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CHAPTER ONE
GROUP CONFLICT AND TEACHING STYLE:

THE PROBLEM, THE CONJECTURF, AND A CONCEPTUAL FRAMEWORK

The Problem

This study investigates the relationship between tcaching style
and group conflict within the small instructional group. The exami-
nation of teaching style and group conflict is important because each
is a fundanmental variaﬁle affecting a group member’s learning.

Teaching styles can be conceptualized aécotding to three orienta-
tions. One orientation is toward satisfying the demands of the
instit-tion and/or society. A second orientation is directed at satis-
fying :QL personal needs of the instructor and/or the Individual
learner. The third orientation is toward satisfying the needs of the
group as determined by the needs of the learners and the requirements
of the institution and/or society. The names nomothetic, idiographic,
and transacticonal are given to these teaching styles, respectively.

Group conflict is another significant variable in a small group.
It results from and refle~ts three interrelated dynamics: the specific
needs which individuals bring to a group; the unique interpersonal
situation of a group itself; and the demands of the institution and/or
society in which a group is embedded. As members interact in attempting

to ir.egrate these concerns, the group agenda will begin to coalesce



around the pursuit of similar, shared needs. The group will desire

to have these needs satisfied. The pursuit of satisfaction implies
that a group has wishes. A group, therefore, can be said to have
wishes which emanate out of shared, psychosocial concerms. Igplicit
in the act of wishing is the realization that there is a counterforce.
Otherwise, there would be no wish-~-each need would have been fulfilled.
The proposition, then, that a group has wishes carries with it the
proposition that there is resistance, or fear. Thus, on one side of
any group conflict is an underlying wish. On the other side is an
underlying fear associated with the wish. A group conflict, then, can
be conceptualized as the manifestation of a common covert conflict
which consists of an impulse or wish opposed by a counter-impulse or
fear.

in order for significant learning to occur within the small
instructicnal group, the group conflicts need to be resolved positively.
Positive soluticns help to promote a satisfying learning environment,
relieve group anxiety over basic psychosocial issues, provide for
individual behavioral change, and assist thg group to move and develop
so that the behaviors of all group members can be significantly
affected.

The teaching style which promotes posi;}yg solutions to group
conflict 1s the transactional style. It is the only style which is
oriented toward the group as a whole. Consequently, it is the only
style which is capable of assisting the group to resolve the conflicts

which arise cut of its underlying wishes and fears.



The Conjecture

The conjecture of this thesis is, then, as follows: The trans-
actional teaching style is associated with more positive resolutions
to group conflict than either the nomothetic or idiographic style.

In order to test this conjecture, research was conducted on ten
instructional groups within the Wisconsin Grou)» Dynamic Traffic
Safery School (GD-TSS) program. The GD-TSS program is based upon the
small instructional group and the group dynamic approa:h to education.
It utilizes an interactive format in attempting to effect behavioral
change in Operating While Intoxicated (OWI) drivers. Data was
collected on teaching style, group conflict and resolution, and how

they occurred in relation to each other.

Conceptual Framework

The conceptual framework utilized ir this study will be presented
In this section. The three major components of . framework: group
;onflict; group conflict resclution; and teaching style, will be
explained in the course of this presenfation.

Conflict in Small Instructional Groups.

An important dynamic in small instructional groups which has a
signif icant affect on the group's learning environment and, thus, on
the quality and quantity of learming of the individual group members,
is group conflict. Group conflict results from and reflects both the
underlying concerns which individuals bring to groups and the extent

toc which these underlying concerns are dealt with in the group. Group



conflict also results from and reflects the underlyiig concerns which
are caused by the current situation in the group. G;
A framework which provides the means for examining and under-

standing these group conflicts can be found in Psychotherapy and the

Group Process {(Whitaker and Lieberman, 1964). This framework ié
called Focal Conflict/Group SolutioQL\~Thts approach views anyfgroup
function as the result aand refiection ;;\an undérlying conflict be-~
twveen two opposing group impulses. A group conflict 1is considered to
be the outgrowth of an underlying impulse or wish which is opposed by
an associated counter-impulse or fear. The name focal conflict has
been given to this underlying conflict. In working through a focal
conflict, a group arrives at a group solution. A groué solution tends
toward satisfying the underlyigg group wish or alleviating the group
fear. If the group solution tends toward satisfying the group wish,
it has a freeing effect and permits the group to express and explore
underlying concerms. If the group seclution tends toward alleviating

the group fear, it works against free expression and exploration of

underlying group concerns. The schema presented below fllustrates the
’ §

relationship among the concepts of this framework with respect to the

Wisconsin GD~TSS instructional group.

WISE X FEAR
Talk about drinking (in conflict with) If these behaviors are
behaviors shared, the instructor
will recommend further
trestment.

GROUP SOLUTION

. ' Don't talk about drinking
behaviors

6
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If a solution satisfies the wish, it is referred to as an Enabling

group solution. If a solution alleviates the fear, it is called a

Restrictive group solution. In the example above, the solution to
: B - -

N

the focal conflict is restrictive.

The underlying concerns which groups deal with and/or wh.icb are
caused by the current situatién in the group are psytr:hosocial é:)ﬁcerns. .
A psychosocial concern 1§ based upon and determined ‘by how one sees
one's ego in relafion to the world or the life conditions in which one
is fuﬂ#tion:lng. When one becomes a member of ‘a group, the focus of
his/her psychosocial energies concerning the relation between the ego
and the world are directed at and revolve around the interpersonal
conditions within the group. The group world, with its own unique
life conditions, becomes the enviromment which provides satisfaction
and within which tle ego must function. If the underlying concerns
of the group m.embers are psychosocial, then the focal conflict which
arises out of these concerns is also psychosocial., And because this
focal conflict is psychosocial, it will parallel what Erik Erikson
(1980, 1968, 1950) has called & conflict between basic attitudes in
his theoretical framework of individual psychosocial development. This
framework considers psychosocial development as a process of moving
through and resolving eight psychosocial conflicts. These conflicts
are: |

Trust vs. Mistrust
Autonomy vs. Shame, Doubt

Initiative vs. Guilt
Industry vs. Inferiority
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Identit;y vs. Role Confusion

Intimady vs. Isolation

Generativity vs. Stagnation

Ego Integrity vs. Despair
Since a group wish is always growth enhancing, it; will reflect the
positive charscteristics of one of these conflicts. Convorsely, the
associated group fear will reflect the negatdive charactaristics of
this conflict. This framework provides the specificity with which to

=
categorize group wishes and fears, and thus the focal conflict/group
solution. In the previous example, the focal conflict is Trust vs.
Mistrust. The group solution is Mistrust. This solution is restric-
tive.

Focal conflicts, then, are an integral part of small groups. They
emerge out of the group interaction and refer to the conflicts between
the underlying wishes and fears of a group. Focal conflicts have two
other charactexristics. Since the group is the enviromment which pro-
vides satisfaction and within which each member must function, focal
conflicts reflect basic individual psychosccial concerms and can be
categorized according to t:hg psychosocial framework of Erik Exrikson.
An example from a GD~TSS group will illustrate one of the eight possible
‘focal conflicts.

A group's conversation centers around the embarrassment

over being arrested. GCroup members are upset that theix

names have been published in the newspaper and that people

are saying things about their arrest. Some members are

also concerned about what their childrqn think about their

arrest. Statezsents about the police are made. Sone

members are openly hostile and consider their arrest unfair.

Others talk about how helplaess they felt when being arrested.

These are real and pressing concerns with which the group
must deal. The concern with embarrassment and the hostility



toward the police raveal other issues. Begeath the

surface of the conversation, it is evident that the

group is alsc angry at the instructor for embarrassing

them by talking about their arrest and fmplyirg that they
cannot control their drinking. The group is angry '
‘because the instructor is controlling them-—-ie determines
what will be talked about. The hostility which is vented
at the police, then, is also meant for the authority
!.igure in the group--~the instructor. The group wishas .
to confront the instructor but fears that punistment, %
in the rorm of embarrassment, belittling, or even ¢
referral, might result. They are faced, then, with

the problem of either standing up for themselves or

sitting back and taking it. This is a focal conflict

of Autonomy ve. Shame and Doube. R

Conflict Resolution in Small Instructional Croups.

In the process of working through a focal conflict, a group will
need to astablish a solution. A solution resolves the underlying con-.
flict by establishing some procedurs for the group. There are two
kinds of solutifons. An enabling solution allows the group wish to be
expressed. A restrictive solution will noi allow the wish to be
expressed because the fear ascociated with its expression is too great.
For example, in the previous illustration, an enabling solution would
allow the group to openly expreasaits feelings toward the instructor.

A restrictive solution would prohibit the expression of these feelings.

An enabling or posigive solution to a focal conflict is important
for a number of reasons. First, if a group is to promote learning,
its atmosphare should be one in which individuals freely share and
discuss their attitudes and understandings. Positive s utions provide
for this type of atmosphare.

Secondly, a positive group solution relieves the group anxiety

over a basic psychosocial issue. It provides opportunities fﬁr the



expfession and exploration of the conflictual feelings related to
Sg;s basic developmental issus. If these fealings are put out into

the open, they can be more adequately deéalt with.
¢ e :
A third reason that a positive group solution is important is
: i
that it promotes behavioral change. A group csn have a tremendous
T

influence on an individual and his/her behavior. An individual's
behavior within 2 group is shaped by the interpersonal situation of
the group. Each member, as part of the dynamics of the group, cannot
fail to be acted upon by these dynamics. Because focal conflict/group
soluticn is one of these fundamental dynamics, it has a strong effect
on indtyidual behavior. For example, when a group is working through
8 particular focal conflict, the psychosocial concerns and behaviors of
the individual group menbers become focused in this area. This is
{llustrated *in the following example of Trust X Mistrust focal ccnflict.
John isn't about to talk about his drinking habits. He

is concerned that he has been drinking too much lately, but

he is not willing to share thesa feelings with anyone. He is

unsure where the other group membars stand. If he talks

openly, they might think he is an alcoholic. John believes

people react this way. John is also aware of the fact that

the Instructor can rafer him for further treatment. John

feels the instructor probably would if he ever found out how

much John really drinks. The other group members begin to

talk about their drinking habits. Some are amazingly candid.

This surprises John, PEven the instructor appears sympathetic,

He seems to understand the group members' problems. The group

makes John feel that he isn't the only one who is concerned

about drinking. John decides to participate.

In this example, the group is moving toward a positive solution to
the focal conflict of Trust X Mistrust. The group mexbers wish to

reveal their concern over their drinking and to get help and advice

10
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from the group. An enabi!.ing solution allows the group to express

and explore this wish and for the group's social need to trust to be
satisfied. This solutionAaffects the psychosocisl behavior of all
the group members regarding this basic issue. For an i.ndividuaJ: like
John, who has a dwuépmm problen in this area, fhe effect 9f the
podtivo group solution ‘on individual behavior 1s even more d:;nitic.
) - The ‘fourth rasson why a positive solution to a focal conflict is'
inpdrtant relates to individual behavioral change and group movement.

In oxder to aisn:l.fican;ly affect the behaviors of all the group members,
the group needs to move ;;rogtessivaly through all eight focal conflicts.
Each group member las particular psychosocial coucerns aud bebaviors
depending on his/her stage of development. In order for all group
members to benafit in thair behavioral development, the focal conflicts
have to be resolved positively so ;h.c group can prograss and attend to

all of these concerns.

Teaching Style and Group Conflict Resolution.
v .
An instructor is the most important influence in the development

of a posi:‘i'.ve solution to a focal conflict. Two contributing factors
to this influence are that the insnucﬁor stands outside of the focal
conflict (focal conflict can only be grasped by someone who views the -
group from a perspective different from the .ndividual members), and
that the group members naturally assume that he/she has suthority and
power. But, by far, the most significant reason for the great influence ‘
which an gltiuctor has on the solution to a focal conflict lies within

the group itself. It has been astablished that foesl conflict is an

S
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integral part of small groups; it arises within the group and
becomes a group problen.. If this focal counflict :I.s to be resolved
positively, an instructor"r’;ust be aware of this group phenowenon, °
That is, his/her teaching style must be oriented toward the group as
a whole and must allow the foc_al conflict/group solution to me‘g.'ge
without interference. i .

There are three possible orientations toward which an instructor's
teaching style cza be directed: the needs of the institution and/ox
society; the needs of the instructor and/or the individusl learners;
the needs of tﬁe group as determined by the needs of the learners and
the requirements of the institution. The names nomothetic, idiographic, ]

and transactional are given to these three teaching styles, respectively
(Getzels and Thelen, 1960). A nomothetic teaching style is one which

reflects institutional expectstions and is directed toward satisfying

institutional goals. A nomothetic instructor is a role figure who
carries out the resporx_sizbilities and duties which are consftdered
essential by the encompassing institution. An idiographic teaching
style is directed toward satisfying the personal :;ceds of the inmstructor
and for the individual learmer. An idiographic instructor uses a
uniquely individual approach in attempting to satisfy these needs. A
transactional teaching style is oriented toward satisfying neads within
the structure of tha group. A :rar_u'ac:hml instructor's emphasis 1s

on assisting the group to integrate individual needs with institutional
requi:mt# and/or the requirements of the task.

" The nomothetic teaching style cannot satisfy a group's focal -

12
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conflict needs béc#use it is oriented toward meeting the demands of
the institution and/or society. ( An idiographic tealsching style cannot 2
possibly ?eet the group néeds reiatdng to focal conilict either be-
cause it is oriented specifically toward the needs of the #‘ind.ivi'dual.
. Only within the transactional tesching mode can the focal conflict
needs of the group be positively resolved because the two vari;bles
which generate the focal conflict——the individual needs and the
institutional demands—are brought ﬁogcﬁhnr in the group and resolved
by ~n# group. | |
In order, then, to establish a conduciv.e le'ﬁrning enviroment and

to effect behavioral change, an instructor's style should be trans-
actional. It is the only style which is oriented toward the group as
a wvhole and which allows focal conflict/group solufion to emerge with-
out interference. If the group's concerns are to be relevant to the
individual members, if their energies are to be effectively focused,
aud if behavioral change is to occur, the shared psychosocial needs
which are reflected in the focal conflict/group soclution must be

£ allowed to develop in the group and be resolved by the group. If the
instructor assists the group in developing an enviromment which permits
a wide range of psychosocial issues to emerge, group members will be
affected in significant and positive ways. That is, if an instructor
8ssists in making the group environment an "enabling" one, the fnfiuence
of the group will effect positive behavioral change in the individual

member.

13




Summary

The small instructional group is &n extremely ‘viable mode for
education. Its restricted size allows individual, members to be in- .
volved in and committed to the learning process.’ And its intgra&tive \
format provides an enviromment for sharing ideas and pc:ception}i aboat
specific content. For content to be meaningful, to be lmned; and
to lead to attitudinal and behavioral change, it must be relaced to
the personal needs of individual learmers. A small instructional
group provides an interpersonal setting where individuals can share
their attitudes and vnderstandings concerning content and where they
can relate these attitudes and understandings f:o personal behaviors,
values, and beliefs.

Focal conflict/group solution is an inevitable and integral part
of snall group life. Focal conflicts arise out of the underlying
group concerns over the interrelationship between and satisfaction of
individual needs and institutional demsnds. That is, they are seen to
emerzge out of the interaction of the group and to be associated inte-
grally with shared, psychosocial concerns. Focal conflict/group |
solution 1s, moreover, functional: it "defines" appropriate behaviors
and ways of thinking which are relevant to the life of a particular
group. It "determines' what can be talked abaut,' how it can be talked
about, and with whom one may talk (" hitaker and Lieberman, 1964). Thus,
focal conflict/group solution is a fundamental variable which affects
the learning environment of a small instructional group.

14
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An instructo:‘ has a significant influence on the character and
development >f 8 group, i.e., focal conflict/group solution. That is,
his/her teaching style hﬁa a significant affect on the learnipg eaviron=-
nent of a swall group and :herefora'on the quality and quantity ‘of
individual learning. In ocrder for significant learming to occv.g within
the instructional group, an instructor must employ a teaching ;tylé
which allows the conflict which arises out of group concern with the
integration of needs and demands to be worked through and resolved.

" Tha teaching style which promotes the interrelationship of group
concern, individual nee(fs. and institutional demands :lsléhe trans-
actional style. This teaching style brings together the neeéds of the
individual learners and the demands of the institution within the
group. To focus exclusively on individual needs or on institutional
demands creates an unrealistic situstion because iearning involves
both aspects. There are times when it is desirable to emphasize oune
or the other; however, the predominant style shou}d be transactional
'because it combines both the individual and Institutional aspects of

learning.

be



CHAPTER TWO

LITERATURE REVIEW

When engaged in the direct act of teaching, the ;
instructor needs to have subject matter at his t
finger ends; his attemtion should be upon the '
attitude and response of the pupil. To under-
stand the latter in ics interplay with subject
matter is his task, while his pupil'’s xind,
‘naturally, should not be on itself Hut on the
topic at hand. Or to state the same point in
a somevhat different manner: The teacher should
be occupied not with the subject matter in
itself but in its interaction with the pupil’s
present neads and capabilities. .

(John Dewey, 1961, p. 183)

This chapter is a review of the literature pertinent to this
study. Research material which is relevant is clustered in three
areas: (1) studies of small groups, apecifically those which analyze
group dynamics; (2) studies which have utilized the theoretical frame-
works of group conflict and teaching styles which this analysis has
employed; (3) those social interaction studies which have examined
the effects of teacher-learnmer and learner-learner interactions on
group climate and those which have related group climate to individual
learning.

Because it formed the essential background for this study, the
relevant group dynamic literature will be cited first. There will be

a short discussion of this m;tetul because the very focus and rationale

14.
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of this study, that is, the selection of the variables, the generafinn
of the hypothesis which related these varisbles, and the theoretical
means for analyzing the variables and testing the hypothesis was |
elicited from the background mter:la‘l. Next, th:ruearch nacerial'
which has utilized either the focal conflict/group solution frammtk

¢ ,
and/or the Getzels-Thelen framework will be cited and discussed. This

documentation serves two important functions. It helps to lqitinigc
and substantiate their applicability for research. In additiom, a
review of this literature illustrates their implementation elsewhere
as well as pointing out the uniqueness of their contribution here.
Finally, the pertinent social interaction literature in education will
be cited and discussed. Because a group’s learning 'clinnt.e emerges
out of the interaction of variables, e.g., focal conflict/group
solution and teaching style, this material has particular relevance,
conceptually and methodologically. Included in this third part will
be those studies which relate group climate to individual learning.
For reasons which will be more fully developed in chapter five, the
discussion of the educational implic#tions of this study, this social

in:.sraction literature has particular sigznificance for this analysis.

