o and 4. Determine nmm;..o:o,u staff
' N ne _-* vtur goaﬂ,ﬂaﬂ ,: & & * T T
il Qe e comsrencis needed Lot i .
cycle o and communicate these decisions i
Ipproprate and rationale - ‘ , -
Hont < )
g : mmwmme m<>—.c ﬂ , NOTE:
.2 MAY NEED TORETURNTO _ ______ “MAY NEED TU RETURN 1 Highlighted area(s) indicates
‘. 1 pLANSING TISTRUCTURING 1 1IMPLEMENT NG, ﬂur»zz_zo lmu;cnqcn_za.q competencies presented in
i COMPETENCIES! | COMPE TENC'ES jCOMPETENCIES, nnoxum:zn_mr_uo:nﬂmzn_mw. this module e
% JAREA ".;m» } ﬂ.;m» 1 AREA .,::am) " L .- © OB
AARd o . N ' __ o o M
O O IR SO | I [ S . |
! ” LK
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The preceding diagram illustrates the parts of the comprehen-

4

- sive approach you will be learning about in these staff development”

packages. Each of the packages helps the reader to develop one or
more of the competencles.llsted. The general purpose of this module
and the specific outcomes that you should achieve through it are

summarized below through the goal statement and package objectives.

1

cr

MODULE BAL

The module has two.main purposes. ‘The first is to briefly
descrlbe the ways coUnsellng and.other personnel could use group,
leadership SklllS in three basic types ‘of groups ‘(and to mention/// )
‘a fourEh type) to 1mp1emeht a comprehensive ?greer guidance
system. The second purpose is to develop three basic communica-

tion skills that are useful in facllitatlng ‘interpersonal inter-

action in all group settings. _ J

MODUI.E OBJECTIVES

When you have completed this module, you will be able to:

Page
21~26 1. Define in a paragraph each of the four types
' of groups (task groups, guidance groups,

counseling groups, and psychotherapy groups)
with which counseling . personnel should be
familiar to implement a comprehensive career
guldance program.

29-31 2. List in their typical ordér and briefly

- define the four stages in the evolution of
a qroupvs identity.

&
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List and briefly desdribe!the 8ix charac-
teristics of effective groups discussed in
this module. ' ; '

Given three tape recorded statements, verbal-
ly paraphrase the content of each with an
accuracy rated "acceptable" by a trained
judge. : ~ .

Giver three tape recorded statements, verbal-
ly paraphrase the feelings associated with.
each with an accuracy rated "acceptable" by
"a trained judge.

Given three tape recorded confrontation )
"situations in which a conflict of needs is
evident, respond (as one participant) by
giving verbal expression to the feelings
- (and only them) that you experience. A 7
trained judge must rate your performance
"acceptable" for you to achieve this
objective.




Approximate
Time

1.5 hour

l‘houf

1 hour

4 hours

2 hours

L]

2 hours

20 minutes ,

~ MODULE OUTLINE,

J c
. Activity

Introductiona//You take the preassessment
and view a tape-slide presentation. Next,
you engage in a brief activity. Then the
coordinator will explain the structure and
purposes of the module. Questions and dis-
gpssion are included. :

» 5

Initial Reading.:@ Read the text, which out~-
Tines important considerations in group

leadership and presents basic group leader~
ship skills. Questions and discussion follow.

Simulation. This activity gives ybu a chance,

to practice the ‘three skills you learned about
in the reading.

In-Depth Study. You extend your knowledge .
through additional reading. Then you share
what you've learned with other workshop
participants.

s

Application. 1In this activity you evaldate a
group session in which you participated and
begin planning to use your group leadership
skills. - :

Post-Assessment. = Here is where you demonstrate
~ that you have achieved the objectives of the
module. You will write answers to questions
and tape~record evidence of your leadership
skills. ' :

E?Bp—up. The workshop coordinator will sum up
fhe module and-will point out additional sources
of information. Any final questions will be
resolved.

!
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. The questions below are designed to give you an idea of. the
' instructional content of this module so you may determine:
1) whether you wish _to continue working on the module; and
2) whether you want to skip certain sections of it. Each question
relateés to the module objective of the same number. The pages of_
the text that present the information required-to answer the ques-.
tions are indicated after each question. :. - . 7
[ 4 ) ' - Y LIS ; ’ LY . Ve * *
Try to ‘answer each question and check your work using the ansyer ., ° e
key provided. Then, if you feel the module' or.certain sections Qf ° . -
it will be of benefit to you, continue with the ‘tape-slide presenta- :

tiono - ] R . 7 » - -

k4 K

v . oy
t

1. Use these terms to fill in the blanks in the sentences below.
(pp. 21-26) : -
task groups i
guidance groups .
X counseling groups )
- + psychotherapy groups :

XD
\]
-

To impleément a cSmprehensive'cd%eet guidancé program, counselors - .
and others should be familiar with several types of groups.’ of

these a. K . are most likely to focus on ol

presenting information. 11
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L - . :J >
» l . , ? ) .,' .‘ .
S "‘ ; ) . : ' . Ry ¢ o ‘l Y -
. v _ . b, T may ‘be established for a number of pur- . .
) - ), , Ll
’ 'ﬁdses.- Explorlng personal feelings about youth qrowing ap in e~ b, .
B " y o~ * ..
“« : a EY SR
_Amerlca miqht be one. . . "‘. N 4 . I i
i - “\ /‘ . :q(' . *2 :" .~ r )"", . " R
' o _ RS A Sl X Co R
: > o ‘
Many of ‘the same theoret1ca1 approaches afe-used in*both c. »* el e
: ' * 'b".‘ : o " : . . '. ’t ‘ l-‘ - '{' * - » .: ';:
- - . - "and-d..- s Ty C Thaewla T - et
R - ) ‘ N 1 - 3 L P
B ) - f _;" - . . .‘.‘
< In e. , : oy partiuipants are leaet likely'to , - S
34 TR ., - . . . - . N
. examine their feellnq reactlons, whlle in F. L R

. , -

this is encouraged but not necessary. DecisiOn—making is™ an espeh /
+ A O “ . e L

cially signiflcant compbnent of g.

. o ! % . ) . YR "-': a N T s
) ., . P P ). W e -' Ler .- O\_ / .
2. The evolutlon of,qroup Ldentiby.is 11ke1y to proceed through / <
. four stages. These; stdzes axe 11&ted in column A in random .
order. NuMbgr'the “stageés to inddicate their usual’ sequence.
~In c¢olumn B, charqcteristics that are ‘often associated with
the.stages arc-listed. Write’the pame of the appropriate stagg L
in. front of each characterlstic. (pp. 29431) BN

‘ -
s "R N . . . L . . ’

. Column A ... : Column B ;
. .. . . s ‘ »*
" a. norming . ' s, group purposes&’ and procedures are’
: - ' * . being aqreed upon- . WA
b. storming - . \
R ) k. the purposés of the group'are beinq
c. performing ° T explored _

-’ >

d. forming .gf .b"ut :cﬁegszdof group identity has been

B -~ LS
- .

-

?

., v. 'personal relationships between
: grouﬁ members are beinq resolved

[

A

LW perqonal reactions of group meubers .
are being probed ) .

-

. p » : - x. full attentior 1q be1ng thrned' .
, ' toward group goals | . ) )

y. group members -are enguqinq in
initial encounters : .

Z, procedural 1imits are, tested .

12 -

7 : . .




L o 3. Put a check 1n the blanks~before the six general characterlstlcs
R of effectlve groups. $pp. 31~ 33) -
vaf " '[-h, mpjorlty rule ." “ o f . ~f., | Lo ~.?
S b. fres expre351on of feellngs~f I .
Prooos . R I N L ' : i ’
R I c. free- express;on oi'thought .
S LT . J o~ - ' ‘ . —_—— )
.' P - e ) .y . . . .. . .. o :
ﬁ_g-l?,u;‘ _fﬂid..respect,forvleader s.authorlty . , : - .
Lo : e..Bartchpatlon o 1~_‘ s o ] | o : '
' B :ﬁ'i« f. agreement by conSensus ;‘ .;7’ e ' R .
"vf: . . ‘_’ . .‘ I, ) - v e . L . .
AR g Leader keeps dlscus31on focused on goals ‘ e
. - . B -t L3 - R . . ) . ' h Y ) '
P S h.:lack-of confllct S v N PR
S P aneanlibl C o -
I P expresslpn‘Niv&ﬂl concelved 1deas L
.»”\ . ) A’-‘.." . . ’ . \ " » - " . : E
IRy ]. dlrect progress to actlon dec1slons LT .
"ug«~s:J—_—# ; e R AR . S
R 3 dlsagreement o 'H' o R o
e o T v S e Sy S, s I = _
v b N T selfHeVaIuatron,~‘~ S s o a
PR AR | T _.“?- T P .,.- N
el . AR
Ao ,.Imaglne thls s1tuatlon when you answer>questLons 4, 5,.and 6. - -
T - Richard Rogers, an eleventh grader, was denled a llbrary pass by
"t h;s Amerlcaﬁ"Hlstorywteaoher, Mrs..Schwartz, for: falling to turn -
.+ .in an assignment.’ -He had been daydreaming when -the asslgnment was
- made but arguied wilkh Mrs. Schwartz about’ it aﬂyway. Richard's grades
i .in American History are poor,, although he earned. good grades last
L . Year from Mr. Brock in World History. Durlng a group cdunseling C
- ‘'session, Rlchard made this.statement:’ ) Py :
'Il a f'"I hate Amerlcan Hlstory, and I hate Mrs. Schwartz." She's a K
: ' terrible teacher. I want to transfer. ‘out of her class and take
. Mechanlcal ‘Drawing insteéad: Mechan1ca1 Drawing is more 1nter—
i estlng, and’ more useful too. - . . . I
*"" v ,‘v ‘. 3 . N : ‘,l_t_‘ N - a:"*‘ -~ )
Y T Clrcle the, letter in front of.the phrase below that represents.
: - . ~the best example -0of a reflection of the content of, Rlchard'
‘statement. (pp. 35-39) , — .
Yo' .+ A, You flnd Amerlcan Hlstory borlng. o
' "'5.. You ‘would rather'make Amerlcan Hlstory from Mr. Brock.
v . 0'~ .
x"’f’l L c. You would rathen take Mechanlcal Draw1ng than Amerxcan Hlstdry.
. s . \ A ‘ . . ,"‘ . l, 5 \r . ‘ .
e gipﬁ~dﬁ You re hav1ng a llttle trouble with. Amerlcan Hlstofy and. .
"f>” T Mrs. Schwartz.,(“n; . . . R Sooe
y * “..’ o :’ T C,-‘ ‘ ' 13 ) '. o Boe ) e ..h-" * .
) v N ...n. . ¥ * . *’:" :‘




5. \Clrcle the 1etter in front of the phrase below that represents

“the best example of a reflection of. the feellngs ‘behind Richard's
statement. (Pp- 40-48) . . ,

a. 'You’feel 11ke glVlng up in Amer1¢an Hlstory.r

t

b{ ‘You feel nadequate in Amerlcan Hlstory.'
. c.vuYeu'feel 1mpat1ent w1th Mrs. Schwartzwn
d. You fee1 secure'ln Mechan1ca1 Draw1ng.

By Below are four statements a group leader mlght make in response
" to Richard's statement. Circle the letter of the one which
T shows the most accurate expression by the 1eader of his own
.. feellngs. (pp.»49 -57) : o .
", « a. . I feel you may be rlght in thlnklng Mechanlcal Draw1ng 1s
‘ morg useful than American History.

Ay T

b, I feel uncomfortable ‘when you criticize Mrs._Sbhwartz.’

.-cﬁ I feel. 1t s a- shame that Amerlcan HlstoJ§ is not ‘as easy
~ for you as World Hlstory. o ’ ”

'

d. 1 feel ‘you could do better in American History if you trled
. harder. . S

»




Co ~_ .PRE-ASSESSMENT . e e
| . " ANSWER KEY - . . 47
_ : TE
, ‘Y X -
) 7 :‘ 1 4 ) ’ . S i i
. ‘ . T
r " + . - - ¥ ’_‘._...A'._' »
. . . ; . R
-\ i h _' vt ! "> .5——
. - . - , . ‘o x
. . ‘ - q ’ - ,
«: ) . | ,p"—"f"
. qg °9 ) « ‘O X .0
[ e .g .q x
. O .v - 'oe .E
) °Z putwxols <
‘X butwiog T
. //“ , ‘ ~ »x butwxogaad o -
- ' . *m . ButWIOl}S T '
” ' 'Buzmxou o ‘P T
‘n  putwrogaad oy
~ : | ‘3 puTwIoy - qT
*s Buxmipu | g e € A
, ; . +sdnoxb 3yse3z °Bb ! (sdnoab BurTISUNOD I0O) sdnoab soue
N . -pInb °3 {sdnoab xsej °° ¢{(°O I03F SSn I, UPLP nok auo aylx) sdnoab - .
o Adeasyzoyodksd 10 sdnoxb Huriasunod °p £$dpoxb-5dexaqqoqoxsd Io -
. sdnoxbp HBUTTESUNOD °O !{sdnoab Huriasunod °q tsdnoab eouepthb ‘e  *T .
.15 - C )
. . 10 - T . o
ERIC - . - | | T
| T . ot : : i .




AUDIO VISUAL INTRODUCTION -

. This package or module, "Groups and Group Leadership Skills"

‘includes an audid'casseﬁtevand;slidésito;intioduCé you to this
phaée oﬁ the stéffkdeye1§pment éerieé.. We suggest that yéufahd
any.9thér indiﬁldualg-who'are considering wofkihé on this-ﬁaékage

. first ﬁakg a few minuféi tbfView andfhear;this pfesenﬁééion; The -
" tape is plEYable~dﬁ any cassetté recbrﬁer. fThé.sliées aré‘arso%;

- -

»

standara'and-numbéred in ‘the order of appearance: An audio cue
’ | - v:.},. I . v o S
("beep”) indicates. ‘the points a&gfhich you are. to advance to the

next slide.: Begihbwith'the.title.élide in tﬁéhg}ojector gate.

' -

? » -

-

In the event the tape-slide is not available, you ﬁay read."

: , PR . « , , " . o .

through' the tapé-slide script which is located in Appendix B. -

. . L o 3 - h ) ‘ . ’ I . ]

This will give you a quick overview of the contents of the ‘module.
- EEE S - c, . ’ ; N . o . . ) o8
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On the follow1ng pages are two skits. ey 1llustrate the L,

-, L teE

way tyo different counselors operate in the same’ group setting. .

«’.

Orie counselor. uses the three communication'skills that are the-‘
. "IE 'y . ¥ . L
focus of this.moduler the other does not.- - ‘», . T,

Choqse five people to play the parts of- 1) the group leader,

2) Blll, 3) ‘Joanne, 4) Laurie, ‘and 5) Tom. Have them act out the

3

-~

first Sklt. If possible,‘a551gn a new cast for the second skit.

During the skits, think about the communication patterns each

counselor uses and the way. students respond to him. After the- " Cy
e [
skits, you will engage in a dlSCUSSlOD of them with your coordinator
the rest of your group. If you are working through this module

~al ne,,or without avcoordinator,_you-Will find the verbal presentam

"tion usually presented by, that person lacate s pp. 94~100. K

)
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A ' ' : : , :
e Setting: 1lth grade guidance group meeting.

Group Leader: OK, everybodv, last meeting we were talking about
college as an experience to help people. grow. Bill, you were
starting to tell us-about your sister's experience. = :

~ . n,.‘, ¢ .« ! ’ [

. Bill: Yeah, she went to a big university ir the Midwest. She was

A miserable! ©She was jammed into huge old classes with hundreds

.. of kids. - When the time came for registration she waited hours
in lines? - Nobody. really helped her. “All ‘they wanted was to be
sure she foIlowed all their silly rules.. o <

. .

- Group“Leaﬁef: But Bill, how elge”could they manage all those thou-
- sands of students? : L. ‘ _

Joanne: .-Maybe in a small coilége it's better.

Laurie: My sister- went to a feal,sméli callege. Everybody knows
everybody else's business, just like a small town: She sure
‘didn't feel like she grew much there. - _ .

& '

- Group Leader: However, college is good for you in the long run.
v Whether it's big or small, you come to appreciate all you. got
out of it later. And you all know that the best jobs go to col-
lege graduates. : S : . ’

- | ) o .
Laurie: Yeah, that's what #hey keep- telling us.

+ Group Ledder :? It'swtrue:f'Théfstatistics will tell you.

¥

Bill:+~ But we.re talking “about a. (f"growing experience.”" It deesn't o
sound to me 1ike—Bill's'oi Laurie's sksters felt that was happen- .
! N ing .to" them. And dgqrées aren't worth a&uchcas they used to be.
oo -+« My sister stuck it oué and got her degree ¥n French, and she can't

find a job that's’anything Iike What she. wants. Why spénd all

that money for nothing?

4 . Gtoqvaegder: Maybe she stoppedulookinq just one da& téoasoon.

Tom: .It's sueh a big risk to take . . . leaving home and doing
something you're not sure will turn out.

GrouEALeader:' But werth it, Tom. We've all gotvﬁs take risks to
Jrow. : T : Lo -

. < ! ) .

