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CHAPTER I 

DEFINITION OF THE PROBLEM 

INTRODUCTION 

Whether or not counselors should involve themselves 

in the teaching program of a college is a valid question. 

Robert T. Brown states that although student personnel 

workers have professed themselves to be educators and to 

be interested in the whole student, they have served higher 

education essentially as "housekeepers, activities advisors, 

and counselors and been seen by many in the higner educa­

tion arena as petty administrators."! Certainly, the u1ti-

mate objective of staff, according to Brown, is to improve 

the quality of life on campus. He feels that this objec­

tive is often achieved, but he questions whether many stu­

dents are affected in a developmental way. 

Terry O'Banion2 states that student personnel staff 

members should teach student development courses not usu­

ally available in instructional programs. He says that the 

2Terry O'Banion, New ·oirections in Communit Colle e 
Student Personnel Programs as 1ngton, D. C.: Amer1can 
Personnel and Guidance Association, 1971}, p. 12. 

1 
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experience of the student is an important part of the sub­

ject matter of student development courses. 

2 

Such curricular involvement by counselors would be 

congruent with O'Banion•s3 contention that student personnel 

programs should be the most prominent aspect of institu­

tional efforts to humanize the educational process. Accord­

ing to O'Banion, counselors, because of their student­

centered commitments, would be able to exercise more influ­

ence in humanizing education than any other group function­

ing in education today. 

Ernest H. Berg4 also sees the emerging role of the stu­

dent personnel worker as heavily involved in the integration 

of humanistic emphasis in the instructional program. He 

demonstrates that cognitive and affective learning can take 

place simultaneously in the classroom, and the first pri­

ority for counselors would be to associate with instructors 

in the real world of the academic environment. The second 

priority would be to infiltrate, by whatever means necessary, 

the academic structure of the community college. He relates 

that if counselors are to establish themselves as specialists 

in student development, they will have to demonstrate that 

the "cognitive and affective aspects of the educational 

3Ibid., p. 77. 

4Ernest H. Berg, "Curriculum Development and Instruc­
tion: A Proposal for Reorganization," Student Development 
Pro rams in The Communit Junior Colle e, eds. Terry O'Banion 
an ice Thurston Eng ewood C 1ffs, New Jersey: Prentice­
Hall, 1972), p. 134 . 

• 



program are not only possible but (even more important) 

desireable and essential ... s 

3 

Brown 6 feels that having an impact on student develop­

ment requires awareness of an involvement in the total envir-

onment of the student. He states that a significant part of 

that environment is the classroom. He asks, "Is it possible 

to accomplish some student development goals in an organized, 

course-like fashion that could become courses for credit? 

If so, then the logical step is to develop departments of 

human relations ... which present theoretical concepts but 

emphasize skill development and personal growth."7 

In accepting counselors as teachers of student devel­

opment courses, we ask a second question. In what dimen­

sions of personal growth might a student development course 

have a substantial impact for some developmental change? 

Arthur W. Chickering8 cites evidence that seven major 

dimensions of development occur during the college year: 

competence, emotions, autonomy, identity, interpersonal 

relationships, purpose and integrity. He feels that the 

period for major development of change in these seven major 

dimensions either begins at the age of 17 or 18 and continues 

5Ibid., p. 142. 

6Robert D. Brown, op. cit., p. 91. 

7Ibid., p. 97. 

8Arthur W. Chickering, Education and Identity (San 
Francisco: Jossey-Bass, Inc., 1971), p. 2-15 . 

• 
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into the middle or late twenties, or that a strong potential 

exists for such change at this age. Chickering further 

states that certain kinds of college experiences have a 

substantial impact for such developmental change. 

One dimension of personal growth described by 

Chickering in one of his vectors is "freeing of inter­

personal relationships." He suggests that growth in free­

ing of interpersonal relationships involves two aspects: 

(1) "a shift in the quality of relationships with intimate 

and close friends," and (2} "increased tolerance and respect 

for those of different backgrounds, habits, values and 

appearance. u9 

A shift in the quality of relationships with intimate 

and close friends can be described as an "increased ease in 

relationships with peers and adults" and as a "diminished 

need to dominate, to override others with one's own ideas, 

and to coerce or manipulate others."lO Increased tolerance 

and respect for those of different backgroun~s, values and 

appearance can be described as "increasing openness and 

acceptance of diversity." Increased openness "allows our 

own sensitivities to expand and increases the range of 

alternatives for satisfying exchanges and for close and 

lasting friendships."ll 

9Ibid., p. 94. 

10Ibid., p. 101. 

llibid., p. 94 . 

• 



In the next section this author describes a human 

relations course taught by counselors in a community col­

lege. This author contends that it is a student course, 

which as Brown suggests, affects students in a develop­

mental way. In addition, as Berg suggests, the course 

demonstrates that cognitive and affective learning can take 

place simultaneously . 

• 
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BACKGROUND 

Psychology 201 is a human relations class taught by 

counselors at Moraine Valley Community College (MVCC), 

Palos Hills, Illinois. The mode of instruction used by the 

counselors is described as experiential learning. The 

experiential mode includes dissemination of cognitive 

learning material through a combination of methods. These 

include but are not limited to: lectures, discussion and 

use of audio-visual material. Also, the development of 

interpersonal skills occurs with structured group exer­

cises. Finally, each experience is processed by the coun­

selor. 

The structured experiences are an important part of 

the class. According to Ruth R. Middleman and Gale 

Goldberg,12 a feature of the structured learning situation 

in human relations training is the psychological safety 

factor provided by the boundary of each structured situa­

tion. Morton A. Lieberman, Irvin D. Yalom and Matthew B. 

Miles13 indicate that there is a tendency for structured 

12Ruth R. Middleman and Gale Goldberg~ ."The Co~cept 
of Structure in Experiential Learning," The 1972 Annual 
Handbook for Grou~ Facilitators, eds. John E. Jones and 
William Pfeifferiowa City, Iowa: University Associates, 
1972), p. 207. 

13Morton A. Lieberman, Irvin D. Yalom and M. B. Miles, 
Encounter Groups: First Facts (Basic Books, Inc. Publishers, 
1973), p. 415. 

• 
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exercises in human relations training to provoke less identi­

fication and fewer negative reactions than other types of 

group events in human relations training. 

The content of the course includes cognitive material 

and structured group experiences in initiating relationships, 

building interpersonal trust, developing communications and 

confrontation skills, and establishing conflict resolution. 

{See Syllabus, Appendix A, P. 142) All instructors who teach 

this human relations class are trained counselors with broad 

experience in community college group work. 

The human relations class does much to humanize the 

educational process at MVCC. The class is part of an emerg­

ing model of student personnel work primarily concerned with 

the students• development. This author contends that it is 

a course where "the experience of the student is an important 

part of the subject matter." He also contends that the human 

relations class focuses in on one dimension of personal growth 

described by Chickering in one of his vectors, "freeing of 

interpersonal relationships ... 

This study will provide an evaluation of the affective 

outcomes of the human relations course taught at MVCC. The 

study will attempt to assess experimentally if participation 

in the human relations class contributes to the students• 

interpersonal competence . 

.. 
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PROBLEM 

In general, this study will provide an evaluation of a 

new student personnel activity referred to as a student 

development course. Specifically, this study will assess 

the effectiveness of the Human Relations course, PSY 201, as 

taught by counselors at MVCC. This study will determine 

whether participation in the class improves personality 

characteristics used in interpersonal situations and behav­

ior characteristics in groups. 

HYPOTHESES 

The main research hypothesis of this present study is 

that the human relations class, PSY 201, taught by coun­

selors at MVCC, will produce positive changes in two areas. 

One of these areas is the participants• behavior character­

istics in a group as measured by the FIRO-B. The other is 

influence on the participants• personality characteristics 

which are considered important for social living and social 

interaction as measured by the CPl. 

For experimental purposes, research hypotheses have 

been proposed for this study. (See Chapter III) The author 

contends that, as measured by the FIRO-B and three scales of 

the CPI, participants will show more favorable behavior in 

the areas of inclusion, control, affection, tolerance, flex­

ibility and socialization . 
• 



Participants who will show more favorable character-

istic behavior are: 

(a) 

(b) 

(c) 

(d) 

(e) 

(f) 

(g) 

Students in the experimental group compared with 
students in the control group. 

Students in the experimental group falling above 
the age median of all subjects compared with stu­
dents in the control group falling above the age 
median of all subjects. 

Students in the experimental group falling below 
the age median of all subjects compared with stu­
dents in the control group falling below the age 
median of all subjects. 

Students in the experimental group falling above 
the age median of all subjects compared with stu­
dents in the experimental group falling below the 
age median of all subjects. 

Male students in the experimental group compared 
with male students in the control group. 

Female students in the experimental group compared 
with female students in the control group. 

Male students in the experimental group compared 
with female· students in the experimental group . 

• 
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LIMITATIONS 

The experimental aspect of the present study is lim­

ited to a single student-sponsored student development 

course, PSY 201, taught at MVCC. This study was limited to 

this institution for several reasons. This author is una­

ware of any other institution that teaches a human relations 

class with the same syllabus. In addition, by limiting the 

study to MVCC this author was able to insure that each sec­

tion of the course was taught within the time frame of the 

class syllabus and that the course was taught by_ the exper­

iential mode of instruction. Because of this, the results 

of the study can be generalized only for students who attend 

Moraine Valley Community College. 

A second limitation is that the PSY 201 classes, the 

experimental group in this study, are taught by five differ­

ent counselors. Each counselor has his own style of intro-

ducing cognitive materi~l, facilitating the structured 

experiences and processing the experiences. Middleman and 

Goldberg14 stated that the personality of the instructor 

and specific style in human relations training bear much 

less influence on the group in structured experiences than 

in unstructured experiences. However, Lieberman, Yalom and 

Miles15 found that one of the most important influences on 

14Ruth R. Middleman and Gale Goldberg, op. cit., p. 206. 

15M. A. Lieoerman, r. D. Yalom and M. B. Miles, op. 
cit., p. 264. 

• 
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outcomes in human relations training is the personality and 

style of the leader. 

It is also questionable that the same amount of time 

was spent by each counselor on each aspect of the class: 

cognitive material, experiences and counseling process. 

Although the syllabus specified the time for each unit, the 

nature of the experiences and the time taken to process each 

experience could be different for each class. In addition, 

each counselor brings a different kind of experience and 

knowledge to the classroom situation. 

Finally, Donald T. Campbell and Julian c. Stanley16 

state that if the pre-test scores for the experimental and 

control groups are similar, the design is the principal 

factor controlling the main effects of history: maturation, 

testing and instrumentation. Since participants in the 

experimental group deliberately seek exposure to the treat­

ment, the pre-test scores may not be as similar as desired 

and the proposed nonrandomized control group design may be 

weakened. If the pre-test scores for the experimental and 

control groups are equivalent, the main effects of history 

will have been controlled. 

16Donald T. Campbell and Julian C. Stanley, "Experi­
mental and Quasi-Experimental Designs for Research on Teach­
ing, .. Handbook of_ Research on TeachinT, ed. N. L. Gage 
(Chicago: Rand McNally and Co., 1963 , p. 183 . 

• 
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DEFINITIONS 

Student Development--Student development has been 

defined as the development of the whole student. But educa­

tional practice, according to Terry O'Banion,17 has narrowly 

defined those aspects of the students that need development. 

O'Banion expands the definition of student development. His 

definition includes the development of the student to the 

point where he realizes that he has the freedom to choose 

his own directions for learning and that he is responsible 

for those choices. According to O'Banion, the development 

of the whole student includes greater awareness of self and 

others, greater acceptance of self and others, and increased 

openness to experience. 

Student Development Course--Harold W. Grantl8 describes 

a student development course as a curricular offering de­

signed to facilitate personal growth by emphasizing the 

integration of content and process. Grant states, "If we 

view education as an attempt to structure experiences of 

persons so that their behavioral development is facilitated 

in the most sfficient manner possible, we must be concerned 

17Terry O'Banion, op. cit., p. 103. 

18Harold W. Grant, "Student Development in the Com­
munity College," Student Dev~ldpment Proitams in the Com­
munity Collefe, e~ Terry O'Banion and lice Thurston 
(Englewood C iffs, New Jersey: Prentice Hall, 1972), 
p. 195. 
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with both the content of behavior and the process by which 

it is developed.~19 
. . . . . . .. . . .. 

Humanitation~-O'Banion20 states that the student 

personnel program in a community college should do much to 

humanize the educational process. This humanization pro­

cess takes place when "students become highly involved with 

their fellow staff members."21 The staff members are able 

to facilitate freedom of expression, the reduction of 

defensiveness and a climate of mutual trust between staff 

and students. The students gain a greater acceptance of 

themselves as they are. The result of the humanization is 

that students and staff become "open, supportive, creative, 

facilitative and innovative.~22 According to O'Banion, this 

is the kind of environment humans would prefer to work in if 

they thought it possible to achieve. 

Structured Group Experiences in Human Relations 

Training--Middleman and Goldberg23 refer to "structured, 

group experiences'' in human relations training as an "ap­

proach to understanding human interaction in social situa­

tions." They describe this training as a "deliberately 

employed vehicle for creating, in microcosm, particular 

social situations for learning purposes."24 Middleman and 

20Terry O'Banion, op. cit., p. 78. 

21Ibid. 

22Jbid. 

23Ruth R. Middleman and Gale Goldberg, op. cit., 
p. 203. 

24rbid. 
• 
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Goldberg feel that structured group experiences enable 

human relations trainers to construct particular conditions 

for purposes of study. The structured group experience 

enables the trainers to impose a certain frame of reference, 

and the frame of reference emphasizes some aspects of the 

situation and screens out others. According to Middleman 

and Goldberg, "The social situation is delimited, and a 

particular focus emerges."25 

Experiential Learning--Middleman and Goldberg26 

emphasizes the importance of the "here-and-now," of action 

and rea~tion in the living moment, as a "potent dynamic" in 

the experiential learning process. The structur-ed group 

experiences and the processing of those experiences in the 

PSY 201 classes at Moraine Valley Community College fit the 

definition by Middleman and Goldberg for experiential learn­

; n g. 

Em~rging Model of Student Personnel Work--o•sanion27 

states that the old model which was .. rehabilitative (and 

which) tended the lame and halted the blind," is giving way 

to a new model which is 11 facilitative, and turns on the 

bored, bright and beautiful." Under the new emerging 

model, o•sanion feels each student must "find his own affairs, 

to be open to experience, realize his full potential and 

awaken his own creativity." The new model is described as 

25Ibid. 

26Ibid. 

27Terry o•sanion, op. cit.' p. 76 . 
• 
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an "action-oriented program that encounters, facilitates 

and intervenes.n28 The old model was a series of services 

for students who wished to use them. O'Banion describes 

the counselor in the emerging model as the "catalyst•• and a 

"change agent.•• He says the counselor is a person deeply 

committed to the full development of the individual. The 

counselor is the "initiator, producing positive changes in 

student behavior."29 

28Ibid. 

29Ibid., p. 9 . 
• 
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SUMMARY 

The first chapter presented a rationale for counselors 

to be involved in student development instruction, provided 

an introduction to a human relations class taught by coun­

selors at Moraine Valley Community College and stated the 

hypotheses and limitations of the present study. 

Chapter Two will survey selected literature which is 

related to the Human Growth Potential Movement. In Chapter 

Two the author will also demonstrate how different aspects 

of the Human Growth Potential Movement are related to stu­

dent development instruction and specifically related to 

PSY 201 as taught at MVCC. 

The third chapter discusses the procedures for the 

study. Chapter Four provides analyses of the data and a 

summary of the results. Finally, Chapter Five offers ,this 

author's conclusions and his recommendations for future 

studies. 

• 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

INTRODUCTION 

A review of the literature on student development 

courses reveals that PSY 201 is part of the vast field 

described by Donald H. Clarki as the "Human Growth Poten-

tial" movement. According to Clark, the movement is aimed 

at encouraging human growth that will unlock a greater 

share of human potential. Clark adds, "The movement is 

widespread and includes organizations, .centers, 'schools, 

institutes and publications, as well as unaffiliated 

workers."2 

Clark states that presently the most representative 

organization of the movement is the Association for Human­

istic Psychology. According to Clark, the two powerful 

forces in the Human Growth Potential Movement are the 

Esalen Institute and the National Training Laboratory. 

Frederick H. Stoller states that the "development of 

growth centers such as Esalen has given a setting in which 

the encounter group is practiced along with a rich variety 

lDonald H. Clark, "Encounter in Education," Confronta­
tion: Encounters in Self and Interpetsonal Awareness, eds. 
Leonard Blank, Gloria B. Gottsegen, and Monroe G. Gottsegen 
(New York: The Macmillan Co., 1971), p. 345. 

2Ibid., p. 347. 
17 

• 



18 

of approaches."3 The result, Stoller says, has been a broad­

ening and enrichment of the encounter group. According to 

Morton A. Lieberman, Irvin D. Yalom and Matthew B. Miles,4 

some 75 growth centers, many of them spin-offs modeled on the 

Esalen design, have started around the country. 

According to Clark, the National Training Laboratory 

"began in the ro6ts of group dynamics and flowered into var­

ieties ofT-Groups." The accent of NTL, Clark adds, is on 

"organizational development" as opposed to "personal growth."5 

Leland P. Bradford, Jack R. Gibb and Kenneth D. Benne6 state 

the NTL is primarily interested in developing new avenues for 

learning with an emphasis on group process as a major focus 

of interest. 

Kenneth D. Benne7 traces the genesis of the Human 

Growth Potential Movement to a workshop held on the campus 

3Frederick H. Stoller, "The Coth-erapist Encounter - A 
Catalyst for Growth," Confrontation: Encounters in Self and 
Interpersonal Awareness, eds. Leonard Blank, Gloria B. 
Gottsegen and Monroe G. Gottsegen (New York: The Macmillan 
Co., 1971), p. 308. 

4Morton A. Lieberman, Irvin D. Yalom and Matthew B. 
Miles, "The Group Experience Project: A Comparison of Ten 
Encounter Technologies," Confrontation: Encounter in Self 
and Interpersonal Awareness, ed. Monroe G. Gottsegen (New 
York: The Macmillan Co., 1971), p. 474. 

5Donald H. Clark, op. cit., p. 347. 
6Leland P. Bradford, Jack R. Gibb and Kenneth D. Benne, 

"Two Educational Innovations," T-Group Theory and Laboratory 
Method, ed. Leland P. Bradford (New York: John Wiley & Sons, 
Inc., 1964), p. 3. 

7Kenneth D .. Benne, ."History of the T~Group in the Labora­
tory Setting," T-GrOIJP Theory and Laboratory ·Method, ed. Leland 
P. Bradford (New York: John Wiley & Sons, Inc., )964), p. 81-84 . 

• 



19 

of the State Teachers College in New Britain, Connecticut, 

during the summer of 1946. The workshop was jointly spon­

sored by the Connecticut Interracial Commission, the Con­

necticut Department of Education and the Research Center for 

Group Dynamics, then located at the Massachusetts Institute 

of Technology. The aim of the workshop was to develop more 

effective local leaders in facilitating understanding of the 

Fair Employment Practices Act under which the Interracial 

Commission had been created. 

Subsequently, the training staff of the New Britain 

workshop worked with other institutions to plan a three-
.. 

week summer session in 1947 at the Gould Academy in Bethel, 

Maine. The joint sponsors for this workshop were the 

National Edu~ation Association and the Research Center for 

Group Dynamics of the Massachusetts Institute of Technology. 

One of the features of this session was a small continuing 

group called the "Basic Skills Training Group~" in which an 

"anecdotal observer made observational. data available for 

discussion and analysis by the group."8 

According to Benne, this group planned the program of 

the Basic Skills Training Group that used for the first time 

the "T-Group"· experience that has evolved into laboratory 

experiences as we know them today. Benne adds that the 

T-Group experience is basic to the Human Growth Potential 

Movement of today. 

8Ibid., p. 347 . 
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The movement today, according to Clark, is most visible 

in its small groups technique. He says that 11 the use of the 

small groups ... is a technique usually used in conjunction 

with other techniques ... g Clark states that groups that 

focus on 11 personal growth 11 are defined by several authors as 

encounter groups, and groups that focus on organizational 

development are defined by several authors as laboratory 

training. 