Background Literature in Grou ics

[The group] is not the image of a social system in equi-
1ibrium. It is rather the image of a system in motion
or, 1f you will, in dynamic disequilibrimm. It is the
image of a group continuaslly facing emergent complexity
and conflict (if not confusion) and desling with these
realities, not in terms of sentiment but in terms

of what the complexity and conflict suggest about the

17
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v

moduica&ions that have to be made in the goals,
expectations, needs, and selective perceptions of
teachers and learners (Getzels and Thelem, p. 82).

An instructional group forms for a specific purpose. The purpose
may be determined by the encmpassing institution and/or miqt:yaot
by t.he specific ne‘eds of certain individuals. Individuals cone:to
.mstructional groups, t.hen. either for overt or covert reast:»m:.a They
may be forced to come or they may v!sh to satisfy needs which are not
or cannot te satisfied by any o.ner means. Whatever t\he reason for
an instructional group, one thing .s certain-—a group is faced with
satisfying many different wishes and with dealing with many different
behaviors. |

The particular needs or wishes that an individual hasklpon ;nterins
a group and the particular behaviors he/she employs, within the group,
in attempting to satisfy these needs has been referred to as one's
life project (Boyd, 1974). This life project concept bas two basic
characteristics. It includes the immediate and/or long range goals
that an indZvidual has developed and is developing. And thase life
project goals are, in turn, based upon and determined by how one has

developed in relation to the social environment. That is, a life

project is determined by one's psychosocisl development (Erikson, 1980,

1968, 1950).

is individual members begin interacting esrly in a group's life,
these differcnt life projects or behavioral orientations becoms evident.
When these goal-directed bdsvior.l begin to ba blocked, feelings of |

tension will develop. This group tension is inevitable because it is

18
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inpossiﬁle for a grcub to be pulled in various directions as individuals
attempt to fulfill their iife project wishes simxl:aneoﬁsly. To
slleviate this temsion, subgroups will begin to form. Each subgroup
will coalesce around the pursuit of ‘similar wish(es). One supgr;up
may form around pursuing similar life project wishas. One may Eom '
t
around the instructor's wishes. Another may form around satisfying
the nexds of the institution and/or society. Whatever the direction
each subgroup may take, when these opposing orientations begin to
function simultanecusly, group conflict will occur. This conflict
cannot remain unresolved without threatening or resultiog in the
dissolution of the group. (For an interesting sociological perspective
on this phenomenon, see Simmel, 1955; Coser, 1956.) |
If a group is considered important to the individual members, that
is, 1f it has a high "valency,” the forces for maintaining the group
are stronger than those for dissolution. The group, therefore, becomas
more "cohesive.” Valency and cohesiveness are defined in thae following
wvay:
The valence, or attractiveness, of any object or
activity is a function of the needs of the individual
and the properties of the object. The group is
treated as an object in the life spaca of the
person. Its valency for any given person Zepends
upon the nature and stremgth of his needs and upon
the perceived suitability of the group for
satisfying these needs.... Cohssiveness is the
resultant of all the forces acting on all the
nenbers to remain in the group (Cartwright and
Zander, 1953, pn. 76-78). ‘
The key force in maintaining valency, thereby increasing cohesiveness,

is the group's social system or "culture.” As individuals and subgroups

19
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interact, the social sfs&m or culture ;ievelops. This s&scem has many
functions. ‘It "detemine_s" what ideas, values, and behaviors are
acce'ptublc‘a.ﬁd what kind of interpérsonsl relatidnships are a’pproﬁiatc
(Thelen, 1960). It also detexmineQ how the g:ui;p wvill p:ocend;-thac
is, the wishes it will pursue and the order in wl;ich thay will;’;_i}e
undertaken (Boyd, in press). Thus, a group's social system or culture
possesses a great amount of power. Anyone who has been in a group
readily appreciates the amount of contrcl it cgn wield--both over
individual needs and the way these nec:ia are Wrmy ﬁn.tfested.
As is evident, an instructiomal group is an extremely complex
system of interacting dynamics. This discussion of group temsion,
group conflict, and social system sexves as s means to illustrate
this complexity. It has another function. While the complex dynsmics
create anxieties for each group member, théy creats anxietias ft;r
the szall group reseﬁrcher and/or facilitator, who is interested in
unde;'standing th,\ 8s well. This discussion, shen, helps to
illustrate how existing research has led to tha formulation of the

conceptualization and methodology utilized in this study.

Focal Conflict/Group Solution Studies

To consider the existence of shared, underlying concerms about
the here-and-now i_g;.mt.ion. vhich are the property of the group and
vhich form undu:lm group conflicts (Whitaker and Lisbermen, 1964)
and to fdacc tl;lll conflicts to the Eriksonian stages of psychosccial

developuent (Erikson, 1980, 1968, 1950) provides the means for
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alleviating the coﬁplexity of groups——most notably ‘that which relates
to "feelings" of group tension und "sctions" of group conflict., This
integrated frmmr_k is able to alleviafe ttZis complexity becguse its
(1) describes a group in terms of properties as a whole; (2) .c.-.cn:':ei.ves
a group as a unique socisl system where thesa properties have a;"l.avr-
ful" relationship to each other; and (3) accounts for the d:lvufse and

complex development of this relationship with respect to the specific

- group context. Thus, it provides the masns for examining and undex~

standing covert, as well as overt, aspects of the group situation, and
the 'affective aspects, as well as the cogtiit_ive. The ability of a |
model to discern covert aspects of a situntion; that is, to make logical
and empirically supportable inferemces sbout covext dynamics by ob-
serving and analyting overt bahav:ln:ﬁ. is a necassity in a social
interaction analysis (Withall and Lewis, 1963).

A return to the discussion of the power of a group's socisl system
would now be in order bacamse- it can help fillustrate the applicability
of the focal conflict/group solution model according to &-ﬁson. both
conceptually and methodologically. The power that & group has over
the individual has already been explained. That is, an individusl's

statement 1s only "sccepted” and incorporated into ths group's agenda

. 1f it conforms to the here-and-now concerns of the group. The trans-

a;\:iqnl matrix theory developed 1n The Living Group (Boyd, in press)
delinihb(‘.this idea. Briefly stated, when a group is dealing with
psychosocnl\ éqgcms, it will accept only those commants which conform
to the ego suge\;\t\' which the group is operating. Although chis power
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of incorporation creates anxieties for the indiv:ld\ul members, it does,
paradoxically enousﬁ. serve an extremely us;ful function for either

the small group facilitator o;: researcher. Statemeats which "catch
on" and are pursued can serve as "b;roueters," 1:;;1:3:1:13 what the
affective underlying concern of the group is. Manifest bchavior_:ls are
considered to be linked aaaocﬁtivcly vith and refer to covert ,iesuna
quite different from their manifest content (Stock and Lieberman, 1962).
This ability to detect and to track barometric statements, one of the
manifestations of covert concern with the here-and-now situation in a
group, is tantamount to fag::ll_itato; and researcher unflemstandins.

' Although this study is the first of its type, that is, to use a
framework which integrafes focal conflict/group soltuion with Erik-
sonian stages, each of the frameworks have been tested exteusively.

It would appear logical to srgue that since each has been verified,
an integrated model would pfove to be even more adequate. Cons!.der‘ins
the findings of this study, this wes, in fact, the case. A more
thorough discussion, tkough, occurs in chapter five.

The focal conflict/group solufinn group-process orientation is
based on psychoanalytic theory. The influence of this theoretical
orfentation on tbe model is illustrated in two ways. Whitaker and

lLieberman's framework is based, primarily, onvtha work of three psycho-

therapists: Bion (1961), Thomas Freach (1952, 1954), and Henry Ezriel

FRFY |

(1950). 1Its very name, in fa.t, is derived from the work of French.
French had used the term "u. lear conflict” f.o refer to persistent,

unconsciéms conflicts within the personality of the individual, and
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the term "focal conflict” to refer to preconscious conflicts which
derive from some nuclear conflict but are influmcn:d in their special
charscter and flaver by curremt life situations (Stock and Liebermsn,
1962). The model’s enphasis on linked menifest behaviors which refer
to shared covert concerns also illustrates the influence of psyg’ho—
snalytic theory (Butkovich, et al., 1975). The contention chat . . .
successive :Lndividual behaviors of group members are linked associa-
tively and refer to a common underlying concern about the here-snd-now
situation” (Whitaker snd Lieberman, p. 16) and that all content of &
session, no matter how seemingly remote, refers to here-and-now |
relationships and feelings in the group, is evidence of this influence.
Although these groups process theorists do agres on the issue of .undc:-
lying group concerns, they differ in what they consider to be the
source(s; of thesa covert issues. Whitaker and Lieberman include peer
relationships, while Bfon has dealt with relationships involving the
leader, 7.e., the basic assumptions of dependency, fight-flight, and
pairing. The ,rientation which the integrated framawork of this

study operated from was that the souzrce wvas psychosocial. Thst is, the
covert issue is an ego concept, since it is concerned with the relation
of inner needs and the suitability of the simtion‘ (Gustafson, 1976).
Each, though, esamti&lli share a concern with processes whereby
manifest bahaviors are linked associatively with and refer to covert
issues quite different from their manifest content, with mesaings being
revealed indirectly by behavioral signs and symptoms. In the psycho~
analytical framework, the masning of behavior is interpreted in terms

23
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'of M"symbol transformation” (Mischel, 1968).

The notion of covert meanings symbolically transformed in over:
group behavior (at times, aemingly chtotic) is mbstanciated in tke
literature on m].l groups. This netion is expressed by !zriel ‘as &
". . . common group tension of which the group is not aware bu:t*wh:lch
determines its behavior,” by Bion as a ". . . group mulity.".. . the
unanimous axpreassion of the will of the group, contributed to by the
individual in ways of which he is‘ unaware" and by Whitaker and
Lieberman 85 a common covert conflict (the group focal conflict). Tha '
model utilized in this study, focal conflict/group solution, substan- z
tiated that the covert issues which groups deal with parallel Erikson's

psychosocial stages of development. To summarize: The psychoanslytic

* orientation is often based on the group-level analysis of unconscious,

irrational responses of individuals to the underlying shared dileumas
of the group and the symbolic transfer of the wishes and fears asso-
ciated with these dilemmas (Butkovich, et al., 1975).

Many references have been made in the group psychotherapy litera-—
ture to Whitaker and Lieberman's focal conflict model. Yet only ome
study could be found which utilized it empirically. Butkovich, et al.,
(1975) used the framework to examine covert group behaviors, in their
comparative analysis of the behaviors of s'tudy groups and T~-groups.
The peychosnalytic approach of the focal conflict model vas combined
with a social systes model, which focused on the literal here-and-now

meanings of overt behaviors, to form a cybermetic (mutually influenchg).

model. This integrated model was used ". . . to examine the 'mutually

24
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influencing' quality of the interrelationships of the leader's theoret-
1;&1 orientation, the group muclear and focal cu’qfiicts. and the be—

haviors of individual members” (Butkovich, et al., p. 12). One of the
conclusions of this study was that the focal conflict model ". . . has

reasonably high constzuct validity" fur detecting covert group mes '

(Butkovich, et al., p. 19).
Other references have deen made in therapeutic literature to
Whitsker and Lisberaan's hypothesis that a group is dominated at any

given noment by an underlying conflict. In each case, the :.ference

. has substantiated the utility of this mcmn-—t:ha: is, 1ts useful-
C A . ‘ :

ness for understsnding and interpreting the behsvior of a group.
Gustafson (1976) considers i: to be one of three perspectives that
should be considered when ". . . group leaders. . . find themselves
wi;h a small group that shows little substance, Mlv“t. comitment,
or prospects for change in their discussion or classroom behavior. . ."
(Gustafson, n. 793). Inanotﬁet article, Gustafson and Cooper (1979)
document that it “, . .‘reprennté one good prototype in the group
therapy literature for a mixed model, a model which includes both
considerations of group aud individuval dynamics” (Cooper and Gustafsom,
p. 975). This is an extremely importast citation since a general
theory of group therapy must be capable of accounting for individual
change and group growth as a whole. Horwitz (1977) concurs with this
position and provides justification for tha group-centuad; bolistic
nature of Whitaker and Lieberman's formulation, where the model uses

", . . the properties, piocuaes, and dynsmics of the entire group

25
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/ in the service of furthering the therapy of the individusl within
the group (Horwitz, p. 424). He also comments on its assumption of
underlying conflict which ". . . affording mnnerg?s admuge? to -
the therapist in understanding and interpreting the behavior ?f the
group." o : | - : -

* The literature also refers to its utility for guiding s group

leader'§ interventions. Gustafson (1978) points out its "heuristic”

usefulness. And he reiterates Whitsker and Lieberman's thasis that

interventions be made from "outside" the group and be concerned with

the needs of the group as & whole rather than being of.an "involved”

tfpa which acts on countertransference and is ". . . driven by ltt&ptll

to establish group conditions f:hst are personally visble" (Whitsker

and Lieberman, pp. 198-199). Singer, et al (1975) corrc;b’onte this

position‘when they suggest that the model can t;c used as a . . .

springboard for examining and interveming in roles and situations which

are problematic in member's lives and in which they collude” (Singer,

et al., p. 146). An article which {s tangentially related to this

concern with focal conflict/group wlutiﬁn and leadcnl'xip and, there-~

fore, to this study, documents the resuj:ch which has shown that

leadership, i.e., self-disclosing or not self-disclosing leadership

behavior, significantly a!f‘octs:thc process and cu:;ome of group .

experience (Dies, 1977). Whitaker and Lisbernas's position on & leader

remaining "outside” ths focal conflict, that is, not self-disclosing,

1s cited with other similar proposals. Dies' (1977) own conclusion,

though, is similar to that of Lieberman, et al. (1973). The behavior

. 3 - “ . L “.."
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of a leader is no:'t;he so)e determinant of a gro;sp type or a group
experience as defined by the*;nmbers. The impact of any leadership
ca:_m?t be specified without a thoro:.xgh unders:and;ins of such _
varisbles as group composition and interpersonal skills co coj-members
(Certner, 1973; D'Auzeldi, 1973) quality of feedback (Jac.oba: 1?74),
willingneas of co—n;nbgfs to 'l;e open (Yalom, 1970), arraniment: of' '
time (Dies and Hess, 1970) and group norms (Liebarman, g:_g_]_..,' 1973).
Dies goes on to ﬁy that "any prescription. . . vhich emphasizes
leadership to the relative exclusion of other varisbles is undoubtedly
oversimplistic” (Dies, 1977, p. 192). Because this study has been of
an associationist interaction type, linking two variables, it has
succeeded in £1illing in a piece of the puzzle of amall instructional
groups, rather than being an ."dvordnplmic" description.

The literature also notes the-focal conflict/group solution model's
utility for gauging group development. Shambaugh (1978) emphasizes
this fact, considering it a "recurring phase model."” Eis discussion
concerns Whitaker and Lieberman's postulate that group phases are
defined in terms of covert affective characteristics that are continually
recurring. .

The discussion of group phase development is a nice lead-in to
the literature which is concerned with the second balf of the Integrated
framework--the Eriksonian psychosocial crises which provide the content
for the conflict/group solution model. Kaplen and Romsn (1963)

~"and Ka (1967) proposed that anslogies of Erikson's epigenetic model

of child development characterize the evolution of all types of groups.
A

¥
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Further corroboration for Erikson and group development is provided by
the research which has been and is being conducted at the University
of Wisconsin-iMadison. Research there has compilil extensive documen-

tation relating Eriksonian ego crises theory to group phase dievé-lop-

- ment. This research has been conducted in self-directed gmpé' (Boyd,

in press; White, 1976; Boyd & Wilson, }974; Davie, 1971; Boyd,'1970;
Fay, 1967). One other study has also explored the relationship

(Lieberman, 1975).

Getzels-Thelen Framework Stuvies

i
Although aumerocus studies have been undertaken to test hypotheses

derived from the sociopeychological theory of Getzels and Thelen (1960),
only one was found which used this framework to analyze and categorize
teaching style behaviors (Ampene, 1973). This study succassfu.;.ly
implemented this model, thus confirming its applicability: ". . . the
Getzels~-Thelen model provides an adequats tool for analyzing teaching
behavior. . ." (Ampene, p. 205).

Other studies have used the Getzels~Thelen framework to assess
the social climate of classrooms. The framework proposes that insti-
tutional and individual chatacteriatiss interact in classrocms and
detarmine school learning. Most research ﬁave been social ysychological
examinations which have tested bypotheses derived from the thesis that
the classroom group is s "mﬁl systea" where ". . . the balance of "
emphasis is on the pufommé of role requirenents and the expression
of personality needs. . . as a function of interaction within the class-

room group” (Getzels and Thelen, p. 79). One study (Walberg and

28
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Anderson, 1968a) considered the relationship between ind:lvidu#l studenﬁ
perceptions of their class and their individual la;rning; a subsequent
study (Anderson and Walbefg, 1968) attempted to account for dj.fferéntial
class performance in terms of the climate characteristics of .the‘ class.
Another research study used it as s mean for interpreting the i;élat:lon—
ship betwean the structural and affective agpects of socio-emtiml
climate (Walberg, 1968). Three others util:lz.ed the framework for
classroom climate assessments. It was used to determine that the
social climate in school classes can be predicted from prior measures
of teacher personality (Walberg, 1969d), student characteristics
(Walberg and Anderson, 196?1’), and class size'(ﬂalbarg, 1969a). The
climate measures, moreover, have been shown to predict adjusted
measuras of learning with individuals and cosﬁitive, affective, and
behavioral measures of learning with both classes and individuals as
the units of measurement (Anderscn and Walberg, 1968; Walberg and
Anderson, 1968a). The findings of other investigatfons derived from
the Getzels-Thelen model have been that the affective aspects of
classroom climate p.-edict both cognitive and affective learning
(Walberg, 1969a; Walberg, 1969b; Walberg, 1969¢; Walberg and Ahlgrenm,
1970). The framework has also been gmployed in a series of empirical
studies of the perscnality and role of teachers (Walberg and Welch,
1967a; Walberg and Welch, 1967b) sud their affects on learning
(Wslbarg, Welch, and Rothman, 1968).