. Joanne: ~ 1. think it could be really exciting. Surely with all the
intelligent, educated people they have to teach us there could
be lots of exciting tlrings going on. Even if it's-va 'big. imper-
sonal campus you ¢an £ind interesting courses and people--and
film series and stuff. : o . "

. . . ,
. \ - . .
” b : ! - 1‘8 * : hd
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Toms: Maybe you could, Joanne. You make friends easily. And your
— _grades are good enough to get in anywhere.  Mine are really on
-the border. : . - .
Group Leader: You've got some tihe to pull' them gyp, -Tom. And
Joanne's right<in thinking big campuses are st mulating. That's
, t@e kind I went te and I've always been glad. e L -

Tom: I think I could Stay_right here and work in my dad's hardware . | ,/
store &hd get just as much out of it. - I don't need to know all T
.about world literature to be happy. : )

Laurie: And you're a boy! Girls have even less real need ﬁor‘qql-
“lege~-though it might be fun if_your parents could spare the- *
. money. Even if I only went for a couple of -years I think\ 1'd .
enjoy it. o : ’ : ’ AR

TBill: Can't your parents'éffdrdiit? ' ' '\ S
Laurie; Yes, but they said after spending all that money on ﬁy
sister to no purpose that'they‘wouldn't-send any more kids through
- college--not daughters, anyway. My sister quit after three years
. (gnd it really made them mad. o . S

L Group Leader:: You should check out SChblérships and loans, Lau ie.i

Laurié: I already have. I don't really have'the grades to get uch '
that' way either. . . : - Lo

o)
- - -

Grbup Leader: Well,*I'm glad at least"you see the value in college,
Laurie, even if you aren't able to go. N '

Bill: Oh, I don't think any of us really feels college .has no value.
“Tt would look good ort your record ,fer getting a job; But pelping

————

you grow as a person--I don't know.

d

Group Leader: Believe me, Bill, it does. R

Bill: My sister said the most she learned was from getting away v
~ Trom home, living with people her own age, and thinking about other
people's way of 1ife. You don't have to go to céllege to do that.
. What I'd geally like to do is ride my bike around the world, live
" off the lakd, and never worfy about the futire. Just let it
happen. . L e o

Group Leader: That's not exactly responsible behavior; Bill. It's
important for you to pick a goal ffr yoursélf, consider conse-
‘ «quences, and behave in the way that's the best overall. Riding
a bike around the world wouldn't get you ggy closer to your goals.

Tom: Could you'do that, Bill? All by yourself?  Wouldn't you be
scared? T ; ' o .

-
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Bill: Naw, all you need to do is do it. College will -always be

- T there when you get back. - e

‘Joanne: My dad says if you don't go right after high school, you .

' won't go at all. I feel like it's something I ought to do right

away- and get it over with: But I'd love to go traveling. And '

I really think I'd want to go later on. . . I think I'd look

forward. to it. Right now I'm pretty sick of school.
Id

. Bill: . That's sort of what I feel too.« ~°

o Group Leader: What Joanne said about never going back is the truth. -
L © ‘Many people want to but find it's just too late for them to take T
. the time and money to do it. A friend of mine from my high school
"days called me last month, and told me how sick of his job he was
and how he regretted not having gone to college. That's the
voice of experience speaking. I think -you'd all do well to con-
sider it. . . ' :

X
“

~ Bill: Yeah. S | L

by
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SKIT I

Setting: 11lth grade guidance group meeting.

- Group Leader:A‘OK, everybédy,’last'ﬁeeting we were talking about

college as an experience to help people grow. Bill, you were
starting to tell us about your sister's experience. .
- : ’ 2
Bill: Yeah, she went to a big university in the Midwest. She was
miserable. She was jammed into huge old classes with hundreds
of kids. When the time came for registration she waited hours .
in lines. Nobody really helped her. All they wanted was to be
sure she followed all their silly rules. : .

‘Group Leader: It sounds like you"think college could be sort of a

factory, rather than a growth experience. -

Bill:  Boy, i'll say. I'd hate beirg just a number like that.

Joanne:"Maybe in a small cOllege it's better.

Laurie: ‘My sister went to a real small college. 'EQerydey knew
~everybody else's business, just like a small town. She sure
didn't feel like she grew much there. -

G%Bup Leéder:-'Sounds 1ike'jds£ the opposite‘problem..'Itﬂg no fun

~vto have too little privacy, either. ‘

‘Laurie: VYeah, she finally was able to move into a small apartment.

Tt was a pretty good college and she learned a lot, But she was
‘unhappy at first. The personal situation wasn't so good. I
thought her courses sounded really neat, though.

Group Leader: It sounds to me like Laurie's saying that college
3 can be fun if the courses are 'good and the life style can be
:made comfortable. Anybody else have comments on that?

Bill: My’/sister finally got in with a group in the French depart-.
“ment, which she majored in. They all were really good friends
and still keep in touch. But she really had to stick out those
" first few months--well, first year, really. After that she
seemed to find the excitement really, fun.

Tom* I don't thihk‘l coyld stick it out that long.

- Group Leader: You feel a year is too long ‘to go without friends.

Tom: We11;~uh~~l guess I wonder'if even after a year 1'd have any.
I mean good friends who'd write and stuff.

~ . he

Joanne: Oh, you can always make friends, Tom.

16




~ Group Leader: Tom mugt have some feelings that it's not an easy

Tom:- Yeah. - o - _ . )

VGroup Leader:  It makes you feel like 90u mightvnot have any friends
at all. - ’ _

Tom: I guess. .1 have a few'here at school: I'd hate to leave them.
I could stay here and work in my father's hardware store. TI.
~don't need to know all about world literaturet“to be happy.

-Group‘Leadef: You think theré are other things of value in life
besides classroom learning.

-ggm:.,ﬁure there are. I admit some of my classes are fun, espe- .
cially the shop classes-and ighemistry, but the hardware store is
fun too. But then again, if you don't know anything about world
literature your conversation isn't too good. :

Group Leader: Sounds to mé, Tom, like you feel torn. You like some
of your school subjects, but you also like. a lot of things about
working in your father's hardware store. You think college is
important to a person's status in the world, but you also think
there are.things more important than status. o

‘Tom: Yeah), that sort.of says ir a nutshell the choice I have to
>make. It's hot easy. I realqy like a lot of my subjects, though
: I'don't do too well. , ' . ‘ - s

Joanne: A lof of teachers know‘you like their courses, Tom, no - |
matter what grades you get. I like a lot of mine too; in fact, .

. I like them all, and do pretty well. I don't know what direction
; I'd go in collegé. °I'll be going, though. o :

Laurie: You know-yoﬁ will, Joanne. You have the grﬁdes and your
“parents have the money.. S ' .

Group Leader: Sounds like you-wish you had those‘thinés, Laurie.
‘ 1Y . . - .
Laurie: I'd really like to go to college. But I'm a terrible test-,
taker. My grades just aren't very good. And my parents wouldn't
pay for me to go to college anyway. My sister quit just before .
her senior year and it really made them mad. They said they'd /
.never send another daughter to college. But my brother gets to go.

Group Leader: You don't think they're béing too fair with you.

‘{Fude: I sure don't! My sister did everything easily, but she

never really cared about learning. ,School was just 'social life

to her. She went to that good colléqe, but all she wanted was
to get away from the dorms so she could have her boy friends
visit. And she ruined my chances to go. C e e

| 17
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Joanne:’ Do I make you feel angry too?

Laurie: Yes! Well, sort of. 'But you're a really good student
and I know school's important to you for itself. I'm glad you
can go. I just wish I could too.’ I've checked out a couple of
scholarships and loans, but I don't think I can qualify.:

Group Leader: You don't think ydu have either need or mexit enough
" to'get financial help. : :

Laurie: No--but I haven't looked very thorodghly either. Ie been

too upset to bother much looking for help. I don't know much
about what's available. ‘

Group Leader: There's money available from some very unusual = .
sources. , . . S e :

-

Joanne (To Group Leader): Did you,really.like'collége? i mean

for anything else besides getting a job?

Group ‘Leader: Yes, I did, but it didn't happen right away. I had
some lonely times and classes I thought wére really dumb. 1It's
not all either way; you know. I'm glad to see all of you looking
at all sides of the picture. It makes me confident that you'll
make some well-thought-out choices. - . : -

Joanne: Thank you. Well, I like scheel and all, but right now. . .
T really wish I didn't feel I have 'to go right.away. My father's
always saying that if you don't go right after high school ygg
won't go at all. : ' . . s

Group Leader: You don't feel that way?

Joanne:, No. I'khow I want to'go to college somé’day; But right
now I'm tired, and I'm dreading having to go through four more
years after graduation without a break. i '

Bill: Me too. I want to go someday too. But I sure would like! to
explore the world a little first and find out what I want to do.
1'd really like to take a year or two and just ride my bicycle
all over the world. That'd be a real "growth experience.”

Group Leader: You think you'd learn more doing that right now than .
in collegei '

Bill: Right now, yeé, More about mysélf,and what I enjoy." I
don't mean you don't learn a lot in college. e

"Joanne: But it's all more bookwork. ' }
Bill: No, it's more than that. My sister learned the most by get-~
ting away from home, livimg with people her own age, thinking

about other people's way of life. College is good for that as
well as for bookwork, I think.

- , . et o
( '>18 ' . , ‘
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Group Leader: dends'like both-of.you are saying you'd lfkg~a”
breather from schooling and some time to sort youtselves out.
But, Joanne, you feel some pressure from your father to go: right
on’ , : :

Joanne: Yes, he never went to college and he's really pushing me  °
. to be a success. And I am, in the ways that are important to ’
) " him--grades and all. _But .sometimes I feel like I can't breathe
my own breaths. I'éﬁiove to #ide a bike all over the wprld and
just-da exactly what I wanted. ) o

_Bill:‘ I think we've got our solution, Joanne. ~a tandem’
“bike and we'll never be heard from again. ’

Joanne: Oh yeah, let's come back e day. I want to go to gollege.

Group Leader: When‘?ou're ready to start loakiné-—the catalogs are
all over on that wall!l . : :

S
.
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l“'

- INITIAL READING-TEXT«

’ GROUPSANDGROUPLEADER&HPSK&LS R - L

v -t
)

For’ the purpose*of acquainting gu1dance, counsellng,

+ and other personnelswlth group functlonlng, we would llke to

- - .

dlfﬁerentlate four ba81c types of group 51tuatlons whlch you -

- -

- .

ma? encounter as leader or partlclpant. These are"

- . \

" TASK GROUREA T
‘GUIDANGE:.GROUPS - o
CAUNSELING' GROUPS : S .

,-

T

3;'. The!e four types differ in purpose and in structure.
,‘;'P

'Task groups generally cons1der the'productlon of a.product

v 2ox the solv1ng of a problem as the1r major goai 'They exam-

.ine the feellngs of their members only when these’ feellngs '
~;nterfere w1th group progress toward its goal. Guldance

groups, by our definition, 1nc1ude the presentatlon of infor-

‘mation‘in. thelr proceedlngs, often on educatlonal-vocatlonal

~ ¥

kinds, of topics. Ideally (but not always), they encourage
1nd1v1dua1 reaction to thls 1ﬁformatlon. ’Counsellng groups
deal with more personal 11fe s1tuat10ns ot~ thelrnmembers than
quldance groups. ,Members also usuab;y have ‘a larger share in
defining the focus of qroup act1v1ty. -Such groups attempt to
promote personal growth in their members by better helplng
them examine their daily lives and understand the1r behav-
iors and feellnqq. Psychotherapy qroups focus on'helping
partic1pants explore their deepest 1eve1s of Eeelinqs with
the goal of ass1st1ng members.to express those feelings and
cope with them and with their current lives in more positive

ways. .

20 RN . .
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Task Groups ' - . task’groﬁps

bt A}

-

Task groups are basically work groups. Their goal is

" to turn out a product or solve a specific problem, such as

changing a registration process or planning the implementa-

- tion of an "open campué" concept.’ They might consist of .
‘ ”. - - &
other counselors, teachers, administrators, students, or P,

some combination of these; occasionAlly they might include

parents. Task groups tend to be small enough to allow for

-

participation by all members, with a maximum of perhaps

twenty.

Typical group processes are highly structureé. A
formal agenda of éopics, majority rule,.éhd some form of
parliament?ry proquure ofteﬁ‘p}ay a part. Task grquph
tend to focus on problem-solving anﬁ decisionemakiné. Thére-

’ - . .
is much presentation of facts, and members' responses to one

s

anothcr‘tend to be other presentations of facts.
While high levels of‘féelings may arise during Ehe
\\\ ‘'work of a task group, these‘afe usually considetred to be
obstacles to group functioQing. ~In fact, the exploration
éf mémbers' feelings- in such a group ma§ pfovide valuable
clues for the dlrection of group work. For example, the
dcvelopﬁent Qf‘a set of guidance units may be hindered by a

group member whn’segms;ﬁoétilp to the whole idea of the value |,

T~
B

of such units. “An exp/lorat‘ion of this pérson's feelings may

reveal that helor she perceives an authoritarian tone in the

unies which the rest pf the'group did'not intend and did not

even perceive as such. This disg}osure may improve the units.

: Co21
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"gi "'On ‘the other handwsthe pefson tooﬁnmy galn some 1ns1ghts

; which 1ncrease has or her own self- Understanding '*‘

\’" - . S . » - . _ ¢ v

Guidance Groups C o "Q o _ e s .
" w N : e * ' ‘}“ . P st
el .

Guldanceegrodps have the‘dual purpose of 1mpart1ng “,:

Lo
LR -~ a ‘ -

information;and then (1deally) encouraglng members responses

.
P

'rﬂivto that 1nformation. Informatlon preSented is typlcally P

‘.,~w.;related to educatlonal or vocationai goals., For examplé,~
Iv s I.‘k ¢ -
tbplcs mlght be tlhe - or1entatlon of new students to school R

.
’ . Rl m W

T “procedures, career poss1b111t1es and the 1abor market, edu—*

e . -
. r o

. f‘catlonal requ1rements for different careers,\college¥selec—-

. bl i3

LY . .
.. r s . . A s

d/ g tlon %or 1nterpretatmon,of rnterest and aptltude 1nventor1es.

.

ﬂe can d fferentlatewtwo klnds of guidance groups' 1arge

PR
v )
L ‘ ,‘

c groups, such a; schooi assemblles for the entlre student e

body or.melected segmbnts,pand smail qroups, from classroom
- e S e, 7‘ S
51ze down to 4 or %5 Cn e ey .t 1, - »g.
- G A . ;

-V’ D : \'

. The presentatloh of 1nformatron 1S'usua11y the- most

(3 ' O » N

-
>

heav1ly Welghted functlon in, large group settlngs.-pﬁn‘ IR
ey - RN

assembly for colLege—bound‘juhrors,mlqht glve 1nformatlon on, -

o > ~ =S

2
-

.th%tupcomlng S. A T 's, for example. After the assembly stu~ﬂ

dents mlght be encouraged 1nforma11y by certaln teachers to':; -

s LN

"create "buzz groups" to dlscdss how the tests affect them,'\
f or teachers mlght hold c1assroom d1scuss1ons. Counselbrs‘“

-

:
-

m1ght follow up dur1ng routlne 1nd1v1dua1 sess1ons to ekplore

"~ N
) .

each student s feellngs and unanswered questlons. Or there";

m1ght be no followdp at all,'although this 1s not des1rab1e.
"5;‘i‘f g Small guldance groups afford a better opportunlty for
students to respond to mater1al presented ' The beglnnlng of
< . : ' » : N .

"'guidance " °
- groups.. .




s such a’ group meetlng is usuarly a strugtured presentatlon,

fperhaps on the use of the OccupatlonaL.Outlook Handbook.

-

~ N hd -
' Many students may be cons1der1ng their future careers fdr the

. : first time. Imagan.ng themselves in_ careers the‘haVe never

“thought of before is llkely to. be an exc&tlng area ¥or such

- v}' students to explore. From their natural questlons Seeklng .

.

‘their feellngs about d1fferént occupatlons and about them-

\ s

-0 _selves. Small gu1dance groups lend themselves to thlS deeper

a exploratlon much more easgly than do larger ones. ,' |

‘ »

%

Counseling Groups *%; . I counseling
i groups
Counsellng groups dea‘ w1th more pers0nal member con- .
> =~_ - B \‘
cerns than guldance groupsa They may have one or a. combina- »

.

tlon of the follow1ng ori atlons. explorse tlon of the mem-
‘bers feellngs,'the seeklng,of 1ns1ghts in¥o the roots of
._members' problems ofv11V1ng, or the chang1ng -of members'
behavior. They are 1ntended prlmarlly for people who do not
. have severe adjustment d1fff¢ult1es, put whe feel the need or
| desire to explore their problemszwith others in their age"
group vho have comparable problems. Students' problems that
. mlght be approached by a coumseling group m1ght include d1f- !
f1culty with schoolwork, W1téqsoc1al relatlonshlps, w1th
parents,~or with. self esteem.( Though it is important that
student participation be voluntary, group members w1ll often -
- have been referred by teacher% or counseling, personnel

because they have shown s1gns of{dlfflculty in cop1ng w1th

commOn problems. | | i i& oy

B
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Since levels of student maturity and understandlng,.

e N

‘change so rapidly Jrom year to year,, student counseiing

.

Ve L
groups usuab}y draw members- from no more than a~2-year*age«\.'

l

-

’ sﬁan. Their size is approximately 5 to lO students~ fewer
than this seems to put ‘too much of a spotlight On each.indi-'
» vidual, while'more make it dlfflCUlt for- every member to '

participate fully It is also desirable to make sure that 2

" group members are not all. experiencing the same krnd of dif-
- v -~

ficulties. Students w1th good strategies ‘for coping with

certain areas of their lives aré often able to help others

e

who cope, less effectively But students who' all share the
,same problem may experlence feelings of futility 1n the1r~~'
efforts if no one-in " the group seems to be doing any better.

Though the content of a counseling group gession is not

" >

defined in advance, varzbus techniques may be used to focus

membexr problems. ‘For example, a confrontation between a

] LY

child and a parent may be presented to the students 1n the
form of a drama. Students may be asked to express ‘their |

feelings, or role-play the situation further. ‘Techniques

»

of classifying and !larifying feelings, such as transac-

tional analysis, may be introduced. Counseling~groups may

@

utilize a number of theoretical approaches, including gestalt

therapy, reality therapy, and behav1or modification. Often

1

counseling groups are not aimed at decision~mak1ng as such,
'but if it occurs naturally in the course of the group s
.

activity it may help the student and the whole group ‘to exam~

ine the relative effectiveness of new“behaV1ors. Important

24 oo V : '?l‘
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elements of such groups are that the students themselves are)

. ' >
pal

- the creators of the emotional and behav1oral #atterns upon | -

which the group focuses. that their real cOncerns ﬂorm the

* M

content of group meetings, and hot their impression of what
7 . Y .o ) R Y v = ’ - . ) {’-‘ B . R . )
the leader vants to hear. - \'f 2 SRR L ey

v . ) - . . \/\ . LR o ‘ , :_’.v .