Because 11 group counseling., is also most 11 Visible in 

its use of the small groups as a techniqueulO for individuals 

to 11 Cope with typical developmental problems,•• 11 this author 

includes group counseling as part of this review of the human 

growth potential movement. The survey of the literature in 

this chapter also will include several authors• definitions 

of laboratory training, encounter groups and group coun­

seling; the goals of each, and the results of studies made 

on the outcomes of several groups in each classification. 

Similarities and differences between laboratory training, 

encounter groups and group counseling will be pointed out. 

Also, the author will point out the similarities and 

9oonal~ H. Clark, op. cit., p. 347. 

10George M. Gazda and Mary J. Larson, 11 A Comprehensive 
Appraisal of Group and Multiple Counseling, .. Journal of 
Research and Development in Education, Vol. 2, No. 1 (Winter, 
1968), p. 57. 

!loon C. Dinkmeyer and James L. Monroe, Group Counseling: 
Theory and Practice (Itasca, Ill: F. E. Pencock Publishers, 
1971)' p. 1. 
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differences between laboratory training, encounter groups 

and group counseling and the PSY 201 class taught at Moraine 

Valley Community College. Finally, this chapter will 

describe student development courses taught in other insti­

tutions of higher education across the country. 

LABORATORY TRAINING 

DEFINITION 

According to E. H. Schein and W. G. Bennis,12 many 

attempts have been made to characterize the nature of lab­

oratory training, but most of them have not been successful. 

Schein and Bennis list several reasons for this difficulty. 

They say: 

1) Laboratories vary tremendously in goals, training 
design, delegate population, length and setting, 
making it difficult to describe this experience in 
general. 

2} Laboratories attempt to provide a total and inte­
grated learning experience for the participants, 
making it difficult to communicate in written words 
the interdependence of the many separate aspects 
of the laboratory training design. 

3) Laboratories intend to provide a learning experi­
ence which is, in part, emotional, and to provide 
the opportunity for the participants to explore the 
interdependence of emotional and intellectual learn­
ing .. Without observing the process first-hand, it 
is difficult to describe and understand the nature 
of this emotional learning and its meaning to the 
learner.13 

• 
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Although it is difficult to characterize the nature 

of laboratory training, several prominent authors have 

attempted to do so. Collectively, the definitions offered 

in this text by ·several authors give the reader insight into 

the nature of laboratory training. 

Dorothy Stock states that the laboratory is 11 deliber­

ately designed to include lectures on theory, demonstrations 

and practice sessions, on the assumption that these plus the 

T-Group constitute an integrated whole.n14 Stock further 

states that the participants feel that the T-Group experi­

ence has the greatest impact, but she warns that the T-Group 

experience does not necessarily testify to its primary role 

in learning. Stock says: 

The T•Group is aimed toward facilitating learning of a 
special type: increased sensitivity toward group pro­
cess, increased awareness of the character of one's own 
group participation, and increased ability to deal with 
a variety of group situations.15 

Bradford, Gibb and Benne define laboratory training 

similarly to Stock. They see the training laboratory as a 

"temporary residential community" shaped to the learning 

requirements of all its members, with the community provid­

ing "formal and informal social process events which support 

and expand learning within the T-Group."16 Bradford, Gibb 

and Benne define the T-Group as: 

... a relatively unstructured group in which the individ­
ual participates as learner. The data for learning are 

14oorothy Stock, "A Survey of Research on T-Groups," 
T-Grou Theor and Laborator Method, ed. Leland P. Bradford 

New York: John Wiley & Sons, Inc., 1964), p. 421. 

15Ibid. 

16Leland P. Bradford, Jack R. Gibb, and Kenneth D. 
Benne, op. cit., p. 2. 



within the individual who participates in the session 
and his immediate experience within the T-Group. The 
data are the transactions among members ... as they work 
to stimulate and support one another•s learning within 
that society.17 

The definition of Schein and Bennis also emphasizes 

the "experience generated in various social encounters by 
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the learners themselves" in the laboratory. But they add 

that laboratory training is an "educational strategy which 

purports to influence the development of learning in individ­

uals and induces change in organization."18 

C. Seashore19 describes laboratory training as a type 

of "experienced-based learning" in which participants work 

together in small groups (T-Groups) over an extended period 

of time. Both Seashore and Bradford, Gibb and Benne empha­

size that laboratory training allows the participants to 

experiment with new patterns of behavior. Bradford, Gibb 

and Benne state that "new patterns of behavior are invented 

and tested in a climate supporting change."20 Seashore sees 

the experience of the laboratory as providing "maximum pos­

sible opportunities for the individual to expose his behav­

ior, give and receive feedback, and experiment with new 

behavior."21 

17Ibid., p. 2. 

18E. H. Schein and W. G. Bennis, op. cit., p. 3. 

20Leland P. Bradford, Jack R. Gibb, and Kenneth D. 
Benne, op. cit., p. 3. 

21c. Argyris, op. cit., p. 145 . 
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The increased understanding of group processes is 

emphasized in Roy M. Whitman's definition. He sees training 

in groups of this type as "sensitizing the individual to the· 

group process affecting him, the influence of other individ­

uals to respond to him."22 

Whitman's definition of the T-Group also gives special 

attention to "group dynamics." He defines the T-Group as: 

.•• a collection of heterogeneous individuals who gather 
for the purpose of examining the interpersonal relations 
and group dynamics that they themselves generate by 
their interactions.23 

T-Group definitions by John P. Campbell and Marvin D. 

Dunnette and by Richard L. Burke and Warren G. Bennis focus 

on the unstructuredness of the T-Group. Burke and Bennis 

describe the T-Group as a "device where, in an initially 

unstructured setting, with the usual group controls absent, 

the members develop group norms, standards, power and friend­

ships."24 Campbell and Dunnette describe the T-Group learn­

ing experience as a "small, unstructured, face-to-face group 

... typically with no activities or topics for discussion 

planned."25 

22Roy M. Whitman, "Psychodynamic Principles Underlying 
T-Group Processes," T-Group Theory and Laborato·ry Method, ed. 
Leland P. Bradford (New York: John Wiley & Sons, Inc., 1964}, 
p. 310. 

23Ibid. 

24Richard L. Burke and Warren G. Bennis, "Changes in 
Perceptions of Self and Others During Human Relations Train­
ing," Human Relations, Vol. 14, No. 2 (May, 1961), p. 166. 

25John p, Campbell and ~arvin D. Dunnette, "Effective­
ness of T~Group .Experiences in .Managerial Training and Devel­
opment," Psychological Bulletin, Vol. 70, No.2 (Aug., 1968), 
p. 7 5. 
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GOALS 

E. H. Schein and W. G. Bennis find that "laboratory 

training focuses on ·the individual, the small group, and the 

organization" and that "the goals vary with the specific 

lab.n26 According to Campbell and Dunnette,27 "the differ­

ential emphasis" of the goals of a lab constitutes one of 

the most important dimensions for distinguishing among var­

iations in the laboratory training sessions and their T­

Groups. Campbell and Dunnette feel: 

Some groups tend to emphasize the individual's goals of 
fastening self awareness and sensitivity. Others orient 
toward the more organizational objectives of understand­
ing interaction phenomena and intergroup processes with 
the ultimate aim of improving organizational effective­
ness.28 

Whatever the goals are for the specific lab, Gerald 

Egan29 states that most professionals engaged in laboratory 

training maintain that the goals, both general and specific, 

must remain flexible. According to Egan it is important to 

allow each group "to create its own goals and to move in 

fruitful, though perhaps unexpected directions.n30 

26E. H. Schein and W. G. Bennis, op. cit., p. 11. 

27John P. Campbell and Marvin D. Dunnette, op. cit., 
p. 7 5. 

28Ibid. 

29Gerald Egan, Encounter: Gtou 
personal Gtowth (Belmont, Ca 1forn1a: 
Co., 1970), p. 9. 

30Ibid. 
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Gibb states that the central aim of laboratory training 

is "to achieve personal competence, group and organizational 

effectiveness."31 Schein and Bennis state that a major 

training goal is "increased interpersonal competence in the 

many roles each participant plays."32 

Leland P. Bradford, E. H. Schein and W. G. Bennis, and 

Kenneth D. Benne, Leland P. Bradford and Ronald Lippit all 

state that an important goal of the lab is learning how to 

learn. Bradford states that learning how to learn comes from 

the participants "continuing experience in the areas of self­

awareness, sensitivity to phenomena of interpersonal behav-

ior, and understanding of the consequences of behavior--one's 

own and others."33 According to Bradford, learning how to 

learn leads to 11 diagnostic and problem solving ability in 

group development, and the ability to seek and to accept 

realistic and responsible membership functions."34 

Schein and Bennis35 list the "learning process•• as one 

of their goals and state that the 11 how to learn" is achieved 

by the participants' 11 0Wn experiences ... Benne, Bradford and 

31Jack R. Gibb, "The Effects of Human Relations Train­
ing, .. Handbook of Psychothera~~ and Behavior Chanae, eds. 
A. E. Bergin and S. L. Garfie (New York: John iley and 
Sons, Inc., 1971), p. 839. 

G. Bennis, op. cit., p. 11. 

Pro-

34Ibid., p. 194. 

35E. H. Schein and W. G. Bennis, op. cit., p. 13 . 
• 
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Lippit state that learning how to learn comes from "becoming 

an analyst of one•s own process of learning."36 

According to Schein and Bennis, several metagoals in 

laboratory training which are "seldom articulated" are 

"implicit in the functioning of most laboratory training 

groups."37 The metagoals of Schein and Bennis are: 

(a) a spirit in inquiry or a willingness to hypothesize 
and experiment with one•s role in the world. 

(b) an expanded interpersonal consciousness or an in­
creased awareness of more things about more people. 

(c) an increased authenticity in interpersonal rela­
tions or simply feeling free to be oneself and not 
feeling compelled to play a role. 

(d) an ability to act in a collaborative and interde­
pendent manner with peers, supervisors and subordi­
nates rather than in authoritative or hierarchical 
terms. 

(e) an ability to resolve conflict situations through 
problem solving rather than through house trading, 
coercion ·or power manipulation.38 

Campbell and Dunnette39 list several goals that they 

feel are explicit and are regarded by most authors as the 

direct outcomes of a properly functional T-Group. They con­

fess that not all practitioners would agree that all T-Groups 

try to accomplish all of these aims, but they feel that they 

36Kenneth D. Benne, Leland P. Bradford, and Ronald 
Lippitt, 11 The Laboratory Method," T-Group Th·eor~ and labora­
tory Method, ed. Leland P. Bradford (New York: ohn Wiley 
and Sons, Inc., 1964), p. 18. 

37E. H. Schein and W. G. Bennis, op. cit., p. 30. 

38Ibid., p. 31. 

39John P. Campbell and Marvin D. Dunnette, op. cit., 
p. 74. 



are sufficiently common to most discussions of the T-Group 

methods. The aims listed by Campbell and Dunnette are: 
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(a) increased self-insight or self-awareness concerning 
one's own behavior and its meaning in a social 
context. 

(b) increased sensitivity to the behavior of others. 

(c) increased awareness and understanding of the type 
of processes that facilitate or inhibit group 
functioning and the interaction between different 
groups. (Why do some members participate actively 
while others retire to the background?) 

(d) heightened diagnostic skills in social, interper­
sonal and intergroup situations. 

(e) increased action skill ... which .•. refers to a per­
son's ability to intervene successfully in inter­
or intra-group situations.40 

Benne, Bradford and Lippitt state that any laboratory 

is based on the assumption that "understanding and skills .of 

participation can be learned validly only through processes 

of participation in which the learner is involved."41 

Benne, Bradford and Lippitt list several goals of labora­

tory training: 

(a) increased awareness of and sensitivity to emotional 
reactions and expressions in the individual and 
ot~rs. 

(b) greater ability to perceive and learn from the 
consequences of his actions through attention to 
feelings--his own and others. 

(c) classification and development of personal values 
and goals consonant with a democratic and scien­
tific approach to problems of social and personal 
decision and action. 

40Ibid., p. 75. 

41Kenneth D. Benne, Leland P. Bradford and Donald 
Lippitt, op. cit., p. 16. 
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(d) development of concepts and theoretical insights 
which will serve as tools in linking personal 
values, goals and intentions to actions consistent 
with these inner factors and with the requirements 
of the situation. 

(e) achievement of behavioral effectiveness in trans­
actions with one's environment.42 

LABORATORY TRAINING AND PSY 201 

The lectures on theory, demonstrations and practice 

sessions referred to by Dorothy Stock are similar to the 

lectures on theory and structured experiences of the PSY 201 

class. The PSY 201 class is one type of experience-based 

learning in which participants work together in ~he same 

small groups during the semester, such as the "experienced-

based learning" described by Seashore. The PSY 201 class. 

enables the participants to "experiment with new patterns of 

behavior" similar to those described by Bradford, Gibb and 

Benne. In keeping with Seashore's description, the partici-

pants of the class "give and receive feedback." However, 

the PSY 201 class is dissimilar to th~ unstructuredness of 

the T-Group as described by Campbell and Dunnette and by 

Burke and Bennis. The small groups within the PSY 201 

classes have "activities and topics for discussion" planned 

by the instructor throughout the semester. 

Several goals of laboratory training that focus on the 

individual rather than group processes also are goals of the 

PSY .201 class. "Increased interpersonal competence," 

42Ibid. 
• 
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referred to by Schein and Bennis as a goal for laboratory 

training, is also a goal in the PSY 201 class. The metagoal 

of nan increased authenticity in interpersonal relations or 

simply feeling free to be oneself, .. also referred to Schein 

and Bennis, is the focus of the PSY 201 class throughout the 

semester. Counselors of the PSY 201 class consistently 

stress the importance of 11 Sensitivity to the behavior of oth­

ers11 and 11 increased self-insight or self-awareness concerning 

one•s own behavior, 11 goals referred to by Campbell and 

Dunnette. 

OUTCOMES 

Jack R. Gibb43 identifies several barriers to accurate 

research on the effects of laboratory training. One problem, 

according to Gibb, is the inadequacy of theories of training. 

A second barrier stated by Gibb is the problem of design. 

He found that training is almost always done under field 

conditions in which the researchers have been unable to find 

or construct adequate control or comparison groups. 

Schein and Bennis44 question the results on most of 

the research done on laboratory training outcomes. They feel 

that the evidence is 11 meager 11 because of the 11 fantastic dif­

ficulties of doing valid evaluation research ... Schein and 

43Jack R. Gibb, op. cit., p. 842. 

44E. H. Schein and W. G. Bennis , op. cit., p. 10. 
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Bennis mention two general problems similar to those men-

tioned by Gibb. They are: 

(1) difficulties of achieving rigor of research design 
in a setting devoted to achieving practical changes 
and learning goals. 

(2) difficulties of gathering reliable and valid data. 
Where human and organizational change is involved 
it is difficult to determine the kinds of data that 
would reliably and validly reflect change and 
learning.45 

Campbell and Dunnette46 contend that laboratory train-

ing research must be extended beyond "observable changes" to 

the effect such training has on the individual's organiza­

tional" performance. They say: 

An examination of the research literature leads to the 
conclusion that while T-Group training seems to produce 
observ~ble changes in behavior, the utility of these 
changes for the performance of individuals in their 
organizational roles remains to be demonstrated.47 

Gibb states that some individuals benefit from labor-

atory training more than others. He found: 

Participants who are less dogmatic, more openminded and 
more open to incoming stimuli presumably are most sensi­
tive to the world of people. Thos~ who are most open to 
ideas and to expression of feelings gain most from lab­
oratory training.48 

Gibb's statement is supported by research reported by 

Douglas R. Bunker. In a study of an organizational labora­

tory training program, he found that those who learned most 

45Jbid. 

46John P. Campbell and Marvin D. Dunnette, op. cit., 
p. 73. 

47Ibid. 

48Jack R. Gibb, op. cit., p. 814. 



in a T-Group and applied their learning most effectively 

tended to be those who were described by supervisors and 

peers before the training as being 11 0pen to new ideas and 

to the expression of feelings.n49 
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Yet, in spite of the difficulties and problems in lab-

oratory training research, a great many studies have been 

made on laboratory training outcomes. In a report made by 

Matthew B. Miles,SO 34 elementary school principals who 

attended a two-week training laboratory at Bethel, Maine, 

were treated as the experimental population. Two control 

groups were used, one a matched pair group nominated by the 

experimentals and the other a random group drawn from a 

national directory of principals. The criterion measure 

included the Ohio State Leader Behavior Description Question­

nare, a peer nomination form and the Group Participation 

Scale. Results of the study showed sensitivity and diagnos­

tic ability could not be discriminated across instruments. 

Analysis of variance showed no experimental-control differ­

ences on the Leadership Behavior Description Questionnaire or 

on the Group Participation Scale. Changes resulting from the 

training of the experimentals seemed primarily associated 

tion 

50Matthew B. Miles, 11 Changes During and Following. Lab­
oratory Training: A Clinical Experimental Study, .. Journal of 
Applied B~havioral Science, Vol. 1, No. 3 (July-September, 
1965), p. 215-249 . • 



with active unfrozen participation at the laboratory and 

with reception of feedback. 
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BunkerS! did a follow-up study in an effort to deter-

mine whether Miles' findings relative to behavior change 

among school principals could be extended to an occupation­

ally diverse, larger group of participants in training lab­

oratories. Bunker studied a sample of 346 participants 

from six different training laboratories conducted by NTL 

at Bethel, Maine, in 1960 and 1961. Results indicated that 

participants were seen by co-workers as increasing signifi­

cantly more than controls in cognitive openness, behavioral 

skill and understanding of social process. In addition, it 

was determined that members of the training group take more 

risks, receive more feedback and make more adaptive behav­

ioral adjustments than others. 

Gordon Lippitt and Jack R. Gibb both studied the 

effects of feedback on changes in individual behavior. In a 

study by Lippitt, 52 data was collected- about the ways each 

person was perceived by his fellow members and the ways in 

which they would like him to change in terms of his fre­

quency of participation, the degree to which he welcomed or 

resisted the ideas of others, and the extent to which he 

sought attention or avoided recognition. Thirteen out of 14 

Sloouglas R. Bunker, op. cit., p. 131. 

52oorothy Stock, op. cit., p. 429 . 
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persons who received feedback changed in the direction the 

group wanted them to change. 

Gibb53 and his associates conducted a series of rela-

ted laboratory studies which investigated the effects of 

feedback on group process. The results showed that groups 

which received feedback differed from those which did not in 

that members felt more favorable toward the group, displayed 

a higher level of appreciation for their groups, and ex­

pressed more negative feelings. 

Burke and Bennis54 studied the impact of laboratory 

training on changes in the perception of self and other 

group members. A Group Semantic Differential test was de­

vised and administered twice to each member of six T-Groups, 

near the beginning and toward the end of the three-week 

laboratory. According to the test results: 

Perception of self and ideal self tended to converge, 
mainly because of changes in the way self was perceived 
rather than in the way self was concentralized, and that 
the way people see themselves and the way in which they 
are seen by others becomes more similar over time.55 

William C. Schutz and Vernon L. Allen56 studied 71 

participants in the 1959 W~stern Training Laboratory in 

53Ibid., p. 430. 

54Ibid., p. 426. 

55 Ibid. 

56William C. Schutz and Vernon L. Allen, "The Effects 
of a T-Group Laboratory .. on Interpersonal Behavior,•• JdO~nal 
of Applied Behavioral Science, Vol. 2, No. 3 (July-September, 
1966), p. 268. 
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Human Relations. The control group was a class of 70 stu­

dents in an education class at the University of California, 

Berkley. The lab included lectures, films and discussion on 

theoretical material presented by staff members. The FIRO-B 

questionnaire was administered before and after the lab and 

six months later. Results supported the hypothesis that as 

a result of the l~b the "overly dominant become less domi-

nant," the "overly submissive become more friendly." The 

most pronounced changes occurred during the first six months 

after the laboratory. Schutz and Allen also reported that 

since the pre-test scores of the control group differed 

significantly from those of the WTL group, the University of 

California education class may not have been an appropriate 

control group. 

Eugene B. Nadler and Stephen L. Fink57 studied 41 col­

lege students from a large Midwestern university. The stu­

dents gathered for five days of laboratory training for the 

purpose of improving their interpersonal and leadership 

skills. A pre-test and post-test comparison showed a "highly 

significant shift in a democratic direction on each of four 

different scales measuring aspects of democratic attitudes." 