Social Interaction Studies

Most human learning occurs in a social context. -
Most of the individual's kmowledge, ideas, feelings,

29
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goals, and values, and ways of behaving are

developed in interaction with others. Most of

the knowledge any one of us possesses derives

from direct or various interaction with our ~
fellows in the psychological and social comtext '
of objective reality (Wit:hall and Lewis,'p. 684). ¢ .

An instructional group is more than a place where content &ndlor
skills are taught and learned: it is a ainfature "culture,” a:wcial
sy;-.itm, where members interact and influence the_behnviots, attitudes,
and beliefs of one another. Within this group context, learning, i.e.,
bghavioral and attitudinal change, is conceived as being determined
not by a set:”of prior conditions but by a series of ongoing interactions
between groué members. These interactions, moreover, are not merely
a”., .. traffic in ideas—learning involves a traffie in feelings as
well”™ and ". . not just ;l:hni:ed to teacher and lemer. but learner
and learner” (Withall and Lewis, p. 687).

Social interaction research in education conceives group inter-
act{.ons and learning in this way. By definition, social ,:I.nteraﬁtion
is d relation between persons such that "the behavior of either ome is
a st%l.nulus to the behavior of the other" (English and English, 1958, .
P 2%0). Social interaction research focuses attention on affective
interactions between teachers and learnmers and learnmers and learners
and gtrempts to assess thess acts. And becsuse it 1s in:eruted in
the {é;{{ aspects of a situation, social Interactfon research
concé;r:ns itself with covert, as well as overt, dynamics of groups.

his study 1s a social interaction analysis which assesses the ’
cond1itions under vhich affective learning takes placs. It bas
exan:l.t;ed two varisbles, focal conflict/group soltuion and teaching

30
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style, in both their overt and covert aspects. neéause this scﬁdy
demands that lm be conceptualized as a resultant of mutual
influences in a dynamic process, 1:“'&5 analy:ed"i'.hesev two vat:lablés

in relation to each other. That is, the :mdulyi‘ns assumption of this
study i{s that the interaction of focal confl:lctlngnp solution Imd
teaching style is a sign:l.ﬂcaut influence on a group's lenraing climt:e.
and, tbus, on the quality and quantity of group member learning. For
these rensous, sochl interaction atudics ‘on group cli:utc and graup
climate and learning are pextinent.

Studies have been made which substantiate that socio-mtiml
climate can be empirically measured. The most notable research :Ln}:o
this ares was that of Withall (1949), which treated climate as a
group phenou@ determined primarily by the teacher'’s verbal behavior
taken as representative of his/her total behavior. This techniyue
of categorizing and quantifying teacher behavior to measure climate
was continued by Mns (1959) and Thelenm (1959a, 1959b). Withall's
instrument was further refined and reliability was demonstrated by
Mitzel and Rabinowitz (1954).

Classroom climates have been measured and characterized in other

ways, through global observatlons and ratinss of social interaction

" Terms such as authnrita:m vs. duocra:u pmiuivc vs. restrictive,

dominative vs. integrative have appesred throughout tha literature in
descgibing climates (Xhan and Weiss, p. 778). Withall (1949) reported

' that more positive student reactions to teschers were made in ltud-nt-

centered classes than in teacher-centered omes. G;.-oup-cen:ered
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,eclasses produced a higher level of interpersonsl affect among its
amembers who showed greater liking for each other as a learning group
than. the leader-centered élas#es in two other studies (Bovard, 1951).
Andersen and Kell (1954), in a study of four chsﬁas, found that“
students held more pop:ltive at.ti:udes toward themselves as pnttn:ipants
in student-centered gﬂ.-oups than studants in leader-centered clams
who had mixed feelings about their partieipatinn.

Other significant social interaction studies have explored the
effects of leader bebavior on classroom climate. The classic work |
(Lewin, Lippitt, and White, 1939) on intarpersonal interactions in
different social climates, i.e., differing leader behavior, initiated
thisl type of research. Lippitt's study (1940) provided a clear
demonstration of _tha effect of leader behavio: on group climate and
productivity, wﬁile also providing &8 sound basis for the value of
categorizing verbal behavior ss a means of sssessing the quality of
group life. This study's conclusiona,.in fact, are so pertinent to
this study that they should be listed: (1) differemt stylss of leader
behavior produce differing social climate and differing group and
individual behaviors; (2) conversation behavior categories differentiasted
leader~behavior techniques more adequately than did social behavior

e . .. categories;.(3) different leaders playing tba same kind of leadership.. = . ..

| roles displayed very similar pattm of beshavior and the group nubu's |
reacted to the same kind of leadership style in similar snd consisteat

~ways; (4) group members in a democratic social climate weremore .. .. .. . .

friendly to each other, showed more group-mindedness, ware more wr'k-
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‘minded, showed greitet initiative, and had a highsr level of frus-

tration tolerance thln nabets in the other grcups, (5) leader-
behavior utqoriu tepreaent the inportant: parameters to wh:l.ch the
children reacted (Withall and Lewis, pp. 696-697). The Andm
studies (1945, 1946) also demonstrated that a teacher's churom
personality and bebaviors influenced the behavior of lurners. Ihnu
teachers who rsed dominative tecimigques were linked, zensrally, with

aggressive and antagonistic group behavior while integrative techaiquas: -

facilitated cooperative and self-directive behaviors. More receat
studies of clanm ;:1ma‘tes (Schmuck, 1966; Flanders, 1960; Bughes,
1959; Thelea, 1951, 1950) illustrate an association between cooperative,
in contrast to competitive or ajgressive, activity by group mﬁco_md
the degree to which the leader tendr to support rather than dominate

the task—cmtuu} activities of the student members.

Numercus socisl interaction studies have attempted to relate class—

roon climate to individual learming. Flanders (1949) found that leanur
centered behavior elicited less interpersonal anxiety, more problem-
centered behavior and a dégree of emotional integration. Rehsga (1948)
investigated the quality of social interaction between student and

teacher in tﬁe plaming .stages of classroom work. He also investigated

_ similarities and dissimilarities in problem-solving and kmowledge of

two matched classas. Kis conclusions favored ths more intmtivc.

relationships i{n terms of problem-solving, planning skills, and
flexibility of social relations. Perkins (1949) compared learner-

cent:ereq and teacher-centered classroom enviromments st the sdult level,
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and demonstrated that the variable of climate makes a significant
diffc@c in problu—ormution in attitudes uomd other persons,

in lming of facts, and in human velatiom skills. Glidewell's .
study (1951) is of a sonewhar. different appmeh but 1s also .
pertinent to this study. He hypothesized that "the most effective

teacher can be sem és' one who seeks, through her feelings as one

med{um, the reality of her own needs and those of her studemts [the

p_éyche aspect] with an eys toward a need-meeting g:oup learning

activity [socio aspect]” (Glidewell, p. 120). From this study it

.appears that the needs of the teacher .n the lm situation would' .

be as pertinent to the learning situation as tﬁoae of the learners, and

the teacher's abﬂiﬁy to recognize and accept thase needs may be

hypothesized to have considerable significance for his/her effective- | .
ness in guiding :he students' learning. Jenkins (1951) emphasized that
learning will be mora effective not only when student's emotional needs

are met in the chss%m. but also when the learnsrs are made aware

of their part in helping teachers fulfill some of the teacher's

personal needs. Still another relevant analysis was that of Jenseu

(1955). He emphasized the close interdependence of personal needs and

group needs and the fact that the fulfillment of one :kind depends

directly on the satisfaction of the needs of the other kind. Individuals
in the learning situstion have to help ensurs that group needs are
satisfied and resoived if their private pesrsonal needs srs to be met.
Jensen asserted, moreover, that unless individuals relate effectively

to one snother in a class, the achievement, or socio problems, cannot
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be dealt wzi:h. Other studies which have looket:: into social relations
smong learners and between learners and teachezs as they influence
the quality of the m:hl c;inat:e, yhich in turm,, influences }em:l.ns
outcomes arc Glick (1969); Lott and Lott (1966); ‘Porterfield and
Schlicting (1961); Brown (1960); Jobnson (1958); Calvin and Hoffmen

(1957); and Buswell (1953). . d

Sommary
A social intexactionist view of education does not consider that

an instructor totally determines the amount of learning which occurs
in an instructional group. For this resson, social interaction
research focusas on the complicsted patterns of interaction which
exist in groups snd on molar concepts of instructor influence, ratﬁer
than on instructor offqetivenm. A classroom group is considered to
be a function of a constellatién of factors which interact with esch
other in complex uys. Group .‘.nmactiona, then, are treated as
mutually influencing phenmm, betng vieved within a larger dynamic
change process rather than in a cahse—and-'affaet. relationship. Because
of this interactive complexity, social interaction research requires
that ccncapts and instrumentstion be tailored to the "motility" of the
data that are analyzed (Whithall and Lewis, p. 708).

- A susmary-of the-major mm guide socfal intmction
research nnd the conclusions of this area of study wuld include the
following. With reference to the relationship between instructor

behaviors and classroom climate: (1) Classroom socio-emotional climate
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can be empirically measured by classifying instructor behaviors, i.e.,

there is 8 correlation between instructor behaviors and classroom

. climate; (2) Instructor behavior has a significant effect on classréom

climata; (3) Supportive i..us:ructor‘ behaviors are sssociated w}th; more
positive climates than a:(e dominative behaviors; (4$ Learner-ce'pt:cmd
activities rather than teacher—centered ones are associated with more
positive socio-emotional climates. With referemce to the re;gtimship
of classroom climate and‘individuél learning: (1) Poai:ﬁo climate is
associated with more individual productivity; (2) Learner-centered
activities foster more individual ach:levenent (problem=-solving and
intarparscnal skilis) than do tmher-cem:ued activiti.es' (3) rositive
socio-emotionsl climates satisfy learnar and instructor needs to a
greater extent and the satisfaction of these individusl needs is
contingent on the satisfaction of group needs; and‘ (4) If group
interpersonal relations are ineffective, individual achievement will

not occur to any significant extemt.
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‘The methodology deliieated here provides thebasis for identifying
and ducribing tlachﬁ:g style as nointhct:lc, m:to‘grnphic, or t:a;as-
actional, and for identifying and describing group conflict,’ uslng b
the focal conflict/group solution theoretical framework as a n;dd and
the Exriksonian theoretical framework as content. This Qechqiolegy
has two focuses: (1) Tesching styles; {(2) Group conflict.

Specifications of Variables
Teaching Styles.
ﬁ order to provide an in-depth snalysis of .th- teaching styles
that occurred withia the ten reprasentative GD-TSS ﬁoupc. a compre~
hensive theoretical framework was needed. It was decided that an |
integrated model, composed of the frameworks dwdopf&\‘,in "The S
Classroom Group.as a Unique Social System" (Getzels and Thelen, 1960)
and "The Tescher Role Model” (Boyd, 1969) provided an aperatioral
means for this analysis. The Getzels-Thalen fxamework sccounted for
the three ouanéaa}ons toward which instruction might be directed:
the demands of the institution and/or socisty; the needs of the
instructor and/or the indfvidual learner; the intentifons of the group
as determined by the needs of ths individuals and the requirenents of
the {nstitution and/or society. And Boyd's provided the specificity
needed for differentiating and relisble coding. In addition, each had

3s.
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been successfully ippued in otho:r studies. The Getzels-~Thelen
framework had been utilized by Ampene (1973) while Boyd's had been
previously employed in an'mluatioi: study (Boyd,,et al., 1989).

H

Nomothetic instruction refers to those behaviors and/or nt:i:e;mn
which are reflective of institutional mn:i;u; ‘and which are
directed toward the satisfaction of institutional goals. Instructor
behavior 1s clearly seen ss normative; as a role incumbent, he.lsh.’ |
carries out the responsibilities and duties considered essential by
the encompassing institution. Nomothetic instruction, thean, is
externally defined: delegated privileges, obligastions, and power ate
executed by the instructor spart from any personal characteristics.

Learner behavior is also interpreted according to the obligations
and requirements of the institution. Because nomothetic instruction |
reflects the phileosophy that the most expeditious route to & goal lies
within the institutional structure, learnmer behsvior is considered
role related and pcrfomucc of role requirmts is ulphniz.d.

Within the programming role, a nomothetic mm.-ucm follows a
predeternined, curricular fraimrk. i.e., e&pcimes. cJ:us content,
and activities, vhose aim is the satisfsction of institutional goals.

Within the guide role, a nomothetic instructor emphasizes |
normative problem-solving for the purposs of miﬂng at inetirutionally
accepted conclusions.

1. The manual conuinhs the complete specifications can be
located in the sppcndix.
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Within the resource role, a nomothetic instructor utilizes

curricular materials and/or bodies of knowledge when information is

o

solicited. . 2

.

Within the facilitation role, a nomothetic instructor does fot
&

consider socic-emotional or psychosocial concerns pertinent to ‘d.thc

*

role rdquirencnta or the requirements of the institution.

‘ gv'st!.tutiml Goals

‘ ﬁndy of Knowledge Orientation

. /Inl:m:or
Role Incumbent Behaviors \!.nrn
er

v

/Iustmctor

\Lunea:

, K
Emphasis on Social Dimension of Activity

Formalized Modes of Ianteraction

Idiographic.
Jdiographic instruction refers to those behaviors snd/or

utterances which are directed toward satisfying the individuals needs
of the instructor and/or the lesrner. Instructor behavior is tniqudly
indtvidual; it srises from personality need-dispositions which are
grounded in his/her own biolcgicll constitution. Idiographic
instruction, then, {s intermally defined: behavior is oriented toward
the satisfaction of personal nseds.

Learner behavior 4s also interpreted according to personality
nesd-dispositions. Because idiographic instruction reflects the
philusophy that ti:o most expeditious route to the completion of t;he
goal lies within the learner, individusl expression of personality
needs is encouraged and i:ndiv!.duali.:y and variation are enph.s:l;ed.
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Within the prog‘rmiugwrola, an idiographic instructor allovus
either his/her needs or the individual learner’'s needs to detemmine |
the t'm:ure of experience, class content, and activities. : ' \

Within the guide role, an idiographic instrt;etpr can f\mcti:en in '
two ways with regard to problem-solving: (1) instructor W his/ : .
hu own questions, fostars adherences to his/her own methods of syn- |
-thasis or analysis, or intervenes during problem-solving in such a
way as to lead learner to conclusions which satisfy instructor nesds;
or (2) instructor sllows learner to answer questions in ways which
are conducive to his/her needs, to synthuixn Pr anslyze according
to needs, or to arrive at cmlusionshwhich are congruent with the
satisfaction of personal needs. |

Within the rescurce role, an idiographic instructor offers both
solicited sud unsolicited information. This information is aimed at
satisfying the individual need-dispositions of the instructor or the
learner.

within the facilitation role, an idiographic instructor expresses
or invites expression of personality needs. '

Individusl Goels b Tastructor Civs
| N Learner

Individual Problen~Center Orientation / taseructor
' “NLearner

POCTS ’ /Inlttuctcr
exsonality Need-Dispasition Babavior S |
'Tnformal Modes of Interaction T
Emsphtasis on Psychological Dimeusion of Activity
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T
Transactional

Tr-asactional instruction refers to those behaviors and/or
_ - Sy

uttera.nces which are directed touai'a;‘ﬁhe group as an entity and 'whiéh
ar+ aimed at satisfying group incenti;ons. Insméto: behavior: :ls"

erstood in relation to the group; his/her eaphl.'sis is on the :
mcégur.ion of individual needs with ﬁsumzionuupee:a:m; 'w:lt.hin
the group context. Instructor assists in the dévelopment of roles
within the group and aids in adapting these roles to the specific
personalities of the individual members. Role a.séectqtions within the
group are defined with these need-dispositions in mind.

Group behavior revolves around group :Lntenc:lon; which is under-
stood to be a transaction betwacn' institutional expectations and
individual needs. Because transactional instruction reflects the'
philosophy that the most expeditious route to a goal lies within the
group's here-and-now situation, behavior 1s transactional and can be
understood in relation to group context. | |

Within the programmer role, a transactional instructor assists
group in becoming its own programmer with respect to its own unique
needs and the requirements of the institution.

Within the guide role, 'a transactional instructor assists group in

becoming its own analyzer and synthesizer.

Within the resource role, a transactional Instructor helps to

 foster interdependency so individual members become resources.

Within the facilitation role, a transactional instructor addresses

an individual need as if it were the concern of the whole group and

4
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relates psychosocial concerns to the group's here-and-now situation.
. .

- Institutional Eipectat:l.ons
: Group Goals <('1‘raiisaction) b

Individual Needs

*

- Institutional Expectations
Group Intention Behavior < (Transaction)

Individual Needs

FOCUS Group Orientation: ' t

ansactional Mode of Interaction

Emphasis is on Psychosocial Dinénsion of Activity

Group Conflict.

The Focal Conflict/Group Solution framework developed by Whitaker

and Lieberman in Psychotherapy Through the Group Process (1964) was

selected because it provided for an in-depth analysis of group conflic:.
It provided an effective means for applying the psychosocial theory of
development by Erik Erikson (1980, 1968, 1950) to group conélict:.

In order to understand group conflict, the existence of shared,
underlying concerns whiui are the property of the group is assumed.

