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The Use of Cohorts: A Powerful Way for Addressing Issues

of Diversity in Preparation Programs

In the past decade, there have been persistent attempts to reform

professional preparation programs in educational administration. Early

reforms tended to address who should be involved in the restructuring of

programs and the curricular content (e.g., National Commission on Excellence

in Educational Administration, 1987; National Policy Board for Educational

Administration, 1989). Recently, the focus of these reforms has shifted to the

instructional delivery system by suggesting that educational administration

programs incorporate more active, personalized, and cooperative learning

strategies (Murphy, 1990).

This paper expands on these current efforts to restructure the delivery

system by examining an increasingly popular organizational structure being

utilized in educational administration preparation programs: the use of

cohorts of students. Typically, a cohort consists of a group of students who

enter a program of studies together, completing a series of common learning

experiences over a one to two year period. Although advocates of the cohort

structure claim this arrangement provides a vital support system for students,

few descriptive or empirical studies of cohorts exist (Hill, 1992). To better

understand how cohorts operate as well as their potential for dealing with

issues of diversity, this paper will:

1. Highlight the variety of ways cohorts are being utilized in

educational administration master's degree, certification, and

doctoral programs;

2. Describe key instructional components used with cohorts;



3. Examine the characteristics and needs of adults who participate in

cohorts; and

4. Explore how issues of diversity and the needs of adult learners can

be addressed using these instructional components.

The descriptive information included in the paper is derived from

three data sources: (a) the authors' personal experiences working with cohorts

in several university settings, (b) observations of cohorts operating at a variety

of universities across the country, and (c) informal interviews with university

faculty utilizing cohorts. The major components of adult learning theory used

to understand the needs of cohort learners include the concepts of adults' need

for acknowledgement and use of their experience, the differing ways they go

about learning, their desire to be actively involved in the learning process, and

their need for affiliation (e.g., Knowles, 1980; Merriam and Caffarella, 1991).

Finally, the concepts of gender, ethnicity, and social class are advanced as the

key factors to consider when introducing the cohort to issues of diversity.

The Landscape of Cohort Use

Cohorts are becoming an accepted practice in educational

administration preparation programs at the master's degree, certification, and

doctoral degree levels. To provide a brief overview of cohort usage, cohort

selection procedures are examined as well as examples of cohort programs

operating at all levels of study.

Selection procedures. Identification of the students who will participate

in a cohort can take several forms. Intensive screening procedures are often

used to select the final group of students. For example, Butler University

faculty conduct extensive interviews with prospective students, ultimately

selecting about 25 students. When determining the final group, they strive to

create a diverse group based on students' gender, ethnicity, learning style,
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amount of experience, and administrative aspiration (elementary, middle, or

junior/senior high). Likewise, Brigham Young University program faculty

require applicants to attend a day-long assessment session where students

engage in a series of simulation activities which are then rated by faculty.

Increasingly, input or sponsorship by local school districts is used as a

criterion for selection. District and school officials support cohort programs by

identifying potentially strong leaders, releasing students from teaching

responsibilities, and locating strong administrative field supervisors or

mentors. A strong impetus for district input in the selection and preparation

of program participants has resulted from the Danforth Foundation's Program

for the Preparation of School Principals (Danforth Foundation, 1987; Gresso,

n.d.). Initiated as a way to improve the collaboration between universities and

school districts, to allow students to work with accomplished mentors, and to

alter the university curriculum, the Foundation has provided grants to over

20 universities since the mid-1980s. Not only have those universities

participating in this initiative embraced the cohort concept, but also have

created mechanisms for districts to identify program participants (Cordeiro

et al., n.d.).

Program options. The Danforth initiative and other administrator

preparation reforms have tended to focus on the initial development of

school leaders as they participate in master's degree and certification programs.

(An exception is the National Policy Board's (1987) recommendations aimed at

doctoral programs.) Typically, cohorts in these programs range between 10 and

25 students who remain together for one to two years (Cordiero et al., n.d.). In

some cases, the cohort is a separate group of students who only engage in

learning activities and coursework with other cohort members. Programs

instituted at the University of Washington, Brigham Young University,



Butler University, and Fresno State University, for example, have followed

this pattern. In other instances, cohort students take some coursework

together, but enroll in additional courses based on personal interests or needs,

degree aspirations, or previous graduate coursework completed. In either

arrangement, students may need to complete additional degree or certification

requirements after the formal cohort program has terminated.

Furthermore, doctoral programs in educational administration are

beginning to utilize the cohort structure as a central organizing principle. In

many universities, doctoral students might begin their program of studies

together; however, no real effort is made to systematically organize the

program around a cohort model. Each student is on his/her own to select an

advisor and determine a program of studies. Recently, however, doctoral

programs are purposely structuring learning activities to foster cohort

development. For instance, students in the Dual Major Program at Indiana

University satisfy their residency requiremr.nt by enrolling in a common core

of educational leadership and curriculum and instruction coursework over

four consecutive semesters. Upon completing the core, subgroups of the

cohort conduct a joint case study, critique other subgroup's case studies, and

orally defend their critiques, all of which constitutes their comprehensive

examination. Furthermore, at the University of Utah educational

administration students enter as a cohort, take common coursework, compile

a portfolio of learning activities, and use this portfolio as an assessment device

for their comprehensive examination at the end of the second year. Finally,

the University of Northern Colorado faculty is fostering cohort development

by having students enroll as a cohort in an intensive seminar during their

first two semesters on campus where students provide feedback to one

another on their written papers, assist each other in achieving personal and
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professional goals, conduct a collaborative research project, and form a

network of student colleagues who provide mutual support throughout their

entire doctoral program.

Besides conducting a cohort doctoral program only during the academic

year, some universities are eacouraging on campus study during the summer

months. Brigham Young University, for example, forms a cohort by

admitting groups of four to six students from a similar geographical area.

During the summer, these subgroups of students combine into a cohort of

approximately 15 students who attend the university, taking a core set of

courses. Follow up is provided during the academic year as faculty members

hold monthly seminars with each geographical subgroup.

Instructional Delivery Mechanisms

In our examination of cohort programs operating across the country,

there are similar organizational structures being utilized or proposed. The fact

that these organizational structures and instructional delivery mechanisms

are in place suggests that university faculty are beginning to understand and

deal with the unique challenges and opportunities afforded by a cohort

program (Barnett and Muse, forthcoming)- The four most commonly

observed and reported componentsinitial developmental activities,

reflective seminars, individual learning opportunities, and long-term

involvement--are discussed. To illustrate how these structures are being used,

examples will be provided from educational administration master's degree

and certification programs.

Initiatal activities. Faculty and students often espouse
that the advantage of a cohort is that a more intimate, safe, and supportive

learning environment can be created if the same group of students remains

together for a concentrated time period. The assumption is that as students
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and faculty get to know and trust one another, they are more willing to share

personal insights, frustrations, and aspirations. Such a supportive learning

climate may not always develop naturally, but may need to be purposely

attended to, especially at the outset of the program. There are several ways in

which university faculty begin their programs in order to develop the cohort

into a supportive group of individuals.

First, during a concentrated period of study at the university at the

beginning of the program, attention is given to creating trust and ownership

in the program. For instance, students in the University of Washington's

program attend a residential two-week seminar on campus during the

summer prior to beginning formal coursework. Besides using this time to

introduce the cohort to the underlying themes of the program, students create

and share their personal "life maps" which describe who they are, important

values and beliefs, and significant life experiences. Journals are kept during

the two weeks, and entries are shared among participants. At Brigham Young

University, a new cohort begins each summer with students engaging in full-

time study for eight hours a day from June through early August. During this

time, students take responsibility for certain program functions, such as

scheduling social events or making decisions about internship placements for

the following fall and spring semesters.