Psychotherapy Groups . . : _ R _ _ R

. s Psychotherapy groups are aimed at people whose problemsi

. of llVlng are'. severe #nd 1nterfere 1n significant and major 1 . e

A ways Wlth their ability to function at €ull papacity in thetr :’

>

daily lives._-Psychotherapy groups normally are not led by

school counseling personnel, as, such groﬁ?s require leadersf 1 .
. . \ - \‘ _‘c‘- . L ',

ﬁ w1th training, clinical experience, time, and resources
S A which are beyond that of the average counselor or paraprofes- : e <
.- . { - .

- » ,

sional. we m%ntion them hene because qounseling personnel i B

L] t LI . a L]

may need to refer students to such groups. Also, counseling e

- personnel may be deallng with students who ate already in

.y,
LI - - ‘ . .
R - . - i .

psys:hétherapy groupsu- s [ RS PETEE IR
\»i-w g 'f Many sources do not cons1der the' basic diffenence~"‘ . "

._ : ..,‘ . . \ $ .‘ » ) .
v between counseling and psychotherapy grdups to be one of . e
R approgch . Fbr them, the dlfference lies rather in the-séVer- ?counseling\“
EASERTS PR groups vs.
1ty of problems of~” 1rv1ng ‘the students are experiencing and ©  psycho—
~€herapyv
the amount qf effort that is likely to be necessary to help " .groups

) students solve their problems.--These experts consider the‘ X _'i~ ..

’ -

leader s goal to be the same 1n both the counseling group ° T -

L4 L4

and the psyahotherapy group' to foster growth and self-

understanding in group mEmbers and to help them learn more ‘i ) . *\/,;af

@ - . L

appropriate ways .of dealing with their lives. But bécause’

. - .
.
e - 25 ' v
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“his group members are farther away from-max1mal Eunctionihg
than are those in counseling groups, the psychotherapy group
. L. G

leadér 1 techniques may differ. His group members will prob-

- ) $

ably have much stronger resistance to revealing the real

"

- . - ‘
.- nature of their problems (emotional and behav1oralf\than will

members of counseling groups. ThlS means that at first the

leader‘w1ll need/to expend much_effort-just_trying to pener -

~

trate thé'emotionalibarriers“of the group members. This can -

4

be a long process--longer than most school counseling groups.

would-be able to prov1de'for.' The group members must realize

~

that they have a r1ght to their feelings,_no matter how-arra-

tional the1r reactions may seem by;eyerydayfstandards, and
that the leader recognizes ‘that right. 'Only after:a member-

feels th1s level of acceptance from-the leader,ofrom the

other group members, and w1thin himself can he begin to. allow
hlS behav1or ﬁb be measured by ‘the. standards of the ”real

° . P s . ,A»“ . c ., ¢
- world." - i; .,,“ o ’,_ Lo N ,?v S

~ };

The leader of a psychotherapy groupfmay use ‘any of the

-
o

theoretical approaches mentioned for counseling groups, AS
well as others 'such as analys1s. Techniques the leade might
use to. 1mplement these approaches could include psychod&ama,

play- therapy, or hypnos1s. Such techniques are aimed at
freeing up repressed emotions of people who have deeply ton

burled such feeling: reactions. But since counseling person-

"t
te % .

nel ordinarily do not deal in psychotherapy techniques, nor

‘

. find themselves as leaders of psychotherapy groups, the’ rest,

2
of our text w1ll concern 1tself pr1mar11y with the first

tHree types of groups we have discussed. ;' f"

2 .

p
Y
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‘The. Group Lead¢r

“¢

f If we could" llst fully the skills needed by the leader
of each of these types.of groups (and we ‘re not going to’ v

" A

try! )y there would be many differences. For this module;.

'we have chosen to concentrate on~some skills they h}re in

*
~

4common._' ,
Initiating action is one skill.- Forsexample, when a

discussion has bogged down in a confusion of‘words, the
vleader might say somethinq 1ike, "I think Phil and Dgn, need
to explain which parts of the- workbook each is talking ‘about.”
Or if talk is straying from the point, the leader might bring
it back by suggesting, "But we're not redistributing the work
load, ‘Susan, we're just tryin%Qto work out the best times for

each person to get his part accomplished "

Regulating the direction and tempo of activity isl

A

‘leadcr':
skills‘

initiating,
action




another. The leader might sense that a topicihas been '_
exhausted and Say, ”OK, that. sounds like all we' ve got to
‘say about”nur51ng. How are a doctor's duties different?”
He m1ght supply information to the group. "The percentage

of women graduating from medical school is nearly 10% this

,
year. -The-idea that wgmen can 't be doctors just isn't true

any‘more." ' | o S
Supporting a relaxed, produchive atmosphere is a very
important leadership skill. Encouraging a member is one
example: "I'd really like to hear your feelings.about that,
wKevi?n}", The natural use of humor to relieve tensions is

another, Evaluatfng the group's activity or process is a

‘- .
L]

necessary skill at times, as- when the leader notes, "I'm ndt
sure we've gotten all opineons aired. 'd like to talk out
»

these different solutions further.

The particular skills we wi\l focus on for this. module

. are related to perce1V1ng and expressing accurately what is

¢ | S

.

lgoing on in the group. These skills are basic to all -the
‘others, and so are useful in any group. The use of such
skills is not an automatic or an easy proCess,,even though
each of us probably thinks he is a very: good 1is;€ner.
Focusing on and praeticing ‘the skills of 1istening and
expresslng can demonstrably improve people s abilities..

The purpose of 1earn1ng effective 1eadership skills “is

to create the climate for eﬁfedtive group actiV1ty. This

climate is ‘above all non—threatenlng and non-judgmental. It 1

. implies respect for the “where‘you re at" of each member.

¥

: : , * '28.

regulating
activity

’l(tting

‘appropriate

atmospharc

using
humor
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It squéété~recognitioh of the trﬁism that Eﬁere are as many -
;Wa{i/td_éobdfrésults‘aé there are_individualg; And it_Aia;
.ﬁ’éys wi1lingneé§5%o’seek the best from eaqh person's way_tbL

achieve the best overall results. vaﬁhé leaAer conveys this

-accéb£ance of group members, theq-the members are free to '

accept him*and one another‘as well. '{

| Thefe'are ieadefs within each of the types of grcﬁps
- wé'ie discusséd who dd not seek to promote a non—thre&tehing,
non- judgmental climate. Fﬁrthermofé, some leaders do not

function as facilitators but rather operate with more direc~ 9 ~

tive, manipulative 1eadershi§‘styles. Undoubtedly, there o L
- -

=

are situationsVand groups where theSF‘chdradteristics are '1a
desirable. HoWeVeé, we beliévé the group ﬁgdel that under-
Aries‘ghis moduléﬁig the most appfopriate‘basq for planningA
gréup activities in a séhodllqgftipg. We wiil therefore nbtib"

" discuss other typesiofigrqupﬁAof‘Lther leadership styles.

. %@e Evolution of Group Identity- °

Of course evenfthe”m&st skilded-group leader cannot
pé:;ote a maximally fupctionihgegroup in an inétéht. - Any
group will go Ehrougﬁ a "shakedown" period as its members

C seek to understand what is wanted f them in relation to

-

other members' and to their.purpose as a group. The-begter

acqudinted_membefé are before, the group is forméd, the
briefer this period will probably be. ' But any‘ne& group is

a new experience and will go through stages of evolution’
toward a grdub ideﬁtity: These stages have been summarized

by one author (Tﬁckman,.citeq in Gazdé, 1973, pp. 34-36)

: | .. . /29.
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The FORMING stage is the time of initial exploration forming

by group members of one another and of their purpoqg. " For -

*

example, in a counseling group a student may venture, "I'd

really like to talk about my parents. . . if that's all. .7

right."” Or a'task group member may ask, "Just how much

authority do we have to change this" process?” ) ‘ .
The next Btage,‘STORMIhG, consists of testing the.pé:z:> vatorming
-sonal and procedutal l1imits of the{group in its activity. -
A student. may verbally attack anOther in a counseling ses~
sion: "That was a stupid thing ‘you did Jack~-you re so >

stupid'" The leader may respond“hith, "One of our rules
here is that we don't talk aboht what another person is.
We talk about what we feel; and if possible we. tell what the.
other person did to make us feel that way.
| The NORMING stage is the stage of resolution of peraonalr,normiﬂg

relation;hips and group purposes and procedurea into a gﬂoup

identity. A member in. the norming stage might say,. "Jeff,

. ’
v
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we seem to have agreed that we TEE gpt hére to change the

whole system, but to.select the guidance\units that will help

<« -

”ﬁ :- our'studenﬁg make thezgost weyl thpught-out career‘choices.‘
13 .

The grgsp
: which 1asts untll ‘the ‘grodp quissolution._

’ inary staqes are not | wa teyﬂfstfme.

Since you seen to have the best qﬁerall pictﬁre of what' s
‘\P . ‘_ N . s
available, can you start.us qff?" o' _ “ A
N ’ i : ’
E These thrée stages may take\oﬁly one meeting or several
. . 4&

to;work through th ' enters the' PERFORMING staQE,

The performﬂng g
or action stage has‘been¢reathed when~thp group has aohieved
‘a sense of qroup 1dént1ty and Can turn’ 1ts full attentionf-

toward 1ts stated«purp%ses. fn .a sense this 1s the 8tage

the group has been a1m1nq.for.§ll along. Butfthe.prelim-

'l )

_They are necessary,

levels through whieh 1ndividﬁhﬁs in the group learn how .to

v .
communicate With other indivxeﬁals——what typez-of expression

'

and. of response convey the1r iﬁgqntio s to other members.'

- When th1s stage 55 readhed, a ﬁsychological group identity"‘

4 Vi

exists. Members are ready, nob!ﬁ¢~sub-merge the1r identi-

t1es, but to merge them toward &Gﬁieving the goals
‘ Al ot * )

‘have decided are valuable'J TTomy c
." » . . . V' . . ‘v\ ;

Characteristits of Effective Groups O T

) ]

they all

Groups which are functloning effectlvely in the perform-

ing stage display characterlstic behaVi?rs. * Among the most °

.

important of these are the following:

>

PATION There is partic1pa€lon by virtﬁally all

PARTI

me‘”ers.

There is lots of discuss1on, of the type whidh
- AN
Sstays on the track and remains pertinent to the goals of
. . , 4

o ‘ \ \ 31 . . . - "
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the group. There is'a working atmosphere in which

people are 1nvolved and interested. There are no signs

LI

of boredom. ‘ ' - 3

DISAGREEMENT. There is free and oﬁen disagreement.

The group is comfortable with this and shows no. signs
.of having to avoid. conflict or to keep everything on a

plane of sweetness and light.  The group seeks to

V resolve differences rather than to dominate the dis~

senter. Conflict is amioable even when heated- there.’

is little eyidence of personal attack, either opqnly

or in a hidden fashion. - > A

14

'FREE EXPRESSION OF THOUGHT.

A3

< P i
There is a non-defensive

express1on of 1deas. Members'do not seem concerned

about the possibility of appearing. silly by expressing
their ideas, and do not unduly protect or promote -their
suggestions.

Ideas grow out of one anqther. The group.

.shows enthusiaSm about ideas with "“possibilities,”

whether they are well-developed or not.‘ o ) -

FREE EXPRESSION OF FEELINGS.- \FEelings are expressed

embers do not hide their preferences

[}

or their reactions\to one another because they are

honestly. Gro

illogical" or "inde ensible.‘

group are a source of fr ction, ¢hey are’brought ta
light and discussed frankly.”
with the same candor with which they criticize. Every—
body tries to understand how&eyerybody else feels about‘

[

. ) . .
any matter or person under discussion.

37 .
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Members support each other_
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expression
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— AGREEMENT BY CONSENSUSs. If a'point of agreement is I agreement
. x )by
called for (such as selecting a course oﬁ action in a, congensus.

task group), itgis reached by cohsensus. By the time
agreement is needed, issues and oEinions have been

) aired fully enough SO ‘that general agreement is likely,'
The ?ma;ority rule"” approach is not accepted as the - . -

proper basis for action. If disagreement remains, the |

group is able to acgept it and_yet.does not permit it

to block necessary action. If-pOSsiblé, action maybbe .
deferred to permit further study of an'issue; If. imme-' |. -
diate action is desirable, it will ‘be taken with open

- caution and the reservation that it may later be recon-

sidered. - o | v s . ','—*—?
SELF-EVALUATION. The group evaluates itself and its  self-
evaluation
- process. It will. frequently stop tro examine how well, -
it is achiev1ng its goals. ‘The problem may be a mat- C .

-ter of procedure, or 1t may be "an individual whose
behavior is hindering the group's activity. Whatever
it is, it 1is not hidden. It is discussed fully until
a solution is found which is acceptable to all.

It is evident that an effectively working group is an -
open group in which members do not feel they'need ‘to hide
~anything. It is their groub; they define the problems and
the soludtions. Because it is theirs, members have a real
1nterest in thei goals and are willing to devote their full
effort to them. The leader plays & major role in‘promoting.

-~

" this kind of group identity. The leadership skills we will

focus on are discussed next.

-
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Listening . and Fxpres51ng- Anvaerview

“Two of the skills we will focus: on, listening\for and

reflecting content and listening for and reflecting feelings,

are leader communication skills relating directly to others.

The third_skill, perceiving and expressing accurately his -

own feelinqs, is one relating primarily to. the leader “him-

Vself, and then secondarily to others.A - e
The'process of listening to others‘and reflecting their

meanings back to them, or "active listening”\as it has been

“termed by some, has been“shown to be one of the most effec-

tive tools a'listener can utilize. Its value is two-fold.

First, it lets the speaker know what he conveyed to the lis-

. tener, and ‘allows the listener to clarify or amplify, if

necessary, what was said. This is the communicative aspect.

Second, it shows the listener's respect.for what the speaker

is-saying. This is the a%ceptanceiaspect. These two dimen-

sions are.inseparable, since the act of paraphrasing a
speaker's words in itself shows that the listener respects
the speaker enough to try to fully understand his meaning.
‘The reflective techniques of course cannot guarantee genuine-
ness ‘on the listener s part. Their purpose is only to serve
as a tool‘to convey the 1istener'skunderstanding and accept—.
ancé of the spcaker. But understanding and judging are oppo-
site kinds of mcntal "sets.” And it is a fact that the act

of paraphrasing forces the listener tq seek the speaker s

frame of reference. When one, person is truly seeking to

, understand:another, the faculty of judgment is suspended for

-

-

_ . 34 .
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- feelings.

'Skills'

*w111 explore.

;‘communication.

. . -
[ - »
. - 4
7 » -

/

the moment. The listener is striving to comprehend what the

speaker means, without evaluation. The listener-who does
thissis apt to find much that he feels really is worthy of

respect, no matter how he felt at the qutset. € o

v -

In the same way, the listener needs to respecchis'OWn

)

'rather than how he thinks he ought to feel. He'may want‘to

keep his feellngs ent1re1y out of the 1nteract10n, or he may

find places where he wants to express them. But id either

case he needs to be as sengitive to his own feellngs as he

is to those of dthers. IR o ' l,

“TF I understood you
corrccﬂy, YOU Fe\é ,
that are chalrxg
»”aQ job, but.
oﬂw_‘r‘s do nof

<3Ppr ciale.
. cont P(tnjFxDrL l

qutonlng For ‘and, Reflecting Content o e

LISTEN{NG FOR AND REFLECTING CONTENT are the first skilis we |

Thcy form the process of describing for the
‘e R
spoaknr the Cnntrnt of his statements as the ilstener per--

L) o w2 ’
c01vns thcm. aFdntnnt reflectlon.ls a "door opeper"oto fuller

-

~

Tt, is appropriate where the qroup leadgr s

R : ,‘,.

feels,that»the sf{uatlon is not clear to hlmself or to Ehg‘

‘J“
. " . v .- » S

- -

>
!

He needs to be able to perceive how he does feel, .

- CQntht

reflection"
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group member.or thh'

[

It is’ also approprlate when the leader

wants the group member to contlnue talk1ng and reveal morev

1 . ¢ - R
about hlmself. ST »v' ; ‘f‘ ' v -

£ What 1s "llstenlng for content7". If a student in-a

- | N -~ -~ ~

counsellng group says, "I thought I-was d01ng pretty well in =

: algebra, but I almost flunked the last test. I don t- thlnk

3]

\.i A grasp the ba31c concepts,"'and the greup leader responds, K
| JYou almost’flunked the algebra test because you d1dn t -
understand the basac conceptsg 'he has expressed the content
.- -? of‘the studenth statement‘
ﬁ“helped the student much.. If,,rhstead, thevcounselor wants-‘

. the student to make the statement more concrete, he m1ght '

but lt s doubtfur that heJ

-, A;'” say,l"You re ‘having troubLe with abstrac; numbers, w1th
o _man1pulat1ng equatlons properly, and that sort of th1ng.“f'

The student mlght respond' "Yeah, I Just don t. see how*'x

’ [ ‘

.can mean a numbertlf it doeSn ., I mean- 1f 1t doesn t mean

S

_ any partlcular number. Or he m1ght respond "Noe I-really

th1nk I understand those thlngs, It's try1ng to take a word

o : problem and f1gure “out how to wr1te it in math symbols that s

In thls case, the effect of the actlve ‘

A

‘SO lmposs1ble.

e

llstenlng response 1s a more,preclse def1n1tlon of the prob-

-~ -
. . .
- Lo .
AN " . ' A ?