No control. group was used in Nadler and Fink•s study. 

57Eugene B. Nadler and Stephen L. Fink, 11 1mpact of Lab­
oratory Training on Sociopolitical Ideology," Jdurnal of 
Applied Behavioral Science, Vol. 6, No. 1 (January-March, 
1970), p. 79. 
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John L. Hippie•s 58 study attempted to assess if lab­

oratory training had differential effects on male and female 

college students. Hippie hypothesized that female partici­

pants would make significantly more personal growth gains 

than male participants. Two off-campus training laboratories 

were conducted. Each laboratory lasted three days with 24 

hours of scheduled T-Group, theory sessions and focused 

exercises. From the total number of students who applied, 

79 students (40 male and 39 female) were selected. Those 

who were not selected were asked to participate in the con­

trol group. The Interpersonal Relations Rating Scale (IRRS), 

FIRO-B and the Self-Disclosure Questionnaire (SDQ) were 

administered before the lab and six weeks after. There were 

no significant differences between the two groups on any of 

the scales of the SDQ. On the IRRS the participants des­

cribed themselves more positively after their laboratory 

experience than did the non-participants. 

In spite of the main effects on outcomes of the labora­

tory participation, Hippie rejected the hypothesis that 

female participants will make significantly greater personal 

growth gains than males as a result of participation in a 

human relations laboratory. Hippie found: 

... a total of six different items on the IRRS---and none 
of the FIRO-B or SDQ scales were significantly different 

58John L. Hippie, 11 Personal Growth Outcomes Due to. 
Human .Relations Training Experiences, .. Journal of College 
Student Par~ortnel, Vol. 14, No. 2 (March, 1973), p. 157-163. 
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when males were compared to females. The changes in the 
positive direction of the IRRS items could well be 
accounted for by chance. The significant others who 
evaluated the participants in the back-home situation 
also found no differences between males and females.59 

Hippie concluded that his results supported the conclusions 

drawn by Lieberman, Yalom and Miles that there are few, if 

any, differences between male and female participants. 

Marvin D. Dunnette and Robert J. House have reported 

about studies conducted to assess possible personality 

changes resulting from laboratory training. House60 states 

that a well-designed, controlled experiment conducted by 

J. Kernan produced contradictory and confusing results. 

Kernan employed two experimental and two control groups, 

each consisting of 23 persons. He found no m~an changes in 

responses to measures of authoritarian attitudes, in opinions 

towards the use of different leadership styles or in the 

Thermatic Apperception Tests of tolerance, toughness, friend-

liness, interpersonal problems, dominance and nurturance. 

Dunnette61 states that Massarik and Carlson adminis-

tered the California Psychological Inventory before and 

after 48 hours of laboratory training for 70 business stu­

dents. They found only minor changes in the expected 

59Ibid., p. 163. 

60Robert J. House, 11 T-Group Education and Leadership 
Effectiveness: A Review of .the .Empirical. Literature and a 
Critical Evaluation, .. Personal Psychology, Vol. 20, No. 1 
(Spring, 1967), p. 7. 

61Ibid., p. 10 . 
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direction of increased spontaneity, and slightly lowered 

overall use of control. 
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Dorothy Stock62 asks and answers the question, "How 

many people gain from laboratory training, and what do they 

learn?" She reports that usually 60% to 75% have been 

shown to gain from such an experience, but she also warns 

that there is a problem in interpreting such figures. 

Stock states: 

... an individual who is already quite effective when he 
arrives at the laboratory may show no change, and for 
others some of the most important changes may not show 
in behavior and, therefore, may not be visible to 
others.63 

Stock reports that all of the following have been 

shown to be influenced by laboratory training: 

... various perception of the self, affective behavior, 
congruity between self perception and ideal self, self 
insight, sensitivity to the feelings or behavior of 
others, role flexibility, sensitivity to group decis­
ions, diagnostic ability, behavioral skill, utilization 
of laboratory techniques, self confidence and approach 
to diagnosing organizational problems.64 

But, Stock adds, "These factors have·also been shown to 

change for some people under certain conditions." She 

says, "What the individual is like when he comes to the 

laboratory seems to have a great deal to do with the learn­

ing -he takes away with him." Stock suggests that "conflict 

62oorothy Stock, op. cit., p. 433; 

63Ibid. 

64rbid. 



or some internal awareness or lack of it or consistency" 

have something to do with readiness for learning.n65 
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Harrison has hypothesized that "individuals so threat­

ened by confrontations with dissonance ... are likely to close 

themselves off from opportunities to learn at "laboratory 

training sessions.••66 Miles reports that "threat-oriented 

individuals are less receptive to feedback of certain 

kinds." 67 Watson suggests that ''responsive, outgoing per­

sons are more likely to apply laboratory learnings."68 

Lieberman•s69 studies suggest that the particular emotional 

culture which develops in the group may facilitate learning 
·. 

for certain personality types but may make it more difficult 

for others. Finally, according to Stock, the evidence thus 

far suggests that "characteristics of the back-home job 

situation or the individual's role in his organization is a 

less potent factor in the participant's ability to learn."70 

65Ibid., p. 434. 

66Ibid. 

67rbid. 

68Ibid. 

69rbid., p. 435. 

70rbid. 
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ENCOUNTER GROUPS 
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Gerald Egan71 defines Encounter Group~ as a particular 

kind of laboratory training in which personal and inter­

personal issues are the direct focus of the group. Unlike 

the focus of the laboratory training seminars~ according to 

Egan~ learning about group processes and developing skills 

for diagnosing groups and organizational behavior~ although 

not eliminated~ are incidental to the central issue of deal~ 

ing with personal and interpersonal deficiencies. and poten­

tialities. Egan feels that an encounter group provides its 

members a unique opportunity for responsible learning about 

themselves on intrapsychic and interpersonal levels. 

Carl Rogers describes the process of the encounter 

group in the same terms as client-~entered therapy. He 

states: 

... in spite of ambivalence about the trustworthiness of 
the group, expression of feelings does assume a large 
portion of the discussion.72 

Rogers feels that common threads run through encounter 

groups. First, he identifies a "psychological climate of 

safety in which freedom of expression and reduction of 

71Gerald Egan, op. cit., p. 10 . 
.. . .. .. .. . .. .. - -· .... 

72carl R. Rogers, Encouhter ·Groups (New York: Harper 
and Row Publishers, 1970), p. 17 . 
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defensiveness gradually occurs ... Following this, according 

to Rogers, a 11 Cl imate of mutual trust develops out of a 

mutual freedom to express real feelings ... With the reduc­

tion of defensiveness, Rogers says, 11 individuals, with the 

feedback from one person to another, learn from each oth­

er."73 

Leonard Blank, Gloria B. Gottsegen and Monroe B. 

Gottsegen74 state that the encounter movement is a reaction 

by human beings against a sense of mechanization and auto­

mation. They further state that the encounter movement has 

been influenced by the "existential stress on meaningful­

ness, involvement and immediacy" and by the "humanistic 

emphasis on maximizing human potential, development, and 

communication and respect for other humans."75 

Terry o•Banion and April o•connel]76 also define the 

encounter group movement in existential and humanistic 

terms. They describe the encounter group as a series of 

human encounters. Each human encounter, they say, is a 

dynamic relationship between the individuals involved in an 

73Ibid., p. 7. 

74Leonard Blank, Gloria B. Gottsegen and .Monroe B. 
Gottsegen, (eds.), Confrontatidrt: Entounters in Self and 
Intereersonal Awareness (New York: The Macmillan Co., 1971), 
p. VIII. ' 

75rbid. 

7 6 T e r r y 0 • B a n ;. o n an d A p r i l . 0 •. Conn e 11 , T h e S h a red 
Journe :'·An·· ·rntroctuc·tion ·to Encounter (Englewood Cliffs, 
New Jersey: Prentice ... a 1, lnc., 19 0}, p. 16. 
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actual one-of-a-kind event in which what occurs is relevant 

to the existential moment. They also say, "When encounters 

occur repeatedly between the same persons there is added 

each time a new dimension to the relationship: new areas of 

being together are being explored, or deeper levels of 

understanding are being reached."77 

For O'Banion and O'Connell, self-revealment is an 

important aspect of the encounter group process. The self-

revealment, they say, leads to "involvement, belonging" ••• 

and to an "exciting discovery of your awareness of your 

uniqueness from all others at the deepest level of your 

being."78 

Robert H o us e s t a t e s that " the encounter groups u t i1 i z e 

such methods as inducing anxiety, stimulating interpersonal 

feedback, introspection and self-evaluation." He warns that, 

"although the encounter groups are not primarily therapeutic, 

such methods closely approximate methods used in therapeutic 

processes."79 

Robert W. Siroka and Ellen K. Siroka found that the 

encounter group "basically teaches the total psychic envolve­

ment of men in his life."80 They say that the group itself 

77Ibid., p. 17. 

78Ibid., p. 45. 

79Gerald Egan, op. cit., p. 10. 

80Robert W. Siroka and Ellen--Siroka, .'!Psychodrama 
and the-Therapeutic -CommunityT~-C6rtft6rttati6n: Encdunters 
in Self artd Irtterpetsdnal Awarertess, eds. Leonard Blank, 
Gloria B~ Gottsegen and Monroe G. Gottsegen {New York: The 
Macmillan Co., 1971}, p. 13. · -
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becomes the "model" and that members are often encouraged to 

develop among each other relationships of an emotional 

nature. 

E. H. Schein and W. G. Bennis81 state that several 

factors distinguish encounter groups from laboratory train­

ing. Most laboratory training seminars have more structure 

than encounter groups. The encounter groups usually are 

non-task oriented, while most laboratory training seminars 

are more task-oriented. Laboratory training has focused 

exercises to generate some specific behavior so that a 

particular area can be studied, or to practice some skill 

which is important for further learning. The background of 

group leaders in laboratory training differ from those in 

the encounter group movement. Joseph L. Kleemann says: 

The strong commitment to task organization on the part 
of the staff of social psychologists at the National 
Training Laboratory was, in part, what caused others to 
break away from the laboratory method to experiment with 
unstructured and non-task oriented group experiences.82 

But, Kleemann adds, the T-Group experience in laboratory 

training is not easily distinguishable from the encounter 

group. 

81E. H. Schein and W. G. Bennis, op. cit., p. 20. 

82Joseph L. Kleemann, "The Kendall College Human 
Potential Seminar Model and Philosophies of Human Nature," 
(unpublished Ph.D. dissertation Dept. of Education, Univer­
sity of Illinois at Urba~a-Champaign, 1972), p. 40. 
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GOALS 

In general terms, Carl Rogers83 emphasizes "personal 

growth and the development and improvement of interpersonal 

communication and relationships" as goals of the encounter 

group process. But, according to Rogers, the group members 

are to develop their own individualized goals rather than 

having some present goals such as "happiness, joy and 

effective organizational behavior." 

Siroka and Siroka simply say that the encounter group 

is a place "to learn to encounter others." They state that 

the goal is "to express feelings, seek confrontation and 

plunge oneself into an interpersonal experience, and to 

learn from the concrete situation."84 

According to Lieberman, Yalom and Miles,85 researchers 

on human relations training have tended to employ a wider 

range of outcome measures than has been customary in educa­

tional or therapeutic research. The outcome measures of 

researchers give some indication of the many specific goals 

of encounter groups. For example, Gibb has organized re­

search on the effects of human relations training under 

83carl R. Rogers, op. cit., p. 10. 

84Robert W. Siroka and Ellen K. Siroka, op. cit., 
p. 83. 

85Morton A •.. Lieberman~- Irvin .Dr Yalom, and Matthew B. 
Miles, Encounter Grou ·s:· First ·Facts (New York: Basic 
Books, Inc., 1973, p. 92 . 
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six-major rubrics 11
: 

sensitivity (greater awareness of the feelings and per­
ceptions of others); managing feelings (awareness and 
acceptance of the feeling components of one's own 
actions); managing motivations (e. g.~ clear communica­
tions of one's own motives to others); functional atti­
tudes toward self (self acceptance, self esteem); func­
tional attitudes toward others (e. g.~ decreased authori­
tarianism; prejudices, collaborative orientation); and 
interdependent behavior (e. g.~ interpersonal competence, 
team work).86 

ENCOUNTER GROUPS AND PSY 201 

The PSY 201 classes are similar to the encounter groups 

described by Egan in that the classes are a particular kind 

of laboratory training in which 11 personal and interpersonal 

issues 11 are a focus of the class. Any discussion in the 

class about group processes, as suggested by Egan~ is "inci­

dental to the central issues of dealing with personal and 

interpersonal deficiencies and potentialities." 

Anyone who has taught the class observes what Rogers 

observes in encounter groups. In the class a "climate of 

mutual trust develops out of a mutual freedom to express 

feelings ... Also, one observes the 11 involvement and belong­

ing .. of a student to his small group. The methods utilized 

in encounter groups described by House as "stimulating 

interpersonal feedback, introspection and self-evaluation," 

also are utilized in the PSY 201 class. 

Several goals of encounter groups are ~ongruent to the 

goals of .. the PSY .201 class. ·Rogers emphasizes "personal 

86Ibid. 
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growth and the development and improvement of interpersonal 

communication and relationship" as a goal for encounter 

groups. Each counselor who teaches PSY 201 emphasizes this 

goal. Siroka and Siroka state that the encounter group is a 

place "to learn to encounter others," "to express feelings," 

"to plunge oneself into an interpersonal experience" and "to 

learn from the situation," and the PSY 201 class is such a 

place. 

OUTCOMES 

Perhaps the most thorough study on encounter groups 

has been conducted by Lieberman, Yalom and Miles87 at 

Stanford University. Eighteen groups representing ten 

approaches to personal change were comprised of·Stanford 

undergraduates during the winter quarter of 1969. C.ommon to 

all ten approaches was the attempt to provide an intensive 

group experience. 

The original treatment group was comprised of 209 stu­

dents. Forty of the 209 experimentals dropped out of the 

groups over the three-month treatment period. A control 

group of 69 was comprised of 38 students who had registered 

for a Race and Prejudices course but could not be accom-

modated in the encounter groups and of 31 students who were 

randomly selected from names generated through a question­

naire which had asked participants to name six friends who 

"may have an interest in the group experience." 

87Ibid., p. 21 . 
• 
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Each of the 18 groups had its own unique experience. 

The number of sessions differed with each group, and the 

length of each session varied with each group. Some sessions 

lasted two or three hours; other sessions lasted as long as 

18 hours. 

An overwhelming majority of participants saw the group 

experience as constructive. Seventy-five percent reported 

immediately after that they felt a positive change in them­

selves as a result of the group experience. Of these, 75% 

expected the change to be lasting. 

According to Lieberman, Yalom and Miles,88 the magni­

tude of the differences between the experimental population 

and the control subjects was not impressive. Of those who 

entered the groups, approximately a third showed positive 

gain, and a little more than a third showed no change. The 

remainder underwent some form of negative experience. 

The most powerful change descriminative between experi­
mental and control was in the self-system area. At the 
end of the experience, participants saw themselves as 
more permissive and less honest, with a greater self­
ideal congruence in the interpersonal area.89 

88Morton A. Lieberman, Irvin D. Yalom and Matthew B. 
Miles, "The Group Experience-Project: A Comparison of Ten 
Encounter .Technologies," Confrontation:· Ento~nter~ i·n Self 
and Interper~onal Awareness, eds. Leonard Blank, Gloria B. 
Gottsegen and Monroe G. Gottsegen {New York: The Macmillan 
Co., 1971), p. 493. 

89Morton A. Lieberman, Irvin D. Yalom and Matthew B. 
Miles, "Impact on Participants," NeW Pers ectives on En~oun­
ter Groups, eds. Lawrence N. Solomon and Betty Berzon San 
Francisco: Jossey-Bass, Inc., 1972), p. 130. 
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Lieberman, Yalom and Miles90 add that there were exten-

sive differences among the groups. Some groups had almost no 

impact on the participants. Other groups affected nearly 

every member of the group. The most disturbing finding was 

that four to eight months after the group experience, 9.4% of 

the participants who completed the experience showed evidence 

of negative outcome. 

Although no data were offered to support their state­

ment, Lieberman, Yalom and Miles found that the laboratory 

experiences did not affect men and women differently. 

Lie~erman, Yalom and Miles concluded: 

The overall encounter groups show a modest ~ositive 
impact, an impact much less tharr has been portrayed by 
their supporters and an impact significantly lower than 
participants' view of their own change would lead one 
to assume.91 

Carl Rogers92 conducted a special program at Immaculate 

Heart College and Western Behavioral Sciences Institute. The 

major purpose of the program was to utilize the encounter 

group, intensive group experience to ~ring about self­

directed and self-perpetuating change in an educational 

system. The program was conducted over a two-year period 

90ibid., p. 132. 

91Morton A. Lieberman, Irvin D. Yalom and Matthew B. 
Miles, Encounter Groups: First Facts (New York: Basic Books, 
Inc., 1973), p. 130. 

92Morton H. Shaevitz and Donald J. Barr, ."Encounter 
Groups in a Small College,'' New Perspectives in Encounter 
Groups, eds. Lawrence N. Solomon and Betty Berzon (San 
Francisco: Jossey-Bass., 1972), p. 282 . 
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from August, 1967, to June, 1969. A series of intensive 

workshops were held with administrators, students, faculty 

and parents. In these workshops they attempted to improve 

communication, and to bring about more openness to educa­

tional innovation and organizations of innovation. 
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The primary data-gathering method was a case study 

design with heavy emphasis on observation and interviewing. 

The major conclusions of the evaluation were: 

1} The most positive responses to the encounter experi­
ences come from those who knew what to expect. 

2} The number ?f peo~le able to integrate an intensive 
group exper1ence 1n a way that significantly affected 
interpersonal behavior was relatively sm~ll. 

3} The level of response and later integration of the 
intensive group experience by college students was 
qualitatively different from that of faculty and 
administration. 

4) Not a single case of severe, long-term disability as 
a function of participation in the intensive exper­
ience was documented.93 

James Belout and Barry Gordon94 studied more than 1,000 

encounter group participants as part of a four-year research 

project. They investigated the value of encounter groups for 

personal and interpersonal growth. They found: 

... self esteem increases, the self-concept changes in 
many positive directions, self-actualization tendencies 
are greater, alienation is reduced, and individual 
problems are lessened; interpersonal relations become 

93Ibid., p. 283. 

94James Belout and Barry .Gordon~ ''The Value of Encoun­
ter," New Perspective in Encounter Groups, eds. Lawrence N. 
Solomon and Betty Berzon (San Francisco: Jossey-Bass, Inc., 
1972}, p. 117. 
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more emphathetic and improve, and interpersonal values 
change toward a more realistic supportiveness; people 
become close with each other and feel less lonely.95 
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Although Belout and Gordon examined the laboratory 

gains of men and women separately, they did not compare them 

with each other. 

James P. Trotzer and William A. Sease96 studied 70 

volunteers from the residence halls at the University of 

Colorado. They participated in seven encounter groups, with 

10 to 12 participants in each group. They were assigned to 

their groups randomly by sex. Trotzer and Sease utilized 

Campbell and Stanley's experimental post-test design to find 
~ 

that participants in the encounter group experience did not 

effect any measured change in members' self-concept that was 

different from those in the controls. 

GROUP COUNSELING 

DEFINITION 

Although some individuals who participate in encounter 

groups and/or laboratory training come to these activities 

because of problems they face in their daily living, the 

definitions offered for encounter groups and laboratory 

training emphasize the growth-oriented activities in each. 

95Ibid. 

96James P. Trotzer and William A. Sease, "The Effect of 
Group Centered and Topic Centered Methods on Volunteer College 
Students' Self-concepts,'' Journal of College Stud~nt Person­
nel, Vol. 12, No. 4 (July, 1971), p. 296 . 

• 



Contrary to this, the definitions offered for group coun­

seling emphasize the problem-solving activities of these 

sessions. 
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In his definition, Clarence Mahler says that the "pro~ 

cess may be concerned with a particular problem, with life 

patterns, with identity seeking, or with a combination of 

these areas."97 Don C. Dinkmeyer and James J. Muro define 

group counseling as "an interpersonal process ... conducted 

with individuals who are coping with typical developmental 

problems."98 George M. Gazda and Mary J. Larsen99 character­

ize the group counseling as involving basically normal indi­

viduals who come to small-group sessions to share concerns. 