Second, activities are conducted off campus to help develop team

building and shared commitment. Each summer, for example, the University

of New Mexico's program starts with a one-week residential institute in a

remote location where attention is devoted to establishing personal

relationships among cohort members. Besides the daily structured learning

experiences, students eat meals together, share room assignments, and spend

evenings together socially. Team building activities can occur during shorter
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periods of time as well. For instance, early in the program at the University of

Northern Colorado, students participate in an "adventure ropes" course by

engaging in a series of group and individual physical challenges with the

support and encouragement of their fellow cohort members.

Third, some programs have expanded the initial developmental

activities to include the practitioners who will serve as mentors or field

supervisors in the program. Believing that the mentors constitute an

important learning opportunity for cohort members, university faculty have

structured orientation and learning activities for these mentors early in the

program. For example, mentors associated with the University of New

Mexico and Brigham Young University programs are provided with some

initial orientation and training in the mentoring process and the goals and

expectations for the program prior to having students placed with them.

Other universities conduct sessions early in the program with cohort

members and their mentors to provide opportunities for them to clarify

working relationship, program expectations, and learning outcomes.

Regardless of the format used in these initial learning experiences, the intent

is to assist students in developing a better appreciation for the aspirations,

skills, and attitudes of their cohort colleagues, which serves as a foundation

for establishing lasting relationships later in the program.

Reflective seminars. A second feature of many cohort programs is the

inclusion of a reflective seminar where the integration of theory and p-ractice

can be explored (Cordiero et al., n.d.). During these sessions, students have the

opportunity to share insights from their field activities, vent frustrations and

concerns associated with becoming a school leader, and determine the practical

relevance of ideas introduced in formal coursework. Such a seminar becomes

what Schon (1987) refers to as a "reflective practicum" where aspiring
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professionals are permitted to develop their ability to reflect as they engage in

formal preparation for a professional role.

There are a host of learning activities that have been found to

encourage aspiring educational leaders to become more reflective about their

actions (Barnett and Brill, 1990). Throughout the seminar, cohort students use

journal entries, reflective case records, videotapes of their behaviors, critiques

of case studies, and critical incident techniques to stimulate topics for

discussion and reflection. Structurally, the seminars either are conducted as a

separate class session on a weekly, biweekly, or monthly basis or time is

devoted during a regularly scheduled course to engage in reflective activities.

Wnen students are involved in a field-based learning experience with a

mentor, the reflective seminar can become particularly useful for comparing

students' and practicing administrators' responses to emerging administrative

problems as well as the similarities and differences in their values and

attitudes. Such comparisons allow prospective school administrators to go

beyond merely learning important skills and competencies by dealing with

their formation as professional educators (Daresh, 1988). As students are

permitted to shape the substance and topics of these discussions, they are

empowered to be responsible for a portion of the program's curricular content,

a highly motivating factor in students' cohort participation (Hill, 1992).

Individual learning opportunities. While the reflective seminars focus

on common issues faced by all members of the cohort, faculty also are creating

ways for each student to address his/her individual learning needs. One

approach to supporting individual needs is to have students develop a

personalized learning plan. At the University of Houston and East Tennessee

State University students take a battery of self-assessment inventories (e.g.,

learning styles, leadership styles) to ascertain their personal preferences,



strengths, and areas for growth. Based on this composite information,

students identify personal goals to strive for during the program. A somewhat

different tack is taken at the University of Northern Colorado where students

create an individualized learning plan in which they identify important goals,

necessary resources, and methods of assessment. Cohort members share these

plans among themselves, making commitments for ways to assist one another

in achieving their goals. By encouraging this shared involvement in goal

completion, it is anticipated that cohort members will become more

committed to one anthers' personal and professional lives, thus building a

stronger bond among the group.

Another way to promote individual learning and responsibility is to

empower students to choose the other professionals who will support them

during their program. For instance, at the University of Washington students

are given the freedom to select their own mentors from an established mentor

pool. After reviewing written case studies about potential mentors, students

are encouraged to visit schools before making their final selections. Students

choose a new mentor for each of the three quarters of the program, varying

their selections by school level (i.e., elementary, middle, and junior/senior

high) and location (i.e., urban and suburban). In addition, when students are

released for significant periods of time from their classrooms to work with

their mentors and take on leadership tasks, providing adequate substitute

coverage for the classroom must be resolved. To combat this problem, each

administrative intern at the University of New Mexico is responsible for

interviewing and selecting a long-term substitute teacher, working closely

with.this person to ensure a smooth transition for students, and team teaching

with him/her each week.



Finally, many students are given the flexibility to jointly determine

with their mentors or field supervisors how to meet certain program

requirements. In many states, administrator preparation programs must

guarantee that mandated competencies or proficiencies be included in the

program. Using these proficiency areas as a guide, program faculty encourage

students and their mentors/field supervisors to decide how best to work on

and document learning experiences that address these areas. Some programs

establish their own list of competencies and allow students to determine how

best to achieve them. At Butler University, students do not have an assigned

field supervisor; however, they must complete 56 competencies during their

two years in the program by creating a portfolio of materials and activities that

demonstrates their accomplishments and identifying administrators who can

verify the successful completion of these competencies.

Long-term involvement. A strong testament to the success of cohort

programs is the desire of many students to continue their association with

cohort members after the completion of the program (Hill, 1992). The

camaraderie and mutual trust that develops is a powerful motivation for

continued involvement. The most common approach to dealing with this

need is to involve former students in the activities of the current cohort, such

as inviting them to special presentations or social events. Some programs

encourage periodic reunions of past cohort groups or develop newsletters for

updating present and former participants about current university-sponsored

events as well as news about the progress of program graduates.

A more sustained response to the long-term needs of cohort members is

being considered at Virginia Tech. As each new cohort is formed, students are

told the university is making a five-year commitment to them. During the

first two years, the cohort engages in university coursework and field-based
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learning experiences. Beginning in the third year and continuing for three

years, a series of seminars are scheduled so that members of a particular cohort

can meet to discuss those issues that are arising as they experience professional

challenges in new or continuing roles. Besides allowing cohort members to

continue valued relationships, such an extended commitment can help to

alleviate the sense of professional isolation felt by many educators, especially

newly-appointed school administrators.

Adult Learner Characteristics and Needs

For the cohort experience to be effective, faculty must be cognizant of

the characteristics of adult learners, especially their need for the

acknowledgement and use of their experiences and prior knowledge, the

differing ways they go about learning, and their desire to be actively involved

in the learning process versus being passive recipients of knowledge

(Brookfield, 1986; Kidd, 1973; Knowles, 1980; Merriam and Caffarella, 1991).

More recently, drawing primarily from the work related to women and

learning, stress has also been placed on allowing the affiliation needs of

learners to be addressed as a legitimate and vital component of the learning

process in adulthood (Beienky, Clinchy, Goldberger & Tarule, 1986; Caffarella,

in press; Schneidewind, 1983; Shrewsbury, 1987). In describing each of these

characteristics of adult learners, examples of how cohort programs have

integrated these characteristics into their program delivery mechanisms ale

provided.

