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Abstract

DEVELOPING CULTURAL AWARENESS AND SENSITIVITY:
AN EXPERIENTIAL APPROACH

by

Mary Civille VWesselkamper

Acdviser: Professor Irvina Weisman

This is a report of an exploratory study of the use
of experiential methodologies to foster affective
learning related to the develorment of cultural self-
awareness and cultural sensitivity. Participants in this
study were sixty-five graduate social work students
enrolled in three sections of a semester course on social
work practice in the urban conmmunity.

The experiential learninoc assianments generic to all
three course sections were: 1) partricipation by
students in small discussion croups which centereé on
sharing socialization expreriences which formed their
attitecdes toward members of ethnic oroups other than
their own; and 2) a class rresentation by each aroup, in
a format c¢f chcice, of 1learnina derived from the
discussion crouo experience.

The evaluation strateay for the study was an

associatinnel desian incorgorating precource and

iv



pcstcourse measures of the experimental grcup and of twe
contrast groups - one of social work stulents and one of
non sd>cial work students. Formative measures were
emphasized in the study but summative measures were also
used.

The experiential Univariate analyses cf key
variables are presented. Preliminary correlation studies
of certain variables are also discussed. Findirgs frem
the study syogest that the experiential learnina
activities used were nost often positively but also
neaatively associated with the development of cultural
awareness and sensitivity 1in the experimenital group.
Factors which facilitated or impeded the experiential
learning process are identified and described. Findings
and recommendations for further research and future

program desian are discussed.
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CHAPTER I
CONCEPTUAL FRAMEWORK

ahe Need

Tecday cultural diversity is widely reccgnized as an
endurira characteristic of American scciety. (Morales,
1981) Since the Settlement House movement of the early
part of this century, social work as a profession has
arappled with the oroblems of responding to the needs and

aspirations of culturally diverse groups. (Koqut, 1972)

During the past twenty vears, the social work
profession has forused attention and resources on policies
and practice issues relatina to the delivery of services
to ethnic minority or minority culturs2 aroups. These
arounrs are usuallv identified in the literature under
classification cateqories established by the federal
acvernment : Black Am=rican, Rsian American, Chicano
Aunerican, Native Bmerican, and Fuerto Rican. These arcups
share phenotypical characteristics which rot only
Cifferentiate ¢them from the rmrajorit culture but alsc
contribute to their experience of gnecual and
discriasinatory treataent on the vasis cf these

differences.
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Sccial wore Jucatian, reflectine societal cond
rrefesgsion2l trenls, nas  reen concerned with the

vracaration of skilled, culturally sernsitive practitioners
who can effectivaly deliver services in multi-cultural
settines while srecifically aidrecssinag the needs of ethnic
rinoritv qrcups. The Council c¢n fccial VWork Education
(CEWT), trhe accreditinag tedy for professicnal sccial work
¢ducztien rregrars, first estabtlished vpclicies in this
ar2a in the 19t0s *y addinc a nondiscrimiration clause to
its accreditation staniards. (DNuncscn, 1470)

in the nid 1960s, a special CSW: Task Force was
establishen to examire these tclicy issues.
~ecommendations were made in three arezs by this Task
Torce to the 197 House of Peleoates: 1) the recruitment
and retention cf minority <£aculty, 2) the recruitment
and retention of minority students; and 3) the inclusion
of ethric minority cont=2nt in <¢ccial work curricula. In
1762, CSAE added recuirerentc afdressinn these three areas
to its accreditation ztandards. {(Standard 1234A of tre
'=gters proarar) “Jhen baccalaureate social work rrearans
wora first accredit=2d in .1G70, A% manfated sinilar

€

~
MR

v =n erphasis throucheout BEW

{Q

ctardfaris, c3llin

curricula cn diverse e*nnic, ricicl, and cvlitursl patterns

s thev relate tc %27inning nrefecsionzl rractice. (CSWE,
1974) Urdernr=22uats =tanuares alsce emchacized efforts

directed towiard dincreacing the number of rircrity faculty
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and students. Flthouah much of the substantive content
sresented in the concepntual framework of this desiqn is
drawn from the social work literature on ethnic minority
issues, it 1is intended that the 1issues presented have
broader application to cross-cultural {ssues in social

work curricula.