Although the focus on much of the group counseling ses­

sions is problem solving, further exploration of these defi­

nitions reveal some growth-oriented activities that may lead 

to the solutions of these problems. Many of these activities 

focus in on the participants• values, goals and attitudes and 

on their own and other people's behavior. Mahler sees group 

counseling as a: 

•.. "helping process which is aimed at aiding individuals 
to better understand ~heir own and other people's behav­
ior ... Within the counseling session individuals can 
explore both the meaning of behavior and new ways of 
behaving."lOO . 

97clarence Mahler, Group Counseling ·in Schools (Boston: 
Houghton Mifflin Co., 1969), p. 10. 

98Don C. Dinkmeyer and James J. Muro, op. cit., p. 57. 

99Georg~ M. Gazda and Mary J. Larsen, op. cit., p. 57. 

lOOclarence Mahler, op. cit., p. 10. 
/ 
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Dinkmeyer and MurolOl state that the group process per­

mits the individual to examine and share self with others by 

focusing on thoughts, feelings, attitudes, values, purposes 

and goals of the individuals in the group. Gazda and 

Larsen102 find that the group counseling process enables the 

participants to increase understanding and acceptance of 

values and goals and to learn new attitudes and behavior. 

Mahler feels that participants of group counseling 

will experience growth activities. He feels these activities 

can help people learn to be "more natural, less defensive, 

more open to the richness of feelings, with increasingly 

deeper capacity to enjoy living and experience." In addi­

tion, he states that group counseling "provides an oppor­

tunity for participants to examine their feelings and atti­

tudes and the ideas they have about themselves and the 

world."l03 

Cornelius L. Golightly,104 a philosopher, sees group 

counseling as part science and part philosophy. He says, 

counseling is the practical art of making rational decisions 

about values. He complains: 

Group counseling readily recognizes its dependence on 
professional science for empirical knowledge about fact 

lOloon C. Dinkmeyer and James J. Muro, op. cit., p. 57. 

102George M. Gazda and Mary J. Larsen, op. cit., p. 57. 

103clarence Mahler, op. cit., p. 11. 

104cornelius Lw-Goltghtly, -~Philo~opher's .View of 
Values and Ethics," Personal and Guidance Journal, Vol. 50, 
No. 4 (December, 1971), p. 288. 



and theory but tends to ignore the analytic contribu­
tions of professional philosophy for understanding the 
nature of value and value theory.105 

Merle M. Ohlsen106 writes that group counseling and 

laboratory training are similar in that reinforcement and 

feedback are crucial teaching tools in each. But Ohlsen 

also notes several differences: 
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1) T-Groups in laboratory training tend to be less care­
fully structured than the counseling groups .. 

2) T-Group leaders tend to feel that part of the bene­
fits come from members developing a meaningful group 
relationship. 

3) T-Groups tend to give more attention to the analysis 
of interaction among members and to the study of 
group processes, and to the appraisal of their own 
group effectiveness. 

4} T-Groups tend to stress confrontation and interpreta­
tion of behavior, whereas counseling groups tend to 
stress empathy with the support for fellow clients.107 

1°5Ibid. 

106Merle M. Ohlsen, Group ·cduns~li·ng {New York: Holt, 
Rinehart,. and Winston, Inc., 1970), p. 7. 

107Ibid. 
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GOALS 

According to Dinkmeyer and Muro,108 a certain kind of 

environment needs to exist if the goals of group counseling 

are to be achieved. They contend that the environment must 

include: 

... a leader who is concerned with establishing a rela­
tionship which is both accepting and permissive, and at 
the same time confronting and encountering insofar as it 
creates a setting in which the individual sees himself 
and receives genuine feedback. The leader needs to be 
a congruent sender as well as a reflective list~ner.109 

The goals listed by Dinkmeyer and Muro reflect both 
-. 

the problem-solving and the growth-oriented activities of 

group counseling. According to Dinkmeyer and Muro, the 

general goals of group counseling are: 

(a) 

(b) 

to help each member of the group know and under­
stand himself. 
to develop increased self acceptance and feeling of 
personal worth. 

(c) to develop sound skills and interpersonal abilities. 
(d) to develop increased self-direction, problem-

solving and decision-making abilities. 
(e) to develop sensitivity to the needs of others.llO 

Merle M. Ohlsenl11 lists several goals of counseling 

that are therapeutic in nature. He talks about group coun­

seling a way _of helping the client to overcome feelings of 

isolation and to develop hope for improved adjustment. 

108oon c. Dinkmeyer and James J. Muro, op. cit., p. 9. 

109Jbid. 

110Ibid., p. 10. 

111Merle M. Ohlsen, op. cit., p. 118 . 
• 
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Ohlsen also mentions some goals that are much less thera­

peutic in nature, such as enhancing self esteem, increasing 

acceptance of self, and helping each client to express his 

real feelings. 

GROUP COUNSELING AND PSY 201 

Unlike most group counseling sessions, the structure 

of the PSY 201 class minimizes the amount of time the class 

may spend on the problems of the students in the class. Some 

time may be spent on a student problem as it is related to 

the same or a similar problem that the student may have 

experienced in the activities of the class. 

Golightly's point on the need for a better understand­

ing of the nature of value and value theory is well taken. 

PSY 201 students discuss competing theories on human behav­

ior to better understand their own behavior as well as the 

behavior of others. The one goal mentioned by Dinkmeyer and 

Muro that is emphasized in the PSY 201.class is "developing 

social skills and interpersonal abilities." 

OUTCOMES 

Gazda ~nd Larsen112 did an extensive survey of more 

than a hundred studies on group counseling. They found from 

their examination of the outcome research that some positive 

change or growth was reported in about half the studies. Of 

112George M. Ohlsen, op. cit., p. 118 . 
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those studies that utilized a grade-point average and/or 

academic achievement as a criterion in the study, 50% showed 

significant increases or improvement, and an equal number 

showed no significant improvement. Self-concept improvement 

and related "self'' variable changes were reported in about 

20% of the studies. Gazda and Larsen concluded that group 

counseling research is inconclusive. 

Morris L. LeMay113 reviewed 60 studies of counseling 

that used group techniques, including studies in vocational 

counseling, academic recovery and orientation to college. 

He concluded that although the effectiveness of group proced­

ures in counseling has not been empirically demonstrated with 

any degree of regularity, its potential has been demonstrated. 

Walter A. Dickenson and Charles B. Truax; Charles A. 

Speigler, Henry Weitz and J. Peter Denny; Stuart H. Gilbreath, 

and D. H. Hart all found positive changes in college under­

achievers as the result of group counseling. Dickenson and 

Truax114 evaluated the effects of "time limited group coun­

seling" upon the college underachievers by contrasting with. 

a group receiving no counseling. The 24 experimental stu­

dents who received group counseling showed greater improve­

ment in ~grade-point average than the 24 matched, non-counseled 

113Morris L. LeMay, "Research on Group. Procedures with 
College Students,'' Jo~r~al of College Student P~rlonnel, 
Vol. 7, No. 4 (September, 1967}, p. 293. 

114Walter A. Dickenson and Charles Br Truax~ "Group 
Counseling and College Underachievers," P~rson~~l and Guid­
ance Journal, Vol. 45, No. 3 (November, 1966), p. 243 . 
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control subjects. Further, those counseled subjects who 

received the highest therapeutic conditions tended to show 

greater improvement. 
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Gilbreath115 studied the effects of two group coun­

seling methods on the personality characteristics that typify 

the male academic underachiever and on the grade-point aver­

age. The two methods were leader-structured and group­

structured. Men in the leader-structured groups increased in 

ego strength more than those in the control group and had a 

significantly greater rate of positive change in grade-point 

average than men in either the group-structured or control 

groups. 

D. H. Hart116 also studied the effects of two types of 

group experiences on academic achievement of college under­

achievers. The two methods were defined as "affective" and 

"cognitive." The 11 Cognitive 11 approach emphasized improvement 

in study skills, and the "affective .. approach stressed per­

sonality dynamics and personal problems. Hart found signifi­

cant positive differences in grade-point average between the 

affective group and the controls, but not between the affect­

ive and the cognitive groups. 

115stuart H ... Gi 1 breath, ."Group .. Counsel ing with Male 
Underachievers, .. Personn~l and Guidanee JOtirnal, Vol. 45, 
No. 5 (January, 1967}, p. 469. 

1160. H. Hart, 11 A Study of the Effects of Two Types of 
Group Experiences on-the Academic -Achievements of College 
Underachievers," Dissertation Abstracts XXV (1965), p. 1003 . 

• 
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Charles D. Speigler, Henry Weitz and J. Peter Denny117 

studied college freshmen with high anxiety scores who were 

invited to participate in counseling groups designed to help 

them make more effective adjustment to college life. Of the 

students who volunteered, half were seen weekly in group 

counseling sessions during the first semester; the other half 

served as a control group. Those anxious freshmen who regu­

larly attended group counseling sessions showed more improve­

ment in their academic performances than students who were 

not counseled or did not regularly attend counseling. 

William J. Chestnut118 found that college underachiev-
-, 

ers who received group counseling did no better or worse in 

academic performance than those in comparison or control 

groups. Chestnut studied 683 freshman and sophomore male 

students with a grade-point average below 2.0. The experi­

mental group, all volunteers, participated in eight group 

sessions of 1~ hours each. The two types of treatment for 

the experimental group were counselor-?tructured and group­

structured. In the counselor-structured groups the coun­

selor presented the topics for discussion. In the group­

structured sessions material spontaneously originated within 

117Charles D. Spielberger, Henry Weitz, and J. Peter 
Denny, "Group Counseling and the-Academic-Performance of­
Anxious College Freshmen," Journal 'of Counseling 'Psychology, 
Vol. 9, No.3 (Fall, 1962), p. 204. 

118William J. Chestnut, "The Effects of Structured and 
Unstructured Group Counseling -on Male College Students• 
Underachievement, .. Journal of Coun-seling Psychology, Vol. 12, 
No. 4 (Winter, 1965), p. 388 . 
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the group. Chestnut's results showed no significant differ­

ences between counselor-structured and group-structured groups 

and no significant differences between both groups and a 

control group. 

Walter H. Abell19 studied male students with less than 

a C average at other institutions who were placed on proba­

tion when admitted to Transylvania. The probationary trans­

fer students were subjected to group counseling. Compared 

to a control group of matched students, more of the proba­

tionary experimental students persisted in college and had a 

significantly higher grade-point average. 

David W. Goodman; Gretchen Crafts, and Jer) W. Leib and 

William U. Snyder studied the effects of group counseling on 

self-concept improvement and/or self variable changes. 

Goodmanl20 studied the impact of group-centered counseling on 

the psychological openness of a selected group of students 

who were pre- and post-tested with the Rokeach Dogmatic Scale 

--Form E. With an analysis of covariance, Goodman found no 

significant differences between experimental and control groups. 

Crafts121 compared the effects of group counseling and 

reading skills instruction on an experimental group with the 

119walter H. Abel, "Group Counseling and Academic Reha­
bilitation of Probationary Transfer Students," Journal ·of Col­
lege Student Personnel, Vol. 8, No. 3 (May, 1967), p. 187. 

120David W. Goodman, "The Effect of Attitudinal Group­
Centered Counseling on the Level.of .Openmfndedness of a Group 
of Undergraduate Students,•t Di-~sartation Ab~tracts XXXV 
(1974), p. 2682. 

121Gretchen Crafts, ''The Effect of Group Counseling on 
Self-Concept and Reading. Improvement .of Selected Community 
College Students,'' Dissertation Abstracts XXXV (~975), p. 4181 . 
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effects on a control group that received reading skills in­

struction only. In a pre-test and post-test design, using 

the Tennessee Self-Concept Scale, she found a significant 

difference for students in the experimental group. 

Liab and Snyder122 measured 28 underachieving college 

students for self-actualization. These students withdrew 

from their remedial study skills psychology classes. Half 

participated in a group counseling session and half partici­

pated in highly structured lecture sessions for the remainder 

of the semester. Significant increments in self-actualization 

and grade-point averages occurred in the two groups as com-
·, 

pared to the students who remained in the remedial study 

skills psychology classes. However, there were no signifi­

cant differences between lecture and discussions groups. 

122Jeri W. Leib and William V. Snyder, "Effects of 
Group Discussion .on -Underachievement and Self-Actualization, .. 
Journal of Counseling Psychology, Vol. 14, No. 3 (May, 1967), 
p. 282. 

• 
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Whether human growth potential experiences are a form 

of education and can be included in student development 

courses depends on how education is defined. Donald H. Clar~ 

says: 

The original meaning of the word educate is to lead, draw 
or bring out what is in the person. It means drawing on 
the potential that an individual has, discovering it, 
and refining it.l23 

Terry O'Banion states that education should not be a 

"pouring into. 11 Instead, he says, it should be a "means of 

providing a learning climate in which the greatest possible 

development of potential and fulfillment can take place."124 

Many advocate that old educational practices must be 

reviewed and new directions must be considered. Carl Rogers 

warns that "a new way must be found to develop the educational 

system so that each component of the system provides a climate 

conducive to personal growth."125 

Martin Tarcher says: 

The times call for new social goals, new values assump­
tion, new institutional arrangements that will allow us 

123oonald H. Clark, op. cit., p. 349. 

124terry O~Bantonw--New Directidns in Communit Cdlle e 
Student Personnel Programs ~as 1ngton D. -C.: American Person­
nel and Guidance Association, 1971), p. 7. 

125carl R. Rogers, "A Plan for· Self-Directed Change in 
an Educational System," Education Leadership, Vol. 24, No. 5 
(May, 19 6 7} , p. 717. 
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to complete our unfinished war against scarcity and move 
beyond production to the development of human poten­
tial.126 

Nevitt Sanford writes: 

The time has come for us to control our zeal for impart­
ing knowledge and skills, and to concentrate our efforts 
on developing the individual student.127 

Sanford suggests that this can be done by offering programs 

that promote an ''identity" based on qualities such as "flex­

ibility, creativity, openness to experience and responsi­

bility ... 128 

Harold W. Grant129 contends that in higher education 

the focus has been almost exclusively on content. Grant 

suggests that educators focus on the process by which the 

content behavior was developed. 

Matthew B. Miles states that no amount of classroom 

concern with "cognitive change can observe the fact that the 

student is always learning as a whole person."130 Miles says, 

... attitudinal, values-related and behavioral change are 
proceeding simultaneously with the cognitive changes ••• 

126Martin Tarcher, "Leadership: Organization and Struct­
ure," In Search of Leaders, ed. G. Kerry Smith (Washington, 
D . C . : Am e r1 can As soc i at 1 on for Hi g her Ed u cat i on , 19 6 7 ) , p • 2 6 4. 

127Nevitt Sanford, Where College Fails (San Francisco, 
Jessey-Bass, Inc., 1967), p. 8. 

128Ibid., p. 9. 

129w. Harold Grant. "Student Development in the Commun­
ity College," Student Develo~ment Programs in the Community 
Junior Colle,e, eds. Terry 0 Banion and Alice Thurston 
(Englewood C iffs, New Jersey: Prentice-Hall, Inc., 1964), 
p. 195. 

130Matthew B~ Miles~- "The T-Group and the Classroom," 
T~Group Theory and Laboratory Method, ed. Leland P. Bradford 
(New York: John Wiley and Sons, Inc., 1964), p. 465. 



The schools must be as concerned with man's feelings, 
doing and acting--along with others-- as they are with 
man's thinking. 11 131 

According to O'Banion,132 if the educational process 
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is to be changed so that human beings can "grow and flourish," 

then a concern for human development must become a central 

focus of education. To achieve this change O'Banion contends 

that the student must become the subject matter and in some 

cases the student should be the subject matter entirely. 

Matthev B. Miles states that group participation is a "valu­

able subject matter in its own right--subject matter which 

deserves an important place in the general education ot our 

people.nl33 

According to Clark134 the human growth potential exper-

iences are most educational when the primary focus of the 

experience is exploration. Clark says: 

.·: 

11 Exploration is the focus when participants are offered 
the opportunity to find what lies beyond their self­
imposed boundary walls of self-concept.135 

O'Banion136 suggests that teaching student development 

courses is one way to change the educational process so that 

human beings can "grow and flourish." Clark is supportive 

131rbid. 

132rerry O'Banion, "Humanizing Education, .. J6~~nal of 
Hi9her Educ·ation, Vol. 10, No. 3 (November, 1971), p. 64, 

133Matthew B. ~1iles, op. cit., p. 471. 

13 4 Don a 1 d H.. c 1 ark., o p . cit. , p. 3 52. 

135Ibid., p. 349. 

13 6 T e r·r y 0 ' Ban i on , o p . c i t . , p . 6 81 . 
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of O'Banion in this when he says human growth potential tech­

niques are being used by instructors "from nursery to gradu­

ate school" and that these new courses "represent the primi­

tive links between the education of today and the education 

of tomorrow."137 

According to O'Banion, "a course in student development 

is a course in introspection: the experience of the student 

is the subject matter."138 Rachel D. Wilkerson139 states 

that in student development courses students should examine 

their experiences. 

For O'Banion a student development course provides each 

student with opportunities to: 

(1) examine his values, attitudes, beliefs and abilities 
and how these affect the quality of his relationship with 
others; {2) examine the social milieu--the challenges and 
problems of society--or how it relates to his developmentA 
(3) broaden and deepen a developing philosophy of life.14u 

Similarly, Wilkerson describes a student development course 

as an experience in which students look at their "goals, 

beliefs, attitudes, interpersonal relationships, and relate 

these to the world or community problem."l41 For April 

13 7 Don a 1 d H . C 1 ark , o p . c i t. , p. 13 7 . 

138rerry O'Banion, op. cit., p. 662. 

139Rachel D. Wilkerson, "Student Services and the 
Human Development Dilema," Paper prepared for the Annual Con­
vention of American Association Junior Colleges, Honolulu, 
Hawaii, March, 1970, p. 15. 

140Terry O'Banion, op. cit., p. 662. 

141RacheT D. Wilkerson, op. cit., p. 15. 
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O'Connell,142 a student development course is a course in 

which students focus on themselves, on the perceptions of 

where they live,·and their journey through the world. 

Grant143 says that some student development courses may 

develop from ad hoc curriculum ventures which may fill gaps 

i~ the existing curriculum. 

Terry Ludwig144 suggests a design for student develop­

ment courses based on data compiled from a questionnaire sent 

to "experts'' in the student development field. His data 

showed that the student development course characteristics 

with the greatest desireability were utilization of the stu-

dents' experiences as course content, small class size and 

granting of academic credit for the courses. Objectives for· 

student development courses with the greatest desireability, 

according to Ludwig, were encouraging personal growth and 

development, helping students plan personal changes by using 

their strengths and abilities, and creating a supportive 

environment in which the students can learn skills in com-

municating with others. Ludwig found that practices with the 

greatest desireability were group processes used to build 

trust, increase self-insight and generate feedback. 

143W. Harold Grant, op. cit., p. 196. 

144Terry Ludwig, "The Human Development .course .in the 
Community Junior Colle9e: Towards a Model,u oi·ssettation 
Abstracts, XXXIV (1973}, p. 5636. 
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STUDENT DEVELOPMENT COURSES ON COLLEGE CAMPUSES 

Recently, several student development courses have 

become popular in pre-elementary and pre-secondary education 

training curriculums. Richard R. Hardenl45 did a study on a 

student development course (Eauc 300) for teachers in train­

ing at the University of Pittsburgh. The course utilizes 

reflective exercises and discussion of them as a. means of 

promoting a "subjective and inductive process." Harden com-

pared this mode of instruction to the conventional mode of 

instruction of lectures and discussion of case studies for 

the same course. Using four standardized testss he found no 

significant differences of affective or content knowledge. 

Harden concluded that the experiential mode appeared to be 

as effective in teaching content knowledge as a more tradi­

tional approach. 

Whiton S. Painel46 reported on a student develo~ment 

course, Educ 300, taught at the University of Maryland. The 

course utilizes the affective and experientally-oriented 

small group format that has been developed in non-academic 

contexts such as workshops and training conferences. When 

Paine compared this class to the traditionally taught 

145Richard R. Harden, "A Comparative Study at an Experi­
entially and Traditionally Taught.Human.Development Course for 
Teachers in Training," Diss~ttation Abstracts, XXXV (1973), 
p. 2824. 