The role of experience and prior knowledge. The comparatively richer

life experiences of the adult have been cited by nearly all writers as a key factor

in differentiating adult learning from child learning. Kidd (1973) notes that

"adults have more experiences, adults have different kinds of experiences, and

adult experiences are organized differently" (p. 46). He goes on to observe that
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"these points seem self- evident. An adult's sexual or social experiences are of

a kind that mark him off from the world of children. The same can be said of

his experiences of a job, or politics, or war" (p. 46). If accumulated life

experiences differentiate children from adults, they also differentiate one adult

from another. A group of sixty-year-olds will have less in common than a

group of twenty-year-olds.

Experience is a major assumption "that can arguably lay claim to be

viewed as a 'given' in the literature on adult learning" (Brookfield, 1986, p.

98). Knowles (1980) conceives of this in terms of a ''growing reservoir of

experiences" that function as "a rich resource for learning" (p. 44). It also

establi;thes a person's self-identity: "Adults derive their self-identity from

thei- experience. They define who they are in terms of the accumulation of

their unique sets of experiences." And "because adults define themselves

largely by their experiences, they have a deep investment in their value" (p.

50).

Life experiences function in several ways that are idiosyncratic to adult

learning. First, as Knowles (1980) observes, adult learners become important

resources for learning. Adults can call upon their past learning experiences in

the formulation of learning activities, as well as serve as resources for each

other during learning events. Activities included in cohort development

such as life maps, reflective journals, and critical incidents introduce students'

past and current experiences into the curriculum of the program. Second, the

need to make sense out of one's life experience is often an incentive for

engaging in a learning activity in the first place. This is precisely the intent of

the reflective seminars. Third, the actual engagement of past experiences with

learning is different for adults than children. They often need to modify,

transfer, and re-integrate meanings, values, strategies, and skills (Smith, 1982).
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The opportunity for these adjustments are provided as cohort students engage

in individual learning activities and process their experiences during

reflective seminars. And finally, it should be noted that an adult's past

experiences can become obstacles to new learning. Some may have to unlearn

negative attitudes toward learning, olds ways of doing things, prejudicial

views, and so on.

The differences in the processes of learning. There are fewer dramatic

differences in the ways adults go about learning when compared to children.

The separation of cognitive factors inherent in learning ability from

noncognitive factors that affect learning ability has lead to a better

understanding of adult learning. Three noncognitive factors in particular

pacing, meaningfulness, and motivationhave been shown to affect adult

learning. Pacing refers to the time a person has to examine a problem or

respond to a situation. An adult's ability to respond slows with age, and time

limits and pressures have a negative affect on learning performance.

Perhaps because an adult's learning is so closely tied to his or her life

situation, adults are not inclined to engage in learning unless it is meaningful.

Administrator development programs that encourage individual learning

and student ownership in the operating procedures and program content are

ensuring that students are engaging in meaningful and relevant tasks. Linked

to the meaningfulness of material is the variable of motivation. Kidd (1973)

explains that "one of the reasons adults continue to learn well . . . is that they

concentrate their learning in the areas of experience in which their interests

also lie. Thus their motivation is substantial and, as everyone knows,

wanting to learn is the greatest aid to learning" (p. 91). In addition, there are

other age-related factors that might affect how adults go about learning such as

health problems, fatigue, and use of medications.



As discussed in the previous section, not only is the accumulation of

knowledge and experience greater for most adults, but by linking an adult's

greater experiential base to learning, a case can be made that cognitive

functioning is qualitatively different (Chi, Glaser, & Farr, 1988; Glaser, 1984).

Two ideas are important in the exploration of these differences: the amount

of prior knowledge and experience, and its nature. In terms of the amount of

knowledge one possesses, there is a key distinction between those who know a

great deal about a subject (experts) and those who know very little (novices). It

appears that experts not only have a greater storehouse of knowledge but they

also think in different ways than novices. According to Glaser (1984): "The

knowledge of novices is organized around the literal objects explicitly given in

a problem situation. Experts' knowledge, on the other hand, is organized

around principles and abstractions that subsume these objectives . . . In

addition, the knowledge of experts includes knowledge about the application

of what they know" (p. 90).

In further examination of the issue of novice and expert, some authors

(e.g., Glaser, 1984; John-Steiner, 1985; Shuell, 1986) have speculated that at least

some of the learning processes, rather than being universal, may be specific to

certain domains or subject matterthus making transfer across these domains

very difficult, if not impossible, for some people Many graduate students, for

example, although very perceptive and advanced in their own fields of study,

may have a great deal of trouble completing statistical and advanced research

design courses.

In addition to the accumulation and nature of this knowledge and

experience, other authors have focused on the transformation of this

experience, that is becoming critically aware of converting their prior

knowledge and experience into new perspectives. Incorporating activities in
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the cohort experience that focus on issues of diversity (as is addressed in the

final portion of the paper) is one important way to challenge existing norms,

assumptions, and expectation of group members. This transformational

process has often been seen as characteristic of adult learning, and for some,

the hallmark (Da loz, 1986; Mezirow & Assoc., 1990; Mezirow, 1991).

Finally, it should be noted that those who posit different stages of

cognitive development at different ages have indicated that learning processes

in adulthood may be different from those in childhood (Arlin, 1984; Riegel,

1973; Labouvie-Vief, 1990; Rybash, Hoyer & Roodin, 1986). Specifically, adults

tend to be more reflective and dialectical in their thinking, i.e., they tend to be

more tolerant of contradictions and ambiguities, and they engage more often

in problem-finding as well as problem solving (Caffarella, 1992). The intense

interactions and feelings of trust and camaraderie that characterize cohort

relations create a learning climate where problems can be explored safely and

productively.

Active Involvement in the Learning Process. Most adults prefer to be

actively involved in the learning process versus being primarily passive

recipients of knowledge (Brookfield, 1986; Caffarella, in press; Knowles, 1980).

This does not mean that instructors give up the role of being information

givers, but that their roles need to be expanded to include serving as resource

advisors and learning facilitators (Brookfield, 1986; Hiemstra & Sisco, 1990).

During reflective seminars and when assisting students in shaping their

individual learning plans, professors must take on a fac itative role. In fact,

in order to encourage such a role, faculty in the Danforth Program for the

Preparation of School Principals are referred to as "facilitators" and are

provided with written materials and attend information sessions aimed at

supporting them in this role. Acting as resource advisors includes both
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assisting students with the process of learning, such as helping students

develop their own learning objectives and choose appropriate strategies for

going about that learning process, as well as being a content resource. This

latter role of content resource person involves sharing materials and

experiences from their own store of resources and helping students locate

resources that can better be obtained from other sources (e.g.,, libraries,

computerized data banks, people).

The facilitation role, in terms of formal classroom instruction, consists

of organizing and serving as the process person for in-class activities that

actively involve students as part of the learning process. There are numerous

instructional techniques for encouraging active student participation, from

large and small group discussion to role plays and use of case studies

(Galbraith, 1990). These types of activities are the hallmark of reflective

scminar sessions. In choosing w ".ich technique to use, certain factors are

considered including: (1) the match of the technique to the objectives for the

learning experience; (2) whether the content can adequately be addressed

through the use of the technique; (3) the background and experiences of the

students; and (4) the capability of the instructor to use the chosen technique

(Caffarella, 1988).

Having students be active participants in their own learning also

demands that students may need to change how they have acted in terms of

"the student role." Students can no longer assume that instructors have the

only, or even the major responsibility, for teaching them the material, but

they too must take responsibility for their own learning. This responsibility

can range from giving students almost total control of the learning process

through the use of individualized learning techniques (as is routinely done in

cohort programs) such as preparing learning contracts; having students give

16
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presentations in class; and/or encouraging active participation in small and

large group activities.