. lem. . : *

- 4 - ~ .
> » N . N ]

fOr;consider'the;student who says, "My sister's always
She's always there' for me to have:to bother
I never get any time . to myself The leader wth

- . P LS

T reflects ‘this content as, "Sounds like your s1ster ls Wlth

-

S you every‘mlnute_frOm breakfast to bedtlme," may get a |

pesterlng me,

‘w1th.

* “ AT L - . LY
. .

"‘ ) . "3;6 “_‘ -

1 -

’

..refines A
,definition. .

AN




response such as} "Well, not ekactly. ‘But Mom says I have

. .~
.

.= to walk -to and from school ‘with_her every day. And I have
| to heep her out of Mom's ha1r untlltdinner.time.. Then -' : ,y~‘. -
_’sometimés Mom'makes’mé read to her.:.I wish Mom would: spend S | e
.more t1me taking care of - her hers?lf " In th1s case the

-

. : L
effect of the active 11sten1ng response is a relocatlon of - | problem

) L Ca ] ) relocation

the problem. . = - o L R IR

¢ f . .
s ..

In the second sk1t you saw, the group leader used the . S

o
. .—

reﬁlectlon of cqntent after Laurle sald she d1dn t" thlnk R ' N

K she could quallfy for a loan or scholarshlp.’ H1s response

L]

was,i"You don t th1nk you have either need or merltvenough

to get f1nancaal help. He reflected what she had sa1d but - .

¢t

he put the meanlng of her words 1nto more concrete terms

T 'wh1ch m1ght hélp her ‘see new aspects of her s1tuat10n. *
. l .
"~ What are the characterlstlcs of a response reflect1ng - § eharacter-
- LI [ istias of
content accurately7 Flrst,'such a response contalns a . 1 accurate.
o _ | content - .
descrlptlon of the behav1or the speaker was d1scuss1ng.» oy reflection -

)

Second, such.a response is restr1cted to the here-and—now e
, 'of the speaken s statement It makes no inference of

’

"always," nor does it extend 1ts de9cr1ptlon of behav1or B .

) 1nto patterns beyond'what the speaker said. For example,

» -

1f,a student sa1d, "1 got 1nto a big hassle with the cops y

over that " rand the leader responded "You ve’ been hav1ng

L]

lots of trouble w1th the pollée 1ate1y," the leader would - o -

have pro:ected the student s behav1or far beyond what the

student said, in terms oﬁ duratlon and frequency of the e L

behavior. He would have been 1naccurate and would probably . ‘ Y

t




‘ .

&

'-apparent,

»

) ’ 1 “

have been seen as non-acceptlng by the student._

v X
t 1s ev1dent that one. of the dlmens1ons of act1ve lig-
*>
tening’ 1s clarlfléatlon of the member 's gords.

and reflectlng content aré not merely parrotlng what ‘the
)
L 4

member says. They are attempts to seek out the full and
accurate deflnltlon of the $1tuat10n as the group*memher sees

it'.

&

The group leader needs to rephrase the member s state—

ment in such a way that,the

1f poss1ble.- The leader s statement noted above

relating to differentﬂkinds of f1nancial help 1s a good

.example.

Another dimension :is empathy. The leader's response

‘should conveymthat_he.is trying to view the situation as the

‘member does. The leader above who
: ’ : ‘ S . : I
to bedtime" expressed the

~

time with her sister as "breakfast

student's perception of her-day as she had stated it, even

though he knew that literally this could hardly be true.

But if avboy in a coupseling'group says, “What's'so wrong

..

about smoking marijuana? It doesn't harm you like cigarettes

or alcqh&l. I thinhrthey ought to change the law,“ and the

leader.responds, "you feel that the law should be changed so

* more and more kids can get into troubfe," the leader obvi-

- N

ously isn't reflectlng the student's pos1t10n very well

»

' It.s unlikely that the-membér will feel either understood‘

" L)

or accepted. This response would not be called active

listening as we have described’it. '

7

f
-

'?he qualities of clarification and empathf determine:

38
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L1sten1ng\for:

1mp11cat10ns of 1t are made more ,

paraphrased the student's

clarifi- -
J+catian

’
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: empathy-
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- wrongly, the member will gell - him.

14

. . . N N . . I’
. . L.

But how does

.

the'appropriateness of‘the.1eader's-responses:

" he know how well he clarified and empathized?" He dOesn't~-‘

L

.until‘he hears the group member S response. This w1ll'tell .
him how well he hit the mark, 1n fact, it s the only way he

So the minimum interaction which insures that

';can know.
clear communigation has occurred is statement response—fee!d-~ .
”jback.; If the leader perceived the content of the statement2
If he merely parroted !
'iwhat the student said he will probably get an odd look and
1;fa} "Yeah, that's" what»I just said."f

4
'process con51sts of more than one exchange.

The active listening )
It is a chain im'
' which each member response validates the leader S perceptions.
- Thé actlve listening process~1s not only beneficial for the
'group members, but is also the "school of expefience" in’

by

which the leader w1ll learn how to clarify and empathize more

and more appropriately. =

+

‘
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Skllls.. L1sten1ng For and ReflectinglFeelings

LISTENINGvFOR AND REFLECTING FEﬁLINGS are appropriate when-'

ever tﬁe group leader senses that the group member is not
v \ .

communicating h1s feelings,'or ‘when he wants, to encourage

v

a member ‘to explore and express them further.

tion of content, they are tools for fuller~communication.

/

L}

Like reflec-

These skills are‘much _more complexxahan~listen1ng fOr and ’

4

reflectlng content.

(2

: not contain an explicit expreSS1on of feelings, whereas

'W1thout content a statement‘w&uld not ex1st. Moreover,

) »

R there are d1ffereﬁ\ kinds-of cues. by wh1ch feelings are

‘ ;expressed besides words. Tone of v01ce, emphaS1s of the

- +

Vgsentence, facial express1on, ‘and types of body movement all

A - £

play a part. For.example, a g1rl who says, "I"'hate it when

my brother bothers‘me!" may be express1ng a playful, rather

coy reaction to. an' esteemed older brother,/or she-may be

talking ab&ut ‘an abus1ve brother who hurts . and enrages her.

One would have to know the non-v erbal cues she gives in

order to deqide wh1ch 1s the case. . - ~ .

!

Listening for and reflectlng feelings are also complex

“ skills in that they are ‘naot our (1 modes of response to

The nonvfacilitative leader 1n the first skit uti-

lv.

lized some typos of, responses Whlch are often tried in an
6

- offering solutlons, being log1cal,

people.

'attempt.to'be a helper:

‘interjécting one's own7exper1ence, admon1sh1ng, criticizing.

There are many other kinds, including questioning ("Why..

d1d _you hit’ h1m"), d1agnos1ng ("You re jdst jealbus ), and

45"
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even praising and sympathizing. Of course many of these

n -

types of response are appropriate at certa1n times.i

One'sb

own experience can be very valuable in spec1fic 1nstances,$

and questioning may sometimes be a form of active listening.

But as responses designed to elicit further expreESion of

eelings, these different categories generally share the

\

' quality of non~acceptance of those feelings, and therefqre .

won 't do ‘the job. _--, L

Remove all these‘types of response, however, and fre- .

' quently ‘the question 1s,‘"But, for heaven s»sake, what else
“ /s

is there?" The answer_ is active 1istening.. Active listening

. skills call not upon the evalhative capaCities of the leader,.'

but upon his’ perceptive and expressive skills.‘ Utilized

carefully, they convey-the dcceptance which psychologisté

have proven is one of the most effective helping tools known.

13
.a

' In a counsellng group, a teenager might say, "I' m -not
pretty enough to be really popular; with only the best of

1nter;1tions,~ the leader might say, "Of course’ you are. You A

‘need’ to real}ze that:differentvpeople haye different defini=-

1

tions'of 'good. looks.. But this‘response would neither

conv1nce the student nor allow her to work through her feel-

.

ings and come to her’own conclusidns about the importance of

looksu If the lTeader said instead, "you feel disapp01nted

‘about your looks andjafraid that boys won't like yeu," then

kS

¢

a conversation like the following might ensue.'

0

ﬁ}‘ Student: Yes. All the pretty girls ‘have all the boy
S , . friends.
.Leader: You . feel like boys won't like you 1f you' re
L. ot not really pretty. . .

i
’

-
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v oL Student: That's right.  You have. to be able to talk tq
Teld ) PR them too: 7T can't talk %o boys ‘very-well. I
o~ 7. - .. = can never think of anything to say. o
. o Leader: . Sounds like you wish you could talk-to boys
' S , '~ more easily. ' I
Student: Yes. If I could do that, maybe it wouldn't
: ' ’ matter so much how pretty I am.
- Leader: Being easy to talk to might be a better way of
. attracting boys than just waiting to be looked
. . at. N y- . : .
. - "Student: i guéss‘some girls have boy friends even if
. they aren't beautiful. But. I don't know how .
. to-talk to boys. I just stand around and say
4 : : - . nothing. 'They must thinke I'm,really dumb.
- S ~ But I'm always afraid I'll say something
' — ‘silly. R | ; T
- Leader: You feel caught between two things you don't
. - . like: saying nothinhg at all and saying the
* - wrong thing. - T o
Student: Yeah.. (Silence) If I had to choose, I guess
' I'd probably get more out of trying to join
‘in the conversation than out of just standing

- - - around. , .
o j By activé listeniﬁgp tﬁe.leader wasfable‘fd Hélp.thé
) ”éir; redefine hef problem, aha also think about her'choices rouff’té
in soiqing that prpblem. - (We are égg'puggesting that every figiﬁiiﬁn,'

Q‘/responSe in this conversation was a‘reflection of'feeling;
"Some‘reflected content; so%e réflectéﬁiboth, such as, “Squndsf
iike you wisﬁ.you could talk to boys ﬁore.easily.") ’
'Sometimes a group membgr'; feelings are nbt;as well
’ defined or expressed as above.- For instance, suppose a b&y
in a%counseling’group said, "My dad was a football player in
college. He's really big and tpugh." The student is not
oniously e#proésing-his feelings toward his f&ther, noxr
really statinq-thaé he has.a problem. Indeed, perhaps he

hasn't. -The active iisténer cah find out. ‘
Leadér: ‘ Hé secems like a big man to you;

s ' Student: He sure does. He's the biggest dad of all my
friends. They all listen to him. Even when °~

\
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- they think he's wrong they listen. Then they

_all believe what he says, 'cause he said it.
« -Leader: - Sounds like you feel you're not as important
- - to your friends as your ‘dad” sometimes..
Student:  Yeah, that's right. But when he's not around
they listen to me.
Leader: . It makes you happy to be listened to. :
~ Student: Uh-huh. My friends are the only ones that
A _ever do. My dad's always busy telling me h0w
\ ~ . I ought to do things.
Leader: - When your dad tells you how to do things it
' ’ makes you feel sort of small.

v

It didn t take - long for the student s first statement,

which was rather non—committal, to turn into expreasions of

v'his,real-feelings once ‘the doorywasuopened. In this situa-

tion:the.group leader sensed that there might be unrevealed

‘ feelings beneath theifirst statement, and was careful not to

insert any hint of 1nterpretation into his first response.
As the student continued, more emotional implications began
to'appear. Phe leader sensed these and paraphrased what
seemed thebmost important. Notice that there were other
implications the leader might have paraphrased in response

to the student s description of his father s behavior._ He

.:Amight have said, "It seems to me that you' re angry when your
‘friends believe your father and you think he's wrong." This

'response would have tapped another vein in the student's

3
feelinqs._ Or, the leader might have encouraged the student

to explore the variety of ‘feelings he was experiencing. The

leader'é first ch01ce response went beyond the simple recog—

-

nitlon of emotion and picked out a possible reason for that

-

emotion., Any of the three possible leader's reSponses might

have opened a nevw viewpoint to the studeht.

-

-48

- - 43

revealing.
lternatives

-




- | ‘
The facilitative ggbup leader in the qecond‘akit used .
reflection of feelings constantly. Consider this inter-
~action: R e | e S

Bill: ‘ Y . . (my sister) really had to stick
' out those first few months--well, first

year really. After that she -seemed to

-, find the excitement really fun. .-

Tom: . . -Ldon't think I could stick it.out that
Group\Leader: You feel a year is too long- to' go with-

o . - out friends., e . ’

- Tom: _ .'Well--uh-~I guess I wonder if even
: o ~~  after a year I'd have any. I mean good
. . g friends who'd. write and stuff.
Joanne: ' ~ Oh, you can always make friends, Tom.
Group Leader: Tom must have some. feelings that it's
) not an easy thing to do.

' - In this case the g:oup‘leadér clearly perceived ,that-

. Tom felt it was hard to make-friends. In poinﬁing this out
“ to Joanne, he was functioning as leader in the sense we dis-

cussed earlier:: élarifying their_poéitions'to one another
as he undérstanas them, when a need-fdr{thigris apparent;
‘He was also modéling the kind of accepting behévior'he hope§
will be adopted by each member 'of the group, in ordé£ to ‘
promote openness between Ehém‘all and a relaxed group étmos—
phere. N
- - What characterizes a response which reflects feelings
effectively? Such a response will be phrased in one of three
ways. Firét, it may directiyx}gbei the feeling implied in
the statement: "You are'disappointed," Second, it may use
) ;naloqy to refer, to the fééling: "iou_feel like you're

:ftrapped in a locked room." Third, it may describe an action

bthe speaker's feeling miglit inspire: "You feel like punching
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- and-now and‘%yoids inferences, as does an accurate reflection

“»

- process that we need to differentiate content reflection from

- - . [ )
‘the girl student and the group leader, the leader compared ' *

.sible for:one response to reflect both*content and feelings{

4feeling (“you wish. . ’“) and described the content (diffi-

7 ~

him in the nose."” Algo, such a response sticks to the here-
content.

At this point ‘we should emphaqiie that lt is quite pos-

Such a response may even occur~in such a way that it is
impossible to separate content reflection from feeling
reflection.v When the girl who felt she wasn't pretty said,
". o o I can't talk to boys very well. I can never think of
anything to say,“ and the leader»responded '"Sounds like you

wish you could talk to boys more easily," he identified the

culty in talking to boys) in one indivisible sentence. This
kind of active listening response is common from those who

have mastered the‘techniques: It is only in the learning.

feeling reflection, in order to examinegthem carefully;

In listening for and reflecting feelings, the dimen-

sibns of clarification and»emgathy apply as they cid in lis-
tening for and reflecting content. The appropriateness of a
response can be measured in terms of these two qualities.

At another point in the interaction described above between

the two options of ‘saying. nothing at all and saying the

wrong thing. This did not go beYond what the student had

said, but it clarified her words by summarizing and compar-

ing side by side what her choices were. Similarly, the group.

-
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.leader who:pelceiued«the boy's feelings about his father
chose to emphasize thﬂ student s feelings of unimportance 7
around his father, rather than his anger.f The leader emfss
thized with the boy enough to see that the sense of unimpor—

tance,'and the hurt it engendered, were the more basic feel-

_ings out of which the anger arose. His response therefore
» " gave the.student anotber option besides merely feeling angry'“
at his father. _ : . .

Lt

As with the process of listening for and reflecting

‘_content, the appropriateness of responses reflecting feel-~
ings is measured by the group member s response in return.l
Because reflecting feelings is more subtle than reflecting
content, there is more room for error. Therefore the ‘mem-
ber's response is even more essential for the group 1eader s statement-

—response- -

- assessment of his skills. Member ‘'8 responses teach the ‘_ feedback
group leader better than any other method how accurately he
is reading feelings in general, and how well “he perceiVed a
speCific s1tuation. No amount of reading textbooks or

Tlinventing active listening fesponses in*a corner will teach ':A~

him that. As With reflection of‘content, the minimum inter—

1

action which ‘insures clear communicatibn is statement-
reSponseffeedback. “ |

Thouqh he can't be sure of his accuracy until he”
receives feedback this doesn't mean ‘the group leader needs -

to stick to the obvious in his responses. If he does this |

* "+ he loses many opportunities to develop his listening skills

along the dimensions of clarification and. empathy. If a )
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group member's statement has several levels ofwimplied feel-~

ing and, the leader decides that the most obvious is not the

L 4

most important, and choosés “to respond to a more subtle feel—

ing,'the group member's next response- will let him know if
he' s~missed the. mark. ’ |
» * ) . = . B . .
What characterizes responses that we do .not call active

listening?  First, the categories of response clted in the

follow~up discussion to the??irst skit are definitely not

active listening. Again, these include offering solutions,

preaching, critieizing, diagnosing, admonishing, and the’

others mentioned in the content section. These types.of

responses do not encourage group members to 'go on with the

exposition of, their feelings. Such responses, even those

that’ are not "gut downs,f ‘nevertheless chop off the group
member's viewpoint in favor of the leader’ s. The student
who says, 1'Some days I feel so sad I just don't want to get
out of bed," will probably feel cut of £ by a response such
as, "That s»not\an uncommon feeiing among teenagers, ‘even
though the group leader s intentien was to offen-the com-
, forting thought ‘that the student is not alone in his feel~

In this case a reflection ‘of the student s feelings,

» . .

inqs.-

-

or even & Silence‘which allowed the "other students to express

. .
- B

themselves, would be a more accepting response., If the stu-

deht heard from his peers that they have.those feelings too,
he could reach his own conclusions about how "different" he ”

- 'is, and these would mean far more to’ him than the leader s

-

reassurance.s '
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;- Second, interjection of the group leader s ownr feelings

in an indirect manner, as if they had been’ part of what the

~?" . member said does not qualify ‘as active listening4, Suppose
a student in a counseling group says, "I really furious ath

1)
L]

my . typing teacher He bawled me out afterfclass for' nothing.?