146Whiton S. Paine, "Some Order Effects Where a Study 
Group Analog and a T-Group Analog are Experiences .Sequentially 
in an Introductory Human Development Course: Diss&rtation 
Abstracts,· XXXV (1973), p. 887. 
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Education 300 class, he found that the experimental students 

reported more learning, more satisfaction with course pro­

cedures and more participation. The experimental students 

also did significantly better on weekly multiple-choice tests. 

Shi~ley Ann Purinton147 relates that two human rela-

tions modules, one on group course observations skills and 

one on attending behavior skills, were introduced into two 

sections of a pre-service elementary education course at 

Florida State University. In comparing the experimental 

group with a control group of students in the same course 

without the human relations modules, Purinton found that the 

experimental students' scores for discrepancy between their 

self-concept and their goal self-concept decreased signifi­

cantly. The experimental students also made observable g~ins 

in their ability to use specific human relations skills. 

Dorothy Sue Slaten148 reported on the effects of a 

small group laboratory method of an Education 300 Student 

Development and Education course at Washington State Univer­

sity. Slaten used the FIRO-B and other selected instruments 

to measure warmth of interpersonal relationships, application 

of principles and recall of facts. A comparison of the 

147shirley Ann Purinton, "The Development, Implementa­
tion, and Evaluation of a Modular Approach to Human Relations 
Training for Pre-Service Elementary School Teachers," Di·sser-
tation Ab~tracts, XXXIV (1973}, p. 6503. · 

148Dorothy Sue Slaten, "A Comparitive Study of the 
Small-Group Laboratory Method and the Lecture Method in a 
Human Development and Education Course," ·Dissertation 
Abstracts, XXXIII, (1973), p. 6779. 
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experimental groups with students who attended the Education 

300 class that used the traditional methods of lecture and 

discussion revealed no significant differences in outcomes. 

Donald H. Clark149 describes a student development 

course taught since 1969 at Herbert H. Lehman College of the 

City University of New York. The course~ listed in the cata­

log as Education 207, Human Relations, is an introductory 

course in a teacher education program and includes the study 

of attitudes and behavior patterns affecting human relations 

in the schools. The course emphasizes development of the 

personal awareness of future teachers with respect to social~ 

cultured and social conflicts and interactions in urban 

centers. Group dynamic techniques such as sensitivity train­

ing and role playing are used. 

Martha McBride150 states that at Southern Illinois 

University, a student development course for two hours of 

credit is offered to resident assistants in on-campus resi­

dence halls. The class consists of nine two-hour sessions. 

Included in the sessions are didactic and experiential train­

ing in responsive conditions and initiative dimensions. 

McBride compared an experimental group of 12 resident assist­

ants who attended the specially designed class for the 

assistants with a control group of 10 resident assistants at 

the same residence halls. Results indicated that the 

149Donald H. Clark, op. cit., p. 156. 

150Martha McBride, 11 Developing a··Student Volunteer Pro­
gram for Residence Halls, ... Journal of College ·student Person-
nel, Vol. 14, No. 3 (July, 1973), p. 313. 



two-credit hour class has a significant positive effect on 

the helping skills of the resident assistants who attended 

the class. 
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Daniel I. Malamud1 5l teaches a student development 

course (Workshop in Self-Understanding) in the School of 

Continuing Education at New York University. The course 

accommodates groups of 30 adults who vary widely in age and 

educational background. The class meets once a week for 15 

weeks, and each session lasts for about two hours. Students 

also meet once a week without the instructor. 

Malamud reports that "self confrontation exercises are 

the chief vehicle of movement" in the class. He says that 

the exercises are structured activities in which the instruc-

tor encourages the students to involve themselves with a 

blend of playfulness, curiosity and risk-taking. Although no 

formal evaluation of the course has been made, Malamud feels 

that self confrontation exercises offer opportunities for 

learning in a personalized, first hand_way and that expanded 

self-awareness is possible through focusing on what one is 

experiencing in the here-and-now. 

Recently, a University of California undergraduate 

course on the psychology of personal and social development 

underwent some methodological changes. Added to the tradi­

tional lectures during the fall and winter quarters were 

151oaniel I. Malamud, "The Second Chance .. Family: A 
Medium for·Self-Directed Growth~" Cdrtf~drttatiort: Erttdunter in 
Self and Interpersonal Awa~eness, eds. Leonard Blank, Gloria 
B. Gottsegen and Monroe G. Gottsegen (New York: The Macmillan 
Co., 1971}, p. 26. 
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weekly encounter groups, and substituted for the lectures in 

the Spring quarter were the encounter groups. Summer B. 

Morris, Jack C. Pflugrath and John R. Emery152 found that 

students reported that the addition of the encounter groups 

to the lectures increased their involvement in the course and 

made it a much more meaningful and relevant experience when 

compared with other college courses already taken. Students 

who participated in the class which included the encounter 

groups scored as well as those in the traditional lecture 

class. 

The recent development of the community college system 

in higher education has produced student development courses 

in their curriculum offering as well. Joseph Fordyce origin­

ated at Santa Fe Junior College in Gainesville, Florida, a 

student development course titled 11 Behavioral Science 100." 

The course is a core course in the general education cur­

riculum. Terry O'Banion and April O'Connell153 write that 

the course was originated because the students wanted an 

educational experience relevant to their existing situation 

and because the course was a vehicle through which the stu­

dent personnel staff could come into close contact with stu­

dents rather that wait for the students to come to them. A 

pilot ·course identical to the ''Behavioral Science" course 

152summer B. Morris, Jack C. Pflugrath and -John -R. 
Emery~ 11 Personal Encounter in Higher Education .. Personal 
Guidartce 'J6Urrtal, Vol. 47, No 10 (June, 1969), p. 1001. 

153Terry O'Banion and April O'Connell, op. cit., p. 35. 



offered at Sante Fe was initiated at the University of 

Illinois at Urbana in the spring of 1972 under the super­

vision of Terry O'Banion.154 

James McHolland155 describes a student development 

course, titled· Human Potentials Seminar (HPS), offered at 

Kendall Junior College, Evanston, Illinois. The course is 

designed to help the student increase in self-affirmation, 

self-determination, self-motivation, and empathetic regard 

for other persons. McHolland st~tes: 
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We address ourselves to the need for human intimacy, the 
joy of being heard, the experience of goal satisfaction 
and success, personal value clarification, acknowledging 
of personal strengths, identifying and resolving personal 
conflicts in terms of one's own values and planning a 
life style based on one's strengths and values.156 

Joseph L. Kleemann157 studied eight colleges conducting 

HPS according to the Kendall College model. Available class-

rooms of non-HPS peers were used as control groups. Using a 

non-randomized control group design, Kleeman found that at 

the end of the one-term treatment period the experimentals' 

general regard for others was significantly different in a 

positive direction from the controls. 

154Joseph L. Kleeman, op. cit., p. 54. 

Educa-

156Ibid. 

157Joseph L Kleeman, op. cit.,·p. 1. 
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Ben Thomas Haygood158 used the Personal Orientation 

Inventory and the balance F. Scale to determine if student 

development instruction at an urban community college in the 

Southwest influences students• self-actualizations exist-

entialitys self-regard, self-acceptance, capacity for inti­

mate contacts, grade-point average and authoritarian attitude. 

Activities in the student development course included encoun­

ter groups and tracing the history of the small group method. 

Haygood found no significant change when he compared a con­

trol group of students enrolled in a psychology course at the 

same institution with the experimental group. 

It is difficult to deny that educators are aware that 

change in education is necessary. Many educators are inter­

ested in how to meet the ·human needs of their students. Evi­

denced by the many new student development courses appearing 

on college campuses across the country, many educators are 

evaluating the present curriculum and are trying new ap­

proaches that will humanize education. Some educators have 

adopted innovative methods to reach that goal. Joseph W. 

Fordyce writes: 

It occurs to me that programs must be established that 
relate to the total curriculum and that stress the human­
ness and ·the humaneness of the educational professor. 
Student personnel workers, counselors and others must 
constantly. point out the. need for such programs and 
courses and take the lead in developing proposals for 

·. human relations programs.159 

158Ben Thomas Haygood, "An Evaluation ·of ·the Effecti-ve­
ness of Human Development Instruction," Di~~ertatid~ Abstracts, 
XXXV (lg74}, p. 2051. 

159oon G. Creamer, op. citq p. 8. 
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SUMMARY 

The second chapter surveyed the literature described 

by Donald H. Clark as the "Human Growth Potential" movement. 

In addition, the survey of literature described certain 

selected student development courses, of which PSY 201 is 

one. In the third chapter the methodology used to determine 

the effectiveness of the human relations class taught by 

counselors at Moraine Valley Community College will be 

described. 



CHAPTER III 

PROCEDURES FOR THE STUDY 

INTRODUCTION 

The experimental aspect of the Moraine Valley Com­

munity College study is concerned with an assessment of the 

effects of the human relations class, PSY 201, taught by 

counselors, upon participants. The experiment studies parti­

cipants' behavior in groups, as measured by the B form of the 

Fundamental Interpersonal Relations Orientation test, and 

participants' personality characteristics important for 

social living and social interaction, as measured by three 

scales of the California Psychological Inventory test, during 

the spring semester of 1974. 

At Moraine Valley Community College the human relations 

class is taught o~ a credit basis over one semester for three 

hours per week. Up to 32 students register for each class. 

The average number of hours spent in class is 45 hours. It 

should be noted that participants in this human relations 

program are self-selected and are grouped heterogeneously. 

Each class was taught bi a counselor with broad exper­

ience in group work. The counselors at MVCC teach a human 

potential seminar on a credit basis over one semester for two 

74 
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hours per week. The mode of instruction, similar to the 

human relations classes, is experiential. In addition, the 

counselors at MVCC facilitate week-end seminars for Aon­

credit in leadership styles, group dynamics, values clarifi­

cation, and assertiveness. The week-end seminars are also 

taught by the experiential mode of instruction. 

Each counselor attended an in-service training session 

prior to the beginning of the 1974 fall semester. At the 

session the counselors agreed to use the experiential mode 

of instruction. In addition, there was agreement by all 

counselors to follow the syllabus. Each counselor agreed to 

use the same material when disseminating information. There 

was a consensus on which exercises to use for the experien­

tial aspect of the class. Finally, the counselors agreed to 

strictly adhere to the time schedule of the syllabus. 

SAMPLE 

In the fall of 1974, five human relations classes were 

taught by counselors at Moraine Valley Community College. 

All five PSY 201 classes taught by MVCC counselors partici­

pated in the experimental portion of this study. Sizes of 

the individual human relations classes used in the study 

ranged from 15 to 30 students. 

Nine non-randomized classes of various disciplines 

taught at MVCC (geography, math, police science, business, 

typing, history, art, radiology and natural science) were 



76 

used as the control groups. The nine non-randomized classes 

similar to the experimental classes consisted of students 

enrolled in transfer and occupational programs taught at 

MVCC. Since MVCC is organized administratively into cluster 

colleges, classes selected for the control group represented 

transfer and occupational classes in each cluster college. 

The final selection of classes for the control group was on 

the basis of those instructors who were willing to make their 

classes available for the study. 

Students enrolled in both a control class and an exper­

imental class were eliminated from the control group. For 

the purpose of testing the research hypotheses, all subjects 

in the human relations classes were treated as one experi· 

mental group, and all subjects in the control classes were 

treated as one control group. Total experimental students 

numbered 89 and total control students numbered 128. 

HYPOTHESES 

The ~aih hypoth~sis of the experimental aspect of the 

present study is that the PSY 201 classes produce signifi­

cantly greater positive changes at the p ~ .05 level in 

participants• ·interpersonal behavior in groups, as measured 

by the B form of the Fund~mental Interpersonal Relations 

Orientation test, and personality characteristics important 

for social living and social interactions, as measured by the 

three scales of the California Psychological Inventory, than 
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control classes. Stated in null form: Using the pre-test 

measures as covariates, there will be no significant post­

test differences between the experimental and control groups 

on the six subscale scores (expressed and wanted inclu~ion, 

expressed and wanted control, and expressed and wanted affec­

tion) of the FIRO-B and the thiee subscale scores (socializa­

tion, tolerance and flexibility) of the CPI. 

Maj6~· Hypoth~si~ N6. 1 Using the pre-test measures as 

covariates, there will be no significant post-test differ­

ences between experimental groups and between experimental 

and control groups according to age on the six subscales of 

the FIRO-B and the three subscales of the CPI. 

Mihot Hyp6thesi~ Nb. 1.1 Using the pre-test measures 
~ 

as covariates, there will be no significant post-test differ-

ences between the students in the experimental group falling 

above the age median of all ·subjects and the students of the 

control group falling above the age median of all subjects on 

the six subscale scores of the FIR0-8 and the three subscale 

scores of the CPI. 

'Mindr ·Hypoth~~i~ No. 1.2 Using the pre-test measures 

as covariates, there will be no significant po~t-test differ­

ences between· the students in the experimental group falling 

below the age median of all subjects and t~e students of the 

control. group falling below the age median of all subjects 

on the six subscale scores of the FIRO-B and the three sub-

scale scores of the CPl. 
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Minor Hypothesis No. 1.3 Using the pre-test measures 

as covariates, there will be no significant post~test differ­

ences between the students in the experimental group falling 

above the age median of all subjects and the students in the 

experimental group falling below the age median of all sub­

jects on the six subscale scores of the FIRO-B and the three 

subscale scores of the CPI. 

Major ·Hypothesis No. 2 Using the pre- test measures as 

covariates, there will be no significant post-test differ­

ences between experimental groups and between experimental 

and control groups according to sex on the six subscales of 

the FIRO-B and the three subscales of the CPI. 

Minor Kypothesil No. 2.1 Using the pre-test measures 

as covariates, there will be no significant post-test differ­

ences between the male students in the experimental group and 

the male students in the control group on the six subscale 

scores of the FIRO-B and the three subscale scores of the CPI. 

Mi·nor Hypothelis No. 2.2 Using the pre-test measures 

as covariates, there will be no significant post-test differ­

ences between the female students in the experimental group 

and the female students in the control group on the six sub­

scale scores of the FIRO-B and the three subscale scores of 

the CPl. 

Minor Hypothe·sis No. 2.3· Using the pre-test· measures 

as covariates, there will be ~o significant post~test differ­

ences between the male students in the experimental group and 
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the female students in the experimental group on the six 

subscale scores of the FIRO-B and the three subscale scores 

of the CPI. 

INSTRUMENTS AND SCALES 

The six scales of the FIRO-B (Fundamental Interpersonal 

Relationships Orientation) and three scales from the CPI 

(California Psychological Inventory) were used to test the 

main hypothesis that at the end of the one-term treatment 

period the experimental group would be significantly differ­

ent in a positive direction from the control group. 

A primary purpose of the FIRO-B is to measure how an 

individual acts in interpersonal situations.! According to 

John P. Campbell and Marvin D. Dunnette: 

The FIRO-B includes a series of attitude items designed 
to measure six relatively homogeneous dimensions related 
to three major types of an individual's behavior in 
groups: control (i.e., attempting to influence the pro­
ceedings), inclusion (i.e., initiating contacts with 
others in a group), and affection (i.e., moving towards 
others in a close personal way).2. 

The questionnaire contains a pair of scales, wanted 

behavior and expressed behavior, for each behavior category. 

The expressed behavior scale attempts to assess "the respond­

ent's own teridency- or desire to show the behavior." The 

!William C. Schutz, Tfte FIRO-B Stal~~-Man~al (Palo Alto, 
California: Consulting Psychologists Press, Inc., 1967), p. 4. 

2Johh P. CampBell and Marvin Dunnette, "Effectiveness of 
T ... Group .. E.xperiences -in Managertal Training and Development," 
Psych;ologfca,l "Bulletin LXX, No. 2 (August, 1968), p. 75. 
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wanted-behavior scale attempts to assess "how much he wants 

others in the group to show it."3 

The FIR0-8 was chosen by this author for this study 

because King described the successful use of the FIRO-B in 

research at Harvard. King found that from freshman to senidr 

year scores on the FIRO-B for Harvard students increased at 

a high level of statistical significance.4 In addition, 

Chickering uses King's study at Harvard to support the con­

tention that certain kinds of college experience~ have a sub­

stantial impact for developmental change in the freeing of 

interpersonal relationships.5 

Schutz6 reports that test-retest reliability coeffi­

cients are considered hi~h for the FIR0-8. Test-retest reli­

ability coefficients among Harvard students over a one-month 

period, except for expressed and wanted affection which were 

based on an interlude of one week, had a mean coefficient of 

.76 for the six ·scales. 

Schutz contends that if content ~alidity is determined 

by showing how well the content of the test items samples the 

class of situations or the subject matter about which· ~ontlu­

sions are to be drawn, then the FIRO-B has content validity. 

Schutz. supports his contention by stating, "All the items . . . . 

3John P. Campbell and Marvin D. Ounnette, op. cit., p. 93. 

4s. H. King, op. cit. 

5Arthur W. Chickering, op. cit., p. 102 . 
. . . .... . 

6William C. Sch.utz; The· FIRO Scales (Consulting Psychol­
ogists Press, Inc., 1967), p. 3-7. 
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measure the same dimension, are of descending popularity and 

represent a sample of items from that dimension."7 

Schutz points out that since the original publ~cation 

of the test in 1958, research on FIRO-B has taken place in a 

variety of fields and that these studies rep~esent and have 

demonstrated the present state of concurrent, con•truct and 

predictive validity. He states that the FIRO-B has been used 

in marriage counseling; evaluation of human relations work­

shops, such as sensitivity training groups of the National 

Training LabGratories; exploration of the relation of the 

FIRO dimension of interpersonal needs to other dimensions, 

such as birth order; and experimentation with group composi­

tion, using the FIRO techniques of compatibility. 

Gough8 reports that the CPI (California Psychological 

Inventory) is intended primarily for use with normal, non­

psychiatrically disturbed subjects. Its scales are addressed 

principally to personality characteristics important for 

social living and social interaction.· 

The test is a self-report instrument to be ~sed primar­

ily with normal adults and adolescents. The profile scores 

tell what sort of person the individual is· "in the everyday 

common ·.sens.e .meaning of the phrase. "9 

7Ibid., p. 6. 

8Ha rri son G .. Gough, Californ·i'a Psych·o·log·i c·a'l ·rnven·tory­
Manual (Palo Alto, California: Consulting Psychologists Press, 
Inc., 196.9}, p. 5. 

9Gordon Liddle, "The California Ps~ch~l~9~cal ·Inventory 
an d · C e r t a 1 n · S o c 1 a 1 a n d P e r s on ill Fa c to r s .! t J o u r n a 1 of Ed u c a -· 
tional Psychology, Volume 49 tMarch, 19~8), p. 144. 
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The three subscales of the CPI chosen by this author 

for this study are "tolerance," "flexibility" and "social­

ization." Harrison G. Gough defines tolerance as "permis­

sive, accepting, and non-judgemental social beliefs and 

attitudes." He defines flexibility as the "degree of adapta­

b il i t y of. a p e r s on ' s t h i n k i n g an d s o c i a 1 be h a vi o r . " He 

defines socialization as the "degree of social maturity, 

integrity and rectitude the· individual has attained. nlO · 

Thes~ three scales of· the CPI were used because 

Webster, Friedman and Heistll used these scales to describe 

the successful use of the CPI in research at Vassar and 

Bennington colleges. They found that seniors, in comparison 

with freshmen, we~e more flexible and impunitive. In addi­

tion, Chickering12 uses Webster~ Friedman and Heist's study 

at Vassar and Bennington colleges to support his contention 

that certain kinds of college experiences have a substantial 

impact for developmental change in the freeing of interper­

sonal relationships. 

The California Psychological Inventory is described by 

Gough13 as an inventory that is concerned with characteristics 

of personality which have a "wide and pervasive applicability 

to human .behavior.". He indicates that many of the standard 

lOHarrison G. Gough, op. cit., p. 10. 

llK. Webster, M. B. Fried~an and P. Heist, op. cit. 

12 Art h u r W . C h ic k e r i n g , · o p . t i t . , p . 9 7 . 

13fiarrison G. Gough, op. cit., p. 1. 
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personality tests and assessment devices available have been 

designed for use in special settings, such as the psychiatric 

clinic, or have been constructed to deal with a particular 

problem, such as a vocational chdite. 