Affiliation Needs of Learners. Recognizing the affiliation needs of adult

learners, that is the desire for learners to be connected and supportive of each

other's learning, is an aspect of the learning process that has received more

attention in the practice of teaching adults over the past five years. Addressing

the affiliation needs of adult learners is an important aspect of cohort

development. Beginning with the initial development activities, particular

attention is given to building collegial and personal relations. Moreover, the

fact that most programs are striving to meet students' desire for continued

contact after the program has ended indicates the depth of personal affiliation

cohort programs produce.

Although this practice has been addressed from a variety of

perspectives, the most ardent voice of encouragement for the inclusion of the

affiliation needs in teaching has come from discussions of women and the

learning process (Belenky, et al., 1986; Collard & Stalker, 1991; Hayes, 1989;

Schneidewind, 1983; Shrewsbury, 1987). The commonality of thought among

these authors in responding to the needs of learners to form relationships that

encourage learning are the importance of collaborative inquiry, cooperative

communication styles, and a holistic and democratic approach to learning.

This collaborative way of knowing, coined by Belenky et al. (1986) as

"connected teaching", encourages a cooperative communication style both

between the instructor and the participants and between and among the

participants themselves.

Collaborative teaching, based on the assumption that learners should be

actively involved in the learning process as described above, can be fostered in

a number of ways. These include allowing learners to share in setting goals
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and objectives for courses and other learning events; givin learners the

responsibility for carrying through some of the 'earning activities; using

interactive teaching techniques; and providing opportunities for team

presentations and projects. The underlying philosophy of many cohort

programs clearly advocates ways for students not only to become more

involved in the learning process but also to become empowered and feel

ownership in their own professional development. Besides some of the

strategies intended to foster collaborative !earning highlighted earlier, faculty

might use small group discussion, metaphor analysis, story telling, and case

study analysis (Caffarella, in press).

Creating a democratic process for learning is similar to the idea of

promoting collaboration. Its hallmark is fostering an interactive participatory

style with the dual goals of assisting learners to develop independence of

thought and action as well as to create mutual or shared objectives

(Shrewsbury, 1987). The democratizing of teaching recognizes that power and

authority over the teaching process must be shared between instructors and

learners in terms of making decisions about the learning experience, as well as

fostering a participatory style of learning. Examples of helpful resources for

establishing this type of climate and structure for learning include materials by

Knowles (1975, 1980) on program planning and learning contracts, Hiemstra

and Sisco (1990) on individualizing instruction, Brookfield (1987) on

developing critical thinking, and Hiemstra (1991) on creating effective

learning environments.

Including Diversity in the Curriculum

Because of the length of time a cohort spends together and the intense

interactions that occur, the cohort experierde is well suited to address issues of

diversity, including gender, ethnicity, and social class differences. Some

18
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cohort programs purposely encourage students to include issues of diversity as

part of the curriculum. For example, during the residential institute at the

University of Washington, students deal with their own and others' diverse

experiences by creating life maps, developing and sharing personal journals,

attending sessions on topics such as global education, and reading and

discussing articles on diversity. In addition, formal units of study or program

themes address diversity in several programs. At Fresno State University and

the University of Washington, the curriculum includes units on

multiculturalism and its implications for leadership. In these seminars, issues

such as understanding equity, recognizing the disparity in the treatment of

students from different ethnic groups, and creating schools which embrace

diversity are explored.

Outlined in Table I are a sampling of instructional techniques that

either have been or could be used to address issues of diversity throughout the

life of a cohort group. Four major assumptions form the basis for the way the

material is presented. First, the diversity issues are divided into three

different sub-categories: gender, ethnicity, and social class. Gender is defined

as male and female; ethnicity as the predominate racial and/or cultural

background of a group of people; and social class in terms of a person's

economic, educational, and occupational status. Although these sub-

categories of diversity are often intertwined and instructors may wish to

address them in a more holistic manner, for the purpose of this paper these

sub-categories are seen as constituting differing issues and are important in

their own right. Therefore, at some point during the cohort experience each

sub-category should be highlighted as a separate and distinct realm.

The second assumption is that issues of diversity should be discussed

within each instructional component of cohort groups, from the initial

0
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development activities through the long term development phase. Third, the

suggested strategies acknowledge that some cohort groups -rill be mixed in

terms of the gender, ethnicity, and social class background of the participants,

whereas others may reflect diversity in only one or two of these areas, and still

others may have participants that all have similar backgrounds. Therefore,

the background and experiences of the students should shape hnw the

instructional techniques are implemented. And finally, the sampling of

instructional techniques that have been chosen reflect that participants of

these cohorts are adult learners and as such each technique incorporates the

importance of using the prior knowledge and experience of the learners, their

desire to be active participants in the learning process, and their need for

affiliation.

The sample instructional techniques that are highlighted in Table 1 can

be interchanged between and among the various issues of diversity. For

example, in reviewing the activity of creating personal life maps, it may be

more appropriate for the group to use a panel discussion to focus on issues of

social class and biographies or autobiographies on issues of ethnicity, versus

what is described for each of these issues on the table. In addition, there are

numerous other activities that could be used, such as critical incident

techniques, dassroom observations, and the like (Caffarella, 1988; Galbraith,

1990). The key to incorporating these techniques in addressing issues of

diversity is to adapt they use to focus specifically on issues related to gender,

ethnicity, and/or social class.

Summary

Learning cohorts in educational administration programs appear to be

increasing. As faculty have embraced this instructional delivery mechanism,

serious attention has been given to incorporating activities that capitalize on

20



the adult learning needs of cohort participants. The cohort structure also

provides a unique opportunity to address issues of diversity. By presenting

materials on topics such as multiculturalism, racism, and equity and by

drawing on cohort members' personal experiences and viewpoints about

gender, ethnicity, and social class issues, leadership development programs

can begin to assist future school leaders in identifying ways to acknowledge

and celebrate diversity in their students, teachers, and communities.

(
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sc
us

s 
ite

m
s 

th
ey

ha
ve

 r
ec

or
de

d 
as

 h
av

in
g 

a 
so

ci
al

cl
as

s 
re

la
te

d 
co

m
po

ne
nt

 a
nd

di
sc

us
s 

ho
w

 th
at

 m
ig

ht
 a

ffe
ct

th
ei

r 
fu

tu
re

 a
ct

io
ns

.

F
or

 S
im

ila
r 

S
oc

ia
l C

la
ss

C
oh

or
ts

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

in
te

rv
ie

w
 e

du
ca

tio
na

l l
ea

de
rs

w
ho

 s
er

ve
 d

iv
er

se
 s

oc
ia

l c
la

ss
po

pu
la

tio
ns

 a
nd

ha
ve

th
e

in
te

rv
ie

w
ee

s 
re

fle
ct

 o
n 

ho
w

 th
ei

r
ac

tio
ns

 a
nd

 s
tr

at
eg

ie
s 

as
 s

ch
oo

l
le

ad
er

s 
ha

ve
 o

r
co

ul
d

be
di

ffe
re

nt
 w

he
n 

w
or

ki
ng

 w
ith

st
ud

en
ts

 a
nd

 p
ar

en
ts

 o
f d

iff
er

in
g

so
ci

al
 c

la
ss

es
. P

ar
tic

ip
an

ts
 th

en
re

co
rd

 w
ha

t t
he

y 
ha

ve
 le

ar
ne

d
fr

om
 th

es
e 

in
te

rv
ie

w
s 

in
 th

ei
r

jo
ur

na
ls

 a
nd

 h
ow

 th
is

 k
no

w
le

dg
e

rn
ic

sh
t c

ha
ng

e 
ho

w
 th

ey
 a

ct
 in

 th
e

fu
tu

re
.