Professional oraanizations associated with the social
work profession (for example, the National BRsscciation of
Social Workers, Council on Social Work Ecducation, the
Family Service Association of America) have encouraced
through the sponsorship of workshops, training institutes,
conferences, publications, and Jjournal articles, the
development of wminority culture content for practice and
for education. Despite these efforts, there is evidence
which indicates that problems persist in the integration

cf this content into social work curricula.

In a comprehensive review of baccalacreate social
work programs, Paer and Federico repcrt that, while some
ethnic minority content exists in all procrams, there {is
little evidence o©f a conceptualization of this centent,
scant intearation of ¢t throuchout the curricula, and
scarce attention given to the way in which the educational
environment reinforces or contradicts e2xisting content.-

(Paer and Federico, 1978, rp. 2u8-27)
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In a 1limited survey of MSW accreditation site
visitors, Horner and Borrero (1981) recort that the
difficulties schools have 1in corplying with these
accreditation standards stem from a 1lack of clear
cuidelines. This vaaueness, in turn, has 1led to
differential application and evaluation of compliance of
these standards in individual proarams. The authors cite
as examples reported 1lack of conceptualization by
accreditation site visitors as to the meanino or intent of
these standards, and observations by site visitors that in
rany schools, neither teachina faculty nor administrators
has a clear idea of how to concentualize content or how to

intearate it into a curriculunm.

The need addressed by the proposed project desian
relates to examining the substance and nature of ethnic
minority or cross-cultural content and trhe translatina of
this content into educational objectives with appropriate
learnina strateqgies. A basic assumption of the design is
",«e that social services can and should be provided to
people in ways that are culturally accectable tc them and
which enhance their sense of ethnic aroup participation
and power ... the worker, the service agency, its
rolicies, and supportive anc educaticnal and trainina
vroarams all have the obligaticn to meet the client fot
cnly in terms of a specific r¢roblem presented, but in
terms of the client®s cultural and community backaround as

well.Y" (Green, 1922, p. 4)



Explicit Statements

The program design, which will be explained in detail
below, consists of three experiential learnina assignments
given to second year qraduate students enrolled in three
sections of a ccurse on Social Work in the Urban
Environment. The purpose of the experiential learning is
to develop affective 1learning related to cultural self-
awareness and cultural sensitivity.

Practice propositions for this prooram desian are
derived from the following substantive areas: 1)
perspectives on ethnicity, 2) ethnic minority practice
and education issues, 3) the nature of affective learnina
in relation to identified educational objectives for
ethnic minority or cross-cultural content, and 4) teaching
strateacies in presenting content with a strona affective

component.

Perscectives on Ethpicity

Isajiw (1974) Jdistinquishes between cbjective and
subjective descripticns of ethnicity. Objective
definitions assume the existence of external, observable
croups having identifiable characteristics, These rmray
include any combination (depending upcn the authcr) of the
focllowing: national oriains, culture, religion, racial

features, ceoqgrachic proximity.
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Other investigators, Isajiw explains, def ine
ethnicity as a subjective process stressing psychological
identity ty which individuals either iientify themselves
or are perceived as being different (or bcth) by virture
cf cultural, reqional, racial, and cther characteristics

or by being a member of a aroup having these gqualities.,

The first approach emphasizes the existence in a
society of ethnic or cultural diversity that can be
ascertained by observing different traitse. Subjective
definitions stress the dynamic, relative pature of ethnic
aroups, the fluidity of their bounilarties, and the

importance of interaroun relationships.

Green observes that an cbjective conception cf
ethnicity 1leads to a preoccupation with {identifyina
cultural traits and categorizing them. kGreen, 1982, pp.
11-12) This 4in turn, leads to a stereotyping of

indivicduvals on the basis of observed traits.