This approach views a group function as the involvement of underlying

conflict between two opposing motives or impulses together with various

attempts to achieve a solution to the conflict. The conflict consists

of an impulse or wish opposed by an associsted counter-impulse or
fear. Moreover, because a group wish is always rooted in growth, it
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reflects the positive characteristics of a psychosocial crisis.
Conversely, the associated group fear will reflect the negativg
cﬁaé&cteristics of the crisis. The:conflict of the group is geferfed
to as the Focal Conflict., The group wish is referred to as the Dis-
turbing Motive. The group fear is referred to as the Reactive ﬁbttvg.
Thus, it is possible to describe a conflict in the following n#;;er:

1) Disturbing motive . X Reactive motive

(wish or movement (in conflict with) (fear or movement
toward growth) away from growth)

2) The disturbing motive and reactive motive will reflect the
positive and negative characteristics of an assoclated
psychosocial crisis. .

In working through focal conflicts, groups attempt to find
solutions. A solution represents a compromise between the opposing
forces; it is directed primarily at\alleviating tl. reactive motive
(fear or movement away from growth) but also attempts to satisfy the
disturbing motive (wish or movement toward growth). Because é;graup
wish is growth enhancing and reflects the positive characteristice of
a psychosocial crisis, a group solution which tends toward a satis-
faction of this group wish reflects the positive resolution character-
istics and promotes group growth. This type of solution is called an
Enabling group solution. If a group solution tends toward satisfying
the reactive motive at the expense of the disturbing motive, the
solution will reflect negative resolution characteristics. This type
of solution is called a Restrictive group sclution. Restrictive group

solutions are not growth enhancing.

43 ¢
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In order to de;:emine the specific focal cmfl;ict(s) /group
solution(s), that is, to use the Eriksonian framework as conteat for
the focal conflict/group solution model, the spec#fications outlined
in "Three Chanmel Theory of Cmmic‘acion in Small Groups” (qut_li‘md

Wilson, 1974) was utilized. The characteristics of the va::l.ousifoe'al
?

conflict(s)/group solutfon(s) are summarized as follows:?

Focal Confli:.:tlcroup Solution No. 1
Trust X Mistrust

Trust: There is a sense of an ease, reciprocity, and mutuality
In the giving and receiving of information, ideas, and insights.
There is a willingness to risk and the group is permeated by

a flexible, consistent, and dependable give-and-take.

Mistrust: The group is not dependable, supportive, or accepting.
There is no semnse of ease, reciprocity, or mutuality in giving
and receiving.

Focal Conflict/Croup Solution No. 2
Autonomy X Shame, Doubht

Autonomy: The sense is that the group is standing on its own
feet. It is master of the situation and is in control. The
group's decision-making is characterized by coumpromise and
cooperation. .

Shame, Doubt: There is a sense that the group is uncomfortable,
as i1f it were overexposed or conscious of being stared at: The
group is permeated by stubbormness, repetition, rebelliousness,
and obstinance, '

2, The manual containing the complete specifications can be
located in the appendix.
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Pocal Conflict/Group Solution No. 3
Initistive X Guilt '

Initiative: There is a sense that the group?is self-activatins
and on the move. The group is curious and plays constructively
with ideas and information. Its activities are in an exploratory
and experimenial mode. , i‘
Guilt: There is a semse that the group is immobile. The group
1s unable or unwilling to experiment with or explore ideas and
information. The group does not have a sense of yutpon and

is uneasy when goals are contemplated.

Focal Conflict/Group Solution Fo. &
Industry X Inferiority

Industry: - The sense is that tha group is producing.' It considers
work worthwhile and is dedicated to sccomplisiment and work com-
pletion. The group is competent and adequate to the tasks that
1ie before 1it.

Inferiority: The sﬁnsq 1s that the group is avoidiny work. It
is not dedicated to furthering its competency or skill. Work is

an obligation and the group appears :I.nndaquatc and mediocre with
raspect to the task at hand.

Focal Conflict/Group Solution No. 5
Group Idemntity X Ftament#tion'and Diffusion

Group Identity: There is a sense of self-determination, commitment,
and solidarity with respect to group functioning and group goals.
The group knows what it is about and where :lt is heading. There is
a sense of the group as a group.

Fragmentation and Diffusion: The group is a collection of
individuals. There is a sense that the group is drifting, with
no clear definition of what it is about or where it is heading.
There is no senss of self-~determination, commitment, or solidarity
with respect to group functioning or group goals.
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Focal Conflict/Group Solurion No. 6
Intﬁny X Isolation

AIntimacy: There is a sense thst the group is reaching out and
touching, figuratively. The group is permeated by interpersonal
commitment, sacrifice, and warmth. .

Isolation: The group lacks spontaneity, warmth, and felloé;htp.' B
The sense is that the group is superficial and uninvolved in its
interpersonal matters. _

Focal Conflict/Group Solution Bo. 7.

'A Generativity X Stagnation

Generativity: Thare is a sense of caring. The group desires
to cou::ibute, to pass on its values and competencies. The
group's inte:cotszgnd competencies are expanding.

Stagnation: There is no sense of caring. There is no ame‘
that the group is concermed with cpandins the interests and
in making any contribution

Focal Conflict/Group Solution No. 8 »
Group Integrity X Despair-

Group Integrity: There is a sense that the group is looking back
and is proud and satisfied with its existence. There is a sense
that the group faels that its life has besn meaningful and thsat
it has acted appropriately, productively, and realistically.

& .
Despair: There is a sense that the group feels it is running

cut of time. The group is permeated by disappointment, meaning-
lessness, and disgust when it looks back on its existence.

Coding Procedures

In the material above, the specifications for the two variables in
this study wers discussed. In this portiom, the coding procedures will
be described.

16
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Teaching stzleQ.' The coding procedure required that the judge
(coder) listen only to linsttucltor utterances. An uttmnc‘e is defined " .’1,
ss a statement in the fom‘of a sentence or a semtence fragment. The |
judge was not to note ninimal :I.nstmr;tor utm:anccfs'.. A : o
The procedure required that the judge keep track of each ur%:a:anca
by éoding it according to one of the thraeu tuching styles. At:"the end
of each minute interval, the judge was. to look at h:l.sfher uccemce
codings snd make a decision as to which cuebing sfyla was most
predominant during that interval. The judgc t:ben phe’.d an X through the
letter which stood for the appropriate teaching styie on a coding sheet.
This was fafmed to 88 a primary coding.
1f, during the minute mteival. there was another style which com-
prised at least one third of the utterance notatinuﬁ, a slash (/) was
put through that style on the coding sheat. This was a secondary coding.
‘If no codable instructor utterance occurred during the minute
interval, ché judge was to cirgle the 0 on his/her c.od:l.ns sheet .
~ After twenty miﬁu:es of coding, the tape was to be stopped. ‘Iha
judge was to look alx'rer his/hgr minute interval codings and make a judg-
ment és to what the predominant teaching style was for that twenty minute -

periéd. Changes in teaching styie direction were noted with an arrow

" between the appropriate teaching style symbols and the mphﬁ:aized styin

was circled.
" At the end of the session, the judge was to :ovicﬁ his/her minute
and twenty minute codings and write a concise paragraph summarizing the

instructor's teaching style.

47
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- Group conflict.  The focal conflict/group solution formulation

was to ba a Gestalt. Coders were to assume a holistic approach, inte-

mti;xg seven aspects or non-equivalmt elements df group life:
1) Content — specific comenu that occur during a group

session. : L

\ . t"

. 2) Interaction -~ interpersonal behaviors that occur during
' a group session. ‘

3) Mood — prevailing emotion, attitude, or disposition
' " during a group saession.

3)] Rhythm -- flow or movement of group alements duri.ng a
session.

.

b)) Von-verbal communication -- bodﬂy postures, facial expressions,
or physical attitudes that occur
during a group session.

6) Sequence —-— order of behavioral and/or verbal associations
that occur during a group session.

7) Context — relation of a group event to the surround:l.ng
situation of the group.

Because a global judgment was to be made about the total signif1-
cance of the group material, coders kept track of the seven elements
as they occurred. Each coder kept a ruanning account of the successive
movenments of these elements on a note pad. When a coder noted an
abrupt shift in any of them, he/sie moted the time on the clock and
wrote it on the note pad. .

When- the tape ended, each coder reread his/her notes and noted
the general theme(s) which underlied tha data. Esch coder then wrots
the thene(s) h:l.n the margins to the left of the noted time intervals.

Each coder then turned to the specificatioﬁs for each of the focal

conflict(s)/group solution(s).’ ‘The coder identified the particular
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focal confiicltlgroitp solution which was applicable for each time
interval and listed the specifications which were spplicable.
-The coding sheet fms'dividad into five minute time Wﬁs;
'fhera were three columns: Disturbing Motive; Reactive ﬂotivex; Croup
Solutions. Each coder -ransferred the focal conflict(s) /gtm;p ;
solution(s) desi;:ﬁtions and specifications to the appfoprhtc;im .
intervals. Those specifications which were particularly strong were

underlined.

Training of Judges . -
In the material above, the procedures which the judges utilized

when coc%:lng teaching style(s) and group conflict(s) were explained.
This par% of the methodology describes how they were trained.

Teaching styles. The judges read "The Classroom Group as a Unique
Social System" (Getzels and Thelen, 1960) and "The Teacher Role Model"

(Boyd, 1969). They wrote ten specifications for each of the three
teaching styles from memory. 'l.'he coding methodology was explained to
them and all qﬁetions weie answered. The judg‘u then tﬁiewed F
training tape and coded it according to the coding procedure. Reli-
ability was established and the coding began.

Group conflict. The judges read thot;heragz Through the Group

Process (Vhitaker and Lieberman, 1964) and Chapter 7 in Childhood and

Society (Eriksom, 1950). Ten specifications were then written for each
of the eight focal conflicts/group solutions according to Erikson. The

coding methodology was explained and all questions were answered. The.

49
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judges then vieved a training tape and coded it according to the
coding procedure. Raliability was established and the coding began.

‘D ‘.& -
Tallying Procedures ‘ . ¢

The material -above discussed the procedures which the jufdges
fo.llawed when coding tuchins's:ylu'and gioup conflict. This;tport.tun
of the methodology explains the tallying procedures.

Teaching sgzvles.l The primary codings within each of the three
teaching style categories were totaled for each of tbe selected sassions.
The percentage of time spent in each of these styles was then‘ccnput..d |
for each of the sessioms.

Group conflict. The group solutions to the focal conflicts which

occurred during each of the selected sessions were listed.

The teaching style and group conflict data was integrated in the
following mamner. First, the total number of minutes f‘or' each of the
ten sessions was listed. Second, the number of minutes spent within
each of the focal conflict(s)/group solution(s) for each of the ten
sessions was computed and listgd. Third, the primary vcm.!ing'u for the
teaching styles which occurred during each of tha focal conflict(s)/
group solutibn(s) were counted ;nd }isted. Fourth, these data were |
totaled and the per cent of teaching style, focal conflict/group
solution snd their occurrence in relation to esch other for the ten

groups was computed.

Reliability
In order to maintain an acceptable level of reliability in the

o0
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coding of teaching style and group conflict, each judge's reliability
was tested repeatedly. . | _ |
3 eaching styles. Three reliabilities were given-~the first b&.ors

the coding began,. the second after each judge had coded two cl.pe;,' and
the third after each judge had coded fon: .upu. 'mnbuny whs
coipu:ed on the primary codings for a twenty-minute segment. ';hn
results for the three reliabilities are as follows:

Reliability #1 = f?.S!

Reliabilicy #2 = 96.02

Reliability #3 = 90.0X

Group conflict. Four reliabilities were given. The relhbil;l:m

were given on the first session, the fourth session, the seventh session,

“and the tenth session. Reliability was computed om the focal conflicts

and on the group solutions for a sixty-minute Mion. There was
almost total agreement between the judges.

Minor discrepancies occurred in two of the relisabilities. On
reliability three, both judges coded an Autonomy X Shame and Doubt
focal conflict. One judge coded a group solution of Autonomy (slight);
The second judge coded Shame and Doubt (slight) and indicated in his
notes that the group did exhibi:r Autonomy. A discussion was held be-
tween the two coders, and an agreement was reached that the group
solution was Autonomy.

Oo reliability four, one judge coded the group as resolving an
Autonomy X Shame and Doubt focal conflict negatively. The second judge's

coding was identical. A discrepancy occurred, however, when the second
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judge deteited a sacond focal conflict, Isitiative X Guilt, during
the last ten minutes of the session. This was disc;uud. and it was
decided that the whole session was que focal conflict resolved in
favor of Shame and Doubt. " '

i
The group sessions which were coded according to teaching stylc
and group conflict wera selected on-the basis of the following

procedure:

1. One session was to be selected from each of the tem
representative groups.

2. Neither the first nor the last session was selected
because it was assuned that these sesaions would be
mtprumr.ativc. ‘

3. Video and audio had to be of good technical quality.

4. The smount of the group 1nt.erac:‘.lon time in the session
had to be 50X or more.

One random selection from each of ths ten groups was then made
from among the sessions which sitisfied these critaria. Thus, the
sample was cm;poad of ten randomly selacted sessions from the ten

represantative groups.
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& B : oL



BRI *;;';,.Nﬂ-y;g}efmw
R

i : Ll

a <

SRR P T TSR R e
%V carrER FoUR |

THE FINDINGS = D ;

| ; ) . . . . !’.

This chapt conu:lna the empirical data which were gnthcgd on ‘
teaching ntych focal conﬂictlsrmp solution within the mpld . | a‘
GD-TSS groups.| The data are prasented in table form. Explapations -
will follow esch table. - : : v .

shows the percentage of the tofal time which the ten

Table &,
representative instructors spent within each teaching style.

Table 5.1
Total Parcent of Three Teaching Styles
! for Ten Randomly Selected Sessions ,
/ - of Ten Representative Groups ' )
P Teaching Styles Total % )
i ‘.
- b No Instructor Talk 7.0
' /’ Nomothet ic 35.8
// Idiographic \ 35.2 ‘
/ Transactional 1.6
| TOTAL~ - 99.6

j

I
The predominant teaching style within the represeantative GD~TSS
The instructors spent 55.2% of

groups vas the idiographic style.

)
|
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their tine foéuning ongtheir o'm personal naeﬁs or on the personal
needs of the individual l*nc | o

. The next most predominant style was the nouethet:ic tesching style.
The representative instructors apen: 35.8% of théir time tun:;.ionins
as role figures who focused on satisfying the nud.‘of the méjﬁ:ucm
and/or society. o | .

The transactional style Wﬁ 1.6% of the time. That is, out
of every one hundt;l behaviors the instructors exhibited, approximately _
two could be clua:lﬁ.ad a8 integrating needs of individuals with "
demands of the institution and/or society.

It 1is important to note that the instructors remained sileat for
7% of the time. This percentage indicates how dominating the instructors
were, 'rhcy wers speaking 93% of the time. The percentage ais; providesa
an indication of the amcunt of group interaction which occurred. That
is, group manbu;- wvere dealing with content or with esch other, without
instructor interference, only 7% of the time.

Table 4.2 shows /the percentage of tize that the representsative
groups -spent in ou!'h} of the eight possible focal conflicts and the
percentage of po;itive and negative solutions to these focsl conflicts.

The left side of Table 4.2 lists the eight possible focal conflicts
which groups encounter and need to resolve. Afé.a*;tivt solution to a
particular tocai conflict would exhibit the chﬁmét‘crht:lca of the group
wish. & negative solution to a focal conflict would exhibit the
charac:erhti.és of the group fear.

Five focal conflicts were presant in the representative GD-TSS

o4
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Table 4.2

Total Percent of Foecal Conflict/
Group Solution ‘for Ten Randodly ¢
Selected Sessions of Ten Representative
Groups , R

Focal Conflict/
Groug . Solution

g
B

1. Trust (wish)
Mistrust (fear)

2. Autonomy (wish)
Shame, Doubt (fear)

~NWw WV
[ ] [ ]
O wE® OO0 Of o

2
[ ]

3. Initiative (wish)
Guilt (fear)

4. Industry (wish)
Inferiority (fear)

-t

0 o QQ 00 o o = Qo oo \n o0
[ ]
-

S. Group Identity (wish)
Fragmentation and
Diffusion (fear)

.
[ 2]

6. Intimacy (wish)
Isolation (fear)

7. Generativity (wish) .0
Stagnation (fear) .0
8. Group Integrity (wish) .0
Despair (fear) .0
Transition o7
TOTAL 99.6




groups. In each cgsa,.the negative solution percentage is greater than
the positive solution percemtage. The most prevalént focal conflict
was futonomy X Sheme and Doubt. It,occurred 50.4F of the time in the
representative groups. This focal conflict was resolved negafivély
more than nine out of every ten times it occu:red; The seconﬁ ébst
prevalent focal conflict was Industry X Inferiority. This foe;1
conflict‘occurred 24.7% of the time. It wis resolved negatively nearly
eight out of every ten times it occurre’. ' |

Table 4.3 shbws the percentage of the occurrences of the three
teaching styles within thesvarious focal conflicts/group solutions in
the-representative groups. |

The teaching styles asppear on the left side of the table and the
percentage of their occurrence within each .of the group solutions can.
be tead across the table. The focal conflicts/group solutions are
indicated on thes top of the table and the percentage of the group
solution occurrence within each of the teaching styles can be read

in the vertical columms. For example, the idiographic style's

occurrence in the negative group solution to the focal conflict of

Autonomy X Shame and Doubt is found in the fourth column (262). This

means that 26% of the time spent in the representative groups was
focused on satisfying personal needs and in resolving the focal conflict
Autonomy X Shame and Doubt negatively.

An explanation of the individual cells within a specific focsl
conflict/group solution will maks this table s data more understandable.

Consider the data in the Autonnmy vs. Shane and Doubt focal conflict.
!
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Autonony
* Shame and
Doubt =~

No Instructor Talk 0.3 ] 2.8 .
Nomothetie 0.2 |17.9 *

Idiographic 2.7 126.0
Transactional 0.2 | 0.3
TOTAL 3.4 {47.0

To compute the total percentage of time spent dealing with this
particular issue for all ten GD-TSS groups, the Autonony TOTAL (3.4%)
would be added to the Shame and Doubt TOTAL (47.0%). Thus, GD-TSS
groups spent 50.4% of their time in this focal conflict. To compute
the percentage of teaching style time, e;s., idiographic, within a
particular group solution, e.g., Shame and Doubt, divide the teaching
style percea:#ge, e.$., 26.0, by the group solution percentage, e.g.,
47.0. The equationm, then,:wuld be as follows: 26.0 = 47.0 = 55.3%.
This percentage means that:‘when the focal conflict of Autonomy vs.
Shame and Doubt was being resolved negatively, the idiographic teaching
style was occurring 55.3% of thé time.
The data do not provide conclusive evidence corroborating the
conjecture of this thesis. The reason for this interpretation is
<, that there is insufficient data on the transactional style to warrant

a firm generalization on its relationship to positive group solutions;

/
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A conjecture could have been offered proposing that the nomothatic

and idiographic style would be associated with negative group solutioms.