S
A

M
P

LE
 IN

S
T

R
U

C
T

IO
N

A
L

T
E

C
H

N
IQ

U
E

S

61
ar

ai
lin

a-
P

ar
tic

ip
an

ts
 a

re
as

ke
d 

to
 te

ll 
st

or
ie

s 
th

at
 r

el
at

e
ho

w
 th

ey
 fe

el
 a

bo
ut

 a
 p

ar
tic

ul
ar

ev
en

t o
r 

ex
pe

rie
nc

e.

G
E

N
D

E
R

fo
r 

M
ix

ed
 G

en
de

r
=

Q
M

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 s
ha

re
st

or
ie

s 
in

 s
m

al
l g

ro
up

s 
th

at
ill

us
tr

at
e 

ex
pe

rie
nc

es
 th

ey
 h

av
e

ha
d 

th
at

 p
or

tr
ay

 g
en

de
r-

re
la

te
d

is
su

es
. E

ac
h 

gr
ou

p 
is

 a
sk

ed
 to

ch
oo

se
 o

ne
 o

f t
he

se
 s

to
rie

s 
to

sh
ar

e 
w

ith
 th

e 
la

rg
e 

gr
ou

p 
an

d
im

pl
ic

at
io

ns
 fo

r 
th

e 
pr

ac
tic

e 
of

be
in

g 
a 

sc
ho

ol
 le

ad
er

ar
e

di
sc

us
se

d.

F
ar

 S
am

e 
G

en
de

r
=

Q
M

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 r
ea

d
th

e 
st

or
ie

s 
of

 a
ut

ho
rs

 th
at

 r
ef

le
ct

ge
nd

er
-r

el
at

ed
 p

oi
nt

s 
of

 v
ie

w
th

at
 a

re
 n

ot
 r

ep
re

se
nt

ed
 in

 th
e

se
m

in
ar

. T
he

se
 s

to
rie

s 
m

ay
 b

e 
in

th
e 

fo
rm

 o
f b

io
gr

ap
hi

es
, a

ut
o 

-
bi

og
ra

ph
ie

s,
 fi

ct
io

n,
 o

r 
po

et
ry

.
T

he
y 

ar
e 

th
en

 a
sk

ed
 to

 s
ha

re
hi

gh
lig

ht
s

of
th

es
e

st
or

ie
s

th
ro

ug
h 

sm
al

l a
nd

 la
rg

e 
gr

ou
p

di
sc

us
si

on
 a

nd
 w

ha
t t

he
se

st
or

ie
s 

ha
ve

 to
 s

ay
 to

th
ei

r
pr

ac
tic

e 
as

 e
du

ca
tio

na
l l

ea
de

rs
.

E
T

H
N

IC
IT

Y

F
or

 E
th

ni
ca

lly
 D

iv
er

se
=

su
n

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 s
ha

re
st

or
ie

s
in

 s
m

al
l g

ro
up

s 
w

ith
co

lle
ag

ue
s 

w
ho

 h
av

e 
si

m
ila

r
et

hn
ic

 b
ac

kg
ro

un
ds

 th
at

 il
lu

st
ra

te
ex

pe
rie

nc
es

 th
ey

 h
av

e 
ha

d 
th

at
po

rt
ra

y 
ev

en
ts

 o
r 

is
su

es
 th

at
 a

re
et

hn
ic

al
ly

 r
el

at
ed

.
S

el
ec

te
d

st
or

ie
s 

ar
e 

th
en

 s
ha

re
d 

w
ith

 th
e

to
ta

l g
ro

up
 a

nd
 im

pl
ic

at
io

ns
 fo

r
th

e 
pr

ac
tic

e 
of

 b
ei

ng
 a

 s
ch

oo
l

le
ad

er
 a

re
 d

is
cu

ss
ed

.

fo
r 

E
th

ni
ca

lly
 S

im
ila

r,

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 ta
ke

pa
rt

 in
 r

ol
e-

pl
ay

s 
th

at
 il

lu
st

ra
te

 th
e

st
or

ie
s 

of
 p

eo
pl

e 
fr

om
 d

iff
er

in
g

et
hn

ic
 b

ac
kg

ro
un

ds
.

T
he

y 
ar

e
th

en
 a

sk
ed

 to
 r

ef
le

ct
 o

n 
th

ei
r

re
ac

tio
ns

 to
 th

e 
ro

le
-p

la
y 

(a
s 

bo
th

pa
rt

ic
ip

an
ts

 a
nd

 o
bs

er
ve

rs
) 

an
d

w
ha

t t
he

se
 s

ce
na

rio
s 

ha
ve

 to
 s

ay
ab

ou
t t

he
ir 

pr
ac

tic
e 

as
 e

du
ce

-
tio

na
l l

ea
de

rs
.

D
ST

 C
O

PY
 A

V
A

IL
A

B
L

E

S
O

C
IA

L 
C

LA
S

S

F
or

 D
iv

er
se

 S
oc

ia
l C

ia
s%

C
oh

or
ts

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 s
ha

re
st

or
ie

s 
in

 d
ya

ds
 o

r 
tr

ia
ds

 w
ith

co
lle

ag
ue

s 
fr

om
 d

iff
er

in
g 

so
ci

al
cl

as
se

s
th

at
ill

us
tr

at
e

ex
 -

pe
rie

nc
es

 th
ey

 h
av

e 
ha

d 
th

at
po

rt
ra

y 
ev

en
ts

 o
r 

is
su

es
 th

ey
be

lie
ve

 a
re

 r
el

at
ed

 to
 s

oc
ia

l c
la

ss
.

E
ac

h 
dy

ad
 a

nd
 tr

ia
d 

gr
ou

p 
is

as
ke

d 
to

 c
ho

os
e 

on
e 

of
 th

es
e

st
or

ie
s 

to
 s

ha
re

 w
ith

 th
e 

la
rg

e
gr

ou
p 

an
d 

im
pl

ic
at

io
ns

 fo
r 

th
e

pr
ac

tic
e 

of
 b

ei
ng

 s
ch

oo
l l

ea
de

rs
ar

e 
di

sc
us

se
d.

F
or

 S
im

ila
r 

S
oc

ia
l C

la
ss

C
oh

or
ts

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 ta
lk

w
ith

 a
 te

ac
he

r 
an

d 
as

k 
hi

nV
he

r 
to

te
ll 

th
em

 a
 s

to
ry

 th
at

 il
lu

st
ra

te
s

so
ci

al
 c

la
ss

 d
iff

er
en

ce
s 

am
on

g
th

ei
r 

st
ud

en
ts

.
T

he
y 

ar
e 

th
en

as
ke

d 
to

 b
ot

h 
sh

ar
e 

th
e 

te
ac

he
rs

re
ac

tio
ns

 to
 a

sk
in

g 
in

em
 to

 d
o

th
is

 ta
sk

 a
nd

 th
e 

st
or

ie
s 

th
ey

he
ar

d.