A subjective view of ethnicity, Green further
exnlairns, lends itself to a transacticnal approach to
intercultural relations. In this rerspective, critical
cultural differences are thcse differences which are
identified as sianificant in erxchances between the larger
society 3an2 a smaller one macde up of zerscons whe identify
themselves with an ethnic aroup. (Do 11) These

differences form the pboundaries of the 2ncocunter. These
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toundaries are flexible according to the deqgree of
intimacy between encounterina aroups and the needs of the
ethnic person cor persons. Thus, in cross-cultural
encounters where there is a hostility or lack of trust,
the boundaries ar2 more riaid and the differences
communicated between aqrcups are more pronou;ced and
identifiable. Similarly, the boundaries drawn by an
ethnic person or drawn by a majority culture person may te

mcre permeable in a work situation, more rigid in a social

encounter.

To understand ethnicity, Green concludes, one must
examine values, sians, and behavioral styles thrcuagh which

individuals signal their 1identity in cross-cultural

encounters. (pe 12)

It is neither possible nor desirable fer students to
learn all the specific cultural traits of all anticipated
cross-cultural groups that might be encountered in social
work practice. P more useful approcach would be to develcp
a verspective that enadles students to recoanize cultural
differences, provides knowledce and skills to understand
the siaonificance of these Jdifferences and facilitates
appropriate responses to> specific encounters. Within this
context kncwledae of specific cultural traits or patterns

promctes <Cross cultural corrunication while reducing

stereotypical responses.



Ethnic ¥irorjity Practice and Educatjon Issues

3 Heview of the Literature

The social work 1literature relatina to ethnic
minority content consists mainly of descrirptive and
normative writinas by individual scholars and
practitioners, and by specially designed task forces.
These writinas can be loosely crouped into two cateqories.
The first focuses on characteristics of effective practice
with ethnic minorities. (For example, Delgado, 1974;
Garcia, 1971; GCood Tracks, 1973; Hko, 19763 Kim, 1972;
Mizio, 1979; Murase, 1973; Morales, 1981)

The second cateqory of writinacs addresses content
issues relevant for the education of social work students.
(For example, Campos, 1974; Crcmpton, 1979:'De1aney, 1979;
Creen, 1982; Mirelowitz and Grossman, 1975; Norton, 1978;
Cliver, 1979; Sanders, 1975; Schlesincer and Devore, 1979;
Souflee and Schmitt, 1974; Solomon, 1978; Schwartz and
others, 1976; Sikxema and Niyekawa-Howard, 1977; and

Turner, 1972)

From thes» sources emerge three clusters cf
characteristics that descrite effective or desired social
work practice with minority or cross-cultural groups.
Implicit or explicit in éach of the above articles is the
assumotion that the practitioners, in addition to havina
the cuclitites and skills described below, are percel ved

as ccmpetent in their particular fields 5f practice.



1. Cultural Self-Awarepess: This refers to ability

of cractitioners to vperceive themselves as rroducts of a
varticular culture having bteliefs, values, and attitudes
which affect thinking, feeling, and behavior towarad
cultural groups which differ from those of the
practitioners. This awareness 1is an cnaoing process which
develops as the practitioner comes into contact with

differing cultural arouns.

2. Cultural Sepnsitivity: This refers to the desired

responses from the practitioner to the differences ard
nuances of differences of cultural patterns of consumer
Qrouns. These include an awareness ccurled with an
appreciation of and a respect for these patterns, as well
an understandina cf the historical develcpment of these
patterns. Much of the Social Work 1literature in this
field focuses on the sensitivity of the majority culture
social work practitioner towaréd the minority culture
client or consumer of s>cial services. Thus a culturally
sensitive social work practitioner aives evidence of
nerceiving the functional valuye cf ninority culture
vpatterns; provides services in a manner that maximizes the
use of facilitating structures inherent in the minority
aroup; demonstrates sensitivity to adaptive mechanisrs
used by minority <crouss to cocre with discriminaticen; 1s

able to distinauish these from true patholoaies; and is
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responsive to patterns of commrunication within minority

aroupse.