. | don't -ever want to\qo ‘back to that class." The ‘1éader™ -

.

responds, 'You don't want to go back to typing class because
\you're temporarily mad at the.teacher,”.has slipped in his
own message: "I hope this is only temporary.”““The leader
is*entitled to feel th13 way, and’ there may be appropriate
moments for him to express his feeling, but. his statement

is certainly not a reflection of the sbudent swf;eling. The

student may strongly correct him* "I don t ever want to go .

back--I want to drop the‘clas ",,Or he may clam up with a
"Yeah," and simply stop communicating with the 1eader.

' ) A third type of respohse that is not active listening

- -

is- ‘an over-extension of the member's statement. Consider a . .
ti- ’‘ ' ’
task group member 'who says, "It sEems to me that plan has a N

’ .
' ; .
. .
[ . - ; '& -t
0 . . * | - ¢ .
- - . . .
" ‘
. - . t »




. | . - o,
lot of holes in"it.' The group leader responds, "You re

o

angered by thlS plan, or "You hate this plan," has missed

fthe quality of the member s response. He has implied a depth

&~

of reactioﬂ that the member did not express at all. Over- .
shooting--or undershooting-—the~qutional quality of the .
e N
statement may close off communication, instead of promoting
. . L IS » ? . T .
1t.’ (\ . —. N “. . ’ N > ’ ‘
,§k111s-” Perceiv1ng and Fxpfess1g Accurately One 5 Own-
' Feelings : , r d o ' ’ S *
I~ ‘ . .
We have élrihdy seen\several examples of group readers N
1 N B

who expressed feelings. Thé non—faQilita ve group leader
=

in the second,” 1t was-one example. . Some of his statements

’

qood for you in the long run;" "You all

L4

were; "College h)
know the best jdbs go to’ college graduates,f‘"Believe me,
gill,.(college) does (help you grow as a person) Obvi-
qusly he felt that college is a worthwhile experience. But
somehow he seemed :o be haowbeating hi students more than
educatinq thcm or encouraqinq them. And the leader who
thought chanq1nq the laws regarding marijuana would let
"more and more kids get, 1nto trouble,"’was expressing ‘some
personal feelinqs too.’ It s not llkely that they facilitated

* *

qroup activity, though. : : .

7 -

POtCOlVlnq and expressing ono'f owﬂifeelinqs'are neces-’

sary and desirablé te qrpup,lnteraction at times. The leader:

4 [

- *e .
may sense an obstacle to task grouR. £unctioning earlier, tHan’
anyone else 1f he 1§Peffect1vely frilinq the role of observer

of the group 's interactions. Or the leader of a counseling

. * (3
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group may sense the "put*down in one-member s response-to

apother and want to polnt that out. as 51gn1f1cant to group

~ [y

A gU1dance group leader may truly want

- - .

o express

hls feellngs that college 1s a reWardlng personal and educa-

’ I

tlonal experlence, w1thout maklng h;s group members feel he

v oe ’E

.
-, I 4

is trylng to force them Ln any part1cular dlrectlon.
e %

does ‘the leader avoid the” negatlve qualltles of our two,

-

__examples? How~ does he av01d preachlng, riti izi ng, offer—

re
s

‘lng solutioﬁs? The answer is by perce1v1ng and expres31ng

I 4 . o . .

accurately.hls own feellngs as hlS own. Lo SoL s

~ » *

"Perce1v1ng",1s the flrst key word. The leader has to

. . -
» ,‘0

Self ev1dent ‘as thls may sound, and easy >

. ”
. .

. as 1t may seem to deteCt what one feels, the fact is that

)

knOW“hOW he feels.
self-awareness. s not one of the prlmary skllls ouxr soclety

" has encouraged up to now. "Puttlng onaa good show" and .

a

.

«.
- -

"d01ng the r1ght th;ng" are seen ‘as much more valuable grease'

L ‘- .

. for the SOC1a1 wheels.. Self knowledge takes t1me, attention/

4+

'and a certaln degree of maturlty, llke any other w1de areakvf

PR
* N e

It also regulres the.ablflty to accept one s

- N

"feellngs and respect thelr ex1stence, whethet they are ’
[N ‘ »
sotlally accepta%le or not. then one of the mqst valuable

knowledge.a

. ».

reallzatlons whlch persons in psychotherapy‘coﬁe to is the
u/ hd + .
tran51ent nature of emotlons.: Feellngs whlch a person has .,

- .

as determlnlng hlS personalaty——such as. desparr or

- -

n-~r—-lose the1r doqlnan%e as he sees that hlS joy and

Ko - ¥

sat-"
tlon are. just as valld, -and Just as” pa551ng.' When {eel—~

M
.‘ Tt ‘ - “" . R -

are not repressed but are accepted and.allowed to run

- . - o~

first key
concept:

'perceivipg,‘_




<
28

v
-

. of the s1tuat10n he is 1n._

o

| Parent Effectiweness Training,

-1ng.

the1r natural course, the1r nature of constant change becomes

- &

.apparent and they lose their threatenlng “forever“ quallty.

-
[y

It is th1s knowledge of what one s £eellngs are at any parti-
cular 1nstant——w1thout defendlng them or stra1n1ng them
through a morallstlc 51eve——that we ‘mean by “perce1V1ng.

What a“ person does with such knowledge then becomes - a matter
- (%
of ¢h01ce and experlence.u*Sometlmes he may dellberately

reframn from express1ng them (as when he is act1vely llsten-

[N

1ng), and sometlmes he may express them (to be sure communl-

catlon 1s~clear, or because he has been asked to) F1rst,

though, he must know what h1s feelings are r1ght at th1s

o

v . - -
- ‘ L.

moment'
One helpful concept_that Dr. Thomas Gordon,yauthor‘of K
has offered from his experi;

.

.ence’ is that anger 15 often a cover-up for some other feel-

-

He says "I am conv1nced now that anger 1s someth1ng

' generated solely by (a person) after he has exper1enced an -

w

earller feeanq.- It is.a secondary feellng-—to cover up

- \-

pr1mary feellngs such as: fear, embarrassment, hurt or d1sap-

p01ntment. In the earller example about’the football-play-

ng father, the group leader used ‘this 1dea when he 1dent1-“

a

f1ed the son s prlmary feellngs as hurt at his lack of

’

1mportance, rather than anger at h1s father. Therflrst,

(prlmary) emotlon is that wh1ch happens to a person because '

-,

The second (secondary) emotlon——

-

usually anger——ls what he directs at the s1tuatlon wh1ch

caused h1s unpleasant feellngs. This concept may be valuable

A

! . -

'\4' R [ : L.
K

-

-

i

anger




%
to a groﬁp leader in perceiving the feelings of others,band'
in seeking to-be fully aware of his own feelings as well.

% 1f you hadr't made me walk
. home this way , this (,Jouldn '+
' have thP?«“@d "

"EXpressing'accu;ately""iS'the second key concept. The second
e N ' key
fact is that the only feelings a person can éxpress with any cdoncept:
certainty are his own. About the\feelings of others he is - expressing
accurately

‘forever playlng a gue551ng gamer~ That is why active llsten~

ing has three necessary steps: statement-response-feedback.

./%‘

Expressing one's own feelings is only a two-step process:

. .is worthless and

- »

, makes me unhappy

feelings: and ther

) Suppose now

makes ﬁe unhappy’

-

statement—-response.

If a student says, "I think this class
I hate you, " and‘the’leader responds,’"It

to hear that," the leader has expressed his

. ‘ ment has two parts-'

y s A

- ~'*"-‘ . . :
interaction 1is complete.'

-

that the leader had responded 1nstead

to hear you - be so unfair.

-

How'mlght the student 1nterpret thlS two—part statement°

' [

52 : .

Lo BT,

"It

Now' the state~
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. L4

may heaxr the first part, but it is_ the second part. which w111

-probably determine his response. He hears, "Your perceptions

.ahd feelings are'wrong.‘ If you feel this class is worthless

you are unfair." some standards this may be true

Nowé?y
(the rest-of the stud ts feel the class is great, the stu— -

dent who spoke"has had a fight with his father and is dis~-

-

4

placing hlS anger onto the group leader) But the group -

_leader does not live 1n51de the student s sk1n, and there~

A

fore he cannot accurately state that the student is "being

unfair." All he can . state is hlS feelings of being unhappy

that the student feels ‘that way about his class. ‘The rest

..

,of the statement is an, accusation which will surely cut off

~

communication w1th the student as to wh N4 he feels the way he_

does. It conveys to the student the unacceptability of his

' anger, and denies him the right to his feelings.

4The_“you'are unfair" part 4f the statement is an inac-
curate expression of the leader ‘s ‘feelings because it is
expressed 1n terms of the student, not the leader s feelings

-An express10n of the leader S feelings which

themselves.

-

would paraphrase this part of his statement: from his own

-

,Viewp01nt would be something like, "I am surprised and hurt

¢ T ®

when you say you don't like this class. 'I try'very hard and

‘most of the students like it." - This would be an accurate s
kmessage. It would ‘be a non-accusatory message as well.
The key to accurate expression of one s own feelings i;

* the sending of what are called "T-messages" by some sources.

An "I-message" is one which transmits the speaker's feelings

-
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* directly, but does not mandate any partioular type of
response from thé'listener. Anﬁ”I—message" may also ident-

1fy the spec1f1c, here-and-now behavior which caused the

-
. l

feeling-(". . «.~when you say yqu don't like this class")
‘ However, an aocurate "I-message" sends no more: no infer-=
' ences,wnofsuggestions of patterns beyond the here—and—now,
no datégorizations.

The opposite of an "I—message" is a'"you—message." A

"you—messageR sends other th1ngs bes1des the speaker s feel- Jyou-messages

ings to the listener. These are almosgt always evaluation,

- critiqism, orders, solutions, and all the other'categories
-0of. response thchigenerally.imply non-acceptance and cut off
'communication. '

‘"I—messages" can be difficult to send. They require

- that the leader trust the student, and keep on trusting him
even when it!’ s dlfflcult.‘ In the example above, the stu—"
dent needs to vent his anger, and sends the leader a criti- /7 }
cal "younmessage"’to accomplish that. This is a critical
.moment in the relationship. aThe'group leader, feeling 5 : «
attacked, is especially prone to return his own "you-mes~
sage," de%ending himself by putting down or undercutting
kthe:worth of the student. But it is at just this time that ’
the leader.most espeoiallv needs to send an "I—message," |

7

such as, "It makes me unhappy to hear, that.” 1If he is able I-messages

to do th1s, he has accomplished several things. First, he |

.

has put emotions back where they belong‘ into the expres-

sion of the person who feels Ehem. He has done the only

) | | 54

e




th1ng which can poss1bly get genuine communication g01ng . .

again.’ Second he has communicated to the student that he

b

accords the student the right taq hlS anger. It doesn t make
the leader happy to have the student angry at him, but he R

doesn't deny the: anger s existence for that reason. The

n

leader s show1ng this kind of acceptance of even negative

A

feelings, such as hostility and anger, may be a vital first

step to help the student to begin to accept them himself.

Third, by displajinq acceptance he has kept open the door to
further communication. Fourth, he has modeled an effective |
way of expreSS1ng feelings to the student and the rest of the
group-—and probably increased their respect for him, and his

consequent ability to help them, even more.
I"You—messages" label and categorize the person‘at whom
1they are directed, usually 1n,a derogatory way. "You-mes~

sages" usually‘fall into the categories of judging or crit-

1cizing, shaming or ridiculing, d1agnos1ng or psychoanalyz—_

»

1ng, or offering 1nstructions or solutions. Even messages you—messages
S vs.

that are not intended as "put-downs" all tend to conVey to ‘I-messages

the listener that the speaker does not consider h1m capable . |

of making a good choice of behaviors by himself.

"You come join the group."
. "You aren't adding much to the dlSCUSSlon.
"You never come to meetings on time."

Fquivalent "I-messages" might be:

"T'q like it if you'd join the group.” R

"I feel concerned about your silence. It makes me
wonder if this group is valuable for you.

"I feel 1rr1tated when you're late to a meeting.
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Conversely, most méssages that contain a "pht-down" turn
out to be disguised "you-messages.* "I feel upset at your
blind opposition'to'all these guidance units," contains the
A message, "You are a blind, unreasonable person. "It makes -
me unhappy to hear you be so unfair," is another‘good example.
Words such as "I feel" in front of a statement aren't magi-
cal, "You are unfair" 1sn't 1mprbved much by being turned
inte‘“I feel you are ‘unfair." Dropping the "I feel“ and
stating the emotion directly. 1s the best way to achieve a
genuine "I—message in th1s case. The group'leader would do
better to express directly his feelings that, "l ambSur—
prised and hurt when you say you don't like this class.”

Then he has created a basis for ongoing communication, by

expressing himself honestly and without threat.

Of course, "I-messages" don't have to*be negative. They

can and should be positive whenever possible, hopefully at
least as often as they are‘negativeu_ The group leader who
'is trying not to intrude on his‘greup but wants to express a
feelinh is usually safe in’saying what he has to say if the
feelings are positive ones. It's possible to overdo it to
.the point where group members don't believe the leader any
more. \It's also possible to use praise as a manipulative

t may take the members a little fonger to catch on
_to this, but eventually they will, and lowe some of their
respect for the leader beeause.of it. .But most honest praise
-is as welcome in a éroug‘as it is to individuals. The facil-
itative leader in the|second skit said at one'point, "Yes,, I

- ' 7 . \. .
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: Throughout the interaction he had refrained from trying to

" he was feeling. These two dimensions measure the respohselt

result is faulty communication. The non-facilltative.

i ‘» . . N .

did (like college), but it didn't happen right away.};I had
some lonely times and classes I thought were really dumb.
It's not all either way, you know. I'm glad to see all of
yoquooking at all sides of the picture. It makes me confi-

dent-that you'll make some well-thought—out choices."

push any particular viewpoint, and by this statement he
described his_college experience as good and bad. This kind
of.statement the student could accept as realistic. There-
fore his praise of the'students"thoroughness could be wel-
comed as a sincere compliment. “It's‘important tobnotice L
that euen here, though, the leader avoided you-messages.
He didn't imply that the students were "good" because they -
werevthorough. He said only that he was glad of it and
that it éave him confidence, both strictly "I-messages.
An. accurate "I-message" means that the speaker per-

ceived and expressed accurately<-that is, as his own-—what

3
quality. If ‘either dimension is not sufficiently met, the_;'

leader in the first skit could be an example of either.

We cannot tell without more information. But ne was obvi-
ously "pushing” college for all the members of his group,
reqgardless of how they felt about the subject. Possibly
he was not aware he felt this way about college, or why.
If so, his perception of his feelings was inadequate. OX
perhaps he was not aware of how to send an honest "I-mes-

1

sage." In th1s case, it was his ability to express himself
57
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_accurately which needed’ improvement.

~ the obstacle is- making him feel.  He theén leaves the door

. cable to the group situation? The general answer is that

The expression of one's own- feelings as a group leader

is appropriate whenever the flow of the group's expression "

will not be hindered bybit. It is also useful when the
group leader. perceives an obstacle to the group 8 function-
A

ing and wants to bring it to the attention of the members.

The most non—threatening way of doing thig is to reveal how

open for members to take responsibility for solving the

problem as a group.

Appropriateness of Skills for the Group Leader

when are the skills of reflecting content, reflecting

feelings, and expressing one's own feelings accurately appli~

they are useful‘whenever they are needed. In some group
interactions (particularly within task groups) these three
skills. are not appropriate to use in the sense that ‘we have
described them. Often a group member's need is for informa-
tion. At such times reflective responses are unnecessary
and even irritating. ‘If a member wants to know what time
the afternoon session starts, obviously "At l:30" is a.
better answer thanA"You're concerned about our starting

time." Or if the facilitative leader in the second skit had

’anSWered the student's query as to his opinion of his college

career by saying, "You want to know how I felt about col—

lege,” he would certainly have answered-1nappropriately.

However, the use of these three skills is called for much

. 4
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more than may be evident. The first two skills can be used
any time a leader wants to draw a gro&p member's thoughts
or feelings oUt further. Also, because they convey respect

for and acceptance of the speaker, they can often ease

, . - N e

~emotional ten51on betweenvtwo group members. And of course ,

rs

use of these skills always serves as a behavioral'model‘for,

i

other group members. Expressing.oneself accurately'is calied

'for whenever the leader s opinion is directly solicited ’It

*

may also be an effectlve way to br1ng to the forefront ten~- -

-

. sions which the group has been ignoring--or 3ust to give 1t

a.pat on thé back.

The most important eiement of all three of these skills

is awareness. In order to funtction most effectively as a - f

group leader one needs to be aware of everything going on ° | f"' '
inside and around him--as "fully aware as he is capable'of.- ) .

s .l »_'..\ .
Constantly expanding one's awareness demands expenditure of . Jawareness

L 3

energy, as well as a desire to lose more and more of one's

blinders.

-
v

It wouid take volumes even to begin-to cover compre-
hensively the skills a group leader needs. Some were touched
on briefly besides these three, and your further reading will
permit you to go into one kind of group in greater depth. “

The skills of listening and expression, however, arc of fund-ll

amental importance to any group,’an indeed, to any inter-

‘action between people. The leader who|re listens to what
‘,his'group members say has acquired the|most powexful tool he -

could find to improve his own effectiveness. For i% he
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_effective.

1 - ”

listens, he will soon learn which responses,ate more or less

He ‘will learn to recognize when his group is

having probleés and why.

[ B 3 - ..

of more particular skills, such as summarizing or_evaluating'

group process. ) .

A skillful group leader cannot guarantee an éﬁféctively

»

pefforming group, but he Cértainly has aApowerful influence
on its functioning.’ If he can establish an open, productive
climate within hisbgroup,‘tﬁén the grbup has a bqtter chance

»

than most of accomplishing well what- it sets out to do.

- ) v A e

Aand he will soon acquire the use . |

4}

.. .