_ ‘ 4
The data would have corroborated th‘:!.s conjecture.

29
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CHAPTER FIVE

R DISCUSSION OF THE STUDY AND ITS FENDINGS

1§
Only knowledge of the order and comnections of the stai‘es
in the development of the psychical functions can insure
the full maturing of the psychical powers. Education is
the work of supplying the conditions which will enable
the psychical functions, as thay successively ariss, to
mature and pass into higher functions in the freest
and fullest manner (Dewey & MclLellsan, p. 207).

This concluding chapter is an examination of the theoretical and
educational implications of this study and its findings. The con~
ceptual and methodological ramifications for Whitaker and Liet;m's;
focal conflict/group solution tlieory and the Getzels-Thelen theory of
teaching styles will be focused on first. The second part of the
chapter will concentrate on tha implications which this study has for
education and the small group, in genersl. This analysis has generated
data on the two variables and their relationship to each other which
have important implications for education within the context of the
small instructional group. Interwoven throughout both sections of this
chapter will be discussions of those findings which have particular
relevance for both the small group facilitator and small group

researcher.

38.
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_Theoretical Inylicﬁf.ions

Group (Confligé )

"A primary @cmplisﬁmt of the analysis of group conflict was
to conceptualize focal cqnflict/grodp solutions psychosocially. ;&king
psychosocisl issues the conceptual base provided a more adequat.e model
for examining and understanding focal conflict/group solution than that
proposed by Whitaker and Lieberman. The folloﬁng paragraph addressas
the issue of concéptual adequacy.

“The focal conflict/group solt;:ion formulation of Whitaker and
Lieberman was an 'invalﬁable ‘contt:l.bnt:ion to the literature agnd practice
of therapy in small groups. .Yet its utility is questionable, either
for the lay group facilitator, who is faced with the ph;lnanenun of
focal conflict/group solution and who seeks to understand it so as to
alleviate it, or for the small group researcher who is intetea;ted in
exanining it so as to more adequately describe it. The model is
questionabze, primarily, because of the fund‘ of knowleége about pre-
conscious processes vhich it presupposes. And the difficﬁlty of detexr-~
mining a focal conflict/group solution from an mexhaustﬂ;le array of
possible group wishes and fears is, in addition, overwhelming for
anyona b§t the competent psychotherapist.

The iategrated model utilized in this study provides a much more
Muble framework for either the small group facilitator or
researcher. This model was suggested by the author during a .discussion
with Boyd about the problems with the Whitaker and Lieberman model.

It was proposed that integrating the Eriksonian developmentii“ framework

[N
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with focal conflut[group solution, that is, u;ins-psycbwchl
issues as contént for a psychoanalytic model, would result ia an
mr:emly workable cqnfiiét fmm’rk. This mdﬁl was :ested:and
found to bé highly workable. @nceiv:lng focal cég.ﬂict/sroup‘ solution
psychcsocially,v i.e., 1in1t:!.n§ the group wishes a"gd'fears to tb:n
eight nuclear crises of development, provides the lu\specificity tieeded
for analyzing and understanding the appearance, asé'mdmce. ‘and
resolution of group conflict processes.

Besides furnishing a more adequate cmep:ualizvhtlonv for analysis
and understanding, the integrated model prave;l nit:enely succassful
methodologically. Coders were able to discern focal Qonflictlsrmp
solution readily, they were able to code systematically and reliably,
and they were able to subst#ntiate their conclusions empirically. This
methodological precision was not evident in either the "lruearch work
'of Whitaker and Lieberman or in the other study which u#:l.lized their
framework empirically (Butkovich, et al., 1975). Im the;ﬂ threes major
publications which deal witn focal conflict/group solutﬁn (Whitaker
and Lieberman, 1964; Stock and Lieberman, 1962; Butkovich, et al., 1975)

- the authors recounted the methodological problems that tht;ir coders
had with the model. Although the judges followed a coding procedure
similar to the holistic one employed in this study,v the:lr épneluaious ......
were not as consisténtly reliablenor as rigorous in mpirié\al Justi-

fication as those of this study. Coding problems were é{ up ia
Psychotherapy Through the Group Process in the following way:

62
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Thus far,lpcfu:t agreement has not been achieved

by any pair of independent analyzers; but, on the

other hand, neither does gross disagreement occur.

What is likely to happen is that analyzers agree

; on the final formulation of the focal cqouflict but

emphasize different aspects of its datailed develop— ;

ment. Or they might agree on the significant elements’

but build these into focal-conflict formulationm in

somewhat different ways (Whitaker and Lieberman, P

pp. 37-38)' ) ‘ S
Coders in the Butkovich et al. study experienced the same problm.'
As they say: '"Upon comparisom of the four coders' analyses, some
appesred to be very specific, i.e., dealt with the individual conflicts
of specific members in the session, while others appeared to be more
global in interpretation. . . The neﬁ:t: step was to attempt some
compromise in the level of comprehemsiveness and specificity of the
incerpretations” (Butkovich, et al., p. 15).

The methodological problems encountered by Hhita_ker and Lieberman
and Butkovich, et al., were avoided, primarily, because of the psycho-
social conception of focal conflict/group solution. The eight Exrik-
sonian stages supplied the parameters necessary for reiinblé coding.
Secondly, precise specifications for each of the focal conflict/group
solutions had to be both memorized by the judges and listed on their
coding sheets to justify their final focal conflict(s)/group
solution(s). And third, the judges underwent rigorous training in T
both the Erikson and Whitaker and Lieberman frameworks. Thug, the
PBYChosochf;kraneters, the specifications of description, and
training enabled the judges of this study to avoid ". . . & mere
summary of overt contert and an overly speculative formulation. . ."

(Whitaker and Lieberman, p. 37).
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In addition to supplying a more adequate eaucgpmalmcion and
methodology with which to analyze and understsnd focal conflict/group
solution, the study's findings have other signiffcsnc implications.
Firsf:, tha f:lndin;gs provide cortobo;ation for the work of Hhi:nk.:er
and I;iebernan. Group conflict is, indeed, a panifestation of a:
struggle between covert issues. As was pointed cut in chapter ‘m,
the focal conflict/group solution wodal has not baen utilized or tested
to any great extent. This study subsm:iatés both its importance and
its applicability as a facilitative and/or research framework. More-
over, the findings of the study corroborate tha integrated model
conceptualized in this study. That is, it confirms that the covert
issues of th§ focal conflict/group solution parallel the Eriksonian
crises of human devélopnent. The seven aspects of group life, i.e.,
content, sequence, rhythm, nogd, context, and non-verbal behaviors,
are linked associatively and they do reflect s conflict betwaen
c&vert issues which are psychosocial in nature.
| Although 1t is beyond the scope of this discussion, this study
t ﬁnd its findings also corroborate an :lnéortan“: aspect of the research

/which is being done at the University of Wisconsin-Madison under the

i

/ auspices of Robert D. Boyd. Research there has equated group develop-

/ mental phases with progressiomn through Eriksonian stages of development.
/ While this study was not directly concerned ﬁtﬁ testing group phase

/ development, it did substantiate that group cultures reflect underlying
| struggles betwaen Eriksoﬁian issues. Thl_t: is, group cultures can be

/ conceived to be manifestations of "conflicts" between Eriksonian basic

Q / 64
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attitudes. Thus, another orientation with which tolview'groups and
group development has been provided.

‘Another important implication of this study dnd its findinss is
that focal conflict/group solution plays a vital role m-m:mctioul
groups. Research on focal\conflictlstoup solution and on Erikaé;ian_
st;ses has only occurred in therapy yTOUpS or in sglf-directive groups,
respaectively. Thus this analysis and its findings have significant
consequences for education. It opems up ﬁ whole new area of research
and posits many new questions within this srea thﬁt need to be examined
and answered. The final part of this chapter discusses some of these ’
questions. '

Teac Styles

This study has three major accomplishments with respect to teaching
style and the smsll instructional group. First, it has provided a |
conceptual framework which can be used to analyze and understand
teaching styles. This model is an integration of the frameworks
proposed by Getzels and Thelem (1960) and Boyd (1969). ThiL integrated
framework also provides a better means for empirical analysis. A
second implication of this study, theoretically, has been the formulationm
and successful implementation of a methodological procedure for
ucilizing this model. And third, the findings of the analysis of
teaching style, l1ike those of focal conflict/group solution, are
significant and have important ramifications for both the group

facilitator and group researcher.



To cmqptuali'z{p teaching behavior in a molar way, that is, as
being generally oridu:ed either :mrd the inlt:lt:ut:lon and/or society
(nmchntic) ’ tou:d :h- hulividul ,(idiographic) or toward’ the group
(tranmtionll), or ‘ a molecular way, bein: composed of eithar ‘a
programming, guide, #emrce. or facilitating role fmc.t.ion wcu.;e |
significant contrm#ionl to instructional theory. Each model, in 1es
own way, supplied workable units of analysis. -Yet the integrated
framework proposed ui‘d utilized in thia study proved to be even more
adequate. It coubi.nq& the holistic quality of the Getzels-Thelen
wodel with the -pracis%lon of Boyd’s, That 1s, it was & conceptualization
which arose out of th:c best aspects of each.'

In _éddition to being more adequate conceptually, the integrated
framework also proved successful methodologically. 'r'hat is, it lent
itself nicely to empirical analysis. If each of the models, in
particular that of Getzels-Thelen, is considared historically, this
enpirical precision becomes even more noteworthy. As was pointed out
in chapter two, the Getzels-Thelen model has been used only once to
systenatically analyze teaching behaviors. When it has been utilized,
it has been empirically related- to classroom processes and not in
examining - teaching behaviors, per se. The Boyd model, on the other
hand, has been tasted, bdut in only one analysis (Boyd, et sl., 1980).
The fact that the integrated model could be used, reliably, to examine
and classify tesching behaviors illustrates not only the significance
of the individual framework but its superiority as s conceptual.and
necho'dological tool, as wnll..
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This study, then, has vast implications for the examination of
teachins styles. It has corroborated the work of Getzels-Thelen and
Boyd by providing the f:lrst real tést of the u:pir:lcal merits of r.heir
framework. Secondly, as was :b.ed case with the mlysis of fdc?J.
conflict/group solution, the analysis of tmhjns' style has opf;«l up

a4 whole new area of research. There are two bssic reasons for this.

'~-r'1rst, the study ﬁas the -first attempt to relate this unique model to

the. teaching styles which occur in a small instructigml group. 1Its
applicability should be tested further. Secondly, although the inte-
grated framework generated more thsn enough empirical data in the nomo-
thetic and id{ographic teaching styles, data on the tranméional style
was conspicuously absent. ' This lack of data is especially puzzling
since the 'GD-TSS program is overtly com:ud to s group oriented
approach to teaching. Perhaps this simply confirme Getzels-Thelen's
notion that the transactional approach is ”. . . less amenable to ‘pure’
or even clear-cut definition" (Getzels and Thelen, p. 78). On the
otter hand, it is possible that the coding specifications were too
stringent to warrant any style being coded transactional. For example,
to conceive transactional teaching as being totally group oriented may
have precluded the behaviors which were overtly, non-group oriented,
e.g., individualistic, but which were transactional, nevertheless. That
is, i1f an instructor formed a dyad with an individual learner, this be-
havior could be conceived and coded, on the surface, as idiographic. Yat,
the instructor may have been focusing on or "using™ the individual

as a means for allowing the group, as a whole, ﬁo work through a

-
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particular ptobln'. Another possible raséﬁn may ba due to randomi-
zation procedures. Frnn the beginning of the study, it was assumed
that' a random sample 9f. the CD-TSS groups would fnclude instances of
all three teaching l:.yle behaviors. Thare were no grounds to a;MQ
otherwise. ‘Unfortmt:ely, this assumption proved to bc; hcotra‘;t.
The thres styles weres not represented. In retrospect, it nj.ght have
been better to select examples of each of the three styles and to
generalize from that sample. Whatever the reason, one thing is
clear. ,'Hore research needs to be dane onq the function of the :réns-

actional teaching style within the swall instructional group.

Fducational Implications
This study proposed that the transactional style of teaching is

the most affective instructional mode. It based this claim on the
variable focal conflict/group solution by assérting that t.heﬁ:e is a
relationship betwaen this teaching style and pqs_i;:ive resolutions to
focal conflicts/group solution: That is, it was hypdthasized that
the transactional style of teaching is associated with more positive
solutions to focal conflict/group solution than either the nomothetic
or idiographic style. L ’

Some basic Essunptions underlied this hypothesi; which formed
the rationale, both for the specific orieantation of éhe:hﬁ;ofhnts
and the scope of the snslysis whicl ';ought to tast it. Cne h?mption
was that cﬁch:lns style and focal conflict/group solu:i.;n ‘aTe fun;'la-
mental variables which affect the learning climate of an mstructional

group. Another asmption was that this group climate, in tum,
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affected the quality and quantity of learning of the individual
group members. In this study, .learning was conceived to be influenced

by the series of ongoing interactions between these two variables.

% -

* That is, the underlying assunption was that the interactive influences

of teaching style and focal conflict/group solution bring abou;t;f
changes in behavior and attitudes of the individual members. It was
assumed, moreover, that group processes were geared to the resolution
of psyche (affectivé and interpefsonal) needs as well as socio
(problem-solving and aschievement) needs of these individuals. The
inference that was formed out of these assumptions and which, in
turn, formed the basis of this study's hypothesis was that focal
conflict/group solution was a mni\festation of this undexlying concern
with the integration of psyche needs with socio demands and that the
transac clonal style could best foster this integration because its
mode of instruction was oriented toward the group and conceptualized
around p‘sychosocial issues.

This study proceeded t; test its hypothesis in two ways: (1) it
presented a lo.gical argument for tH® hypothesis; and (2) it tested it
empirically. Chapter one presented the rationale for thé hypothesis.
To reiterate Sriefly, it was first argued that focal conflicts were
an integral and inevitable part of instructional group life. It was
explained that thay were manifestations of underlying psychosocial
concerns. That is. they arose out of a group's underlying cance/x'h with
its interpersonal situationm and its ability to integrate individual

needs with institutional and/or societal demands. Four reasons were
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ther given why focal conflicts need to be resolved positively. Posi-

tive solutions help to promote a satisfying learning enviromment,
reliéve .group anxiety ove:rl’ basic psychosocial issues, provide.for '
individual behavioral change, and assist the group to n(we and d;evelop
so that the behaviors of all 3roup members can be sign:l.ficantlyz affected.
It was them argued that the transactional teaching style was r.he only
instructional model which could providae for positive solutions to
focal conflicts. It is the only style which is oriented toward *he
group and vhich allows focal cgnflic:lgroup solution to emerge without
interference. Thus, it is only within the node th.at a focal conflict
(psychosocial concern) can be positively resolved because the two
variables which generate ;it--the individual needs (psyche) and
institutional needs (sociio)-—are brought together in the group and
resolved by the group.

The final assertion was that since a transactional teaching style
promotes positive solutions to focal conflicts, i.e., conducive
learning climate, the quality and quantity of indi®¢idual learning
would increase. Although it\was beyond the scupe of this study to
empirically justify this claim argmen:atinn proceeded in m ways.
First, it was posited and logically argued that 1earning involves
individual and institutional and/or societal aspects. An adequate
theory of‘ learning should be psychosocial, relating and integrating
social content with individual life project needs. To focus on
individual needs (idiographic) or imstitutional and/or societal

demands (nomothetic) creates an unrealistic situation because learning

I
j
i

70



: 69.
N\

involves both aspects. That is, a style which attempts to hand dowm
subject matter indiscriminately, irrespective of individual needs,

or ome which appeals solely to the Psycholosical. Jjeed disposiitions-of
individuals, irrespective of social concern, is inadequate. ?edondly,
chapter two presented researct} which associated teacher-learnet; ‘and
learner-learner interactions with group climate in addition to;iela:ins
group climate to individuQI learning. With respect to the GD-TISS
groups, it would be logical to characterize a conducive interactive
climate in the following two ways: (1) Each small group is a satisfying
learning environment, where individuals sre encouraged to share, dis-
cuss, and evaluate their attitudes and undefstandinss about alcohol

and where they benefit from relating these attitudes and underst#ndinss
to personal behaviors, values, and beliefs; (2) The group enviromments
enable individuals to examine their personal needs that relate to
drinking and 4driving and helps them to develop moxe positive behaviors
for satisfying their needs. In addition, if the GD-TSS groups' climates
could be characterized in these ways, 1.e., the focal conflicts are
positively resolved, the quality and quantity of individual learning,
i.e., attitudinal and behavioral change wifh respect to alcohol use,
could be logically inferred.

The question should now arise as to whether the data supports or
refutes the hypothesis. By examining the data.on teaching style and
focal conflict/group solution, an understanding of how they relate
to one another will be gained. In addition, an understanding of the

two dynamics and their relation to each other provides evidence of
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their affects on learning. The findings in Table 4.2 clearly indicate
that the group solutions to the focal conflicts thﬁt occurred in the
GD-TSS groups ware overuhélningly negative. If the argumentafion set
forth in this thesis is correct, that is, that focal conflic:? are an
important dynamic in a group and their positive solutions have a
significant influence on group climate and, therefore, on learnidg,
then these groups could ba meeting nei:heﬁ the needs of the individual
members nor the demands of the institution and/or society. If the
data concerning teaching style (Table 4.1) are considered, both the
reasons for the prevalence of negative group solutions as well as a
possible direction in which to turn can be éoﬁnd.