3. Compitment ¢to Advocacy A third characteristic
described is an attitude or incliration to work actively
on behalf of ethnic minority clients; an inclination to
structure, implement, or recommend programs of self help
for clients; and a motivation to work for the empowerment
of minority culture clients which 1is reflected in their

sharina in decision making processes.

R1l of the above are broad objectives derived from
the literature. They apply not only to desired qualities
for 1individual social work professicnals, but also to
optimal orqganizational behaviors expressed through inm-
plemented policies of social work agencies and educational
grograms. These objectives need to te further refinec by
the practice method or specialization used, the goals of
the proaram or aaency that sponsors the practitioner, and
the needs of the particular client cormunity served.

dhat becomes aoparent in reviewina these brcad
objectives is a strong current of desired affective
tehaviors: Social workers are expected to be aware, to
understand, to be sensitive, to appreciate, to respect, to

work actively on behalf of their client cormunities.

Although most of the models incorporatira ethnic

minority issues into social work vpractice and social work
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educaticn frameworks have been explicitly coanitive in
orientation, many authofs recognize the importance of
affective learning as an inteqral part of this content ana
experiential methodologles as appropriate means to develop
this learning. (Solomon, 19783 Gallecos, 19813 Jackson,
1981; Norton, 1978) For example, Solomon (1978) writes:

Books, particularly textbooks, are telieved to
be relatively useless in helping to develop
sensitivities which can only come from
experience. This criticicsm may have merit,
although I have read a few books in my lifetinme
which have aqiven me the most intense kind of
emotional experience and orened up new and vital
ways for me to experience the human condition.
I cannot presume to expect that such an
experience will happen to the readers of this
book. However, I can keep faith with my own
conviction about the primary value of
experiential learning by 1including exercises at
the end of each chapter which sucgest
oprortunities for experiencing its contentesss
If successfully implemented the experiential
opportunities may be more important for learning
about practice of helpina professions in black
communities than the soecific theoretical
content included in the chapters. (ppe. 7-9)

This project design addresses the affective component

in cross-cultural learning. The next section examines the

components of affective learninag.

D

Place cf Affective Learcips 4in Crass Cultural

"
ih

Education

A review of desired outcomes of ethnic minority
coentent presented in the previous secticn reveals that
many of these outcomes focused on devaloping awareness,

attitudes, and values - all compcnents of affective
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learnina. Studies of cross-cultural training proagrars
which have content similar to that 1in social work
education, show that attending to affective 1learning is
critical in developing cross~-cultural competencies.
(Harrison, 1966; Center for Research and Education, 1973)
This section examines the nature a2nd characteristics of
the affective domain of learning, its relationship to
cognitive 1learninc, optimal 1learnina experiences for
developina affective learning, and difficulties in
evaluating affective learninag. Fipally, the role of
affective learning in presenting minority culture content

in social work education is discussed.

1. Nature., Unlike more highly developed theories of
coanition, no widely held, developed theory of affective
learning exists. (S€cker, 1971) Scholars aoree that
knowledae, feelings, and actions are dynamically related,
but there 1is no concensus either in the manner or the
dearee of their relationship. Krathwohl (1964) describes
the nature of affective learnina as that which emphasizes
a Yfeeling tone, an emotion, or a dearee cf acceptance or

rajecticn.®

2. Characteristics. Krathwohl attemots to clarify
the nature of affective 1learning bty delineating its
characteristics. o accomplish this, he dJdevelops a

taxonomy of affective educational objectives. An orderly
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classification of objectives, Krathwohl arques, would help
to 1) clarify and standardize terminoloay and thus
facilitate communication among research2rs and educators
in refininag obdjectives; 2) delineate the range of
possible objectives available tc teachers; 3) assist in
the selection of appropriate learninag experiences; and 4)

provide a basis for evaluation.

In concept and format this taxonony was modeled cn
the cocanitive taxcnomy dJdeveloped earlier by BRloom and
others. (Bloom, 1956) In developing a taxonomy of
coanitive abilities, Bloom constructe? a continuum of
objectives ranging from simple comprehension through to
apolication of knowledge, analysis, synthesis, and
finally, to the exercise of Judgment in evaluation. In
addition to there beina an hierarchy to this taxonomy,
Rloom postulated that there was also orderinc. More
complex tasks presurpose the successful master'of 1less

complex obijectives in the hierarchy.