3:
;
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(3
).

 in
di

vi
du

al
 L

ea
rn

in
g

fo
r 

M
ix

ed
 G

en
de

r
F

or
 E

th
ni

ca
lly

 D
iv

er
se

F
or

 D
iv

er
se

 %
M

ai
 C

la
ss

O
ne

or
tu

ni
tia

a
C

oh
or

ts
its

C
oh

or
ts

P
er

so
na

liz
ed

 L
ea

rn
in

g 
P

la
ns

 -
A

 le
ar

ni
ng

 p
la

n 
(o

r 
co

nt
ra

ct
) 

is
 a

fo
rm

al
 a

gr
ee

m
en

t w
rit

te
n 

by
 a

le
ar

ne
r 

w
hi

ch
 d

et
ai

ls
 w

ha
t w

ill
 b

e
le

ar
ne

d;
 h

ow
 th

e 
le

ar
ni

ng
 w

ill
 b

e
ac

co
m

pl
is

he
d;

 w
ha

t w
ill

 b
e 

gi
ve

n
as

 th
e 

ev
id

en
ce

 th
at

 th
e 

le
ar

ni
ng

ac
tiv

ity
 h

as
 b

ee
n 

ac
co

m
pl

is
he

d;
th

e 
pe

rio
d 

of
 ti

m
e 

to
 b

e 
in

vo
lv

ed
;

an
d 

ho
w

 th
e 

le
ar

ni
ng

 a
ct

iv
ity

 w
ill

be
 e

va
lu

at
ed

 (
e.

g.
, c

rit
er

ia
 a

nd
w

ho
 w

ill
 e

va
lu

at
e)

.

A
 p

ar
tic

ip
an

t i
s 

as
ke

d,
 a

s 
pa

rt
 o

f
hi

s/
he

r 
le

ar
ni

ng
 p

la
n,

 to
 d

o 
a

sm
al

l g
ro

up
 in

te
rv

ie
w

 (
th

re
e 

or
fo

ur
 p

eo
pl

e)
 w

ith
 o

th
er

 m
em

be
rs

of
 h

is
/h

er
 c

oh
or

t g
ro

up
 o

f t
he

op
po

si
te

 g
en

de
r.

 T
he

 in
te

rv
ie

w
to

pi
c 

an
d 

ho
w

 th
e 

re
su

lts
 o

f t
he

in
te

rv
ie

w
 w

ill
 b

e 
ev

al
ua

te
d 

ar
e

de
te

rm
in

ed
 b

y 
th

e 
le

ar
ne

r.

E
S

E
S

itM
itS

te
ns

le
t

its
A

 p
ar

tic
ip

an
t i

s 
as

ke
d,

 a
s 

pa
d 

of
hi

s/
he

r 
le

ar
ni

ng
 p

la
n,

 to
 o

bs
er

ve
a 

gr
ou

p 
in

 w
hi

ch
 a

ll 
or

 th
e

pr
ed

om
in

at
e 

m
em

be
rs

hi
p 

in
 th

e
gr

ou
p 

am
 o

f a
 d

iff
er

en
t g

en
de

r
th

an
 th

em
se

lv
es

.
H

e/
sh

e 
m

ay
ch

oo
se

 a
 g

ro
up

 o
f h

is
/h

er
 c

ho
ic

e
an

d 
re

po
rt

 o
n 

w
ha

t w
as

 fo
un

d
(e

.g
., 

vi
a 

w
rit

te
n 

re
po

rt
, a

ud
io

ta
pe

, d
ev

el
op

m
en

t o
f a

 c
as

e
st

ud
y)

 in
 a

ny
 m

an
ne

r 
th

at
 h

e/
sh

e
ch

oo
se

s.

A
 p

ar
tic

ip
an

t i
s 

as
ke

d,
 a

s 
pa

rt
 o

f
hi

s/
he

r 
le

ar
ni

ng
 p

la
n,

 to
 c

ho
os

e 
a

le
ar

ni
ng

 s
tr

at
eg

y 
(e

.g
., 

pa
ne

l
di

sc
us

si
on

,
in

di
vi

du
al

/g
ro

up
in

te
rv

ie
w

s,
 o

bs
er

va
tio

ns
) 

th
at

w
ou

ld
 a

llo
w

 h
im

/h
er

 to
 le

ar
n 

m
or

e
ab

ou
t p

ar
tic

ip
an

ts
 o

f t
he

 c
oh

or
t

gr
ou

p 
w

tr
k 

ha
ve

 a
 d

iff
er

en
t

et
hn

ic
 b

ac
kg

ro
un

d 
th

an
 h

is
/h

er
ow

n.
 S

he
/h

e 
al

so
 c

ho
os

es
 h

ow
to

 s
um

m
ar

iz
e 

an
d 

ev
al

ua
te

 th
e

fin
di

ng
s.

F
or

 E
th

ni
ca

lly
 S

im
ila

r
C

oh
or

ts

A
 p

ar
tic

ip
an

t i
s 

as
ke

d,
 a

s 
pa

d 
of

hi
s/

he
r 

le
ar

ni
ng

 p
la

n,
 to

 c
ho

os
e 

a
le

ar
ni

ng
st

ra
te

gy
(e

.g
.,

ob
se

rv
at

io
ns

, i
nt

er
vi

ew
s,

 c
rit

ic
al

in
ci

de
nt

 te
ch

ni
qu

es
, r

ea
di

ng
,

w
at

ch
in

g 
a 

vi
de

o 
or

 a
 m

ov
ie

) 
th

at
w

ou
ld

 a
llo

w
 h

im
/h

er
 to

 le
ar

n 
m

or
e

ab
ou

t a
n 

et
hn

ic
 g

ro
up

 o
th

er
 th

an
he

r/
hi

s 
ow

n.
S

he
/h

e
al

so
ch

oo
se

s 
ho

w
 to

 s
um

m
ar

iz
e 

an
d

ev
al

ua
te

th
e

fin
di

ng
s

an
d

ob
se

rv
at

io
ns

.

B
E

ST
 C

O
PY

 A
V

A
IL

A
B

L
E

A
 p

ar
tic

ip
an

t i
s 

as
ke

d,
 a

s 
pa

rt
 o

f
hi

s/
he

r 
le

ar
ni

ng
 p

la
n,

 to
 c

ho
os

e 
a

le
ar

ni
ng

 s
tr

at
eg

y 
(e

.g
., 

pa
ne

l
di

sc
us

si
on

, f
oc

us
 g

ro
up

s,
 g

ro
up

di
sc

us
si

on
) 

th
at

 w
ou

ld
 a

llo
w

hi
m

/h
er

 to
 le

ar
n 

m
or

e 
ab

ou
t

pa
rt

ic
ip

an
ts

 o
f t

he
 c

oh
or

t g
ro

up
w

ho
 h

av
e 

a 
di

ffe
re

nt
 s

oc
ia

l c
la

ss
ba

ck
gr

ou
nd

 th
an

 h
is

/h
er

 o
w

n.
H

e/
sh

e 
al

so
 c

ho
os

es
 h

ow
 to

su
m

m
ar

iz
e 

an
d 

ev
al

ua
te

 th
e

fin
di

ng
s.

F
or

 S
im

ila
r 

S
oc

ia
l C

la
ss

C
oh

or
ts

A
 p

ar
tic

ip
an

t i
s 

as
ke

d,
 a

s 
pa

rt
 o

f
hi

s/
he

r 
le

ar
ni

ng
 p

la
n,

 to
 c

ho
os

e 
a

le
ar

ni
ng

 s
tr

at
eg

y 
(e

.g
., 

re
ad

in
g,

w
at

ch
in

g 
a 

vi
de

o 
or

 m
ov

ie
,

in
te

rv
ie

w
, o

bs
er

va
tio

n,
 fi

el
d 

tr
ip

)
th

at
 w

ou
ld

 a
llo

w
 h

im
/h

er
 to

 le
ar

n
m

or
e 

ab
ou

t p
eo

pl
e 

fr
om

 a
 d

if-
fe

re
nt

 s
oc

ia
l c

la
ss

 o
th

er
 th

an
hi

s/
he

r 
ow

n.
S

he
/h

e
al

so
ch

oo
se

s 
ho

w
 to

 s
um

m
ar

iz
e 

an
d

ev
al

ua
te

th
e

fin
di

ng
s

an
d

ob
se

rv
at

io
ns

.
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(4
).