Kel1y14 states that the tPI was devel~ped to make pos-

sible the "comprehensive, multidimensional assessment of 

normal persons in a variety of settings." He finds that the 

inventory is: 

.•. essentially self-administering for literal subjects 
who ~re instructed to respond to each item on a separate 
answer sheet, "True or False" according to whether they 
agree or disagree with a statement or feel that "it is" 
or "is not" true about them.15 

Kelly adds that the number of items contributing to the 

different scales varies from 22 to 56. Test-retest relia-
'-".-

bilities based on 200 male prisoners retested after one to 

three we~ks range from .49 to .87, with a median of .80. The 

specific scales of tolerance, flexibility and socialization 

for male prisoners have reliabilities of .87, .49 and .80, 

respectively; the median test~retest correlations are .65 for 

males and .68 for females. The specific scales of "toler-

ance," "flexibility" and "socialization" for the high school 

subjects have reliabilities of .71, .60 and .65, respectively, 

for males and females . 

.. . 14E ... Lowell Kelly., .. ·~cali.forni.a Psychological Inventory, .. 
The Sixth Mental Measur~m~nt ·y~arbo~k, ed. J. Buros (Highland 
Park, New Jersey: The Grypha~ Press, 1965), p. 168-169. · 

l5Jb".d 169 1 • ' p • • 
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There is convincing evidence that each of the scales 

on the CPI has validity when judged against life performance 

criteria. Gough16 states that "tolerance" scores correlated 

negatively (-.46) with the California F {facism: authoritarian 

personality) scale and positively {.34) with the Chicago 

Inventory of Social Beliefs {a measure of fair-mindedness and 

humanitarian values). 11 Flexibility 11 scores correlated nega­

tively (-.48} with staff ratings of rigidity for 40 University 

of California graduate students. They also correlated nega­

tively (-.36} with staff ratings of frigidity for 40 Univer­

sity of California medical seniors and negatively {-.58) with 

the California F (authoritarian personality) scale for a col­

lege class of 180 students. 11 Socialization 11 scores have been 

listed in rank-order for all the samples for which socializa­

tion scores have been available. The psychometric continuum 

established was reviewed to determine whether it also consti­

tuted a sociological continuum. The two lists showed a 

biserial correlation of .76. 

SCORING 

Gough17 states that a person who scores above the mean 

standard score is functioning effectively both socially and 

intellectually. Conversely, if a person scores below the 

mean, ch·ances .are good that the individual is experiencing 

16Harrison G. Gough," op. cit., p. 20. 

17Ibid., p. 10-12. 
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significant difficulties in his interpersonal adjustment. He 

relates that the more extreme these scores are, the more ade-

quately a particular set of adjectives in the summaries will 

characterize a person. Individuals with high scores for Fx 

(flexibility) are seen as "insightful, informal, confident, 

humorcius ... " Those with high scores for So (socialization) 

are seen as "serious, ho~est, industrious, modest, sincere 

and steady ... " Those with high scores for To (tolerance) are 

seen as "enterprising, informal, quick, tolerant, clear 

thinking and resourceful ... "18 

Summaries under the high scores for each scale indicate 

the desired personality characterfstics to be utilized in 

interpersonal situations as the result of the hu~an relations 

training experience in PSY 201; Therefore, a positive change 

on any of the three scales of the CPI used in thi~ experiment 

will be defined as an increase in the score for any scale on 

the CPI. 

For each of the interpersonal behaviors on the FIR0-8, 

three classifications are described. Schutzl9 reports that 

low scores indicate that the individual is "defici~~t." Whe~ 

an individual is defined as defici~nt, it indicates that he 

is not trying. directly to satisfy the need· measured· by that 

scale .... High scores .. indicate that the individual is ·"excessive." 

18Ibid., p. 10 • 

. . 19t-~i.ll iam C ... Schutz; The·.:rnterpers·o·na·l World:· .A "Th-ree­
Dimensional Theory of lnterpers·o·nal Behavior (Palo Alto, 
California: Science and Behavior Books, Inc., 1958), p. 25-31. 
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When an individual is defined as excessive on a scale, it 

indicates that he is constantly trying to satisfy the need 

measured by that scale. Middle scores are considered "ideal." 

When an individual is defined as ideal on a scale, it indi­

cates that he is able to satisfy the need measured by that 

scale. 

For each of the three types of interpersonal behavior, 

Schutz20 defines the characteristic interpersonal behavior of 

individuals with lo~, high or ideal scores as follows: 

Inclusive T~ 

Low Stdres (the undersocial)--The interpersonal behav­

ior of the undersocial person tends to be introverted and 

withdrawn. Characteristically, he avoids associating with 

others and doesn't like to accept invitations to join others. 

High Scores (the oversocial)--The oversocial person 

tends toward extraversion in his later interpersonal behavior. 

Characteristically, he seeks people incessantly and wants them 

to seek him out. 

Middle Scores (social)--The social person is comfortable 

with people and comfortable being alone. Characteristically, 

he can be a high or low participator in a group, or can 

equally take.a moderate role, without anxiety. 

Contrd_l;!Ypes 

Lo~ Scores (the abdicrat)--The· abdicrat is a person who 

tends toward submission and abdiction of power and responsf ... 

bility in his interpersonal beftavtor. Characteristically, 

20Ibid. 
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he gravitates toward the subordinate position, where someone 

else takes charge. 

High Scores (the autocrat)--The autocrat is a person 

whose interpersonal behavior often tends toward the dominat­

ing. Characteristically, he tries to dominate people and 

strongly desires a power hierarchy with himself at the top. 

Middl~ Sco~es ·(the democrat)--The democrat feels com­

fortable. giving or not giving orders, and taking or not tak­

ing orders, as is appropriate to the situation. 

Affection Types 

Low Scores (the underpersonal)--The underpersonal type 

tends to avoid close personal ties with others. Character­

istically, he maintains his dyadic· relations on a superficial, 

distant level and is most comfortable when others do the same 

to him. 

High Scores (the overpersonal)--The overpersonal type 

attempts to become extremely close to others. Characteristi­

cally, he strives in his interpersonal relations primarily to 

be 1 i ked. 

Middl~ Scores (the personal)--The personal type does not 

experience any problem when he establishes close emotional 

relations with one other person. He is comfortable in such a 

personal relation, and he can also relate comfortably in a 

situation requiring emotional distance. 

The summaries under the· middle scores for each scale 

indicate the desired behavior in groups as the result of the 
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human relations training experiences in PSY 201. The range 

of scores for each of the six subscales of the FIRO-B is 0-9. 

For experimental purposes, a score of 4.5 will be considered 

as ideal. If for any of the six scales of the FIRO-B the 

absolute value of the difference between the individual's 

scores and 4.5 is less on the post-test than on the pre-test, 

the change will be considered positive. 
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DATA 

Data for this experimental study was obtained by admin­

istering a pre-test in the first week of classes and a post­

test in the last week of classes to five PSY 201 classes 

taught by MVCC counselors and nine non-randomized selected 

classes used as the control group. The pre- and post-tests 

consisted of the FIRO-B and three scales of the CPI ("social-

ization," "tolerance" and "flexibility"). Each student in 

the experimental and control groups provided the following 

biographical information at the time of the pre-test: age, 

sex and class code. The data was coded and keypunched for 

analysis. Data from subjects not completing post~tests are 

not included in the statistical analysis employed in the 

present experiment. 

DESIGN 

The experimental design of this ·study is "quasi-experi­

mental." Campbell and Stanley21 describe it as a non-equiva-
oxo 

lent control design:-a-a-. The numerator is defined as pre-

test (o), treatment (x) and post-test (o) for the experimental 

group. The denominator is defined as pre-test (o) and post­

test (o) for the control group. Campbell and Stanley find 

21oonald T. Campbell and Julian c. Stanley, "Experi­
mental and .QuasiRExperimental .. Destgns .. for Research on Teach­
ing," ffandoook ·of Research. on Teach in , ed. N. l. Gage 
(Chicago: Rand cNal y and Co., 1963 , p. 217. 
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that the quasi-experimental design is one of the most widely 

used experimental designs in educational research. Both 

groups are given a pre- and post-test, but the control. group 

and experimental group do not have pre-experimental sampling 

equivalences. The groups constitute "naturally assembled 

collectives such as classrooms, as similar as availability 

permits but yet not so similar that one can dispense with 

pre-test."22 Concerning this design they attest that: 

The more similar the experimental and the control groups 
are in their recruitment, and the more their similarity 
is confirmed by the scores on the pre-test, the more 
effective the control becomes. Assuming that these 
desiderata are approximated for purposes of internal 
validity, we can regard the design as controlling the 
main effects of history, maturation, testing and instru­
mentation, in that the differences for the experimental 
group between pre-test and post-test (if greater than 
that for the control group) cannot be explained by main 
effects of these variables such as would be found affect­
ing both the experimental and the control group.23 

Campbell and Stanley further add: 

... an effort to explain away a pretest-posttest gain 
specific to the experimental group in terms of such 
extraneous factors as history, maturation or testing 
must hypothesize an interaction between these variables 
and the specific selection differences that distinguish 
the experimental and control groups. While in general 
such interactions are unlikely, there are a number of 
situations in which they might be involved. Perhaps 
most common are interactions involving maturation.24 

This interaction threat to internal validity can be 

resolved. Qnly by ~sing a true experimental design which is 

22Ibid. 

23Ibid. 

24Ibid., p. 218. 
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impossible in most school settings, including the setting of 

this experiment. E. F. Lindquist points out: 

Complete freedom from bias and perfect precision in an 
experiment are, of course, both impossible and unneces­
sary. How unbiased or how precise an estimate need be 
depends upon the broader purposes of the experiment. 
Some experiments are intended to determine only whether 
an effect exists at all, or whether there is any rela­
tionship between the experimental and criterion ·variables. 
Some experiments are intended to determine only whether 
an effect exists at all. In that case, if the true effect 
is considerable, or if the true relationship is pro­
nounced, even a very crude experiment may reveal the 
presence of the effect or relationship.25 

Therefore, in designing this experiment the author 

attempted to provide for the highest possible degree of 

accuracy and freedom from bias that is possible for this type 

of study. The author's objective was to design an experiment 

that will serve the specified purposes of this study with " 

maximum efficiency. 

.. . .. . . . .... . . .... . ...... ······ .......... . 

. 25E •. F. Lindqui-st·.,. .oesfQn and Analysis ·of Ex~erfments 
in P~ychologl and Edueation {Boston: Houghton Miff in 
Company, 1953), p. 4. 
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DATA ANALYSIS TECHNIQUE 

A non-randomized control group design with multivariate 

analysis of covariance was used to determine the group out­

comes. Analysis of covariance controls non-equivalence 

between experimental and control groups on the pre-test. 

McNemar specifies that analysis of covariance 

... is applicable whenever it seems desireable to correct 
a difference on a dependent variable for a known differ­
ence and another variable which for some reason could not 
be controlled by matching or by random sampling proced­
ures. Analysis of covariance will provide an adjustment 
for, and a test of significance of, the differences 
between two or more groups ... It is assumed that the 
dependent variable has a distribution which does not 
depart too far from the normal type and that the vari­
ances from group to group are similar.26 

Since there is more than one dependent variable in the 

present experimental design, a multivariate analysis of covar­

iance was performed on th~ six scales of the FIRO-B and on the 

three scales of the CPI to test the hypothesis of the present 

experiment. The pre-test served to determine the distribution 

of the covariate, and the post-test served to determine the 

distribution of the dependent variables. In addition, a mul­

tivariate analysis of variance was conducted on the pre-test 

data to determine the equivalence of the experimental and 

control groups. 

26Quinn McNemar, Psythdldgieal· Stati·stics (New York: 
John Wiley and Sons, Inc., 1962), p. 363. 
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The computer program employed in analyzing the data 

was the MANOVA27 (multiple analysis of variance) with covar­

iates. It is briefly described by Cooley and Lohnes as: 

.. ~a model which makes it possible to explore the surplus 
influences of additional measurements on a taxonomy (or 
vice versa) whe~ the known influences o~ a set of related 
measurements are partialled out.28 

SUMMARY 

The method chosen for the assessment of the experi­

mental aspect of this study was a field experiment. The 

experimental design of the study was "quasi-experimental." 

A multivariate analysis of covariance (MANCOVA) was performed 

to test each of the null hypotheses. In the next chapter, 

analyses of the data and a summary of the results will be 

presented . 

. ... 27William w. Cooley and Paul R. Lohnes, Mul·ttvariate 
Data AnalYsis (New York: John· Wiley and Sons, Inc., 1971), 
p. 295. 

28Ibid., p. 287. 



CHAPTER IV 

RESULTS 

INTRODUCTION 

The field experiment portion of the present study was 

concerned with an assessment of the effects of the Human 

Relations class, PSY 201, upon participants• personality 

characteristics in interpersonal situations and behavior 

characteristics in groups. The six scales of the B form of 

the Fundamental Interpersonal Relations Orientation test and 

three scales of the California Psychological Inventory test 

were used to test a main research hypothesis, a major hypoth­

esis and three minor hypotheses related to age, and a major 

hypothesis and three minor hypotheses related to sex. 

Of the original 274 subjects in experimental and control 

groups who completed pre-tests, 217 (79%) completed post­

tests. Of the 107 experimentals who completed pre-tests, 89 

(83%) completed post-tests. Of the 167 controls who com­

pleted pre-tests, 128 (76%) completed post-tests. Only data 

from students completing pre- and post-tests was used in the 

study. 

The author administered all tests. The pre-test was 

administered in the first week of the· 1974 fall term and the 

post-test in the last week of· the term. 

94 



95 

ANALYSIS OF DATA 

Table 1 presents results of the analyses of pre-test 

equivalence of experimental and control groups on mean FIRO-B 

and CPI scores. Presented in Tables 2, 4, 6, 8, 10, 12 and 

14 are experimental and control groups' means adjusted for 

covariance and differences between means. Univariates anal­

yses of post~test scores adjusted for covariance are pre­

sented in Tables 3, 5, 7, 9, 11, 13 and 15. 

The data presented in Table 1 indicate equivalence 

between experimental and control groups on the pre-test in 

terms of similar mean scores and standard deviations. The 

multivariate F-value was 1.68 with 9 and 207 degrees of free­

dom (P.05 = 1.92 with 9 and 207 d.f.). Since an F-value as 

large as this would be expected more than one time in 20 by 

chance alone, the pre-test scores between experimental and 

control groups are considered statistically equivalent. 

MAIN RESEARCH HYPOTHESIS: Using the pre-test measures 

as covariates there will be no significant post-test differ­

ences between the experimental and control groups on the six 

subscale scores of the FIRO-B and the three subscale scores 

of the CPl. 

RESULTS: MANCOVA disclosed that the systematic varia­

tion between experimentals and controls reflected in post­

test scores adjusted for covariance was statistically ·not 

significant. Presented in Table 2, the multivariate F-value 



TABLE 1 

Pre~test-Equivalence Scores For -Experimental .and -Control Groups 

Variable ... -Experimental .. . -. Control ... Pre~test Differences of 
X*···· · · so·· · · X* · · · · · · ·so · EXpe·rtme·ntals and Controls 

Socialization 

Tolerance 

Flexibility 

Exp r.es sed 
Inclusion 

Wanted 
Inclusion 

Expressed 
Control 

Wanted 
Control 

Expressed 
Affection 

Wanted 
Affection .. 

35.18 

18.43 

10.93 

3.71 

2.69 

3.07 

3.47 

5.48 

4.10 

3.88 

1.13 

1. 39 

1. 44 

1. 31 

1. 24 

35.48 

17.52 

10.51 

3.58 

2.42 

2.63 

3.10 

3.36 

6.09 

5.19 

3.93 

1. 20 

1. 41 

1. 38 

1. 21 

1. 20 

1..63 ............. 3 •. 46 ....... 1.45- ......... . 

*Experimentals N = 89; Control N = 128 

F-Ratio for 9 and 207 df, Overall Discrimination, = 1.68 

p. 05 = 1. 92 

-0.30 

0.91 

0.42 

0.13 

0.27 

0.44 

0.23 

0.11 

. 0. 21 . 
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for the main hypothesis was 1.15 with 9 and 198 degrees of 

freedom (P.05 = 1.92 with 9 and 198 d.f.). Because an 

F-value as large as this would be expected more than one time 

in 20 by chance alone, the null hypothesis is not rejected. 

The conclusion drawn from this analysis is that the mean 

post-test responses for the experi menta 1 groups do ·not differ 

from the mean responses for the control group. 

Although the "mean difference" null hypothesis has not 

been rejected, further examination of the univariate F's pre­

sented in Table 3 reveals that the evaluative criterion 

"wanted affection" has an associated univariate value of 6.38 

with p. less than .05, implying that an F-value as large as 

6.38 would occur by chance only one time in 20. The means of 

the nine evaluative criteria taken simultaneously are not 

significantly different. 

MINOR HYPOTHESIS NO. 1.1: Using the pre-test measures 

as covariates there will be no significant post-test differ­

ences between the students in the expe~imental group falling 

above the age median of all subjects and the students of the 

control group falling above the age median of all subjects 

on the six subscale scores of the FIRO-B and the three sub­

scale scores of the CPI. 

RESULTS: MANCOVA disclosed that the systematic varia­

tion betwe~n experimentals abo~e the· age median and controls 

above the age median reflected in post-test scores adjusted 

for covariance was statistically not significant. Presented 



TABLE 2 

Main Research Hypothesis 

Experimental and Control Post-test Means 
Adjusted for . Covariance,. and Di-fferences .. sa tween -Means . 

. . . . . . . 

Variable Experimental* Control* Difference 

Socialization 36.0 35.8 0.2 

Tolerance 18.8 18.6 0.2 

Flexibility 11.0 10.7 0.3 

Expressed 
Inclusion 3.5 3.5 0.0 

Wanted 
Inclusion 2.4 2.3 0.1 

Expressed 
Control 3.0 2.9 0.1 

Wanted 
Control 3.0 3.2 -0.2 

Expressed 
Affection 3.3 3.2 0.1 

Wanted 
-Affection ... .. 2. 9 . . ....... . .. . . 3.4 .. Q.5 

. . . . . . 

*Experimental N = 89; Control N = 128 

F-Ratio for 9 and 198 df, Overall Discrimination, = 1.15 
P.05 = 1. 92 

'-0 
co 



TABLE 3 

Main Research Hypothesis 

Univariate Analyses of.CPI .and FIRO~B .. Post~test .scores Adjusted-for Covariance 

Variable 

Socialization 

Tolerance 

F 1 eX i b i1 i ty 

Expressed 
Inclusion 

Wanted 
Inclusion 

Expressed 
Control 

Wanted 
Control 

Expressed 
Affection 

Wanted 
-Affection. 

Among Mean Sqvare 

2. 23 . 

0.83 

3.56 

0.00 

0.59 

0.25 

1. 27 

0.24 

.12.46. 

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

Within Mean Squar~ 

12.49 

9.40 

7.38 

1. 28 

1. 67 

1. 60 

1. 60 

1. 58 

1 .. 95 

*Significant P.05 For 1 and 206 df, P.05 = 3,89 

F~Ratio* 

0.18 

0.00 

0.48 

0.00 

0.35 

0.16 

0.80 

0.15 

6.38* 
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in Table 4, the multivariate F-value for Minor Hypothesis 

No. 1.1 was 1.46 with 9 and 90 degrees of freedom (P.05 = 

1.98 with 9 and 90 d.f.). Because an F-value as large as 

this would be expected more tha~ one time in 20 by chance 

alone, the null hypothesis is not rejected. The conclusion 

drawn from this analysis is that the mean responses for stu­

dents in the experimental group falling above the age median 

of all subjects ~d not differ from the mean responses for the 

students in the control group falling above the age median of 

a 11 subjects. 

Although the "mean difference" null hypothesis has not 

been rejected, further examination of the univariate f•s pre­

sented in Table 5 reveals that the evaluative criteria "flex­

ibility'' and "wanted affection" have associated univariate 

values of 4.53 (p. less than .OS) and 8.46 (p. less than .01), 

respectively, implying that by chance alone an F-value of 4.53 

would occur only one time in 20 and an F-value of 8.46 would 

occur only one time in 100. The means of the nine evaluative 

criteria taken simultaneously are not significantly different. 