Table 4.1 indicate§ that the nomothetic and idiographic teaching
styles were used 91% of the time in the GD-TSS group sample. Trans-—
actional occurred only 1.6% of the time. Table 4.3 show; that most
of the group solutions were negative, that most of the teaching
style behavior was nomothetic and idiographic, and that there is a
relationship between these two variables. From this, it can at least
be concluded that the nomothetic and idiographic styles are associated
more with negative group solutioms than with positive solutions.

) A closer look at Table 4.3 and a consideration of the social
;nte:ac:ian research on the effects of teaching style on group climate
(Sehwuck , 1966; Flanders, 1960; Hughes, 1959; Anderson and Kell, 1954;
Thelen, 1951, 1950; Anderson, 1946, 1945; Lippitt, 1940; Lewin, Lippitt,
White, 1939) would lead to an even stronger statement. Table 4.3

indicates that the focal conflict/group solution of Autonomy vs. Shame

ERIC | /-
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and Doubt dominated the GD+ISS groups. Tﬁe groups, in fact, spent
more than one~half of their time struggling with tﬁis underlying
conflict. This would appear reasonable, conside@}ns that ind%viduals
were forced to a::end these groups and that the overt-content vhich
was dealt with revolved around alcohol and driving abuses. Bei?g
forced to attend is clearly an autonomy issuq, e.g8., lack of cantrol.
And basing content in the area of abusive behavior is likely to evoke
shame and doubt,‘e.g., embarrassment.

Of greater significance, though, is the finding that this focal
conflict/group solution was negatively resolved more than nine out of
every ten times it occurred. Oné reason fof the predominance of Shame
and Doubt may be gained by considering the tedching style data of this
table. The idiographic style's occurrence in this negative gmup_~
solution is 26%. This means not only that 262 of the time spent in
the GD-ISS groups was f~cused on satisfying personal needs and in
resolving focal conflict Autonomy vs. Shame and Doubt negatively, but
that when a group was pervaded by this particular issué; an instructor
was oriented toward either his/her or a learmer's individual needs
more than 50% of the time. One logical explanation for the predominance
of Shame and Dougk, then, could be that in trying to satisfy his/her
own needs, the instructor controlled the group and contributed to its
sense of Shame and Doubt. Another explanation could be that when an
instructor concentrated on the particular learner needs which were
related to alcohol and its abuse, he/she was contributiﬁg not only to

the individual'’s sense of shame and doubt but to the group's as well.
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The gsecond most prevalent focal conflict was Industry vs. Inferiority.
This focal conflict occurred 24.7% of the time. The resolutions to
this focal conflict were dlso predo?inantly nes#g}ve-—nearly eight .
out 65 every ten times. Again, witﬁ reference :; existing re;eatch,
it would be logical to infer that the instructor emphasis on ;ither
his/her own work competencies 6: on learner needs with raspect';o
work adequacy/inadequacy (idiographic), or on the normative work
demands of the institution aﬁd/or society (nomothatic), would be a
gignificant coﬁtriﬁuting factor to this sense of group inferiority.
In other words, if focal conflict/group solution and teaching style
are con%}dered to be key indicators of a group's learning climate and
the data in Table 4.3 is examined in light of this comsideration, the
limitations of the idiograpnic and nomothetic teaching styles, with
respect to group climate, becomes readily apparent.

If the social in:e:action_:ggearch”whigﬁ;:g;;:es group climate

to individual learning is now considered (Glick, 1969; Lott and Lott,
1966; Porterfield and Schlicting, 1961; Brown, 1960; Johnson, 1958;
Calvin and Hoffman, 1957; Jensen, 1955; Buswell, 1953; Glidewell, 1951;
Jenkins, 1951; Flanders, 1949; Perkins, 1949; Rehage, 1948), the
limitarions of the idiographic and nomothetic teaching styles becomg
crucial. Since the data indicates that the climates of the GD-TSS
groups were not educationally conducive, i.e., the group solution to
focal conflicts were predominantly negative, at }east three assertions

about the amount of individual learning could be logically inferred.

Since the solutions were consistently negative, the group's aniieties
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over basic paychosﬁcial concerns were heightened. Opportunities, then,
for expressing and exploring the conflictual feeliﬁgs relating to

thesé basic developmental issues were not forthcoming. Thus,,
individual psychosocial energies could not be effectively focpséd.
Energy which would normally be chamneled into learning had to ﬁé used
to repress the disturbing motives. Sir:e dis:urfing motives e;pfess
basic human needé, something which people do not and cannot renounce
readily, enexzy depletion becomes that much more significant.

The predominance of negative group solutions also suggests that
the behavior of the indtvidualAgroup menbers was not affected in
constructive ways. It has been pointed out that a group member's
behavior is a prodﬁc: of his/her oﬁn need-d;spositions and the intar-.
personal situation of the group. The grouﬁ is considered the matrix
within which individual change occurs because the individual cannotl
fail to be acted upon by the group situation. To the extent thﬁ: the
group solutions were negative, positive individual behaviors were not
being fostered. In addition, many behaviors wefa not even attended to.
In order to significantly affect the behaviors of all the group members,
a group needs to move progressively and positively through all eight
focal conflicts. As has been stated, each ;rcup member has particular
psychosocial concerns and behaviors depending on his/her stage of
development. In order for all groups members to benefit in their
behavioral development, the focal conflicts need to be resolved
positively so that the group can progress and attend to all of these

concerns in a positive way. The negative solutions that occurred in



- 74.

the GD-ISS groups would inhibit this prograession and growth enhancing

potential.

. The lack of occurrence of the transactional styie must make the
qonélusions frﬁ; the data tentativ;; Hovever, ;;ila the dat; do not
directly support the hypothesis of tnis study, the very fact‘tba: the
transactional style does not Sccur to any significant axtent d;es, at
the very least, point in a new direction. In other words, the data
clearly indicate the limitations of the idiographic and nomothetic
‘teaching styles to such an extent that the transactional styla deserves
an extensive test of its merits. With this in mind, this thesis wili
now turn to a discussion of the questions which this study has raised

and which should be the subject of future research.

Regearch Questions -

It should be clear that an instructor's teaching style plays a
crucial role in influencing the learning e#partancas that occur within
a small instructional group. It has been shown empirically that he/she
is an izportaat participant in the dynamic; which occﬁr in groups, i.e.,
focal conflict/group solution, and therefore can influence the
character .and development of the grodp. It has a;so been argued, both
logicgiz;/;nd with reference tdméxistinj résaatéh; ﬁﬁaﬁrﬁeaching style
has an influence on the quality and quantity of learning of each group
member.

In order to help establish a group culture which is relevant to

the needs of group members and the demands of the Institution and/or

76 7
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society, it is neéessary that an instructor's teaching style have
two characteristics: It should be oriented toward the group as a
whole and it should alloﬁ the focal conflict/group solution to emerge
without interference. Moreover, if the group culture is to pe growth-
enhancing, it has to be dominated by enabling rather than rest{ic:ive

group solutions. Since the teaching behaviors in the GD-TSS groups

. wers predominantly idiographic and nomothetic, i.e., "interfering”

and non-group oriented, and the group solutions were predominantly
restrictive, further research needs to § .donc on the effects of the
transactional stylé.on focal conflict/grdup solution. That is, a
comprehensive analysis should focus on the effects of the transactional
style, the characteristics of emabling solutions, and their relation-
ship to each otﬁer. 1f, indeed, it could be shown that this style is

associated with positive solutions te focal conflicts, further

‘ explorations could be made into the effects of the transactional style

and/or focal comflict/group solution on individual learning. Finally,
1f the GD~TSS data is interpreted from the standpoint of the associ-
atfon of “'directive" teaching styles, i.e., idiographic and nomothetic,
with negative~group solution;f'the need for ye:”anocher research
orientation becomes evideat. The findings bf this study would corrobo-
rate a conjecture that a directive teaching contributes to negative
group solutions. It would appear reasonable to broaden'this conjecture
a bit, by appealing to logic and the predominance of negative data

of this séudy, and argue that a directive approach may, in fact,

"cause" a specific focal conflict/group solution in the first place.
1
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That A‘t" it would be reasonable to hypothesize that if an instructor
is being directive, with his/her behavior and utterances reflecting

a particular psychosocial issue, this “s.mue would be the concern
underlying the group's focal conflict/group soiution. For example,
consider an 1d1?graphin instructor within the GD-TSS program. If

he indicates behniiorakly that he can't be trusted and/or his
utterances reflect pgr;onal notions about the psychosocial issue of
Trust vs. Mistrust, e.g., "Judges and police drink and get drunk too,
they just don't get caught because they work together," it would

seem likely that the group's focal conflict/group solution would
reflect this issue. Or consider the nomothetic instructor. If his/her
behavior is institutionally distant and/or his/her utterances reflect
Intimacy vs. Isolation issues, i.e., "The judge and the police are not
really interested in your personal histories. Besides, they don't have
time; They have many people to deal with," the focal conflict/group
solution should reflect this péychosocial concern. Research into this
area would need to bs of a more causal type, which attempts to
establish empirical correlation.: That is, a more causal type of
analysis than was employed in this study, which treats the 1diographic
and ﬁcmothetic teaching styles as independent variables and focal

conflict/group solution as the dependent variable, is needed.
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' MANUAL FOR’'CODING TEACHING STYLES

NOMOTHETIC | K
/

Basic Orientation . /

Nomothetic instruction refers to those behaviors and/or ﬁtte:aijﬁ;
vh:l.ch are reflective of institutional expec:ations and vh:l.ch a:g ‘
directed tcunrd :hs satisfaction of 1nstitutinna1 goals. Instructor
behavior is cleaély seen as being normative; as a rola incumbent, he/
she carries o&: the responsibilities and duties considered essential
by the encompassing institution. Nomothetic instruction, them, is
externally defined: delegated privileges, obligations, and power
aie executed by the instructor apart from any personal characteristics.
Learner behavior is also interpreted according to the obligations
and requirements of the institution. Because nomothetic instruction
reflects the | nilosophy that the most expeditious routs f; a goal lies

within the institutionmal structure, learner bebavior is considered role

related and performance of role requirements is emphasized.

Instructional Roles

~

Within the programming role, a ncmothetic instructor follows a
predeterained, curricular framework, i.e., experiences, class content,
and activities, whose aim is the satisfaction of institutional goals.

Within the guide role, a nomothatic instructor emphasizes normative

problem~solving for the purpose Af arriving at institutionally accepted
conclusions,

Within the resource role, a nomothetic instructor utilizas

curricular materials and/or bodies of knowledge when information {is
solicited.
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Within the facilitation role, a nomothetic inztructor does
not consider socio-emotional or psychosocial concerns pertinent
to either role requirements or the requirements of the institution.

/

A , ‘ e
Institutional Goals /

Body of Knowledge Orien ation
Instructor

FOCUS Role Incumbent Behavioqs 4::::j

Learner
/

{
‘ Instructor
Formalized Modes of Iuterac:ion<::
/ Learner
/
Emphasis on Social Dirension of Activity
i
J

NOMOTHETIC SPECIFICATIONS

Programmer

b Instructor utterances are focused on aspects of the curriculum,
i.e., programming of experiences, clasgss content, and activities.

N-l Instructor makes sure learning activities follow designated
institutional structures.

N-2 Instructor does not tailor content ro the learuer's level
of ebmpetency.

N-3 Instructor's task reflects putting into effect ins:itution-
v ally determined sgenda.

e

N-4 Instructor directs experiences, class content, and activities

only to those areas specified as noteworthy to institutional

goals.
9
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Guide

81.

Instructor implements the formulated institutional
design for satisfying predetermined needs of the
learners. ’

) o

‘¢

Instructo:r utterances are directed toward the cognitive, protlem-

solving domain.

N-6

¥=13

. Y
Instructor hands down content, indiscriminately. '

Instructor determines the pace of learning activities

according to the institutional framework.

Instructor's method of relating content to learner is’
basically future oriented.

Instructor fosters complionce with institutionalized means
of problem~solving to the exclusiou of individual needs.

Instructor encourages learner o synthesize andlor.analyze
information as a means for arriving at designated institu-
tional ends.

Instructor evaluates performance according to institutional
expectations. :

Instructor determines relevance of problem-soiving inputs
with respect to the objectives of the institution to the
exclusion of the needs of the learner,

Instructor fosters problem~solving behavior which is
congruent with institutional expectations to the exclusion
of iuii idual needs.

Resource Person

Instructor utterances provide information.

N-14

N-15

N-16

Instructor imposes institutional values and/or ideas with
egard to content or process informatfon requests.

Instructor'’s unsolicited material reflects institutional
values and/or ideals.

Instructor fosters dependency on curricular materials and/or
institutional modes of acquiring informatiom.
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N-17 Instructor c.oncentrates on the facets of content which
the institution considers relevant when information is
requasted.

Faciiitator

Instructor utterances are focused on the socio—emotional or
' psychosocial aspects of instructiom. i

N-18 1Instructor enforcas uniform and strict adherence to role
expectations for the learmer.

N-19 Instructor fosters role-incumbent interpersonal behavior
which conforms to institutional expectations.

N~-20 Instructor does not perceive successive individuazl behaviors
which are reflective of an underlying concern with the

here-and-now as being relevant to the accomplishment of
the institutional task.

N-21 Instructor enforces institutionally determined boundaries
on the expression of affect.

IDIOGRAPHIC

Basic Orientation

Idiographic instruction refers to those behaviors and/or utterances
which are directed toward satisfying the individual needs of the
instructor and/or the learner. Imnstructor behavior is uniquely
individual; it arises from personality need-dispositions which are
grounded in his/her own bilological constitution. Idiographic instruction,
then, is intermally defined: behavior is oriented toward the satis-
faction of persocnal needs.

. Learner behavior 1i{s alse 1nterpretedzaccor&ins to personality need-

! dispositions. Because idiographic instruction reflects the philosophy
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that the most expeditious route to the completion of the goal lies
within the learner, individual expression of personality needs is

encouraged and individuality and variation are emphasized.

Instructor Roles

-
-

Within the programming role, an idiographic instructor allows
either his/her needs or the individual learner's needs to determine
the nature of experiences, class content, and activities.

Within the guide role, an idiographic instructor can furction in
two ways with regard to problem-selving: 1) instructor answers his/
her own questions, fosters adherence to his/her own methods of syn-
thesis or analysis, or intervenes during problem-solving in such a way
as to lead learner to conclusions which satisfy instructor needs; or
2) instructor allows learner to answer questions in ways which are
conducive to his/her needs, to synthesize or amalyze according to
needs, or to arrive at conclusions which are congruent with the satis-—
faction of personal needs.

Within the resource role, an idiographic instructor offers both
solicited and unsolicited information. This information is aimed at
satisfying the individual need-dispositions of the imstructor or the
learner.

Within the facilitation role, an idiographic instructor expresses
or invites expression of personality needs.

Instructor
Individual Goals =

‘\\‘Iearner

”,zlnstructor
Individual Problem-Center Orientation \
Learner

FOCTS Personality Need-Disposition Behavior .~ IBStTuctor
Learner

Informal Modes of Interaction

Emphasis on Psychological Dimension of Activity



IDIOGRAPHIC SPECIFICATIONS

Progranmer

¢ .

Instructor utterances are focused on aspect; of the curriculum,
i.e., programming of experiences, class content, and activities.

E-1 Instructor changes learning activities to conform to{
learner needs as he/she perceives them to the exclusion
of institutional expectations.

E-2 Imnstructor deteruines the direction of learning activities
and experiences.

E-3 Instructor conducts class in such a way as to make it
easier for him/her to feel secure.

E-4 Instructor determines individual leavels of competency with
respect to his/her own mastery of the material.

E-5 1Instructor's personal agenda is the task that lies before
the learner. ‘ -
Guide

Instructor utterances are directed toward the cognitive, problem-
solving domain.

E~6 Instructor determines which learner problem-solving inputs
sre relevant according to his/her own agenda.

E-7 Instructor pursues what he/she considers relevant to the
problem-solving needs of the learner to the exclusion of
the requirements of the task.

E-8 Instructor fosters compliance to his/her own methods of
probleg-solving in the here-—and-now.

E-9 Instructor makes inferences from learmer statements and
directs synthesis and/or analysis to conform to his/her own
conclusions.

E-10 Instructor answers his/her own questions.

E-11 Instructor encourages learner to reflect his/her own
efficacy as an instructor.

86




85.

E-12 Instructer determines pace of individual learning
according to his/her perception of individual competencies.

E-13 Instructor determines pace of individual learning with
y respect to his/her own kuowledge of the material.

E-14 Instructor evaluates indix idual performance according
to his/her own expectations.

Resource Person

Instructor utterances provide information.

E-15 Instructor focuses on information he/she considers
relevant.

E-16 Instructor's unsolicited material is directed at imparting
own values, ideas, and judgments.

E-17 Instructor focuses on his/her own experiences.
' E-18 Instructor provides information to satisfy learner

egocentric needs without regard for the requirements of
the task.

Facilictator

o

Instructor utterances are focused on the socio-emotional or psycho—
social aspect of instructionm.

2-19 Instructor expresses his/her wan needs.

2-20 Instructor encourages expression of individual needs to
the exclusion of the expectations of the institution.

£-21 Instructor concentrates on the expression of individual
needs but is oblivious to these needs with respect to
group context.

E-22 Instructor focuses on individual needs to the exclusion
cf the requirements of the task.

E-23 ' Instructor focuses on those aspects of interpersonal
relationships which are relevant to his/her desired ends.

E-24 Instructor directs learners’ attention to their underlying

concerns about the here-and-now situation to the exclusion
of the requirements of the task.
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E-25 Instructor determines acceﬁtable boundaries on the
expression of affect according to his/her own needs.

E-26 Iastructor attempts to foster individual insight iato
. - the basic attitudes, motivatioms, and .behaviors which
he/she considers relevant.

~——--——-  TRANSACTIONAL ' ;

Basic Orientation

Transactional instruction refers to those behaviors and/or

.utterances which are directed toward the group as an entity and which

are aimed at satsifying group intentions. Instructor behavior is
understood in relation to the group; his/her emphasis is on the inte-
gration of individual needs with institutional expectations within
the group context. Instructor assists in the develcpment of roles
within the group and aids in adapting these roles to the specific
personalities of the individual members. Role expectations within the
groug are defined with these need-dispositions in mind.