 L
on

g 
T

er
m

 in
vo

lv
em

en
t

R
ef

le
ct

iv
e 

C
as

e 
R

4g
or

ds
 -

P
ar

tic
ip

an
ts

 b
rin

g 
to

 th
e 

gr
ou

p
ei

th
er

 v
er

ba
lly

 o
r 

in
 w

rin
g 

a 
'Y

et
-

w
or

ld
' p

ro
bl

em
re

la
te

d
to

ed
uc

at
io

na
l l

ea
de

rs
hi

p 
th

at
 th

ey
ha

ve
 e

nc
ou

nt
er

ed
in

th
ei

r
pr

ac
tic

e.

G
E

N
D

E
R

F
or

 M
ix

ed
 G

en
de

r
s

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 b
rin

g
to

th
e

gr
ou

p 
a 

le
ad

er
sh

ip
pr

ob
le

m
 th

ey
 h

av
e 

en
co

un
te

re
d

In
 th

ei
r 

or
ga

ni
za

tio
ns

 r
el

at
ed

 to
 a

ge
nd

er
-r

el
at

ed
 is

su
e.

 G
ro

up
e 

of
sa

m
e 

ge
nd

er
 a

re
 a

sk
ed

 to
di

sc
us

s 
th

is
 p

ro
bl

em
 a

nd
 o

ffe
r 

at
le

as
t t

w
o 

al
te

rn
at

iv
e 

so
lu

tio
ns

.
S

ol
ut

io
ns

 a
re

 th
en

 c
om

pa
re

d 
fo

r
th

ei
r 

si
m

ila
rit

ie
s 

an
d 

di
ffe

re
nc

es
.

F
or

 S
am

e 
G

en
de

r
C

oh
or

ts

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 ta
lk

w
ith

 a
 c

ol
le

ag
ue

 o
f t

he
 o

pp
os

ite
ge

nd
er

 a
nd

 a
sk

 h
im

/h
er

 to
id

en
tif

y 
a 

le
ad

er
sh

ip
 p

ro
bl

em
he

/s
he

 h
as

 e
nc

ou
nt

er
ed

in
hi

s/
he

r 
pr

ac
tic

e 
an

d 
ho

w
 h

e/
sh

e
so

lv
ed

 th
at

 p
ro

bl
em

. T
he

y 
ar

e
th

en
 a

sk
ed

 to
 s

ha
re

 th
es

e
pr

ob
le

m
s 

an
d 

so
lu

tio
ns

 in
 s

m
al

l
an

d 
la

rg
e 

gr
ou

ps
 w

he
n 

th
e

co
ho

rt
 g

ro
up

 m
ee

ts
 a

nd
 th

en
di

so
.s

s 
w

he
th

er
 th

ey
 w

ou
ld

 h
av

e
re

sp
ep

nd
ed

 to
 th

e 
si

tu
at

io
n 

in
 th

e
sa

m
e 

w
ay

 a
nd

 if
 th

ey
 b

el
ie

ve
 th

ei
r

re
sp

on
se

 is
 g

en
de

r-
re

la
te

d.

E
T

H
N

IC
IT

Y

fo
r 

E
th

ni
ca

lly
 D

iv
er

se
C

oh
or

ts

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 b
rin

g
to

th
e

gr
ou

p 
a

le
ad

er
sh

ip
pr

ob
le

m
 th

ey
 h

av
e 

en
co

un
te

re
d

in
 th

ei
r 

or
ga

ni
za

tio
ns

 r
el

at
ed

 to
is

su
es

 o
f e

th
ni

c 
di

ve
rs

ity
. T

he
y

ar
e 

th
en

 a
sk

ed
 in

 d
ya

ds
 to

In
te

rv
ie

w
 e

ac
h 

ot
he

r 
ab

ou
t t

he
ir

pr
ob

le
m

 a
nd

 b
ra

in
st

or
m

 p
os

si
bl

e
so

lu
tio

ns
.

T
he

se
 d

ya
d 

co
n-

ve
rs

at
io

ns
 a

re
 th

en
 s

ha
re

d 
w

ith
th

e 
to

ta
l g

ro
up

.

F
or

 E
th

ni
ca

lly
 S

im
ila

r
C

oh
or

ts

S
el

ec
te

d 
pa

rt
ic

ip
an

ts
 a

re
 a

sk
ed

to
In

vi
te

th
re

e
ed

uc
at

io
na

l
le

ad
er

s 
to

 a
 c

oh
or

t m
ee

tin
g 

w
ho

re
pr

es
en

t e
th

ni
c 

ba
ck

gr
ou

nd
s

di
ffe

re
nt

 th
an

 th
ei

r 
ow

n.
 T

he
se

re
so

ur
ce

 p
eo

pl
e 

ar
e 

as
ke

d 
to

hi
gh

lig
ht

 tw
o 

or
 th

re
e 

pr
ob

le
m

s
th

ey
 h

av
e 

en
co

un
te

re
d 

w
hi

ch
 a

re
re

la
te

d 
to

 e
th

ni
c 

di
ve

rs
ity

 a
nd

le
ad

 a
 d

is
cu

ss
io

n 
on

 a
lte

rn
at

iv
e

w
ay

s 
th

ey
 w

er
e 

an
d/

or
 c

ou
ld

 b
e

ad
dr

es
se

d.

S
O

C
IA

L 
C

LA
S

S

flu
21

Y
K

af
ila

rd
ar

gl
ita

l
C

oh
or

ts

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 b
rin

g
to

th
e 

gr
ou

p
a 

le
ad

er
sh

ip
pr

ob
le

m
 th

ey
 h

av
e 

en
co

un
te

re
d

in
 th

ei
r 

or
ga

ni
za

tio
ns

 r
el

at
ed

 to
th

e 
Is

su
es

 o
f s

oc
ia

l c
la

ss
. S

im
ila

r
pr

ob
le

m
s 

ar
e 

gr
ou

pe
d 

to
ge

th
er

an
d 

th
es

e 
gr

ou
ps

 o
f s

tu
de

nt
s 

ar
e

as
ke

d 
to

 le
ad

 a
 p

an
el

 d
is

cu
ss

io
n

on
 th

ei
r 

pr
ob

le
m

s 
an

d 
po

ss
ib

le
so

lu
tio

ns
.

F
or

 S
im

ila
r 

S
oc

ia
l C

la
ss

C
oh

or
ts

S
el

ec
te

d 
pa

rt
ic

ip
an

ts
 a

re
 a

sk
ed

to
 d

ev
el

op
, i

n 
co

op
er

at
io

n 
w

ith
ed

uc
at

io
na

l l
ea

de
rs

 w
ho

 h
av

e
ex

pe
rie

nc
e 

w
ith

 s
tu

de
nt

s 
w

ho
ar

e 
fr

om
 d

iff
er

in
g 

so
ci

al
 c

la
ss

es
, a

ca
se

 th
at

 c
an

 b
e 

di
sc

us
se

d 
by

th
e 

co
ho

rt
 g

ro
up

 a
t t

he
ir 

ne
xt

se
ss

io
n.