" At this point the coordinaﬁor should offer the group the

opportunlty tg discuss the material and their concerns about it.-

,Have any of the questioné from the’ earlier discussion (listed -

L XY s

on the board) been answered? Are there any new oneg to add? Are:

_there any concerns which need to be aired immediately?

N

-




Form into groups of no less than three, no morevthan four.

You will haVe a few minutes ta choose from your own experience a

’

-

situation which fits the following criteria. . . .

-

.
-

,1.. Yo had some'emotional inVolvement in the situation.

2.?VThe situation needed some sort .of resolution.

o

There were several posszbilities for solution or

;resolution of the si

: which ‘you feel comfortable revealing

~ 4. The SLtuation is o
: - .

. to the\other memb‘

your group )

S

" After each person has settled én a situation, two of ‘the group
members assume the wbles of “group member".and "group leader." The

. remaining group members act as observers. Each interaction should

-

i.be tape-recorded. The "group member" describes his situation.
After each complete statement of 'a thought, the "group leader"”

A'reflects back to the member\the content or feeling, or both 1f
appropriate, of that, statement. The observer(s) should time the -

interaction. If the group has three members, the observer should

.

halt the interaction in no more than seven minutes. If the group

has four members, the observers’ should halt the interaction in no ' -

more than five minutes. After the ‘intexaction is ended, the "group

-
by

leador should cxpress whateVer feelings he may have had ‘during the

1nteraction in terms of "{-messages." Thesejstatements shoulH also .

be taped. T ' Ty '

[

L4 - . ~
After this the group shoul eplS& the tape, stopping it after -

o




<3 . . o

each statement by the "group leader"‘?or‘oomments by any of‘the B

t 4

should be evaluated as to type and

participants. Each respodi
' ‘ 7

'qﬁality. Specific points £

ing responses would inclwude:

.- “'

L. Dld the leader clarify and empathize in his reflective
’atatqment? L ' ’ - .

o S , _ ~ -
2. Did the leader reflect a statement accurately, avoiding.

' »

e factual errors, not undershooting or errshooting the
quality of feelings’

3, Dld the leader keep the- response in the here—and—now,

-

' not 1mply1ng patterns bf behavior?

4, Did the leader name the member's feeling, or a possible

7

action'which might arise from it, or use an analogY.tq
describe it? | - y

5. Dld the leader av01d a non-reflective response such. as:
cr1t1c1zinq, preaching, offering-a solution, being .
] '
-,~logica1,,1nterject1ng his own experience, diagnosing,

'question1ng9 N ’

.

. 6. Did the leader av01d 1ndirectly inserting his own'feelings

into his response? A .

Specific.points for rating the expression of "leader's" own

feelings wauld inclyde: o

TR Y

1. Did the leqde? naime his Q:y feelings and the specific

situation théy are related' to? o .

2. Did-the leader avoid "you-messages?"

.

3. Did the leadpr avoid implying patterns of behaxior by

by -

restrlctinq his statement to the here—and*now?

.o 63
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PAruntext providea by enic [l

‘;f ‘IE- your group has three meMBers, try to keep ﬁhe length of
ey
the 1nteractlon and the tape replay and d1scuSs10n W1th1n twenty
¢ ‘J\l ‘ - b A. .

mihutes.“ If yous group has four members, try td keep the length

] L

v ; N N Y -
w1th1n.l mlnutesr ~;“ S f,jr-:fp‘,r; id-";e;-i; R
e After the flrst interaction and, dlscus51on change roles T
w1th1n the group By the'tlme aIl yodr 1nteractlons and dlscdsd
.s1ons are completed each member~should have been "group leader,vf
""g}éﬁp member".and observer at. least once: ft" ]kx.T-ﬁ SR

. B K . L . ’ g . ? ’ . e v
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houts of readlng tlme..-r’~~?- ';-' e e - .
“',,type of“group.

l-of group.:

group, group procedures, methods of facllltatlng group functlon—

-group chooses.

| Try Tto evaluate your group s act1v1ty as you go along.

_of.effectlve groups?

IN DEPTH STUDY AND PRACTICE

Select a type of group you would llke to study 1n more depth

from among the follOW1ng three: task groupw guldance group, coun-~"f

sellng group Refer to the references below for selected 1n-depth

-

eadlngs on: this type of group. "You will have_a limit of five oY

A}

When you have completed as much of the readlng asfposs1ble,
you w1ll meet with thé other membersﬁwho_have also selected this .

Your purpose will be to develop a.presentatiOnvto~'

. £

'."the other two groups on the most 1mportant aspects of your type

These may 1nclude p01nts to cons1der in settlng up a

- '\

,1ng, or anythlng else your group decldes is. 1mportant about the

-

o

type of group'you -are studylng The selectlon of these aspects |

and the manner of the presentatlon are up to the group, W1th one

group member should partlc;pate in some way in
» » -

The&presentatlon might be’ H serles of talks,‘a a

L3

candition:. every

the presentatlon.

panel dlscuss1on, a-: sk1t, a ‘harrated’ pantomlme, or whatever the

\

The presentatlon should be no.more than 15 minutes.
Your preparatlon tlme w1ll be approx1mately one hour. !

. Durlng your preparatlon, pract1ce the llstenlng and express1on g

skills we haVe-presented“ ‘Try to avoid hav1ng One group~leader.

What stage

R A
i

Does 1t dlsplay any of the character1st1cs

‘of evolutlon is it 1n°

- o ‘:

. . » - - . . N . ’ d
. - e - e - y : : ~
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You W111§f1nd paper in the Notes™ sectlon for taking notes A N

- on your read1ng and to “aid in preparlng your presentatlon.

- =

< .Readlngs in Task Groupu

LR - i ' v

R 4 Bales; Robert-F. Interaction Process Analysis. Cambridge,
’ : Massachusetts' Add1s0n~Wesley, 1950. .

P

2: Fest1nger, L. S. Schachter, and K. Back. Social Eressurés
in Informal Grodps. New York Harper, 1950.3

5

3. Hlll,-W. F. Dearnlng Through D1scusslon. Beverly Hllls‘
- Sage Publlcatlons, 1962. . . . . , -,

-~

PR ] -
C - ) < T » 3

. * _ 4. Maier, Norman R. F. Problem—Solv1ngfDlscusslons and
Conferences. Chapters 1 through 6, chapter 9, 1f time
permits,’ chapters 7 and. 8

L WD Rogers, Carl R. Excerpt from “Barrlers .and Gateways to
o : Communlcatlon,“ article reprinted from Harvard Business -
~2 ReV1ew, July-August, 1952..

i

6.- Schmuck, Rlchard A." and, Patry c1a A. Schmuck Group Prdcesses
in the Classroom. Dubuque, * 1 wa' Wm. C. Brown Co., 197l.

7. - Stogdlll, R. M. Handﬁgpk of eadershlp* A Survey of

i "_ATheory and Research. New York: Frée Press, 1974.
" " e ’ - . a — a ) .
° .. 8.  Warters, J. Group Guidance:: Prlnciples and Practlces.
" a New York McGraw—Hill, 1960. pp. 59- 92 '
N Readlngs in Guldance Groups o N . o 0
1.»1Bennett, Margaret E, Gulaancexand Counsellng in Groups. : o
- -0 Chapters ¥, 4, 5; one or moréqghapters of interest from

chapter 8 on as time allows.

4
v

2. Caldwel}, E.  Group Techniques, for the Classroom Teacher.
' ~ Chicago: ©SRA, 1959. -

-

3. Commonwealth of Pennsylvania, Department @E Public Instruc-
tion:- Group Techniques in Gu1dance. Introduction and Chapter 1.

4. Fedder, R. The High School Pr1nc1pal and Staff :Development
.Group Guidance. New York: Teachers C'llege, }962

. . -
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.- b Festinger,'L. S. Schachter, and K. Back. Social Pressures
- in Informal Groups. New York: Harper, 1950.° . , 4
. . . < - ) . ’ ' V - ’ =
6. Hill, W. F. Learning Through Discussion. Beverly Hills:
Sage Publications, 1962. R ]

7. Rogers, Carl R. Excerpt from "Barriers and Gateways to = = ¢
' . Communication,” article reprinted from Harvard Business
- ~—Review, Jq}y—August’lQSZ. : :

* +

- 8. 'Schmuck,‘Richard A. and Patricia S. Schmuck. Grdqp Processes
in the Classroom. Dubuque, Iowa: Wm. C. Brown Co., 1971.
L4 T

«

. 9. Tolbert, E. L.  Counseling for, Career Developmént;"'Bost':oh: PSSR
: Houghton Mifflin, 1974. Chuapter 8, pp. 207-209. T ‘

-
-

Py [

10. Warters, H. Group Guidance: -Priqcibﬁes'and Practices.
. New York: McGraw-Hill, 1960. -pp. 229-287. ’

Readings in Group Counseling - 4 ‘ - .

. 1. Bales, Robert F. Interactidn ProceEE.Ahalysis. Cambridge,
’ Massachusetts: - Addison-Wesley, 1950. . .

2. Bates, Marilyn, and Johnson, C. D. Manual for Group Leaders.
Chapters 2, 3, 4, 10. Chapter-1l for,eﬁementqryvlgvel coun- . "

‘'seling. Chapters 6 through 9 as timé allows. * _ - ;

3. Benoit, R. B. "Behavioral CGroup Counseling: The Counselor -
as a Teacher." In A. M. Mitchell, & C. D. Johnson (Eds.)s.
Therapeutic Techniques: Working Models for the Helping
Professional. ' . S . -

’
!

[}

-4, Berne, E. Games People Play. New York: Grove Press, 1964.

M . s

5. Commonwealth-bf Pennsylvania, Department of Public Ihétruc—,v'
tion: . Group Technigques in Guidance. Introduction and Chap-
ter 2. ’ .

6. Division of Instruction, Pupil Personnel Services Section,
' Minnesota Department of Education: Personalized Education
.Using Group Methods. 1975.

7. Gazda, G. M. Group Counseling: A Developmental Approach.°
. Boston: Allyn & Bacon; 1971. v .
8. Gazda ~ M. (Ed.) Theories and Methods of Gréup Counseling

In thp Schools. Springfield, Ill.:, Thomas, 1969. . :

© 9. vGazda, s, M.; & Folds, J. H. Group Guidance: A Critical
Incident Approach. Chicago: Parkinson Division, Follett
» . Educational Corporation, 1968. S

.
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rd, Goidstein, Arnold P., Kenneth Heller, and_Lee Sechrest.
pPsychotherapy and the Psychology of Behavior Change. New
York: John\Wiley-and Sons; Inc., 1966. A

. 11. Harris, T. A. I'm OK - You're OK. New Yorks:. H%rper &
. . ) k! B

ROW, 19? « . - 1 * ":. \: - .
, 12. James, ¢ & D. Jonéewarda—fBorn to -Win. Reading,“vﬂgagaA;,,hm,_ ‘
' Addison-Wesley, 1971, i A ! : o~

’ - ) ”; : - o ) » ) . - R
13. Maher,.C. A. & Caldwell, E. Group Counseling in Secondary .
Schools. Chicagb: SRA, 196l. <

) . >

14. Mitchell, Anita M. and C. Johnson. “Tperapeutic Techniques"'
" california Personnel and Guidance Asso. .

15. Newcomb, T. M. "An Approach to the Study of Communicative
. Acts," Psychological Review, LX- (1950) pp. 393-404. .

'
-

le-. Olsén, Group Counseling. ~ ' : ,

-

17. Perls, FL; et al. Gesﬁalt:thefagx. (Paperback) New York:
. Dell, 1951.° , ' e PR
- : - ' R

18. Rogets, Carl R. ,ExderptlfrOm "Barriers and Géféways to .
. Communication," article reprinted from Harvard Business - .

N Review, July-August;, 1952.." = . o SR

. LS »

.- 19. .Ryaﬁ}'Leo'?. Clinical Interpretation of ‘the Firo-B. Cdn-\
N sulting Psychologigts Press. Pilo Alto, Cglifqrn;a, 1971.

20. Schultz, Wklliam C., Firo-ﬁﬂ; Palo Alto, California: Coné'
sulting Psybpologists Press, Inc., 1957. : o
21. sSchultz, william'C., The Interpersonal Underworld (Firo), ~
Consulting Psychologists Préss,- Inc., Palo Alto, Califor- =

. nia, 1966._ : - ’ - L .

-

: '22. Schuttz, William'C.,t Here Comes Everybody . uHarrow Books, 1971

23. Tolbert, E. L. Counseling for Career Development. Boston:
_Houghton Mifflin, 1974. Chapter 7, pph 177-201 -

Ld -

. 24. Tudkman, P. S., “DevelopmentalASequehce‘in Small_Groupé.“
Psychology Bulletin, LXIII (1965), pp.384-399.

25. Warters, J. Group Guidance: Principles and Practices. New
York: McGraw-Hill, 1960. ppP. 141-255. ' o

Readings in Support Personnel o . ’ S

L]

1. Tolbert, E. L. Counseling. for Career Develqpmént; Bostaqn:
Houghton Mifflin; 1974. Chapter 9, pPp. 226-249. '
S : . , . - <
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Think about one group session that you led or in which you parti~ .

cipated during the last six months. Answer the follagwing questions
- with that group in mind. “ ‘

L]

1. What type of group was it?

2.f'Who4participa£éé?_ ' ’

» )
¢« -

F R : : .
3. What were the purposes or goals of the grqup?'

- ¢
- - . L4

— -
4, what did the droup-do? How did it

, operate? what procedures
did it follow? i ‘

/’
1
.

1.
[
|

i
f

| | | .
w .
) ﬁ j . - . . .
’ 5. How would you characterize the group session in terms of the
: stages in the evolution of group identity? Which stage did
your group scem to .be in? Give-examples to support your

o T ——
't .
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6. Rate your” group according to the six ¢haractéristics.of effec-
tive groupd. Give examples, to support your ratings. - '

-

a. Participation: Good . Needs Improvement .
example: _ =~ ' = SR : -
- s ]
‘b. Disagreement: Good - Needs Improvement
.examples:
/
' c. Free expression of thought: Good
exaﬁple: | T
" d. Free expression qf feelfhgs: Good ’ Needs Improvement
example:
o y ¥
. e, Agreement by consensus: Good - dieeds Improvement
example: _ * " ' ‘ ) ' ' .
] -
£
. A "’/
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£. ' Self-evaluation: Good . Needs Improvement

example:

‘Now. think about the skills you have learned in this module--listen-
ing for and reflecting content; listening for and reflecting feel-

, ings; and perceiving and expressing" accurately one's own feelings.
Cohsider an existing group situation in whic! you might apply these
skills in the future. Or, if you prefer, ccnsider a hypothetical
group of one of the three fmajor types. Imagine how you would set
it up and the ways in which you might apply the skills. Be as '
specific and detailed as you can. Describe as many actual or hypo-
thetical s¥tuations as ybu wish. Use the Skills Application Chart
on the following page and extra paper from the "Notes" section if
necessary. When you have completed the appligation exercises, get

- together with other \warticipants and share your description and

~ ideas. ~Show your comMleted application sheets to the workshop
cdordinator for his approval.:.. : v o

’
-




R

L ...A.

.

"be the

-

SKILLS APPLICATION

=

P « . »

Assume that you will use the --

Type of Who will | | What wi What will the grou L
group participate? general purposes do? How will it / 3 skills discussed in this
_ or goals . the '} operate? What vHO|,/,aomch in the group. How
. - - group? : cedures will it il this hellp the group.
_} follow? athieve its/goals?
tuation g, o . = . .
. ﬂ( -
\ . 4
tuation 2 ) . )
. _ ‘ N
/ _ be
N S
~.
< - 7
tuation 3 : * .
> ; —. . . -t . )
IJr m n .
— ! - 4 Y . T
tuation 4 1 " J . . . L
. i N ! « i :
! _N : :
k -
| w ! -
hd . ot - X <
tuation 5 ; - ‘ : : '
) “ ! . L 3
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e

The questions that follow should indicate whether you have/gshieved

~the objectives of this module. ¥

- -

Define in a paragraph each the four types of groups with which
counseling personnel should be familiar’ to implement a compre-

' hensive career guidance system. .Include information on appro- ,
priate pamticipants, major purpose(s), and £ypical procedures

in your paragraphs. (pp. 21-26)

|

Task Groups
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2. List in their typical order and défine the four Stages’in the
" evolution of a group identity. &pp. 29-31)
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) Li nd briefly descrlbe the six characterlsfic's of f‘effe’é-—
. Eive groups‘*dlscussed rn .this module. (pP- 31 33y -
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You will need a“cassette recorder for the rest of the
post-assessment. The coordinator has a cassette-tape
containing statements td which you will respond to _
demonstrate your. ability to reflect content and feel-

ings and to express your own feelings. When you are
ready, play the tape in the presence of a judge who

will rate your responges. Further directions are
included on the'tape. (pp. 35-57)
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- RATING CRITKRIA
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Acceptable Unacceptable
Reflecting clarifies content criticizes
content expresses” acceptance offers ysolution _
{ - describes behavior = - preacheés or moralizeés’
.oow e . remains in the- present interjects own exper—
remains with speaker' s,', iences :
© own data evaluates or judges
‘makes implications.
Reflécting clarifies feeling criticizes . .
feelings expresses -empathy * - offers solution =~ - .
names feeling e preaches or mqralizes
; states analogy to interjects_own exper-
L feeling. v * lences . =~ .
describes .an action evaluates or judges
" that illustrates. makes implications
. feellng over- or under-gtates
~ : remains in~the present feeling level s
. N remains with speaker's K, ‘ L.
. . own data g%gmw_ww_dngnwwwm o
Sending dgtates own feeling . implies own feelings
- directly instead of expres- f

‘I~messages

states behav1or that

, caused feeling

. remains curkent

T R

o

sing” them directly --
makes inferences about
other's feelings _
makes . inferences abQut
..other's. behavior
suggests behavior pat-
terns
categorizes, judges
criticizes
offers solutions ..
preaches or moralizes

.