Krathwohl (1964) postulates that affective cbjectives
on a continuum ranace from simrle aw~arensss to ccmplex bcot
internclly consistent gualities of character and
ccnscience, The organizing principle for this hierarchy
is the concept of internalization defined as “the process
by wrich 2 ohenomenon or value suvccessfalily becomes part
cf the individual.¥ (p. 28) Felcw 1is a summary of this

affective taxononmy.
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Peceivina (ARttending) The concern here is that
the learner be sensitized to the existence of
certain phenomena and stimuli, i.e., Le willina
to receive or attend to them.

1.10 awareness

1.20 willinaness to receive

1.30 controlled or selected attention

fespending - moves beyond willinaness to attend
to actively attending, but does not guite extend

to valuing.

2.10 acquiesence in respondina

2.20 willinagness to respond

2.30 satisfaction in response

Valuina - used in the sens2 that a thing,
phenomenon, or behavior . has worth. This
abstract concept of worth is in part a result of
the individjual's own valuine or assesswent, but
it is much more a social prcduct that has been
slowly internalized or accented and has cone to
te used by the student as his own criterion of

worth.

2.190 acceptance of a value
3.20 preference for a value

3.30 commitment
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4.0 Orgarization - organizaticn of values into a
systen, the determination of the
interrelationships among them, and the
establishment of the dominant and pervasive

onese.

4,10 conceptualization of a value

4,20 organization of a value systen

5.0 ‘Characterization by a Value or Complex -~ the
individual acts consistently 1in accordance with

values he has internalized.

5.10 generalized set
S.20 characterization

(Xrathwohl, pp. 176-185)

Like Ploom, Krathwohl araues there 1is an hierarchical
ordering of the objectives of the affective domain.
Similarly, there is a nroaression in degrees of expected
behaviors from students ranoina from passive to active.
In the affective taxonony, the ranae progresses frcm
passive acceptance or compliance to a higher dearee cf
involvrent or identification, anrd tc active participation

or internalization.

If the affective components of desired outcomes in
presenting ethnic minority content were placed on a

continvum of objectives described above, widely differing
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expectations on the part faculty members in sccial work
croarams would result. It i=s further suagested that if
current obijectives in this area were examined, the qgreat
majority would fall in the early stages of the continuum -
receiving and respondina. The expectation for effective
practice as derived from the 1iterature reviewed 1in the

previous section is much higher.

3. Relaticnship between PRffective and Cognitive
Objectives. Krathwohl states that a complex, interactive
relationship exists between the affective and cognitive
domains, and speculates that each component in the range
cf one domain has a counterpart in the range of the other

as shown in Fiqure 1.

Recent findinas by Hurst (1980) comparing coagnitive
and affective taxonomies of learning suvport Krathwohl's
hyoothesis. Hurst found that “cognitive skills ang
attitudes were internally related and built on each other
leading to a mastery of a terminal goal.™ (p.193)
Chickerina cites theoretical findinas that also support
the idea of hierarchical orderira. (Chickering, 1977, p.
66) It should be noted, however, that research in this
area is still in a formative stage. The questicn must be
raised here: if there is an hierarchical orderinag to the
develorment of affective obdjectives in a aiven ccntent

area, can advanced 1levels of affective levels cf
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3 Adapted from a chart cemparing ccanitive and
affective taxsnomies, ¥rathwohl, 1964,

r —— R ]
| |
i Figure 1: Chart comparina levels of cognitive |
} ohiectives with affective objectives }
| with components of ethnic minority |
| content.® |
| |
% T T ”“'
| | | !
| Bloom's | Ethnic | Krathwolhl's |
| Taxonomy | Minority { Taxonony |
) Cognitive i Content | Rffective |
1 Cbijectives ) | Otjectives |
| | I |
¢ + + 4
[ | ! |
]l Recall and recoca-|2. Cultural {1, Receivinc stimuli |
| nition of know- | Self- ] and passively }
i ledae | awareness | attendinag to then |
| | | |
i2. Comprehension 1B, Cultural {2. Respcnding to I
| of knowledge | Sensitivity| stimuli on i
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objectives be excected from students who are at the early
levels of attainment. It sucaests that learning
experiences for cross-cultural objectives te open-ended

and suitable for meeting the needs of individual students.