 T
he

y 
ar

e 
th

en
 a

sk
ed

 to
go

 b
ac

k 
to

 th
es

e 
le

ad
er

s 
an

d
di

sc
us

s 
th

e 
so

lu
tio

ns
 th

at
 w

or
e

of
fe

re
d 

by
 c

oh
or

t m
em

be
rs

 a
nd

ge
t t

he
ir 

re
ac

tio
n 

an
d 

fe
ed

ba
ck

,
w

hi
ch

 in
 tu

rn
 is

 d
is

cu
ss

ed
 a

t t
he

gr
ou

p'
 s

 n
ex

t c
oh

or
t m

ee
tin

g.



S
A

M
P

LE
 IN

S
T

R
U

C
T

IO
N

A
L

T
E

C
H

N
IQ

U
E

S

N
et

w
or

ki
ng

 -
 F

or
m

in
g 

ro
la

-
tio

ns
lip

s 
w

ith
 o

th
er

 w
om

en
 a

nd
m

en
 w

ho
 c

ur
re

nt
ly

 h
ol

d 
or

 a
sp

ire
to

 le
ad

er
sh

ip
 p

os
iti

on
s 

fo
r 

th
e

pu
rp

os
es

 o
f g

iv
in

g 
an

d 
re

ce
iv

in
g

in
fo

rm
at

io
n,

pr
ov

id
in

g
m

ut
ua

l
su

pp
or

t, 
an

d 
as

 a
 m

ea
ns

 fo
r 

w
ee

r
ad

va
nc

em
en

t.

G
E

N
D

E
R

F
or

 M
ix

ed
 G

en
de

r
C

oh
or

ts

P
ar

tic
ip

an
ts

 w
e 

as
ke

d 
to

 r
ef

le
ct

on
 th

e
ne

tw
or

ks
 th

at
 h

av
e

re
su

lte
d

fr
om

th
e

co
ho

rt
ex

pe
rie

nc
e 

in
 te

rm
s 

of
 th

e 
ki

nd
s

of
 n

et
w

or
ks

 th
ey

 a
re

, o
r 

ha
ve

be
en

 in
vo

lv
ed

 w
ith

; t
he

 p
rim

ar
y

ge
nd

er
 o

f t
ho

se
 n

et
w

or
ks

, a
nd

ho
w

 th
os

e 
ne

tw
or

ks
 h

av
e 

be
en

he
lp

fu
l t

o 
th

em
.

fo
r 

S
am

e 
G

en
de

r
C

O
M

A

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 r
ef

le
ct

on
 th

e 
ne

tw
or

ks
 th

ey
 p

re
se

nt
ly

be
lo

ng
 to

 o
r 

ha
ve

 b
el

on
ge

d 
to

w
hi

ch
 h

av
e 

be
en

 p
re

do
m

in
at

el
y

m
al

e
or

fe
m

al
e

in
th

ei
r

co
m

po
si

tio
n.

 T
he

y 
ar

e 
as

ke
d 

to
ex

pl
or

e
th

e 
si

m
ila

rit
ie

s 
an

d
di

ffe
re

nc
es

 in
 th

es
e 

gr
ou

ps
 in

te
rm

s 
of

 in
fo

rm
at

io
n 

sh
ar

in
g,

gi
vi

ng
 s

up
po

rt
, a

nd
 p

ro
vi

di
ng

op
po

rt
un

iti
es

fo
r

ca
re

er
ad

va
nc

em
en

t.

E
T

H
N

IC
IT

Y

F
or

 E
th

ni
ca

lly
 D

iv
er

se
fie

ks
ul

a

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 a

t t
he

be
gi

nn
in

g 
of

 th
e 

lo
ng

 te
rm

in
vo

lv
em

en
t s

eg
m

en
t' 

of
 th

e
co

ho
rt

 to
 fo

rm
 n

et
w

or
ks

 th
at

in
cl

ud
e 

pe
op

le
 fr

om
 d

iff
er

in
g

et
hn

ic
 b

ac
kg

ro
un

ds
.

T
he

y 
ar

e
th

en
 a

sk
ed

 p
er

io
di

ca
lly

 to
 r

ef
le

ct
on

 h
ow

 th
os

e 
ne

tw
or

ks
 a

re
fu

nc
tio

ni
ng

; w
ha

t b
en

ef
its

 th
ey

ha
ve

re
ce

iv
ed

 fr
om

th
es

e
ne

tw
or

ks
; a

nd
 h

ow
 th

ey
 m

ig
ht

im
pr

ov
e 

th
es

e 
ne

tw
or

ks
.

fo
r 

E
th

ni
ca

lly
 S

im
ila

r
C

oh
or

ts

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

ex
pa

nd
 th

ei
r 

pr
es

en
t n

et
w

or
ks

 to
in

cl
ud

e
pe

op
le

of
di

ffe
rin

g
ba

ck
gr

ou
nd

s 
th

an
 th

ei
r 

ow
n 

or
 to

ex
pa

nd
 th

e 
nu

m
be

r 
of

 th
os

e 
w

ith
di

ffe
rin

g
et

hn
ic

 b
ac

kg
ro

un
ds

th
an

 w
e 

al
re

ad
y 

in
 th

ei
r 

ne
tw

or
ks

.
T

he
y 

ar
e 

th
en

 a
sk

ed
 to

 r
ef

le
ct

 o
n

th
e 

ch
an

ge
 in

 c
om

po
si

tio
n 

of
 th

e
m

em
be

rs
 o

f t
he

 n
et

w
or

k 
ha

s
ch

an
ge

d 
th

ei
r 

in
te

ra
ct

io
ns

.

S
O

C
IA

L 
C

LA
S

S

F
or

 D
iv

er
se

 S
oc

ia
l

as
s

rg
m

ti!
P

ar
tic

ip
an

ts
 a

re
 a

sk
ed

 to
 r

ef
le

ct
on

th
e 

ne
tw

or
ks

 th
at

 h
av

e
re

su
lte

d
fr

om
th

e
co

ho
rt

ex
pe

rie
nc

e 
in

 te
rm

s 
of

 w
ha

t
ef

fe
ct

,
if

an
y,

 s
oc

ia
l c

la
ss

ba
ck

gr
ou

nd
s 

of
 th

e 
pa

rt
ic

ip
an

ts
ha

ve
 h

ad
 o

n 
'h

os
e 

ne
tw

or
ks

.

fo
r 

S
im

ila
r 

S
oc

ia
l C

la
ss

C
oh

or
ts

P
ar

tic
ip

an
ts

 a
re

 a
sk

ed
 to

 h
av

e
m

em
be

rs
of

th
ei

r
pr

es
en

t
pr

of
es

si
on

al
 n

et
w

or
ks

 e
xa

m
in

e
th

ei
r 

ow
n 

so
ci

al
 c

la
ss

 a
ffi

lia
tio

ns
an

d 
th

os
e 

of
 th

ei
r 

pa
re

nt
s 

in
te

rm
s 

of
 w

ha
t t

he
y 

be
lie

ve
 a

nd
ho

w
 th

ey
 p

ra
ct

ic
e.

T
he

y 
w

ou
ld

th
en

, w
ith

 th
e 

pe
rm

is
si

on
 o

f t
he

ir
ne

tw
or

k 
m

em
be

rs
, s

ha
re

 th
is

 w
ith

co
ho

rt
 g

, p
 m

em
be

rs
.