To achieve’ Objectlve 4,

»

the trainee must receive an "acceptable

rat1ng each trme he reflects the content of .a statement. 't

To achieve Objective 5, the tra1nee must reteive an
rating each time he reflects the feelings communicated. by a.

statement.

P

~

\

acceptable

- . “‘.

To achieve Objectlve 6, the trainée must receive an. "acceptable" . .

' rating each time he sends an I-message.
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COORDlNATDR'S‘ ROLE AND FUNCTIONS
Your role as coordlnator is very 1mportant. Your, r63ponsi~

. . , y -

b111t1es fall into four categorles. S . - X

-

Set.the Tone ; 'l'« w

, > . -v‘ _
- Set the rlght mood. ﬁon't maketthings dgadly and boring.

In3ect humor 1nto~the .activities and dlscu551ons, allow-people to

~
-,

. have fun.On the other* hand,: make it clear that there is a very

[
H . ]

serious purpose behind the workshop.v People should oe relaxed but

- alert, interested, and motivated. " . : e

Set the Pace , ) , . - IR .

*

L ~

Maintadin the right pace. If things bog’down, inject some

humor, ask some provocatlve questlons, get a 11vely dlscu351on

901ng. If ‘things are going too "fast and people are gettlng lost,

‘slow down the pace, call for questlons, make sure part1c1pants are

’

* absorblng_thc materlal. Keep the flow smooth at junctures in the

module.) Wind up one activity with a satisfying xesolition and

] L

ease participants into the next. "Take breaﬁs'as'you sense thej

.

, are nceded. Be flexible in structurlng act1v1t1es, adapt t

i -

individuals and'51tuatlons as needed. Regard t1mes llsted in the -
.+ ."Module Outline" as flexible. _ . . <f
Facilitate . ' , ) ‘ “a ‘
- ’ * v’ . \” -
Encourage dfscﬂSsion and interaction from the,participahts. ,

' Brlng out the shy poople, don't let the aggressive otes domlnate.

N

VSeek out questlons and uheasiness, get them into the open, talk

them over, especially at the beqlnnlng. Watch facial expre551ons

P . . : . .




and body 1anquaqe.’ Re a trouble shooter. Spot problems and

¢ work them out. 1In short, act as a gulde through: the module, but

€Yy not to get in . the way.

Evaluate . o . o ,(u/2 -

Make sure part1c1pants"5re~headed in the right dlrectrxi

nudh} them ‘that way when they're not. Judge whether they perform ,
4‘1« -
_adequately in the activities and assessments. Keep . a fﬁbord of

>

how each participant does. In general, try to maintain*the quality -

“ e jevel of the workshdp.

Specific Functions @f Coorflinator
\

: ;//;rior to workshop: S . e i :

1. Study the module thoroughly ahead of time. Be familiar

with all participant materials and this Coordinator's ' = .
o \ . . . P .

Guide.
. A ‘

2. Make sureg all needed materials are present” for tRe work-

' \f‘ shop (see list .entitled é%utside Materials Needed for ' -
[ d . .
. Module").
\ [ :
3. Prepare and dupllcate cassette recordlngs for Post~Assess~

| ’

ment of the qroup participants from the Post-Assessment

tape script included in ‘this guide. . o C |

. 4. . Appoint and train judoes to evaluatef{;e Post4Assessment
Tape Script Activity. (Sulgest 1 judge for eaoh Snperticié
pants?) The judges will use the rating sheet and ratihg

criteria included in this guide.

_—',',\ £

5. Duplicate sufficient copies of the Judge's Rating Sheets

_ for each participant.

\‘,‘,." - B - 90 ] ‘ : -




At the workshop: / ' _ - .

“ . .

. 1. Introduce yourself to participants and them fo each other.- .,
! ’ " Briefly explain YOur background and the role y i : lay

in the module.

2. FEstablish time llmits (lunch, when day ends) and sehedule\

for the day,. and do your{best to stick to it. .

L3 - o,

a

3. Introduce initial activity.
. 4. Lead discussion fqllewing initial activity (note the out-'

line of it later -in this gulde)‘

[4

5 .. Introduce the basic purposes and structure_df the module

» - ~~

VXsee'outline on- page 5.) Put participants' questions on .

\the board, unless they re immedlately resolvable.

6. Start part1c1pants on the Pre Assessment. When they _have -

!

completed it, place questions| on the board.- o . te

[3

- -

. 7. Run theqtape—sllde presentatlon. Lead any . dlscussion fol—
S o . | . .

. 1ow1nq thlS} plac1ng addltlonal questions on the, board.

.

8. Start partr01pants on‘the Initial Reading. -
y 9. ‘Lead discussion following the‘reading.J,Qiscuss the ques- ' :

tions on the board and any new ones that come up.

- . -

i" 15 Start participants on the Simulation and assist where - -

nneclvsary. / 7. . -

11. St rt part1c1pants on In-Depth Study and Practlce. Circu-
1Ate among partlcwpants durlng the read1nq to answer ques-
,tlons and help wherever possible. Schedule and facilitate

he'presentatiOns.

12. 'Start participants on the Application Procedures. ' Schedule Lt

and ?aéi]itate dlscussions. Examine completed application

-




: o sheeté, approve them if they sSeem complete and. logical.
13. Conduct the Post-Assessment. Collect the regults. If
time permits, evaluate each.af the participants on their

performance.A‘Finish afté£9the workshop if necessdry.

. Keep a written’account.‘ fyour evaluations and discuss

each with the appropriaféupartiCipgnt.
14, Conduct a Wrapup session. Your tasks here aré to:

T , " a. Summarize-what has gone on and been accomplished. \\

. . b. Resolve any unanswered questions.’ .
c.. Point out sources M™r additional shady. Go through
. ~-.the Reference section briefly, add any sources you
' know of. _ ‘ ‘

d. Mention any technical assistance available--experts
~related to module tppics to whom they might be able

-

- 15. . Throughout, observe how thi;gs go, collect suggesEQBhs

AN

__— '+ " for ways to improve the module. Keep a written'adcount,
of these. | |

16. Submit copies of documents related to items 12, 13){And .

’ 15 in this section to the overall workshop direcéo:[




OUTSIDE MATERIAI.S NEEDED

Bates, M.,
ed.).

Denver:

“FOR MODULE -

& Johnson, C. D.

Love Publishers, 1972

A Manual for Group Leaders (2nd

Bennett, M. E.-Guidance and Counseling in Groug_ (2nd ed.).

New York:

Ruredu of Guidance Services.

McGraw—HllI 1963.

-

t

vCommonwealth of Pennsylvanla, Department of Public Instruction, .
Group Techniques in Guidance.

Harrisburg,.FPa.: - Commonwealth of Pennsylvania, 1968. ’

Maier, N. R.
Leadership Methods and Skills.

New York:

Rogers, C.
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'28"340

P., & Roqthllsberqer, F. J.
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Lo
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Problem~-solving Discussions and Conferences:
McGraw-Hill,

1963.

"Barriers and Gateways .

1952, No. 52408,
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" VERBAL PRE@ENTAIWNIOLLOWING
~ INITIAL ACTIVITY

-

Coordlnator makes presentation such as following:
2\ : /

£

“examples of skills that have been found tq
- 2/ *
WORK in group cou e11ng situations vs. hose Eﬁat DON'T WORK.

A "LOGICAL" RESPONSE: '"But Bilf% how else could
manage. all those thousands of students?" This ignores
e feeling of dislike for big universities that ¥ill
displays. , To the extent that the leader ignores members' .
feelings, he treats members, as unlmportant. Responding

to feelings with facts often clouds the issue. .

1.

2. PREACHING: “But worth it, Tom. We've all got to take
"~ risks to grow." The leader ignores Tom's cues that he
might be afraid of going away to, college. ‘

3. CRITICIZING: "That's not exactly responsible behavior,
Bill." This doesn't allow Bill the right to his feelings
of pleasure at his idea.

, 4., ADMONISHING: "That's the voice of experlencégspeakinq.
: I thlnk you'd all do well to consider it."

. 5. GIVING SOLUTIONS INAPPROPRIATFLY. ."You should check out,
scholarships and loans, Laurie," The leader apparently
assumes that Laurie doesn't know enough to check these
thinfiy out for herself. Advice is appropriate at times,
of 'o rse, but this advice does not show respect for
Laurie's own ability bo handle her life.

"Tt's 1mportant for you to pick a goal for yourself,

consider cpnsequences, and. behave .in the way that's the

best overall.": Though the leader's statement is true,

it implies that Bill has not done any of these things in

deciding on the personal value of his bicy¢1e trip to him.

6. INTFRJF(‘TING OWN EXPERIFENCE INAPPROPRIATELY' "A friend

of mine from my high school*days called me last month,
‘* and told me how sick of his job he was and;;ow‘he redret-
. ted not having gone tb college." Especially after the
_conversation which has gone béfore, the leader's account
wf his friend"s phone call is likely to strike the students
as unrelated to their feelings about college. "That.'s the
kind I went to and I've always been glad."” This comment
* might be valuahle in othér circumstances. But the leader's

Lo
L] 4 L

-

- AN 94
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failure'tG_l:sten and respond to the students' feelings
makes it unlikely that they will listen to his with any

‘sympathy or sense of 1dent1ficatlon at this point.

REPORTINP GROUP MEMBERS' STATEMENTS INACCURATELY' "What

"Joanne said about never going back is the truth." Joanne

said her father said that. She said she dldn t feel that
way at all. :

'REFLECTING FEELINGS INACCURX&ELY (OR NOT AT ALL) "And

Joanne's r1ght in thinking big campuses are stimulating."
Joame didn't express the thought that big campuses are :
stimulating. She expressed a feeling of hopefulness—_ﬁet
they could be.  "Riding a bike arcund the world wouldn't
get you any closer to your goals." "Bill thinks riding a
bike around the world would be fun; the leader doesn't
reSpond to his'pleasure in his dream at all.

UNAWARENESS -OF OWN FEELINGS° Tone of whole interaction.
The leader probably would have been surprised at students'
feelings that "he's trylng to force us to go to college,

and to go right away." - He would probably have responded

that he merely wants them to understand why college is

- important and how it_can be rewarding, and that their

-

What did

1.

choices are up to them. There are at least two possibil-
ities here: ' 1) he really does want to force them and
doesn't admit it to himself, or 2) he does want them to
make own choices butwhﬂ§ communication style does not
convey that. ., i : |

-,

"-.,,w.

‘second leader do right?

He refrained frof all the "evaluative" kinds of comments
reflected-in the prev1ous interaction. He did the fol-
lowing things: : o

He listen{% for the CONTENT of what thei'tudents said.

"It sounds\like you think college could be ork of . a
factory, rather than a growth experlence. - "gounds like
just the opposite problem. It's no fun to have no privacy,
either." "You think you'd learn more doing that‘' right now

than in college."

He listened for the FEELINGS implied by what the students
samd. "Sounds to me, Tom, like you feel torn. - "You
don't feel that way." . _ - !

He PARAPHRASED the content and feeling of students' state-

ments back to them. Content: "It sounds like you think
college could be sort of a factory, rather than a growth
experience." "Sounds "like just the opposite problem."

~ "You think you'd learn more doing that r1ght now than in

95
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g

college." Feeling: "Sounds to me, Tom, like you feel
torn." "You don't think they're being too fair with you."
"You don't feel that way." 1In-doing this he accomplished
two things: 1) encouraged the students to fully express
themselves so that they and the others'could understand
clearly what was meant; 2) conveyed his respect for the
students as people, their ideas, feelings, fears and dreams.

. . ¢ -~

5. He EMPATHIZED with students, attempting to look at situa-
tions from their viewpoint. "You think there are other
things of value in life besides classroom learning."

- "Sounds to me, Tom, like you feel torn."”

6. He CLARIFIEDvstudents pos1tlons as he saw them for them-
selves and for one another. "Tom must have some feelings
that it's not an easy thing to do."

7. He SUGGESTED A SOLUTION WHEN APPROPRIATE. "There's money
available from some very unusual sources." BAfter <Laurie
had "expressed her feelings and revealed her need for know-
ledge about sources of financial assistance, the 1eader
could make suggestlons of fact

8. Throughout the interaction, he MODELED the kind of behavior
‘'he hoped to encourage in. the students. ‘

9. He REVEALED HIS OWN FEELINGS when it was appropriate. ,
"I'm glad to see all of you looking at all sides of the )
picture. .It makes me confident that you'll make some well-
thought-out choices. - : : '

The first leader wasn't trying to do anything wrong. He was

tryingvto help a group of young peoplehwith some oollege potential

to consider their futures. He recognized some of their feelings:

he sensed Tom was afraid to take risks and that Laurie wanted to

go to college. He obviously felt college would be a worthwhrle

experience for these students and wanted them to consider going.

_But he probably alienated more than he convinced. He assumed that

hig greater knowledge of higher education qualified him to tell

' students what they should'feel, instead of listening and working

with what they did feel. - - L

The second leader didn't get anybody's mind made up‘about

9% . | ,
98




college. ( But he' alld%ed the students to think for themselves.n
He solicited their feelings and ideas about each situation and
treated those" feelings and ideas w1th respect. He encouraJed
‘mature behav1or by treating the students as if they were capable
of it. He helped them clarify what they really meant)by their
':ﬁtatements and what they really felt about their lives. And he
-°  b#%haved as if he ‘trusted them to consider optio s and consequénces--
\d his'trust made them ‘better equipéed to do that._'
In what situations might gu}dance, counseling, and other per—
,sonnel be needed as group leaders? They might be needed in any sit-
uation where each member of the group should or may have a contribu-

.

tion to make toward the group's goal. Teaching guidance units to.

®

classroom%sized groups would call for group leadership skills if

e

.

class dispussion were to follow the presentation. Conducting small
counseling groups with students certainly would. Group meetings

w1th other counseling or teaching personnel for purposes of problem-

“solving would call for these»skills. PTA meetings or other meetings
with groups of parents or the publicvmight. Even a conference with ,’
both of a~hild's parents might be called a group meeting and might .
require group leadership skills. |
What is the group leader s role? Basically, it is the opposite

of digpensinq information or handing out solutions. The group

leader's role is to facilitate theuaccomplishment of the group's

goals. It is to promote the full use of each member's resources in
reaching the group's goals. This sometimes mgans, as in the second
skit, that the group leader is not primarily a contributor of ideas '

]

or feelings. In fact, some authors feel that the gnoup leader ;

[ ) ‘
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member, or as bos

detracts from his funetions as leader +to the extent that he cbntri-
cerrac—s

L] 14

hutes.. For example, h1s authorlty as leader, or as counseling staff
] #
may make the group unw1lllng to treat his con-

v

" tributions like anyone.else's. This may not be true in all situa-

tions. But the group lea 's prlmary function is to observe the

group. process in action and help remove obstacles to its progress.

o
.

" In other words, he is there to improve communication.

.

In orderito meet the first three objectives of’ this module

[ '4

you will need to demonstrate a familiarity with the' general charac-

teristics of groups. You will be asked to show your knowledge of

the four types of groups described in the module and how they'differ{

to give a brief description of group euolution;,and to list'and
describe six charadteristics of effective groups. Meeting these
»objectives should help you know something'of what to expect in each
type of group, and understand and evaluate any group with which you

are worklng. To meet the last three objectlves you will need to

‘ exhibit‘hehaV1oral'skllls of a k1nd essential to effectlve group

leadership. They are: "1l) listening for and reflecting content of

a speaker's statement; 2) listening for and reflecting feelings

implied by -a speaker's statement; and 3) perbeiving and verbaliz@ng

one's own feelings. Use of these skills was illustrated in the

"second skit, and their lack of application shown im the first skit.

These three are fundamentally skills in perceiving and expressing.

Completing this module will glve you practlce in the spec1f1c k1nds

E)

of perceptlon and express1on approprlate to the c¢oncept of leader

: as facilitator. Of course,'we all listen ‘to what others say every

day, and we all grasp a lot of what is sa1d to us or we wouldn't

_— | Tes e

b
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survive. But listening of the kind we have described in our skit

is of an unusual k1nd and{ls a powerful tool. When you complete
thls module, hopefully you will not only be able to grasp more of
the implications of what people say than you could before, but also
‘ be able to put tnis reflective kind of.listening to work to foster

the growth of the.group members with whom you work.

(Leeder'next outlines plan for the day roughly"es follows, inserting

breaks for lunch, coffee, end of first day,wnere appropriate.)

“Next I'll be‘distributing a pre-assessment fpr you to complete,

- '

to help you pinpoint where you stand now on the knowfédge and skill

areas covered. Jin: the module. Then we'll see a short slide~tape
overview of the 1nformatlon in- the module.” " After that you will

begin the initial'reading, which should take no more than an hour

to complete.

| After the initial reading, we will have an hour-1ong session
where you will break into groups and praclice the listening and
self-expression skills with one énother. After that yon will
select out of tnree types of groups,the.one that interests you most
and do more in#depth'reading abont it; You will then meet with

the others who chose‘this same type of group to study further, and
oevelop a presentation about the most valuable points‘of your read-
ing for the othet two groups. 4Aftet that you will consider the-

v

application of information you have learned in your own setting.

Then you will take the post-assessment to measure what you've

*Tf no slldn-.npo its avallable, have partic1pants read through the
SCrlpt of the presentation found in Appendix B. .

a 9
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learned. Finally, we'll address any remaining questions and wind

things up.

One last point: the authors of these materials fullg reéog-

hize that angkgroup leader or any group member may be either“arman

_or a woman. But to avoid clumsy language  they have been unable to
- avoid the uﬁiversél "he" in ﬁany‘instances.. |

Do you have any questions? (If appropriate, presenter lists

on board questions which will need. further discussion later in
e ' o

»

workshop in order to reach resolution.)