MINOR HYPOTHESIS NO. 1.2: Using the pre-test measures 

as covariates, there will be no significant post-test differ­

ences betwe~n the students in the experimental group falling 

below the age median of all subjects and the students in the 

control group falling below the age median of all subjects on 

the six subscale scores of the FIRO-B and the three subscale 

scores of the CPI. 



TABLE 4 

Above Age Median Experimental vs. Above Age Median Control 

Experimental and Control Post-test Means 
Adjusted for Covariance, .and .Differences .. Between .Means. 

Variable Experimental* 

Socialization 37.1 

Tolerance 18.4 

Flexibility 11.9 

Expressed 
Inclusion 3.5 

Wanted 
Inclusion 2.4 

Expressed 
Control 2.7 

Wanted 
Control 3.0 

Expressed 
Affection 3.0 

Wanted 
Affection 2.6 

*Experimental N = 37; Control N 

F- Ratio for 9 and 90 df, Overall 

. . . . . . 

Control* 

36.7 

18.2 

10.6 

3.6 

2.4 

2.9 

3. 1 

3.2 

. 3. 5 

= 72 

Discrimination. = 
P.05 = 

1.46 
1. 98 

Difference 

0.4 

0.2 

1.3 

-0.1 

0.0 

-0.2 

-0.1 

-0.2 

-0.9 

...... 
0 ...... 



TABLE 5 

Above Age Median Experimental vs. Above Age Median Control 

Univariate Analyses -of-CPI and FIRO-B Post-test-Scores-Adjusted .for Covariance 

Variable 

Socialization 

Tolerance 

Flexibility 

Expressed 
Inclusion 

Wanted 
Inclusion 

Expressed 
Control 

Wanted · 
Control 

Expressed 
Affection 

Wanted 

.. Among Mean Square- .. -Withi-n Mean Square ... 

3.25 

1. 23 

33.88 

0.09 

0.03 

0.80 

0.30 

1. 35 

12.77 

10.51 

7.48 

1. 30 

1. 57 

1. 56 

1. 68 

1.65 

. Affecti-on . . -. ---- . . - . .. .. - . 16 -. 2 3 - ........... -1.-92 

*Significant P.01 For 1 and 98 df, P.Ol ~ 6.90 

**Significant P.05 For 1 and 98 df, P.OS = 3.94 

F-Rat i o* 

0.25 

0.12 

** 

4.53** 

0.07 

0.02 

0.51 

0.18 

0.81 

8.46* 

..... 
0 
N 



103 

RESULTS: MANCOVA disclosed that the systematic varia­

tion between experimentals falling below. the age median and 

controls falling below the age median reflected in post-test 

scores adjusted for covariance was statistically ·n·ot signifi­

cant. Presented in Table 6, the multivariate f-value for 

Minor Hypothesis No. 1.2 was 0.96 with 9 and 89 degrees of 

freedom (P.OS = 1.98 with 9 and 89 d.f.). Because an F-value 

as large as this would be expected more than one time in 20 

by chance alone, the null hypothesis i~ not rejected. The 

conclusion drawn from this analysis is that the mean respon­

ses for students in the experimental group falling below the 

age median of all subjects dd not differ from the mean respon­

ses of the students in the control group falling below the age 

median of all subjects. 

MINOR HYPOTHESIS NO. 1.3~ Using the pre-test measures 

as covariates, there will be no significant post-test differ­

ences .between the students in the experimental group falling 

above the age median of all subjects and the students in the 

experimental group falling below the age median of all sub­

jects on the six subscale scores of the FIRO-B and the three 

subscale scores of the CPl. 

RESULTS: MANCOVA disclosed that the systematic varia­

tion between experimentals ~bove the age median and experi­

~entals bel~w the age median reflected in post-test scores 

adjusted· for covariance~ st·atistically significant. Pre­

sented in Table 8, the multivariate F-value for minor hypoth­

esis No. 1.3 was 2.51 with 9 and 70 degrees of freedom 



TABLE 6 

Below Age Median Experimental vs. Below Age Median Control 

Experimental and Control Post-test Means 
Adjusted for Covariance~ and. Differences .Between .Means. 

. . . . . . - . . 

Variable Experimenta 1 * · · Control* Difference 

Socialization 35.0 34.8 0.2 

Tolerance 19.2 19.0 0.2 

F 1 eX i b il i ty 10.3 10.8 -0.5 

Expressed 
Inclusion 3.5 3.5 0.0 

Wanted 
Inclusion 2.5 2.1 0.4 

Expressed 
Control 3.2 2.8 0.4 

Wanted 
Control 3 .1 . 3.3 -0.2 

Expressed 
Affection 3.5 3.1 0.4 

Wanted 
-Affection .. , ........ .. . 3. 2 . . . . . . . . . . . . . . . .3 •. 3 ... ............... .. -0.1 

' ... ' . 

*Experimental N = 52; Control N = 56 
1:· 

F-Rat1o for 9 and 89 df, Overall Discrimination, = 0.96 

p. 05 = 1. 98 



TABLE 7 

Below Age Median Experimental vs. Below Age Median Control 

Univariate Analyses of CPI and FIRO-B Post-test Scores Adjusted .for. Covariance 
........ . . . . . . 

. . . . . . . . . . . ~ . . ............. 

Variable Among Mean Square Within Mean Square F-Rat i o* 

Socialization 0.71 13.09 0.05 

Tolerance 0.77 7.98 0.10 

Flexibility 6.21 6.27 0.99 

Expressed 
Inclusion 0.07 1. 28 0.05 

Wanted 
Inclusion 3.81 1. 76 2.16 

Expressed 
Control 3.28 1. 60 2.05 

Wanted 
Control 1. 00 1. 54 0.65 

Expressed 
Affection 3.41 1. 52 2.24 

Wanted 
Affection. 0.26 2.00 ··-·· ....... .. o .13 

*Significant P.05 For 1 and 97 df, P.05 ;: 3.94 



106 

(P.05 = 2.01 with 9 and 70 d.f.). Because an F-value as large 

as this would not be expect~d more than one time in 20 by 

chance alone, the null hypothesis is rejected. The conclusion 

drawn from this analysis is that the mean responses for stu­

dents in the experimental group falling above the age median 

of all subjects differ from the mean responses of the students 

in the experimental group falling bel6w the age medi•n of all 

subjects. 

Further examination of the univariate F's presented in 

Table 9 reveals that the evaluative criteria "flexibility," 

"expressed affection" and "wanted affection" have associated 

univariate values of 11.60 (p. less than .01), 5.64 (p. less 

than .05) and 4.90 (p. less than .05), respectively. This 

implies that by chance alone an F-value of 11.60 would occur 

only one time in 100 and F-values of 5.64 and 4.90 would 

occur only one time in 20. Apparently, "flexibility," 

"expressed affection" and "wanted affection .. contribute sub­

stantially to the significant multivariate F-value. The means 

of the nine evaluative criteria taken simultaneously are sig­

nificantly different. 

MAJOR HYPOTHESIS NO. 1~ Using the pre-test measures as 

covariates there will be no significant post-test difference 

among experimental groups and between experimental and control 

groups acc6rding to age on the· six subs~ale scores of the 

FIRO-B and the three subscale scores of the CPI. 



TABLE 8 

Above Age Median Experimental vs. Below Age Median Experimental 

Above Age Median Experimentals and Below Age Median Experimentals Post-test Means 
Adjusted .for .covariance, and. Di-ffer.ences -Between. Means ..... 

. . . . . . . .... 

Above Age Median~- -Below .. Age Medtan*-
Variable- Experimental . · ·Expe~i~~ntal Oiff~r~nc~ · 

Socialization 36.0 35.5 0.5 

Tolerance 19.0 19.2 -0.2 

Flexibility 12.3 10.4 1.9 

Expressed 
Inclusion 3.4 3.6 -0.2 

Wanted 
Inclusion 2.3 2.6 -0.3 

Expressed 
Control 2.8 3.2 -0.4 

Wanted 
Control 3.1 3.1 0.0 

Expressed 
Affection 2.9 3.5 -0.6 

W.anted 
. Affection .................. 2.4 ......... 3.2 .................. o.8 .. 

*Above Age Median Experimental N = 37; Below Age Median Experimental N = 52 
F-Ratio for 9 and 70 df, Overall Discrimination, = 2.51 

P.05 = 2.01 

....... 
0 
-....J 



TABLE 9 

Above Age Median Experimentals vs. Below Age Median Experimentals 

Univariate Analyses-of .CPI and FIRO"B--Post~test.Scores .. Adjusted.for Covariance 

. Variable ............ Among. Mean Square ... . Within Mean .. Square. -F~Ratio* 

Socialization 4.59 13.49 

Tolerance 0.64 9.92 

Fl exi bil i ty 75.36 6.50 

Expressed 
Inclusion 0.70 1. 33 

Wanted 
Inclusion 1..65 1. 72 

Expressed 
Control 4.17 1. 70 

Wanted 
Control 0.06 1. 58 

Expressed 
Affection 8.77 1. 55 

Wanted 
.. Affection ................... 10 .. 45 ............................... 2.13-- ...... . 

. ' ' . ·. . . .... ' ....... ' . 

*Significant P,01 For 1 and 78 df, P.Ol = 6.96 

**Significant P.05 For 1 and 78 df, P.05 = 3.96 

0.34 

0.06 

** 

11. 60** 

0.53 

0.96 

2.46 

0.04 

5.64* 

.. 4.90* 

..... 
0 
(X) 
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RESULTS: MANCOVA disclosed that the systematic varia­

tion between experimentals ~bove the age median and experi­

mentals below the age median (Hypothesis No. 1.3) reflected 

in post-test scores adjusted for covariance was -statistically 

significant. The conclusion drawn from this analysis is that 

the mean sco~es for students in the experimental group fall­

ing above the age median do differ from the mean scores for 

the students in the experimental group falling below the age 

median. The null hypothesis that there wotild be no signifi­

cant post~test differences ~ccording to age is rejected. 

MINOR HYPOTHESIS NO. 2.1: Using the pre-test measures 

as covariates, there will be no significant post-test differ­

ences between the male students in the eiperimental group and 

the male students in the control group on the six subscale 

scores of the FIRO-B and the three subscale scores of the CPI. 

RESUlTS: MANCOVA disclosed that the systematic varia­

tion between experimental males and control males reflected in 

post-test scores adjusted for covariance was statistically not 

significant. Presented in Table 10, the multivariate F-value 

for Minor Hypothesis No. 2.1 was 0.67 with 9 and 105 degrees 

of freedom (P.05 = 1.97 with 9 and 105 d.f.). Because an 

F-value as large as this would be expected more than one time 

in 20 by chance a 1 one, the null hypothesis is -not rejected. 

The contlusion drawn from this analysis is that the mean 

responses for students in the-~ale experimental group do not 

differ from· the mean responses for the ~ale control group. 



TABLE 10 

Male Experimental vs. Male Control 

Experimental and Control Post-test Means 
Adjusted .for Covariance, and .Dtfferences .. Between Means ..... 

Variable 

Socialization 

Tolerance 

Flexibility 

Expressed 
Inclusion 

Wanted 
Inclusion 

Expressed 
Control 

Wanted 
Control 

Expressed 
Affection 

Wanted 
Affection··· 

Experimental* 

35.4 

17.7 

10.4 

3.6 

2.4 

3.2 

3.0 

3.3 

.. ·2. 8 

*Experimental N = 43; Control N = 81 

Control* Difference 

35.2 

17.8 

10.2 

3.6 

2.5 

3. 1 

3.2 

3.1 

0.2 

-0.1 

0.2 

0.0 

-0.1 

0.1 

-0.2 

0.2 

.. ···3.3 ........... -0.5·· 

F-Ratio For 9 and 105 df, Ov.erall Discrimination,= 0.67 

P.OS = 1.97 

...... 

...... 
0 
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TABLE 11 

Male Experimental vs. Male Control 

Univariate Analyses .. of CPI .and FIRO-.B. P.ost ... test Scores .Adjusted for Covariance 

Variable Among Mean Square_ Wfthin M_e_a_n_Square F..:Ratio* 

Socialization 0.57 13.87 0.04 

Tolerance 0.84 9.18 0.09 

Flexibility 1. 48 7.09 0.21 

Expressed 
Inclusion 0.06 1. 29 0.05 

Wanted 
Inclusion 0.54 1. 60 0.34 

Expressed 
Control 0.16 1. 84 0.09 

Wanted 
Control 0.71 1. 78 0.40 

Expressed 
Affection 0.61 1. 70 0.36 

Wanted 
Affection. . .. . , . . . .. .. 6 .68 . . .................... 1.85 .................... 3 .. 61 

. .... 

*Significant P.05 For 1 and 113 df, P.05 = 3,91 
...... 
...... 
...... 
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MINOR HYPOTHESIS NO. 2.2: Using the pre-test measures 

as covariates, there will be no significant post-test differ­

ences between the female students in the experimental group 

and the female students in the control group on the six sub­

scale scores of the FIRO-B and the three subscale scores of 

the CPl. 

RESULTS: MANCOVA disclosed that the systematic varia­

tion between experimental females and control females reflec­

ted in post-test scores adjusted for covariance was statisti­

cally not significant. Presented in Table 12, the multivar­

iate F-value for Minor Hypothesis No. 2.2 was 1.42 with 9 and 

73 degrees of freedom (P.05 = 2.00 with 9 and 73 d.f.). 

Because an F-value as large as this would be expected more 

than one time in 20 by chance alone, the null hypothesis is 

not rejected. The conclusion drawn from this analysis is that 

the mean responses for students in the female experimental 

group do not differ from the mean responses for the female 

control group. 

Although the "mean differences" null hypothesis has not 

been rejected, further examination of the univariate F's pre­

sented in Table 13 reveals that the evaluative criterion 

"wanted inclusion'' has an associated univariate value of 9.01 

(p. less than .01), implying that an F-value of 9.01 would 

occur only one time in 100 by chance. The means of nine eval­

uative criteria taken simultaneously are not significantly 

different. 



TABLE 12 

Female Experimental vs. Female Control 

Experimental and Control Post-test Means 
Adjusted for Covariance, and. Differences Between .. Means. 

v-arTaole-------~Txperimental * Control* . Difference 

Socialization 36.7 36.6 0.1 

Tolerance 20.1 19.5 0.6 

Flexibility 11. 7 11. 3 0.4 

Expressed 
Inclusion 3.4 3.4 0.0 

Wanted 
Inclusion 2.7 1.8 0.9 

Expressed 
Control 2.8 2.5 0.3 

Wanted 
Control 3. 1 3. 1 0.0 

Expressed 
Affection 3.3 3.2 0.1 

Wanted 
Affection 3. 2 . .. .. 3.4 .. · ............. .. -o. 2 

*Experimental N = 46; Control N = 46 

F-Ratio For 9 and 73 df, Overall Discrimination, = 1.42 
P.05 • 2.00 

"~ 

....... 

....... 
w 



TABLE 13 

Female Experimental vs. Female Control 

Univariate -Analyses of.CPI-and FIRO~B Post"test Scores .. Adjusted .. for 
. . . . . . . ... . . . . ' . . .. 

Variable. . Among Mean Square Within -Mean .square .... 

Socialization 0.08 10.94 

Tolerance 6.84 9.76 

Flexibility 2.14 8.26 

Expressed 
Inclusion 0.01 1. 34 

Wanted 
Inclusion 14.55 1. 62 

Expressed 
Control 1. 97 1. 25 

Wanted 
Control 0.00 1. 38 

Expressed 
Affection 0.13 1. 29 

Wanted 
Affection .0.-93 .2 .16 

*Significant P.01 For 1 and 81 df, P.Ol • 6.96 

**Significant P.05 For 1 and 81 df, P.05 • 3,96 

Covariance 

F- Ratio* 
** 

0.01 

0.70 

0.26 

0.01 

9.01** 

1. 58 

0.00 

0.10 

0.43 
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MINOR HYPOTHESIS NO. 2.3: Using the pre-test measures 

as covariates, there will be no significant post-test differ­

ences between the male students in the experimental group and 

the female students in the experimental group on the six sub­

scale scores of the FIR0-8 and the three subscale scores of 

the CPI. 

RESULTS: MANCOVA disclosed that the systematic varia­

tion between experimental males and experimental females 

reflected in post~test scores adjusted for covariance was 

statistically not significant. Presented in Table 14, the 

multivariate F-value for Minor Hypothesis No. 2.3 was 0.30 

with 9 and 70 degrees of freedom (p.05 = 1.99 with 9 and 70 

d.f.). Because an F-value as large as this would be expected 

more than one time in 20 by chance alone, the null hypothe~is 

is not rejected. The conclusion drawn from this analysis is 

that the mean responses for students in the male experimental 

group do not differ from the mean responses for the female 

experimental group. 

MAJOR HYPOTHESIS No. 2: Using the pre-test measures as 

covariates, there will be no significant post-test differences 

among experimental groups and between experimental and control 

groups relate~ to sex on the six subscale scores of the FIR0-8 

and the three subscale scores of the CPI. 

RESULTS: MANCOVA disclosed that the systematic varia­

tion between experimental males and control males, between 

experimental females and control females and between experi­

mental males and experimental females reflected in post-test 



TABLE 14 

Male Experimental vs. Female Experimental 

Male Experimental and Female Experimental Post-test Means 
Adjusted for Covariance, .and .Dffferences .. Between .Means. 

- -. - . 

Variable Male Experi menta 1 * · - · Female Experimental* Difference 

Socialization 35.6 35.8 

Tolerance 18.9 19.4 

Flexibility 11.3 11.0 

Expressed 
Inclusion 3.6 3.5 

Wanted 
Inclusion 2.4 2.6 

Expressed 
Control 3.1 3.0 

Wanted 
Control 3.0 3.2 

Expressed 
Affection 3.2 3.3 

Wanted 
Affection . .. . . . . . 2. 7 . . ... . .. .. . ........... .. .... 3 .o 

. ..... ' ' 

*Male Experimental N ~ 43; Female Experimental N = 46 

F-Ratto For 9 and 70 df, Overall Discrimination, • 0.30 
P.05 • 1.99 

-0.2 

-0.5 

0.3 

0.1 

-0.2 

0.1 

-0.2 

-0.1 

-0.3 



TABLE 15 

Male Experimental vs. Female Experimental 

Univariate Analyses .of CPI and FIRO-.B .Post-test .scores Adjusted for Covariance 

Variable 

Socialization 

Tolerance 

Flexibility 

Expressed 
Inclusion 

Wanted 
Inclusion 

Expressed 
Control 

Wanted 
Control 

Expressed 
Affection 

Wanted 
. . . Affection. 

Among Mean square· Within Mean Sgua~e 

0.21 13.55 

4.33 9.87 

1.65 7.44 

0.42 1.34 

0.24 1.74 

0.11 1.75 

0.55 1.58 

0.27 1.66 

l. 51 . ... 2. 25 ...... . 

*Significant P.05 For 1 and 78 df, P.05 = 3.96 

F-Ratio* 

0.02 

0.44 

0.22 

0.32 

0.14 

0.06 

0.35 

0.16 

0.67 

.... .... 

...... 
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scores adjusted for covariance were statistically not signifi­

cant. The conclusion drawn from these analyses is that there 

is no difference in the mean responses for students in the 

experimental groups and students in the experimental and con­

trol groups. The riull hypothesis that there would be no 

significant post-test differences according to sex is not 

rejected. 

SUMMARY 

The main research hypothesis, written in null form, was 

not rejected. An analysis of the data for the main research 

hypothesis indicated that the mean responses for the experi­

mental and control groups did not differ significantly. The 

conclusion drawn from this analysis is that the students in 

the human relations clas~es when compared with students in the 

control classes did not show significantly more favorable 

characteristic behavior in interpersonal situations. 

Minor hypotheses Nos. 1.1 and 1.2 written in null form 

were not rejected. An analysis of the data for minor hypoth­

eses Nos. 1.1 and 1.2 indicated that the mean responses for 

the experimental and control groups did not differ signifi­

cantly. The conclusion drawn from this analysis is that the 

older students and the you~ger students in the human relations 

classes wh~n compared with the older students and the younger 

students in the control classes respectively did not show 

significantly more favorable ~haracteristic behavior in inter­

personal situations. 



Minor Hypothesis No. 1.3, written in null form, was 

rejected. An analysis of the data for minor hypothesis 
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No. 1.3 indicated that t~e mean responses for the· two experi­

mental groups did differ significantly. The· conclusion drawn 

from this analysis is that the older students in the human 

relations classes tended to be ~ore "flexible" than the 

younger students and that the younger students in the human 

relations classes moved toward the "wanted" and "expressed 

affection" ideal si9nificantly mor~ tha~ the older students. 