Group behavior revolves around group intention, which is under-
stood to be a transaction between institutional e#pectacions and

individual needs. Because transactionsl instruction reflects the

philosophy that the most expeditious route to a goal lies within the

gr3up's here-and-now situation, behavior is tramsactional and «an bde

understocd in relation to group coantext.

Instructional Roles

-

Within the programmer role, a transactional iastructor assists
group in becoming its own programmer with respect to its own unique
needs and the requirements of the institutiom.
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&

Within the guide role, a transactional instructor assists group
in becoming its own analyzer and synthesizer.

Hithin the resource role, a transactional instructor helps to
foster interdependency so individual members become resources.

Within the facilitation role, a transactional instructor
addresses an individual need as if it were the concern of the whole
group and relates psychosocial concerns to the group's here—an4—now
Simt 1011 . !

. Institutional Expectations
(Transaction)

Individual Needs

FOCUS Group Orientation
' _~Institutional Expectation
Group Intention Behavio
y (Transactaon)
Individual Needs
Transactional Mode of Interaction

phasis Is on Psychosocial Dimension of Activity

TRANSACTIONAL SPECIFICATIONS

Progra——ers

Iastructor utterances are focused on aspects of the curriculunm,
i.e., programming of experieances, class content, and activities.

T-1 Instructor encourages and helps group to gauge its present
Jevel of competency in relation to the requirements of the
task.

T-2 Instructor encourages and helps group to plan its learning
activities according to its present level of competency
and the re~uirements of the task. -

T-3 Instructor helps group to determine the ggenda to be covered

with respect to its needs and the expectations of the
institutions.
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T-4 Instructor emcourages the group to pursue whatever content
is relevant to its here-and-now needs and the requirements
of the task.

‘T-5  Instructor assists group' in developing’ its own umnique
social system. : . s
Y

Guide - \ t

Instructor utterances are directed toward the cognitive, problem=-
solving domain.

T-6 Instructor helps group to determine its own mode and pace
of learning with respect to its present level of competency
and the requirements of the task.

T-7 Instructor assists group in determining which directiom to
proceed in with respect to the needs of the group and the
requirements of the task.

T-8 Instructor assists group in determining fqr itself which
idear and values will be accepted or rejected according to
its needs and the expectations of the social system.

T-9 Instructor encourages and helps group to examine all inputs
in relation to its needs and the work tasks.

T-10 Instructor assists group in evaluating its own performance
in relation to its needs and the requirements of the task.

T-11 1Instructor assists group in exploring its own capabilities
and using them to develop the necessary means for adequate
and rational problem-solving in the here-and-now.

T-12 Instructor encourages group members to use each other in
synthesizing and analyzing information In order to build
up a system of kmowledge which satisfies individual needs
and institutional expectations.

{

N
Resource Persou ;

Instructor utterances provide informatioen.

T-13 Instructor h2lps to foster interdependency; thus, members
become resources for each other.
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T-14 Instructor encourages group to make use of those individuals
whose experiences are relevant to the roles that the group
requires for probiem-solving.

"T-15 Instructor's unsolicited'material is aimed at helping the
group fuse its needs with institutiomal expectations.'

v ~ T-16 Instructor encourages group to use membexs' experiences
" in dealing with its problem-solving tasks. ¥

Facilitator

¢

Instructor utterances are focused on the socio~-emotional or
psychosocial aspect of instruction.

T-17 Instructor encourages group to focus its attention on the
interaction in the here-and-now as it relates to personal
needs and the expectations of the institutiom. ?

T-18 Instructor assists group in relating learning to the analy-
sis of the needs.and expectations which arise out of the
group interaction.

T-19 Instructor assists group in focusing its attention on the
interpersonal relationships which either aid or hinder
learning with respect to individual needs and the expecta-
tions of the ingtitutionm. .

T-20 Instructor assists group in developing its own rules and
modes of interaction with respect to its needs and the
expectations of the institution.

T-21 1Instructor helps group to realize that successive group
behaviors reflect an underlying concern about the needs
and expectations elicited by the here-and-now situation.

T-22 Imstructor encourages group to determine its acceptable
~ boundaries on the expression of affect.

T-23 Instructor encourages group to focus its attentior on the
basic attitudes, motivations, and behaviors which are
relevant to group needs and the requirements of the task.

<
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PROCEDURE FOR CODING
TEACHING STYLES

Béfore listening to a session, £ill out the tép portion of the
Coding Form for Teaching Styles, including your name and the date,

the group location and number, the session number, and the name
of the instructor. )

é
Listening :

(a) Listen only to instructor utterances. An utterance is defined
as a statement such as a sentence, an independent phrase, or
a verbal fragment.

(b) Do not note instructor utterances which.are‘mini;;}; e.8.,
"yes,"” "no," etec.
F]

(c) Do not note any lgarner or group utterances.

Coding
A. ONE MINUTE INTERVALS

(1) The teaching style manual should always be at hand when
recording. When looking for specific specifications to
determine teaching style, note the role the instructor is
functioning in first. Then turn to the specifications.

(2) Although teaching styles will be coded globally after a
one minute interval, basic instructor utterances will be
noted during that interval. Place a scratch pad next to
your coding sheet. Keep track of utterances which can
‘be coded into the categories of teaching styles during

' gach minute interval.

(3) When the timer signals the end of a minute's interval,
look at your scratch pad and make a decision as to which
teaching style was most predominant, i.e., most of the
utterances reflected this style. Place an X through the
letter which stands for the appropriate style:

I = Idiographic
N = Nomothetic
T = Transactional

THIS IS THE PRIMARY CODING
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(5)

(6)

)
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92.

i

If, wvhen looking at your scratch pad, you determine that
at least 1/3 (but not more than 1/2) of the nccations are
of one style, while the remaining notations are of another
style, place a slash (/) through the corresponding symbol

on your coding form. This coding ig known as a SECONDARY
CODING. .

If, vhen looking at your scratch pad, you determine that
tha notations are distributed among the three styles,

such that each style has at least’ 1/3 of the notationms,
place a slash (/) through each symbol on your coding form.

If no instructor utterances occur during the minute inter—
val or if instructor utterances contain no perceivable

indication of teaching style, circle the 0 on your coding
form.

If instructor utterances are punctuated by learner or
group inputs, note only the instructor utterances.

Code the full session.

TWENTY MINUTE SEGMENTS

(L)

(2)

At the end of each 20 minute segment, stop rhe tape.

Make a judgment as to the predominant teaching style that.
occurred during the segment and place the appropriate
symbol in the box to the right. Ordinarily, there will

be only one teaching style present during a 20 minutezseg-
ment. But it 1is possible for an instructor to change
directions in his/her teaching style, f.e., there is a
sanse that the instructor is moving from one style to
another., If ah instructor is clearly using one style to
get to another, more desired style, note this movement
with an arrow ( —) ) between the two appropriate symbols.
Then circle the predominant style. If an instructor uses
various styles during a segment, but there is no sense

he is using one style to get to another, list the styles
in order to priority, and place a dash (~) between the
symbols. (Note: When using a dash (~), it is possible

to have more than .4wo symbols in the box. When using

an arrow (~—> ), there will be ouly two symbols in the
box, and the predominant style will he circled.)
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The sense during the 20 minute segment is
that the instructor is using the IDIOGRAPHIC
STYLE to get to a TRANSACTIONAL STYLE. The
TRANSACTIONAL STYLE is predominant.

I —> (2)

The sense during the 20 minn:e segment is
that the instructor changes direction in
teaching styles. There is no sense that he/
she uses one style to get to anothar. Ha/

93.

she uses the NOMOTHETIC STYLE, then moves to

the IDIOGRAPHIC STYLE, and then moves back to
the NOMOTHETIC STYLE. The instxuctor is pri-
marily concerned with the NOMOTHETIC STYLE.

N-I-N

£

(3) At the end of the session, look at the styles and move~

i

!
i

»
i

ments indicated in the boxes.
paragraph summarizing the instructor's teaching style.
Use the specific nomenclature and description which is
used in the manual when discussing the teaching style.
If you desire, you may indicate (in parentheses at the

end of the paragraph) the specification mumbers which
form the basis for your conclusions.

35 /
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CODING FGRM FOR TEACHIMG STYLES

Location Teacher " Mgp
Tession Na. Tipe 0. | Cader R Da;te
TIHE | CORSENTS - t :
UNIT STVLE SPECIFICATIONS :

1 01 N T

2 0 I N T

3 0 I N T

4 o0 1 n T

5§ 0 I N T

6§ 0 1 B T

7 0 I n T

L 0 I N T %
9 0 1 N T

1 0 I N T

M o0 I N T

2 0 I N T

1 01 8N T

% 0 I N T

5 0 I N T

1§ 0 I N T

7 0 I N T

1 0 1 N T 4

¥ 0 I H T ,

20 0 I N T

FURTHER COMMEMTS
>
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PROCEDURE FOR TRAINING THE JUDGES

The judges are to be hiéhly knowledgeable about the nomothetic,
idiographic, and transactional teaching styles. .

1. Read and study "The Classroom Group as a Unique Social System"
(Getzels and Thelemn, 1960). )

¢
-

2. Read and study "The Teacher Role Model” (Boyd, 1969).
3. Read and study the "Manual for Coding Teaching Style."

4. Menorize the specifications for teaching styles according to
each of the four roles. List, by memory, five specifications
for each of the teaching styles within each of the four teacher
roles. These specifications will be checked.

a. Judges will be examined on their ability to remember the
nomothetic, idiographic, and transactional specifications.
A 90% level of accuracy is required.

b. If a 90% level of accuracy is not attained, judges are to
review the specifications. Judges are to continue to write
specifications until the 90X level is attaiged.
L
5. Judges will read the "Coding Procedure for Teaching Styles.”
This will be followed by a discussion of the procedure.

6. The judges will view training tape segmemts. The tapes will be
stopped periodically for discussions.

7. The judges will code a tape according to the nomothetic, idlo-
graphic, and transactional teaching styles. Reliability will be
conputed. If an acceptable level of reliability is attained,
the judges may begin coding the sessions. If the level of
relisbility is not acceptable, Step 6 will be repeated. Discussio~
and roding will occur until an acceptable level of reliability -
is attained.
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MANUAL FOR CODING FOCAL CONFLICT/GROUP SOLUTION

Bagic Orientation

In order to understand group life, it is useful to hypotherize the
existence of shared, underlying concerns which ax:e the property of the
group (Whitaker and Lieberman, 1964). This approach views a group
function as the involvement of a preéonacious conflict between two
opposing motives or impulses together wita various aﬁcupts to achieve
a solution to this conflict. Any function of a group, then, can be
conceptualiz.ed as ; common covert conflict which consists of an impulse
to wish opposed by an associated fear. Moreover, because a group wish

is always rooted in growth, it reflects the positive characteristics

of an Eriksonian nuclear ¢risis (Erikson, 1950). Conversely, the

—associated group fear will reflect the negative characteristica of the
crisis‘. The covert conflict of tbh ‘ ~voup is r‘efen'ed to as the

FOCAL CONFLICT. The group wish is . «ferred to ss the DISTURBING MOTIVE.
The group fear is referred to as the REACTIVE MOTIVE. Thus, itlis
possible to posit two conceptualizations about a facet of group life.

1) It can be placed within the following model:

DISTURBING MOTIVE X ' REACTIVE MOTIVE
(wish or movement (in conflict with) (fear or movement
toward growth) awvay from growth)

2) The DISTURBING MOTIVE and REACTIVE MOTIVE will reflect the
ocositive and negative characteristics of an associated

Eriksonian nuclear crisis, respectively.
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In working through focal conflicts, groups attempt to find
solutions. A SOLUTION represents a compromise between the opposing
forces; it s Jdirected primarily at alleviating the REACTIVE MO’LIVE_
(fear or movement away from growth) but also attempts to satisfy the
DISTURBING MOTIVE (wish or grow=h). Because a group wiah‘ is growth
enhancing and reflects the p;os:ltive characteristics of an Eriksonian
nuclear crisis, a group solution 'which‘t.ends toward a satisfaction of
this group wish reflects the positive rasoluﬁion characteristics and
promotes group growth, This type of solution is called an ENABLING
GROUP SOLUTION. If a group solution tends toward sa!:isf'ying the
reactive motive (fear or movement away from growth) at the expense of
the disturbing motive (wish or growth), the solutiom will reflect

negative resolution characteristics. This type of solution is called

o

a RESTRICTIVE GROUP SOLUTICN. Restrict.ive‘ group solutions are not

growth enhancing.
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[

SPECIFICATIONS FOR FOCAL CONFLICT(S)/GROUP SOLUTION(S)

FOCAL CONFLICT/GROUP SOLUTION NO. 1 POSITIVE
' TRUST

There is a sense that the group has accepted and incorporated
the task at hand. It is, so to speak, "with" the project.

‘ There is a sense of mutual regulation of giving and receiving.

This mutuality is sustained by reciprocity and not by duress
or coercion. . ’

There is a sense of dependability and comsistency within the
group culture which allows for flexibility in giving and
recaiving rather than having to rely on rigid patterns of
giving and taking. )

There is - a sense of ease in the giving and receiving of
information and ideas. )

There is an open willingness to grasp, to bite into the subject
matter. There is a reaching out to bring into the reach and
to incorporate.

— . T-§ _Thera are-wmodalities of taking and possessing chinss in an

T-7

T-8

open and direct manner.

There is a willingness to risk perceived in the group. Trust-
fulness of the group is clearly visible.

There is a8 sense of mutual faith and confidence within the
culture as the group looks at the future of its life.

There is a sense of optimism and hope within the group culture

which extends beyond the immediate confusion about the meaning
or purpose of the group. '

FOCAL CONFLICT/GROUP SOLUTION NO. 1 NEGATIVE
MISTRUST

A reference to "empty,” "abandon," "starved of stimulation,”
"deprivation” is evidence of mistrust in the group.

~
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M-2 There is a negative culture of mistrust if there is cruelty in
evidence in the group. For example, if nastiness and hostility
i3 expressed in an obviously cruel manner.

M-3 If there is a strong sense of dependency there is a negative
culture of mistrust.

M-4 If giving snd receiving are the most central theme, there is a
culture of mistrust for it is clearly a representation of
fixation.

M=5 In a culture of mistrust there is a sense of withdrawal. The
group is holding back in a sense of not giving. It is keeping
things close to its chest. It is not revealing its cards, as
it were.

M-6 The group may spit back what a member(s) says and not chew it
or digest it.

” M-7 There is a lack of willingness in the culture of feeding. The
giving of cherished ideas end insights is not forthcoming.
Thera is no sense of giving to the group the really close things
to one's ideas.

M-8 There is no sense of receiving easily within the group culture.
M-9 The group is not willing to swallow ideas, in whole or in part.’
The group does not appear to support a real acceptance of

material from each participant.

M-10 There is a sense of pessimism about the future development of
the group.

M-11 There i{s a sense of purposelessness and meaninglessness
regarding future growth with:ln. the group culture.
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FOCAL CONFLICT/GROUP SOLUTION XNC. 2 - POS];'IVE
AUTON(MY

There is a decisive ratio between cooperation and willingness,
a sense of self-control without a loss of self-esteem. '

There appears to be confidence that the group is doing what it

should be doing and it is acting as it 1s and not as it ought
to be acting. .

There is a semse that the group is standing on its own fesi.

There is the senge that the group is granting autonomy to its
members. ..

There is a sense that the group is fairly well in control of the
situation. Within reason, it is master of the situation.

Thera is a compliance with the spirit rather than the word of
the law or in our own case, the spirit of the arrangement of
the project rather than the strict sense of the word defining
the project.

There is a sense of open assessment of differing suggestions,
points of view, issues and authority.

There is a sense of being able to 'hold on," "let go," and "let
be" with discretion which promotes progressive compromise.

Thare is a sense within the group culture that options are
available and choices can be made which sre not limited by
"either-or" parameters.

FOCAL CONFLICT/GROUP SOLUTION NO. 2 - NEGATIVE
SHAME, DOUBT

There is a sense that the group has exposed itself prematurely
and foolishly. Thers is a sense of self-consciousness. There
is the feeling of being stared at. There is a sense that the
group is terribly exposed and unco “ortable.

The group may convey a sense of trying to get away with things.

There is a sense of over-compulsiveness in the culture. There
is a stingy and repentive mode--a holding on.
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SD-4 There is a stubbornness apparent in the culture. This may be
ganifested by a sense of rigidity or, on the other hand, by
&total lability.

o

SD-5 There is a sense of being manipulated:

SD-6 One senses a failure in autonomy. The group is oteying be-
cause it cannot do otherwise. ,

§D-7 The group may appear to be very rigid, or there miy be a
sense of ambiguity between rigidicy e-d relaxatiod.

SD-8 There is a sense of being overly governed by minute control
' and repetition. ‘

sp-9 Or, there isy be a sensc of latting locse in a rebellious
way which indicates destructive disregard for appropriate
self control.

Sp-10 There is a semse of shame being manifested in the group as if
it were exposing too much.

- ‘ Sp-11 There is a sense of doudt that the group is doing what it
gshould be doing as if 1t were asking to be always told what
it is to do.

§pD-12 There ig' a sense of obstinance ot stubbornness which works
against prog.essive compromise.’
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FOCAL CONFLICT/GROUP SOLUTION NO. 3 - POSITIVE
. INITIATIVE

Ia-1 Therse is a willingness to play with {deas in the constructive
sengse of the word, play. .

IA-2 There is willingness in the group to try new ways, to experi-
ment, to start something new or different. There 1s a eense
within the group of "being -on the move."

IA-3 There is a sense of enjoyment lnd‘plelsurc within the group
- in the coopt-ative planning and initiating of sctivities.

TA-4 There is a sense that the culture has been made self-activating.
' The group's energy appears to be less directed toward accepting
failure and more directed toward motivation to other (perhaps
better) means to work and accomplish the task at hand.

IA-5 There is apparent in the culture a willingness to get into
things. There is an aggression evident in the discussions.
There is a curiosity, an exploratory mode.

1A-6 There is an enjoyment of competition snd an insistence on

goal-meeting. There is pleasure of conquest. None of these
are seen as cruel or sadistic in intent.