,,./_
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~ POST ASSESSMENT TAPE SCRIPT .

Narrator: This tape represents the post-assesgment exercise for
dbiyétives 4 to 6 of the staff development module "Groups and
Group Leadership Skills." On it you will hear conversations
that occurred ig three types of groups. I will explain the

 general situation before each conversatior. After you hear

< the conversation, I will ask you togstep into the role of one

of the group members. The last stg!hment of the conversation
will be repeated three times. After the first repetition I

wil® ask you to reflect the content of thesstatement. When
the statement is repeated'the second time I will ask you to
reflect the feelings the speaker is communicating. After the
third repetition I will ask you to respond to the .statement
by sending an "I-message" to communicate your feelings. A -
trained judge will listen to your responses and ratq,thkm either
_"acceptable" or "unacceptable" according to & prespecified.cri-
teria. A copy of the rating sheet the judge will.use is
included in the post-assessment answer key. You may stdy it
now if you wish. If you have any questions, stop the tape and
ask the coordinator before proceeding.

Pause o A — e
All set? Okay, here is' the first situation.

Fifteen high school juniors attend a weekly group guidance ses-
sion with their counselor. The purpose of the meetings 1s to
help members gather and consider  information that might be use~’
ful in their career planning. Group members have just received
the results of a standardized vocational interest test they

took earlier. The counselor has just finished a general expla~
nation of the vocational interest profiles they reteived. Three

- *students are discussing their profiles. ‘ - ’ '

Student 1: Wow! This came out about as I expected, but look at
"Oout-of-doors." I'm right at the top on that one.

Student 2:. Sure. No wonder. You wanted to be outside on the first
nice Saturday in spring rather than in the guidance office taking
a test. : I L

Student 3: These test results are useless. What a waste of time it

’ was taking that test.. T : : B

. ’ A . . . ) .

Narrator: Imagine you are the counselor. Reflect the content of

this statement. B '

" v Student 3: These test results are useless. What a waste of time -
it was taking that.test. | ‘
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(Pause 'one minute) : : .

A L 3 S . ! bl

Narrator: Now, reflect the feelings behind this statement.

. . |
Student 3: These test results are useless. What a waste of time
it was taking that test. .. ’
 (Pause one minufe) : . o " -
N », b - . ‘ L4 S s
Narrator:’ And now, send an "I-message" that communicates your
~ feelings in resporise to this statemént. - * L e
- R . B ’ 4 A . .
: StudejLB: These test results are useless. What.a.waste of“time -
‘ . iw#was taking that test. -~ ., - ) L
- “ . ’, v
. (Pause one minute) - : e . i

N

A task group is'trying to select a site for an occupational
awareness field trip, part of a'new elementary carger guijdance -
program they are planhing. The program is being pushed by a
counselor. Two teachers seem willing. to coo

Teacher 1: - I think we should go to. the firehouse as we've done
before. The children love to see the tire engines and the
- ‘ firemen‘always enjoy talking about their werk. Co

Teacher 2: Yes! And we couded increase the career relgevance of,
the trip by teaching a unit on the work and life~style of a ;
fireman before going. The boys could make firehats.” . .

Counselor:. Wait a minute! The way you're talking all the Tittle

girls will end"up mdthers or nurses. How about a trig to the

. research lab where the kids can see both men and women peering
st . into microscopes. ., _ oo E -

h .

“Narrator: . You are to_assume the role of the. distriet director of
. “quidance,; the fourth member of the task group. Reflect the
< ‘content-of this statement. : e .-
- LI R ’ .
, Counselqr: Wait a minute! The way,you're talking all the little
* girls will end up mothers or nurses. How about a trip to the
© . - research lab where the kids.can see both men and women peering
*  into, microscopes. ‘ ‘o

(4

_’(Pausé‘one'minutd)

’

Narrator: .Now, refléct the feelings behind this statement.
T Counselor: Wait a minute! The way you're talking all the little
‘ girls will end up mothers or nurses., How about a trip to the

. research lab where the kids can see both men and women peering
" into microscopes. ' -
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(Pause one minute)

Narrator: And now, send an "I-message" that communicates your
)// feelings in response.to this statement.

Counselor: Wait a minute! The way you're talking all the little
dl girls will end up mothers or nurses. How about a trip to the
research lab where the kids can see both men and women peering

into m1croscopes.

! (Pause one minute) ) , ’ N

Narrator: The final situation occurs in a group counseling session. .
- 8ix junior high school students have been engaging in a lively
discussion of "problems with parents."

_Student 1 (male): My mom bought me a pair of madras Bermuda shorts
and matching knee socks for my birthday. \ Boy, is she out of
it: _ ‘

P

Student 2 (femdle) Yeah! I got a one piece kathing suit with a:
- little. sklrt from my dad. o

A

Student 3: All grown-ups have loﬁsy taste. My folks are just the
'~ same. They buy me things they'd like. They don't even know
what I like. : i - \,

Narrator: You are the leader of the counseling group. .Reflect
the content of this statement.:

Student 3: All grown-ups ﬁave lousy taste. My folks are just the
same. They buy me thlngs they'd like. They don't even know \\
what 1 like. , :

(Pause one minute) . Lyt
Narrator: Now reflect thg feelings behind this statement. , '

Student 3: All grown-ups have lousy taste. My folks are jUSt'the
same. They buy me thlnqs they d like. They don't even know
what T like. . : .

(Pause one minute} ] -

Narrator: Finally, send an "I-message"” that communicates your
feelings in response to this statement. -

Student 3: All grown-ups have lousy taste. My folks are just the
same., They buy me things they'd like. They don't even know \ ¢
what I like. :

. ]

. | 103
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. Narrator: You have now completed the post-assessment exercise
for the Staff Development Module "Groups and Group Leadership
Skills.” Check your work on Part 1 using the answer key pro-,
vided. Go over the ratings you received on Part 2 with the
judge. Before you leave this module, study the relevant pages
in the text or resources the coordinator suggests from the
‘reference list for any objective you failed to achieve.




.JUDGE'_S'RATING SHEET

/

Y

Acceptable | Unacceptable
Group Guidancec Situation
1. Reﬁlecting content
2. Reflecting feelings
) —~
- 3. Sending I-message N
fask Group Situation ]
1. Reflecting content
2. Reflecting feelings !
3. Sending I-message
Group Counseling Situation
1. ”RefleCting content )
2. Reflecting feelings )
3. Sending I-messade
’
. /
¥ . . { L
Participant'é Mame Judge,s Name
. oo 3

+
- ._




JUBGE'S RATING CRITERIA

v

Unacceptable

. Acceptgble
Reflecting clarified conten criticizes L
content expresses acceptiance offers solution
describes behavipr preaches or moralizes
remains in the present’ interjects own exper-
remains with spepjer's’ iences
own data valuates or judges
N o makes implications
Reflecting clarifies feelijg critic
feelings expresses empayny offers sdlution
names, feeling preaches or moralizes
states analogy to interjeclitqrn expex=
feeling iences
describss anfaction . evaluates or judges
that illugkrates ~makes implications
feeling [ . over- or under-states
- remains in %he present feeling 1ev#1
. . remains with\speaker's
¥ own data o
N “ I
= it
Sending states own feeling ° 1mp11es owry feelings
I-messages directly ' instead Hf expres-
' states behavior thdt sing thdm directly
caused feeling es inférences about
remains current . other'si feelings
makgg\isferences abou't
othertg behavior
suggests behavior pat-
terns ) :
categorizes, Nudges
criticizes
offers solution
preaches or myral\zes
-

o

To JPhlPVP Objcctive 4,
rating each time he reflects t

- statement.

¢ TO achlovo Objective 6, the trainee must receive an
ratlnq each tlme he sends an I-message.

. To achieve Objective 5,
rating each time he reflects t

-
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the traince must receive an "acceptabl
he content of a statement..

the trainee must receive an
he feelings communicated by a

RN
"acceptable” \\\N

"acceptable

4
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WRAP-P T

o e _ e
Coordinator cov@rs following points® o .
Summary'of workshop act1V1t1es. _i. .o '11 . o

2. Remalnlnq questlons or new questlons about module tOplCS should

The coordlnator should seek members'

. K
’ 0

”'opinibns, refer them to further readlng, or. other approprlate

. N ‘f_

,actlons. R R 3 : . oL
The coordlnator should go- over resource llét w1th part1c1pants
sSO that they know how they can work on thelr own 1n more depth.

h

.

.a %

cal a551stance that w1ll be‘avallable to part1c1pants.
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VISUAL

- ' 2 -

l.. T1tle'Sllde. vGroups" 1.
and Group Leadership Skildls -
- Adult speaklnq in- meetlng, 2.
concerned but not upset.
? 7
R S
Group leader*in same 3.
meeting, "speaking in i
response. hE '
‘Student in group, speaking. 4,
Shot of different group 5.
‘leader in group, speaking ‘
.in response. P '
 Different student in dif- 6.
ferent group, speaking,
looking angry. .
leferent group leader in 7.”
group, speaklng in response.
Title Slide: Types of 8.
Groups. ’
42 above. 9.

~ APPENDIX B
TAPE-SLIDE SCRIPT *~ . . ;

GROUPS AND GROUP LEADERSH;P SKILLS

<

110

108

SPOKEN

“other staff members

.
/‘ ’ e
’ R .

. * - o t .
Music--moderate tempo, no
‘words.  5-6-seconds. Fades.

"But we're qmot addressing the
problem of student ‘acceptance
“and participation at all. . -
What good can we really do if
we don't.deal with that point?"
"Yb6u think student partici-
pation should be one of our
most important concerns."

"I've been studying really

- hard in my chemistry class,

but I don't seem to do any
better on tests and I don't
know what else to do."

"You feel disabpointed that
your efforts aren't accom-

.~ plishing much."

"None of the adults arodund -
this place like kids. You

all have it in for us."

"I feel kind of hurt to hear
you say that." ’

NARRATOR: There are several
different types of groups

with which guidance and coun--
seling personnel may become
involved. K

roup with-
teachersg

‘administrators, or students.
This type of group has ‘deci-

One type is a task

- » sions to make or products to -

turn out.

~




" #4 above’

-10.
11. - #6 above
12, _Different student in
group, looking serious. °

13. Title Slide: Stages in
.the_ Evolution of Group
Identlty.

14. Group of adults in dis-
cussion, one member,
listening. :

5. Same member, talkiﬁg.

‘16. Same member, talking to

' another member.

17.) circular groups'of students.

4

T

'18. Same group,‘oue.talkingﬁ
. \\‘

Title Slide: 'Character-
istics of Effective Groups..

19.

10.

11.

Another type is a guidance
group, usually with students.
This group is concerned with
information on educational
and Vocatlonal top1cs.

A third type 1s a counsellng
group, also usually with
students. This group is con-

cerned with the more personal
‘\\\zroblems of 1living of its -

12.
13‘

14.

15.

16..

17. .

i 18Q

members. . : ;4 : -

-~
.

A fourth type, hot common as
such to school settlngs, is
the psychotherapy group.

All groups go “through certain
stages on their way to becom-
ing functlonlng entities.

Before they can turn the1r
whole attention to their
stated purposes, members
must begin to define thei
individual purposes and

" relationships to other mem-
bers adequately.

They must seek the limits of
their activities in terms of
procedures and of member, rela-
tionships. '

Then they must resolve their
differences in perception apd
form a group identity and pur-
pose acceptable to all.

These stages may take only a
brief time -in some groups. 1In
others they may take a number
of meetlngs.

After they have achieved an

* acceptable group identity,

the group members can begin to
focus on achieving the goals .

~ they- have established.

19.

111
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Those groups in this final
stage which are functioning
~effectively generally behave

in definite ways.

i
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20.

o IS

Group. of  cartoon figures

Discussion ingludes all .
all talking at once. One members. It is pertinent
member shaking fist at - to the topic. Disagreement
another. is openly expressed
21. Same group, all talking at Ideas and feellngs are freely
' once. Each member has expressed. .
light bulb in balloon 8
above head. ’ S
22. Same group, each member General agreement is common
wearing .a big grfin. e after all points of view haye
' . v been explored.
4 , ) . . ,
23. Group members in track The group pays. attentlon to
- suits running. obstacle ~ its own process and faces
“ course. -~ One member stands obstacles when they occur.
at finish line with stop- '-L : .
: watch.
24. #3 above. ' ot Group leadérs have great
o . effect on\Ehe quality of
their group s functlonlng.
25. #5 above Leadership SklllS have been
. studied in depth in recent
years.
26. #7 above.: . It has been shown that leader-
: I S ship skills can be improved .
B . by studying what they are and
. by practice. '
27. Leader pointing to board ' Of course different kinds of
- with diagram (see - skills are approptiaté to
, attachesd) . - different kinds of groups. .
'28. Title,Slide: Basic Group, Basic to all groups, however,’
Leadershlp Skills. are communication skills. We
. are going to focus on three
- in this module.
29. Shot of group of students The first skill on which
: with adult leader. One “we will concentrate is the
student talking, leader ability to understand and
llStenlnq . reflect accurately the content
: ’ of what a group member says.
30. Same leader, talking to The second skill is the abil-
student in #29, serious. , ity to pefceive and refléct
NN . accurately the feelings con-
- N ; .tained in wbat a group member
. . says. *
. | o -
. ' T T _ 1o
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31.

32.

33.

35,

36.

39.

34..

o/ .
| | R

5

Same leader, closeup,

talking.

-

Same leader, talklng with
another adult in hall. s

“'Same leader walkihg with

student, talking

o

Same .leader, looking ﬁrus—
trated, talking to differ-
ent student partly turned

~away from leader.

Saﬁe student, 1ista ing to
leader attentively. '

§

Same student, talking to
leader. o

#3 above.

-~

Same adult as in #2,

looking satisfied. .

above.

31.
- ceive. one's own genuine feel-

32"

33.

34. .

35'

36.

« 38.

39 -

The third skill is to per- .

ings in a particular situation,
.and to express them clearly
and withoutahidden messages«.

Communlcatmng is something we
all do every day, of course. *

Most of ‘'us think we do a good
job--and much of the "time we,
do. i
Most«of us know we could do
a better job, too. ’

In our day-to—day communica-
.tion we rarely get dlrect
feedback on how well we under=
stand others, or how well we
express ourselves,

Practicing these specific
skills and receiving feedback ’.
on the effectiyeness of yourw
statements can be a valuable
way to improve your ability
to cémmunicate clearly.

Listening for and reflecting .
content help insure that the
speaker and the listener under-
stand each other. Repeat of
#3: "You think student parti-
cipation should be one of our
. most important concerns."
Im addition, listening for
and reflecting content can
open the way for.further
. communication on the situation
being discussed.

Listening for and reflecting _
feelings_can deepen communica-
tion to a more genuine level.

Repeat of #5:
app01nted that y

‘aren't accomplls
\

"You feel dis~
fforts
much."




| 3

40.

R 41‘

42.

43,

v

Same student as in #4,

smiling.

#7 above. o -

~ Same student as in #6,

1lsten1ng. >

Shot of whole groujj
in animated'discus ion.

v v B
\ v . TR
| ) ’
4%. Also, listehing for and
reflecting feelings can

| créate a climate of accep—\

\ tance ' that significantly
- alds group. functioning.

41 Perceiving and expressing
accurately one's own feelings
are fundamental to genuine |
communication. Repeat of #7:
"y feel kind of hurt to hear
you- say that. "

42, Expressing Qne s feeling$ in

a clear angd non-threatening
| style is a matter not. only
of intent but of skill.

- 43, n the material which follows

e will be concentrating on
nderstanding’ and practicing
these skills and their use-

fulness in the group settlngsgj

weé have mentioned.
\
\

\
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*
2, *Assessing Desired Outcomes

Current Guidance Program Assessment

~ Requires 12 - 15 hours to complete. N

¢

© APPENDIX €

STAFF TRAINING MODULE DESCRIPTIONE

Orientationg

Gives an in-depth approach to understanding what the compre-
hensive approach to guidance, counseling, and placement is,
what its advantages are, how competency-based training is
related to using-this approach, and how to determine what
training is relevant. Requires 15 - 20 hours to complete.

A

Presents various methods of planning and conducting a needs
assessment as well as ways of summarizing, analyzing, and
regorting the data. .Requires 15 - 20 hours to complete.

Computer Assisted Reporting

Provides a general knowledge of the process necessary to »
develop an effective Computer Information System and enables .
the ‘participant to select -the best approach for gathering and
analyzing data from all available options, for a digtrict's
particular needs. Requires 10 < 12 hours to complete.

-

Provides an understanding of why a currént guidance ‘program

assessment is needed, hdow the assessment can be conducted,
and what use can be made of the data dfter it is obtained.
Requires 10 - 12 hours to complete.

Determining Program Goals and Objectives

Makés use of the current status assessment and desired dut-
comes assessment reports to produce a complete set of program
goals and student performance objectives for a new program.
Requires 10 - 12 hours to complete. ’

v

Alternative Sé)a:egies g

¢

Examines strategies which wouié“be appropriate to the goals

and objectives of the program being structured, specifies
criteria for assessment of alternative strategies presented,
and provides evaluation procedures for the selected strategies.

—

<
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Groups and Group Leadership Skills

Presents an overview of ways school counselors or other "
ducators could use group.leadership skills with task’,groups, .
giidance groups, and counseling groups to implement a compre-. - -
hensive career guidance system. The module also facilitates’ , .
the velopment of three basic communication skills that._are
ugseful\in facilitating interpersonal interaction in all groyp .

- setting Requires 12 - 15 hours to complete. : ‘ .

professional Programs N

)

8. Planning Pa

Provides the structure for the participant to plan, implement,

and evaluate a p&xgprofessional school guidance program in. -
his/her opn setting. Also presents the history, development,

and major issues involved in the utilization.of paAraprofessionals.
Requires 12 - 15 hours to complete. - ' '

+ . - )