Because the null statement of minor hypothesis No. 1.3 

was rejected, major hypothesis No. 1, written in null form, 

was rejected. It was concluded that there was significant 

post-test differences between experimental groups in regards 

to age. 

Minor hypotheses Nos. 2.1, 2.2 and 2.3, written in null 

form, were not rejected. An analysis of the data for minor 

hypotheses Nos. 2.1, 2.2 and 2.3 indicated that the mean 

responses between experimental groups and betwee~ experimental 

and control groups did not differ significantly. The conclu­

sion drawn from this analysis is that the male students and 

the female students in the human relations classes, when com­

pared with th~ male students and female students. in the con­

trol classes respectively did not show significantly more 

favorable characteristic behavior in interpersonal situations. 

It was also concluded that th~ ~ale students of the human rela­

tions cl~sses did not show significantly more favorable cha~­

acteristic behavior in interpersonal situations. 
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Because the null statements of minor hypotheses Nos. 

2.1, 2.2 and 2.3 were not rejected, major hypothesis No. 2, 

written in null form, was not rejected. It was concluded 

that there was no significant post-test differ~nces between 

groups with regards to sex. 

Although only the data which measured minor hypothesis 

No. 1.3 indicated significant mean differences, the data 

which measured several other hypotheses indicated mean differ­

ences which approached significance. The univariate analyses 

of the CPI and FIRO-B post-test scores of these hypotheses 

indicate one or more univariates with significant differences. 

The multivariate F-value for the main research hypoth­

esis was 1.15 with 9 and 198 degrees of freedom {P.05 = 1.92 

with 9 and 198 d.f.). The univariate analyses for the main 

research hypothesis indicates that the evaluative criteria for 

wanted affection had an associate univariate value which was 

significant. 

The multivariate F-value for minor hypothesis No. 1.1 

was 1.46 with 9 and 90 degrees of freedom {P.05 = 1.98 with 9 

and 90 d.f.). The univariate analyses for minor hypothesis 

No. 1.1 indicates that the evaluative criteria "flexibility" 

and "wanted affection•• have associated univariate values 

which are significant. 

The multivariate F-value for minor hypothesis No. 2.2 

was 1.42 with 9 and 73 degree~ of freedom (P.05 = 2.00 with 

9 and 73 d.f.). The tinivariate analyses for minor hypothesis 
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No. 2.2 indicates that the evaluative criteria for "wanted 

inclusion" had an associated univariate value which was 

significant. 



CHAPTER V 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

The importance of the involvement of counselors in stu­

dent development instruction was indicated. Because of their 

student"centered commitments, O'Banion states that counselors 

~uld Be able to exercise more influence in humanizing educa­

tion than any other group functioning in education today. He 

added that the experience of the student is an important part 

of the subject matter that would help humanize the educational 

process. 

Ernest ff. Berg sees the emerging role of the counselor 

as heavily involved in the instructional program. He feels 

that the counselor can demonstrate a humanistic emphasis in 

the instructional program by having cognitive and affective 

learning take place simultaneously in the classroom. Brown 

proposed that counselors should develop departments of human 

relations which present theoretical concepts but emphasize 

skill development and personal growth; 

The survey of literature included several author's defi­

nitions of laboratory training, encounter groups and group 

counseling; the goals of each, and the results of studies made 

on the outcomes of several groups in each classification. 

Outcome research in the areas of laboratory training and en" 

counter groups, although equiVocal, indicated generally that 

individuals gain from su~h experiences. Individuals who are 

122 . 
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responsive and outgoing persons are more likely to gain the 

most. Outcome research in the area of group counseling was 

inconsistent but seemed to indicate that, in general, partici­

pation in a group could have beneficial effects upon the stu­

dents' academic ~erformance and retention in college. 

In addition, the survey of literature described student­

development courses taught in institutions of higher educa­

tion. These student development courses were described as 

courses of introspection. The· experience of the students is 

part of the subject matter in the course. The human growth 

potential techniques of laboratory training, encounter groups 

and group counseling are use~ by the instructors of these 

courses. 

PROBLEM 

The present study assessed the educational effectiveness 

of the Human Relations course, PSY 201, as taught by counsel-

6rs at MVCC. The experimental aspect of the study was con­

cerned with an assessment of the effects of the human rela­

tions class upon participants' behavior in groups and upon 

personality characteristics important for social living and 

social inter~ction. 

METHODOLOGY USED 

The method chosen for the assessment of the experimental 

aspect of this study was a field experiment. The experimental 
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design of the study was .. quasi-experimental. 11 All five human 

relations classes taught by counselors at MVCC in the fall 

semester of 1974 were pre- and post-tested and were compared 

with available control classes. The control classes con­

sisted of students enrolled in transfer and occupational pro­

grams. Class~s selected for the control group represented 

transfer and occupational classes from each cluster college. 

The B form of the Fundamental Interpersonal Relations 

Orientation test and three scales of the California Psycho­

logical Inventory test (socialization, tolerance and flex­

ibility) were employed to measure changes in participants• 

behavior in groups and 1n personality characteristics used in 

interpersonal situations. A multivariate analysis of covar­

iance (MANCOVA) was performed to test all hypothe~es. A 

multiple regression for the six scores of the FIRO-B and the 

three scores of the CPI was performed on each of the nine 

post-test scores to test each of the null hypotheses. Sig­

nificant differences were tested at the P < .05 level. 

HYPOTHESES AND RESULTS 

For experimental purposes, research hypotheses were pro­

posed for this study. The author stated that, as measured by 

the B form of the Fundamental Interpersonal Relations Orienta­

tion test and three scales of the California Psychological 

Inventory, participants in the experimental group would show 

more favorable interpersonal beha~ior. 
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Participants who would show more favorable interper­

sonal behavior would be: 

(a) Students in the experimental group compared with 
students in the control group. 

(b) Students in the experimental group falling above the 
age median of all subjects compared with students in 
the control group falling above the age median of 
all subjects. 

(c) Students in the experimental group falling below the 
age median of all subjects compared with ~tudents in 
the control group falling below the age median of 
all subjects. 

(d) Students in the experimental group falling above the 
age median of all subjects compared with students in 
the experimental group falling below the age median 
of all subjects. 

(e) Male students in the experimental group compared with 
.male students in the control group. 

(f) Female students in the experimental group compared 
with female students in the control group. 

(g) Male students in the experimental group compared with 
female students in the experimental group. 

Data for the main research hypothesis indicated no sig­

nificant differences in the results for the experimental and 

control groups. Moreover, data which compared the older and 

younger students, respectively, in the control groups indi­

cated no significant differences in the results. There was a 

significant difference in the mean responses of the older and 

younger participants in the experimental group. 

Data which compared males and females in the experi­

mental group with males and females, respectively, in the con­

trol groups indicated no significant differences in the 

results. Again, data which compared males and females in the 
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experimental groups revealed no significant differences in 

the results. 
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SYNTHESIS OF RESULTS AND CONCLUSIONS 

Data for the main research hypothesis indicated no 

significant differences in the results for the experimental 

and control groups. The conclusion drawn from these results 

is that the students' participation in the human relations 

classes taught by counselors did not significantly improve 

their behavior in groups or their personality characteristics 

important for social living. 

To interpret why the mean scores of the experimental 

group did not significantly differ from the mean scores of the 

control group is difficult. Perhaps, personality character-

istics remain more constant over time and across situations 

than is often supposed. Cattell1 states that this is part­

icularly true of personality traits, specific attitudes and 

interests. Pervin2 relates that research evidence indicates 

that personality characteristics are stable. However, he says, 

this is not to say that behavior does not change, particularly 

in relation to the form of expression of some personality 

characteristics. Pervin feels that a "drastic change in the 

environment"_will exert an important impact on personality, 

1Lawrence A. Pervin, P~rsonality: Theory, ·Assessment, 
and Research (New York: Jo~n Wiley and Sons, Inc., 1970), 
p. 415. 

2Ibid., p. 542. 
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Zucker3 avers that people do not change readily~ even 

when they want to. He adds that people have more or less 

permanent modes of behaving {character traits) that present 

firmly consolidated obstacles to the development of insight 

that would assist in the change of behavior. 

A second interpretation of why the mean scores of the 

experimental group did not significantly differ from the mean 

scores of the control group is that the wrong univariates (de­

pendent variables) were tested. It is possible that the treat-

ment~ the human relations class, may produce desired changes 

in behavior other than those that this author attempted to 

measure. 

As stated in Chapter II, Jack M. Gibb4 suggests "six 

major rubrics" of human relations training as areas Gther than 

basic personality change that may be tested for the effects of 

human relations training. Gibb's theory suggests that human 

relations training produces greater awareness of the feelings 

and perceptions of others~ greater awareness and acceptance of 

the feeling components of one's own actions, and greater self­

acceptance and self-esteem. Campbell and Dunnette5 suggest 

that a T-Group experience should produce increased self­

insight, one's self-awareness of one's own behavior and in­

creased sensitivity to the behavior of others. 

3Herbert Zucker, Problems at Psychotherapy, {New York: 
The Free Press, 1967}, p. 137. 

4Morton A. Lieberman, Irvin D. Yalom, and Matthew B. 
Miles, op. cit., p. 92. 

5John P. Campbell and Marvin D. Dunnette, op. cit., p. 75. 



129 

Perhaps, the use of different instruments would have 

produced significantly different mean scores between experi-

·mental and control groups. In their study on encounter 

groups, Lieberman, Yalom and Miles6 suggest several instru­

ments that might be used to test "sensitivity" and "functional 

attitude toward self." A Life-Space Questionnaire used by 

Lieberman, Yalom and Miles tests for self-acceptance, identity 

and self-understanding. A second instrument used by them is 

an 11-item Gutman scale by Rosenberg that tests for self-

esteem. 

Data, which compared the older and younger students in 

the experimental group with older and younger students in the 

control groups, indicated no significant differences in the 

results. The conclusion drawn from these results is that, 

regardless of their age, all students who participated in the 

human relations classes, did not significantly improve their 

behavior in groups. 

There was a significant difference in the mean responses 

of the older and younger participants in the experimental 

group. The conclusion drawn from this is that the human rela­

tions class significantly affected the student participants• 

behavior in groups and personality characteristics important 

for social living. Older students tended to be significantly 

more .flexible .than the younger, and younger students tended to 

6Morton A. Lieberman, Irvin D. Yalom and Matthew B. 
Miles, op. cit., p. 101. 



approach the "ideal" in "expressed" and "wanted inclusion" 

significantly more than the older. 
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Data which compared males and females in the experi­

mental groups revealed no significant differences in the 

results. The conclusion drawn from these results is that the 

sex of students in the human relations class did not signifi­

cantly affect their behavior in groups and their personality 

characteristics important for soci~l living. Data which com­

pared males and females in the experimental group with males 

and females, in the control groups indicated no significant 

differences in the results. 

The conclusion drawn from the data on the hypotheses 

related to sex support conclusions drawn by Hippie7 and by 

Lieberman, Yalom and Miles8 as a result of their studies. 

Hippie attempted to assess whether laboratory training had 

differential effects on male and female college students. 

Hippie concluded that few, if any, differences exist between 

male and female participants. Lieberman Yalom and Miles con­

cluded that encounter group experiences did not affect men and 

women differently. 

7John L. Hippie, op. cit., p. 162. 

8Ibid., p. 157. 
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RECOMMENDATIONS FOR FURTHER STUDY 

The contributions made by a student development course 

to the development of a student's behavior in groups and to 

the student's personality characteristics have been described 

and have been experimentally attempted in the present study. 

More studies are needed to provide further theoretical and 

experimental support to the need for student development 

courses in today's changing college curriculum. 

Colleges offering student development courses need to 

conduct experimental studies to determine causal relationships 

between changes in students' attitudes and behavior and treat­

ment effects. This author recommends that the quasi-experi­

mental design and the multivariate analysis of covariance 

statistical analyses described in Chapter III be used in 

future studies on student development courses. The task in 

providing an adequate experimental methodology under field 

conditions showed the difficulty with the design and analyses 

of this study. 

Future experiments on student development courses deal­

ing with human relations training might use the FIR0-8 and CPI 

in pre-post-test measurements. One suggested modification to 

the present study is to use one multiple regression on the 

variables measured by the FIR0-8 ~nd another multiple regres­

sion on the ~ariables measured by the CPl. 
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The univariate analysis of the variables of the CPI and 

the FIRO-B for several hypotheses of this study indicated 

significance for the "wanted affection" variable on the FIRO-B. 

Based on this information, another suggested modification to 

the present study is to use the FIRO-B in a pre-post-test 

measurement and to use a single analysis of covariance on the 

11 Wanted affection" variable. This recommendation is supported 

by a study conducted by William C. Schutz and Vernon L. Allen.9 

The FIRO-B was administered by Schutz and Allen before and 

after a training laboratory in human relations. They found 

significant differences on the variable of "wanted affection." 

Future studies conducted on human relations classes, 

including human relations classes taught at MVCC, could meas­

ure dependent variables associated with "sensitivity" and 11 the 

functional attitudes toward self." It is also recommended 

that instruments other than the FIRO-B and the three scales of 

the CPI used in this study be tried. The Life-Space Question­

naire and the 11-item Gutman scale use~ by Lieberman, Yalom 

and Miles should be considered. 

Finally, perhaps one human relations class is not suf­

ficient treatment to bring about the desired personality 

changes that would contribute to more effective interpersonal 

competency. This author recommends that a human relations 

class be taught for two semesters. In addition·, the human 

relations class .should be supplemented by other student 

9William C. Schutz and Vernon L. Allen, op. cit., p. 268. 
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development courses. Such a student development program 

could provide the ''drastic change in the environment" needed 

to bring about the desired change in behavior. 

This author believes the present study may encourage 

further experimental studies on student development courses. 
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Johnson, -Davi-d. w ... Reac·hrn · ·ou·t: · Inter erson·al Effective­
ness artd Self-Act~alitation, Prentice Ha 1, Inc., Eng e­
wood Cliffs, New Jersey, 1972. 

I. Irtitiatirtg Relationships 

Week 1: ·August 26 

Cognitive Material: Overview of course: The Import­
ance of Interpersonal skills, self­
actualization, interpersonal skills, 
application of behavioral science re­
search to interpersonal skills. 

Experience: Get Acquainted Exercises 

Process: 

Outside Readings: 
A. Text: Reaching Out, Chapter 1 
B. Middleman, Ruth R. and Goldberg, 

Gale "Concepte of Structure in 
Experiential Learning," 1972 Annual 
Handbook for Group Facil1tators. 
J. Wm. Pfeiffer and John E. Jones. 
Iowa City: ~niversity Associates, 
1972, p. 203-207. 

W~eks 2 & 3: Sept~mber 2 artd Septemb~r 9 

Cognitive Material: Self-Disclosure: appropriate­
ness of self-disclosure, Johari Window, 
self-disclosure and self-awareness, 
feedback guidelines. 

Experience: 

Process: 

Initiating Relationships; Team Building, 
milling exercise; Friendship Relations 
Exer~1se; Friendship Relations Survey. 

Outside Readings: 
A. Text:· Reaching Out, Chapter 2 
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B. Hanson, Phillip C. "The Johari 
Window: A Model for- Soliciting and 
Giving Feedback~~ -1973 Annual Hand­
bodk fdr Group ·Facilitators. J. W~. 
Pfeiffer and John E. Jones, Iowa 
City: University Associates, 1973, 
p. 114-119. 

C. Pfeiffer, -Willfam--J~--~Risk-Taking" 
1973-:Anhual· Hahdbdok fot Gtdup 
Facilitatdrs, J. Wm. Pfeiffer and 
John E. Jones, Iowa City: Univer­
sity Associates, 1973, p. 124-126. 

II. Building Intetper~onal Trust 

Weeks 4 ·& ·s:· Sept•mber 16 ·and ·s•pt•mbet 23 

Cognitive Material: Personality Structure; TA: 
Rogers; Self-Image, Self-Esteem, Self­
Acceptance; Film, Personality. 

Experience: TA Exercises; Self-Image Inventory 

Process: 

Outside Readings: ---- ... 
A. Hamachek, Don E. Ehcounter with the 

Self, New York, Holt, Rinehart and 
WTriSton, Inc., 1971, p. 1-29. 

B. Anderson, John P. "A -Transactional 
Analysts -Primer,~ 1973 Annual Hand­
bodk for Grdup Facilitators, Iowa 
City: University Associates, 1973, 
p. 145-156. 

C. Pietrofesaw Leonard, & Van Hoose 
· The Authentic Coun~elor, Chicago: 

Rand McNally Co., 1971, Chapter 2. 

Weeks 6 & 7: September 30 and Octobet 7 

Cognitive Material: The Development and Maintenance 
of Trust; climate of trust, definition 
of trust, building of interpersonal 
trust, responding to other person•s risk 
in a trustworthy way, trusting as a 
self-fullfilling prophecy. · 

Experience: Prisoners Dilemma Game; Win As Mucn As 
You Can; Non Verbal Trust Exercises; 
trust cr~dle, trust fall. 

Process: 
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Outside Readings: 
A. Text: Reaching Out, Chapter 3. 

III. Effective Communication 

Week 8: ·october 14 

Cognitive Material: Increasing Communication Skills; 
What is communication; sending messages 
effectively. 

Experience: One and Two-Way Communication; Exercises 
for increasing your communication skills; 
Exercise on observing communication 
behavior. 

Process: 

Outside Readings: 
A. Text: Reaching Out, Chapter 4, 

p. 61-74. 
B. Burke, Warner W .... Interpersonal Com­

munication, .. L~ade~ship ·and S6cial 
Change. W1ll'fam R. Lasser, Editor, 
Iowa City, University Associates, 
1971. 

Week 9: October 21 

Cognitive Material: Listening Skills; Selective Per­
ceptions; Movie, Eye of the Beholder. 

Experience: Listening Skills, no listening vs. 
closely listening; partial listening vs. 
listening for meaning. 

Process: 

Outside Readings: 
A. Text: Reaching Out, Chapter 4, 

p. 74 .. 83. 

Week 10: Octobe~ 28 

Cognitive Material: Non-Verbal Communication 

Experience: 

Process: 

Exercise on Communication without words, 
interpreting others non-verbal cues, the 
use of non-verbal cues to express warmth 
and coldness. 
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Outside Readings: 
A. Text: Reaching Out, Chapter 6. 

Week 11: Nov~mber 4 

Cognitive Material: Communication Styles, Virginia 
Satir; blamer, avotder, placater, con-
niver (reasonable), leveler. ' 

Experience: Open Communication--Closed Communica­
tion 

Process: 

Outside Readings: 
A. satir, Virginia, Peoelemakina, 

Alto, California, Sc1ence an 
Behavior Books, Inc., 1972, p. 
95. 

Week 12: ·November 11 

Palo 

59-

Cognitive Material: Response styles: listening and 
responding styles, intentions under­
lying the responses. 

Experience: Exercise on listening and response 
styles; practicing the five responses, 
the phrasing of an accurate understand­
ing response. 

Process: 

Outside Readings: 
A. Text: Reaching Out, Chapter 7. 

IV. Constructive Confrontation 

Weeks 13 & 14: November 18 and NoV~mber 25 

Cognitive Material: Interpersonal confrontation; 
Types of Confrontation; Skills involved 
in confronting another person. 

Experience: Practicing Confrontation; Role-Playing 
Confrontations. 

Process: 

Outside Readings: 
A. Text: Reaching Out, Cha~ter 9 & 12. 
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B. Kurtz, Robert R. and Jones, John E. 
11 Confrontation: Types., .conditions, 
and Outcomes, .. 1973 Annual Handbook 
for Group Facilitators. Iowa City: 
University Associates, 1973, p. 135-
138. 

V. Conflict~ R~solution 

Cognitive Material: Handling Conflict. 

Experience: Didactic game to improve conflict reso­
lution skills. 

Process: 

Outside Readings: 
A. Text: Reaching Out, Chapter 13. 
B. Rausch, Erwin and .Wallace, Wohlking, 

Handling Cdnflict in M~nageme~t: 
111.-- New York: R. B. Enterprises, 
Inc., 1969. 

VI. Summary & Evaluation 

We~k 17: D~c~mb~r 16 
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