FOCAL CONFLICT/GROUP SOLUTION NO. 3 - MEGATIVE

" GUILT
c-1 There is a sense of guilt that the group has been getting
avay with scmething. ' -
G-2 ° There is a sense of uneasiness that appears to be a rasult
of goals contemplated.
G-3 There is & sense of suspiciousness of what 48 being done.

The director and the people who are running the project may be
perceived as the root of the problem. They are to be suspect.

G-4 There may arise a vindictiveness based on moral grounds and
thus providing the means to flee from the task.

. G=5 Ther: may be a strong semnse of go-at~it-iveness--a working
- to 7o the task at almost all cost.
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There is a sense of restrictiveness about the culture, that
is, it is almost fixed and cannot move on to new things.

There is a sense of destructive rivalry within the group
culture which precludes cooperative planning and attack.

£
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FOCAL CONFLICT/GROUP SOLUTION NO. & - POSITIVE
INDUSTRY

&

There is a senss that the group is producing things.

There is a sense that the group is mastering the subject matter
and dealing with it to further both understanding and skills.
There is a sense in the group that this is useful and thdt this
usefulness provides satisfaction.

There is a sense of adequacy about the ability to work and
accomplish tasks withiu the group culture.

There is a "commitment to complete" within the group culture.
There is a sense of work compietion.

Having developed skills and competencies, there is a sense
that the group is beginning to show signs of applying those
skills.

There is a semse of increased and shared responsibility,

obligati.n and discipline within the group to move toward
work completion. '

FOCAL CONF.ICT/GROUP SOLUTION NO. 4 - NEGATIVE
INFERIORITY

There is a sense that the group is attempting to avoid work.
It is playing at the task and really not getting down ot 1it.
The group talks about the work rather than getting down to it.

There is a sense that it is not desling with the subject matter
and that it is not furthering either understandings or skills.

There is a semnse of dissatisfaction and disguntledness.

There is a sense of inadequacy and inferiority about the handling
of tasks. There is a sense of medioccrity.

The group believes that the task i not going to turn out well
and that neither its understandingp nor skills will be furthered.

There is a sense that the group pleasing the facilitator as

4f it were in the same framework s a teacher's pet. That 1s,
it must do this in order to get tisfactions from the facilitator
rather than satisfactions from the work at hand.
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There is a semse that "work" in its repetitive and uncreative
aspects is the sole obligation within the group culture.

Therz is a sense that "what works" rather than "what is worth-
while" directs the group.
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FOCAL CONFLICT/GROUP SOLUTION NO. 5. - POSITIVE
IDENTITY

The social roles and the tarx roles of the group are fairly
clear.

The following comparisons can be made: Tolerant is positive
while intolerant is negative. Judicious is positive while
capricious is negative.

There is a sense of self-determination in this culture in
terms of the group's nature direction, functions and goals.

There is a sense of getting-to-know in this culture. There
i{s a sense of openness within the group culture which permits
the examination cf existing roles and values.

'There is a sense of belongingness.

There is a sense of ideological commitment within the group
which serves to embrace differing role positions.

The group appears to have established role functions and
accepts role differentiation for the walfare of the group's
identity. ‘

The group has a sense of being a group.

FOCAL CONFLICT/GROUP SOLUTION NO. 5 - NEGATIVE
ROLE DIFFUSION AND FRAGMENTATION ¢

1f the culture is one in which prototypes are being developed,
it is seen as a negative culture.

1f therc is a sense of extreme position-taking, then it is also
seen as negative.

There is no sense of direction in the discussion, not in a sense
of ignorance, but in a sense of drifting through to some period
when the time has run out and the session is over.

Footnote: The terms commitment, solidarity and belongingness will

appear in both Solution 5 and 6. It is important to
distinguash between the ideological connot.ation of these
rerms (which would ba Solution 5) and the interpersonsl
connotation of these terms (which would be Solution 6).

111



RC~4

RC-5
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Roles are nct clearly defined. They move and shift as the
discussion progresses and the group acts as it it were unaware
of this- 3

Thera is no sense of- belonging within the group culture.

There is no sense of ideological commitment within the group
which serves to unite differing role identities. Role
identities appear diffused rather than integrated.

A T TV
2

Observing the group,. it appesrs to be impossible to give it
sny descriptive identity term.™ It is difficult or impossible
to say what the group identity is. The group appears to be
merely a collection of individuals.
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FOCAL CONFLICT/GRDUP'SOZUTION NO. 6 - POSITIVE
INTIMACY :

!

There is a sense of reaching out and touching in a figurative
sensc. o

There is an expansiveness of generosity.

One gets a feeling that one 13 watching best friends working

‘closely together on a task.

[N

There is a strong sense of interpersonal commitment (as opposed
to ideological commitment which would bda Solution 5).

One senses a feeling of warmth within the group culture.

There is a sense of genuine sacrifice within the culture
which serves as a strong cohesive force.

FOCAL CONFLICT/GROUP SOLUTION NO. 6 - NEGATIVE
. ISOLATION

Interpersonal relations appear to be formal, correct, lacking
spontaneity, lacking warmth, lacking a real exchange of fellow~
ship. There is a sense of frigidity and coldness.,

There is a feeling of distantiation in the culture.

One feels a sense of readiness to be isolated in the culture.
That is, the group isolates member (s) and this isolation is
asccepted. This moves things down to a kind of formality of
relationship.

There is a superficial exchange--one has the impression that
the group is going through motions and really is not <nvolved
with the members.

There is no spirit of sacrifice within the culture which might °
serve as a cohesive force. There is no spirit of mutual loyslty
within the group culture. '

One may sense a spirit of disruption to the end of waylaying any

sense of solidarity and closemess. There is a counterpersonsl
atmosphere within the group.
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FOCAL CONFLICT/GROUP SOLUTION NO. 7 - POSITIVE
GENERATIVITY

There is a sense that the group is vexy much concerned about
the welfare of soclety. '

There is a semse of concern for growth'and enrichment of the
1ife of the group. There is a genuinely mature sense of
responsibility. .

~ There is a sense that this group is truly attempting to exp.md:

its ego-interest and there is libidinal {nvestment- in- its -

mission (the task it is working on). \
: ‘ \

There is & sense of genuine contribution within the \grrup

culture towards the expansion of the group's mesring) or

relationship to the outer world. There is a sense that the

group sees its linkage to greater things. -

There is a sense of direction and depth in the group's growth.
This provides a sense of satisfaction within the group.
. : \

, \
FOCAL CONFLICT/GROUP SCLUTION NO. 8 - NEGATIVE
STAGNATION

There is a sense that the basic orientation of the group is
towards itself. There is the feeling that there is excessive
self-love, that the group is the center of the focus and it is
content to have it so.

There is a pseudo concern for the welfare of others. One does
not get a feeling that the group really cares about its members,
but is just going through the motions.

There is a sense of stagnation, that the group is not going

any place, that nothing worthwhile will come of the evaluation
study in which it 1is engaged.
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FOCAL CONFLICT/GROUP SOLUTION NO. 8 - POSITIVE
INTEGRITY

I16-1 There develops a feeling that the group has taken care of the
task appropriastely and productively and realistically.

1¢22 There is a sense that the group is working together and that
this is good. The transactions have been mningful.

1G-3 Thera'is sn scceptance that what has been done has been honestly
done and will be seen as helpful in terms of the ongoing project.

1G4 There is a semse of pride in the group's vork, having done well -
and that the video tape replay will support its integrity as
having been productive and helpful.

L4

|
1G-5 There is a sense that all is well and will end well.
I1G-6 Théra is an emotional int‘esrationtin the group whichf'accepts -
difcerences in styles of life and renders styles of life as the
means by which it may move forward.

FOCAL CONFLICT/GROUP SOLUTION NO. 8 - NEGATIVE
. DESPAIR

D-1 There is a sense of regret that the group is running out of
time. There is a sense that it is difficult for the group to
accept this and that it knows this to be part of the life of
the group. ,

D=2 There is a sense that the time is short--too short to start
alternative solutions. The group could be heard saying '"Let's
stay with this, we will be out of time before we know it so we
cannot change.” .

D-3 There is a sincere and obvious disappointment in the group’s
performance. :

D=4 There is a senss of the absurd.
D=5 There is a prevailing sense of meaningless in what has been

woing on which movas towards the sense of disgust and despair
with such activities and with such types of projetts.
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FOCAL CONFLICT/GROUP SOLUTION NO. 8 - POSITIVE
INTEGRITY

There develops a fesling that the group has taken care of the
task appropriately and productively and realistically.

Thire is a sense that the group is working together and that
this is good. The transactions have been meaningful.

There is an acceptance that what has been done has been honestly

done and will be seen as helpful in terms of the ongoing project.

There is a sense of pride in the group's work, having done well
and that the video tape replay will support its integrity as
having been productive and helpful.

There is a sense that all 1IIH‘11 and will gnd well.

There is an emotional integration in the group whiéh accépts
differences in styles of life and renders styles of life as the
means by which it may move - forward.

FOCAL CONFLICT/GROUP SOLUTION NO. 8 - NEGATIVE
DESPAIR

There is a sense of regret that the group is running out of
time. There is a semnse that it 4s difficult for the group to
accept this and that it kmows this to be part of the life of
the group.

There is a sense that the time is short--too short to start
alternative solutions, The group could be heard saying "lLet's
stay with this, ve will be out of time-before we know it so we
cannot change.” ‘ ,

There is a sincere and obvious disappointment in the group's
performance.

There is a sense of the absurd.
There is a prevailing sense of meaningless in what ‘has been .

going on which moves towards the sensa of disgust and despair
with such activities and with such types of projects.
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PROCEDURE FOR CODING FOCAL CONFLICT/GROUP SOLUTION

1. Before listening to a session, £411 out the top maxtion of the S
Coding Form for Focal Conflict/Group Solutions; including your Ty e
nsme and the date, the group location and numbexr, the session
number, the tape number, and the name of the instructor.

2. Listening

a. When listiuaing for a focal conflict/group solution, bear the
following 1 ‘ree assumptions in mind:

1) Something similar to free association occurs in grqups.

2) The sanifest content of the group can be understood as the
symbolic expression of feelings relevant to the here-and-
now.

3) All elements of interaction are relevant to the shared,
preconscious focal conflict/group solution.

b. Pay attention ouly to grougp relevant comments. Since successive
manifest elements of a group session are linked asscciatively
and refer to feelings experienced in the here-and-now situation,
whatever is said {s seen as being elicited not only by the
internal concerns of the individuals but by the intexrpersonal
situastion in which they find themselves. Any individual i
comment, them, has both a specific personal meaning as well as
some implication for the whole group. Note only those comments
which hsve group level meanings. The clue for group level
meanings lies in the manner in which the group rescts to the
individual comments. Some comments get lost as i€ no one hears
them. Others ars built upon and form predominant topics and
themes. Certain aspects of individual comments dre responded
to while other aspects of the same corment are ignored. The
comments and/or aspects of comments which are picked up and
built upon are relevant, in some way, to the shared concerns
of the group. These are GROUP RELEVANT COMMENTS.

c. The focal conflict/group solution forpulation will be a Gestalt.
Coders will assume s holistic approach, integrating seven
aspects of non-equivalent eiements of group life are:

1) Content - specific comments that occur during s group
session.

2) Interaction - interpérsonal behaviors that occur during
a group session.
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3) Mood - prevailing emotion, attitude, or disposition
during a session.

4) Rhythm - flow or movement of group elements during a
session.

5) Non-verbal communication - bodily postures, £acial
expressions, or physical attitudes that occur during a
group sessicu. ‘

6) Sequence - order of behavioral and/or verbal associations
that occur during a group session.

7) Context - relation of a group eveat to the surrounding
situation of the group.

Pay clcse attention to these group elements and their relation
to each other.

3. Coding

8.

b.

d.

Every time you sit down to begin coding and whenever you
begin to code a new session, listen to the tape for 10 minutes
to get a sense of what the group is doing, what they are
talking about, what the instructor's and individual voices
sound like, etc. After 10 minutes, stop the tape, rewind it

and begin coding.

Alwvays write the first statement which {s heard on the tape,
either next to the time "0" st the beginning of each session,
or next to the appropriate time slot after a break.

There are no uncertain periods. That is, thers is no time

when a group is not operating in a focal conflict/group
solution. It is assumed that a group will always be transscting
in a specific focal conflict/group solution or be in transition
between them. . : '

Place a note pad next to your Coding Sheet for Focal Conflict/

Group Solution. Because a global judgment will be made sbout

the total significance of the group materisl, keep track of the
ssven elements of group life, {.s., content, {nteraction, mood,
rhythm, non-verbal communicstion, sequencs, and context, as

: ‘l:?cy occur. Keep a running sccount of the successive movements
]

these elenents. When you note an abrupt shift in any of
them, note the time on the clock and jot it down on your pad.
Be precise to the minute. (The period betwaen time notations
on your note pad is called a time interval.) Continue your
running account. , .
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!

When the tape ends, Teread your note pad.
theme(s) which seem to underlie the data

1117.

Note the general
in the time inter-

vals. Write the theme(s) in the margin to the left of the

time interval.

Turn to the Coding Manusl for Focal Conflict/Group Solution.
Identify thes particular focsl conflict/group solution which
occurs during each of your time intervals and list it om

your nots pad, next to the appropriate period. List all the
specifications which are spplicable. The coding manual has
been set up so that the specifications for each focal conflict/
group, solution are aumbered. For example, specifications for
focal conflict/group solution No. 1, Trust, are nunbered T-1,

T-2, T-3, etc. Underline those that are

particularly strong.

The specifications in the Mi.ng Manual are not mesnt to be

all inclusive. Thay are mesnt to give a
picture of what a focal conflict/group so
1ike when {t occurs. As you watch a grou

representative
lution will look
p. transact you may

be aware of evidence indicating a particular focal conflict/
group solution but which is not specifically characterized by

the specifications. When this occurs, Wr
in longhand on your note pad.

There are periods of transition from one

ite out this evidence

focal conflict/group

solution to another. A transition period may be recognized

by the obvious presence of two (or moxe)
group solution(s) at once. No one focal
solution is dominating.

Note transition periods on the note pad.

focal conflict(s)/
conflict/group

Inlicate what focal

conflict (s) /group solution(s) sre involved in the transition
and what the direction of movement appears to be.

Within a specific focal conflict/group solution, there may be
occasional evidence of other focal conflict({s)/group solution(s).
Unless the group is in a transition period, the criteris for

one focal conflict/group solution will predominate.

Turn to your Coding Sheet for Focal Conflict/Group Solutiom.
You will see that there ars five-minute tize increments on the
left of the page and three columns, DISTURBING MOTIVE, REACTIVE

MOTIVE, and GROUP SOLUTION, sequentially

on the rvight. Coders

will now transfer the culture designation(s) and the culture

specification(s) to the appropriate time

intervals on the

coding sheet. Relate these culture designation(s) and specifi~
cation(s) to the Focsl Conflict/Group Solution Model by placing

the appropriate positive culture designat
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cation(s) under the DISTURBING MOTIVE (wish or movement
toward growth) and the negative designation(s) and specifi-

cation(s) under the corresponding REACTIVE MOTIVE (fear or
movement away from growth).

Look back over your note pad, note your theme summaries in
the margins, analyze your culture specifications on your
coding sheat, and determine what the group solution is to
esch of the focal conflicts. Place the appropriate culture
designation under GROUP SOLUTION.

Make sure you label your worksheets and staple them to the

back of your coding sheets.
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CODING FORH FOR FOCAL COMFLICT/GROUP SOLUTION

Location

Teacher Group - . Page

e

Session No.

TIME
unit

Tape fo. | . Coder . Date
'
& :
1DENCE FOR FOCAL COMFLICT/GROUP SOLUTION

. &

.DISTURBING REACTIVE GROUP
MOTIVE X MOTIVE SoLuTION
(WISH) -__(FEAR)

e
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PROCEDURE FOR TRAINING TRE JUDGES

The judges are to be highly knowledgeable about both the focal
conflict/group solution model and Eriksonian content.

1.

2.

Read and study Psychotherapy Through the Group Process
(Whitaker and Lieberman, 1964).

Read and study Chapter 7 (pp. 247-274) in Childhood and
Society (Erikson, 1950).

List five positive and five negative specifications for each
of the eight Eriksonian stages. These specifications will
be checked.

‘Memorize five positive and five negative specifications for

each of the stages from your.list.

a. The judges will be examined on their ability to remember
the positive and negative specifications for each of the
ego~-identity resolutions. A 902 level of accuracy is
required.

b. If the 90Z level is not attained, judges are to review
thedr lists of specifications. A discussion of problems
will also be initiated. Judges will continue to write
specifications until the 90% level is attained.

Judges will then code the "Self Description Questionnaire”
(Boyd and Koskala, 1970) according to ego-identity stage and
according to positive or negative resolution. An 80% level
of accuracy is required.

a. If an 80% level is not attained, a discussion of the
problems with ego-identity concexns and their positive
and negative resolutions will be initiated.

b. Judges will code the "Self Des'cription Questionnaire"
until the 80% level is attained. '

Read and study the "Manual for Coding Focal Conflict/Group
Solution."”

vist four positive and four negative specifications for each

of the sight focal conflict(s)/group solution(s). These
specif ications will be checked.
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Memorize four positive and four negative specifications for
each of the focal conflict(s)/group solution(s) from your
list.

a. Judges will be examined on their ability to remember
the positive and negative specifications for each of
the focal conflict(s)/group solution(s). A 90% level
of accuracy is required. ' ‘

b. If a 90% level is not attained, judges are to review
their lists of specif ications. A discussion of problems
will also be initiated. Judges will continue to write
specifications until the 90% level is attained.

Judges will read the "Coding Procedure for Focal Conflict/
Group Solution.” This will be followed by a discussion of
the procedura.

The judges will view training tape sesnenﬁs. The tapes will
be stopped periodically for discussions.

The judges will code a tape recording to focal conflict/group
solution and reliability will de computed. If an acceptable

lavel of reliability is attained, the judges may begin coding
the sessions. -If the level of reliability is not acceptable,

Step 10 will be repeated. Discussion and coding will occur

until an acceptable jevel of reliability is attained.
&
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