In relatina the affective domain to the cognitive
element, Carlson (1974) delineates three levels in the
learninag processe. First is a conditicned reflex in which
the 1learner automatically or habitually ocives certain
responses to certain stiumili. At the next higher level,
occurs the creation of mental 1images for the purpose of
selecting, qrouping, and extending the interpretation of
new stimuli, Third, there is a process of abstraction of
these images and a symbolic communication of these images
through language. Rffective or feeling responses are

associated with each level of these ccanitive processes.

Carlson's work 1s usefcl in clarifyina a difficulty
in presenting material on cultural diversity. Previous
cognitive and affective assocations made about a differing
cultural arcup may pe negative or distorted. Fresentaticn
of cross-cultural material nmust not only appeal to
rational coanitive elements but must also pra2sent stimuli
strona enough to challenge distorted or necative affective

resoonses as well.
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Krathwohl notes that the achievement of an objective

in one domain does not gquarantee a similar achievement 4n
another. One can develop a2 hich level of intellectual
skill in subject areas and yet dislike them. One can find
something intellectually difficuit, yet place a hiah value
on achieving {t. One implication of this is that methods
sucessful for cognitive 1learning may not work for
affective develooment. Tyler found that classroom
instruction was 1least useful for dev2loping affective

gqualities. (Tyler, 1951, p. 63)

Ecker, 1in reviewing results of studies on affective
learning, suqgests that %affect" is not so much a “domain
as a dimension of human experience and more specifically,
that affective and cognitive 1learning are so inextricatly
tied together that the educational nealect of either
detracts from or limits the other." (p. 120) The design of
cross-cultural learning exreriences, then, should
incorporate aprroaches that stimulate both affective and
coanitive cdevelopment.

u, Affective Learning ané Learning Experiences.
Learnina exveriences are these designed to acssist the
learner in achieving desired objectives. The term is used
here in the sense described by Tyler (1951) as ¥the
interaction between the learner and the external conditicn

in the envircnment to which he can react. (p. 61)
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Krathwohl (1964) summarizes research findinags that
indicate that the lowest level of the cogritive taxcnomy -
knowledqge - can be attained by a variety of 1learning
experiences. The more complex categories of the cognitive
domain regquire more sophisticated 1learnino experiences
than those involving simple transfer of knowledge.
eeomuch more motivation is required, much more
activity, and participation on the part cf the
learner is necessary, and more opportunities
must be available to help the individuval to again
insiaoht into the processes he uses if these more
complex objectives are tc be achleved. (p. 77)
Krathwohl draws similar parallels for 1learning
experiences and the affective hierarchy of 1learnina
objectives. If the oresentation of ninority culture
content 1s to move beyond simple knowledce and simple
attending levels, thouaht and creative planning are needed
to involve students more actively in achieving more
complex 1levels of mastery., An examination of the
structure and objectives of experiential learnina
experiences for achieving the cbiectives of cross-cultural
content is needed.

There are several perspectives from which to view

experiential learnins.

a. Institutional auspices: From an institutional
viewpoint, experiential learning can be divided into two

cateaqories: 1) non-sponsored learning which usuzlly takes
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place outside of and priecr to entranc2 to an academric
institution, This tvype of learninn includes aenaral 1life
experience, work and volunteer experiences; and 2)
sponsored learning which, by contrast, occurs within an
educational program for the purpose of providing students
with opportunities to apply knowledage directly to
situations. (Willingham, 1977, p. 225) Since the learning
experiences desianed for the prcrosed project occur within
the framework of a speclfic course, these experiences can

be regarded as sponsored learnina.

b. Process: Coleman discusses experiential
learning in terms of process. (Colemen, 1977, pp. 50-54)
Fe distingquishes classrcom or 1irnstructor induced learning
- »information assimilation% - from experiential learnina.
In the former, the 1learner moves from receiving,
assimilating, and oraanizing information ¢to forming from
this, general principles, In the 1latter, Coleman
explains, the reverse process occcurs. The learner first
acts and then otserves the effects of these acticnse. The
learner then repeats the acts and cobservations until frcm
these particulars, aeneralizations are formed. The cycle
is corpleted when the learner it abl2 to encage in a
similar activity with a new ccnédition or circumstance and

avolies the experientially gained generalizaticn.
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In a similar manner, Pavid Kolb (1971) has
conceotualized an experiental learninag cycle. Gish (1979)

summarizes this orocess:

eesslearnina can be seen as a process in which a
person experlences something directly (not
vicariously) reflects on the experience as
something new or as related to cther
exreriences, develops some concept by which to
name the experience and connects it with other
experiences, and uses the concept in subsequent
actions as a aquide for behavior. (op. 2-3)

Coleman observes that two key areas of learning that
are affected differently by these methods are motivation
and memory retention. (Coleman, 1977, ppe. 54-56)
Whereas classroom learning must initially be extrinsically
motivated since the connection between information and
action comes atthe end of the process, experientially
learning is intrinsically motivated. ¥If learners are to
gain ends through action, they must 1learn whatever |is
necessary to guide action.% (P $7) Experiential
learning is more 1likely to bte retaineld in memory than
classroom learnina. Coleman theorizes that concrete

action appeals more toc the affect and hence, reinforces

memory more than abtstract syrbols used in learning.

In selectina aporopriate mnethodologies for learnina,
it is not a questicn of chcosino one method of instructicn
%o the exclusion of another. The argument amonqg
educational philosophers is not that of classroom learnina

versus experiential learning, but rather proper learnina
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versus inacdeguate learning. (Tumin, 1977, p.43) In this
sense, a holistic view of experiential learnina is a mcre

useful perspective.

Ce Holistic view of experiential 1learning:
Chickering's description of experiential learninag
encompasses levels cof ego development, moral development,
intellectual development as well as motivation for a
stvles of learning. He defines experi=ntial learning as
learning that occurs when chances in Jjudament, feelinq,
knowledce, or skill results from living through an event

or eventse.

It is not confined...to such events as encounter

groups, fleld trips, @and work experiences «..

experiential learnina may result from attending

a lecture, but the learnina would be that

resulting from living throuah the event with its

attendant joy or suffering, and not simply from

the content of the 1lecture, though that |is

clearly part of the event, (Chickering, p. 63)

Experiential 1learning, then, has affective and
cognitive dimensions. It assumes that the learner is an
active participant 1in the process rather than a passive
recipient. This framework does nct exclude classrcom
instruction, but in order to be classified as exrveriential
learning, the activity must ¢cccur more than on the
cognitive level.

Individuals, Chickerina observes, will vary in their
capacity to learn from an experiential apprcach not only

in terx»s of tneir intellectual zbility, but also accordinc
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to "ego development, moral and ethical development...
interpersonal styles and interpersonal comretence..." (p.
87) The qgoal of learning is to achieve desired objectives
through involvement of these various dimensions. The role
of the teacher and the educational institution is ¢to
create an atmosohere and to provide the resources and

structures wherein this tyre of learning can take place.

5. Evalvatina Affective Learnina. One reason
atfective 1learnina has received less attention than
coanitive learning is that affective elements are regarded
as less {important, particularly in hicher education.
Other reasons, however, reflect the difficulties
associated .uith evaluating outcomes of this type of
learning. A problem noted by Krathwohl and also by
researchers at the Center for Research and Education
(C.R.E., 1973) is that of designing adequate measurina
instruments. Assumptions in developing these instruments
are that the desired outcomes can be operationally
defined, and that these behaviors can be developed through
training. C.R.E. found that by wusina multiple
instrurents, valid and reliatle measures of cross-cultural

learnine could be attained.

A second problematic area concerns the valce-laden
nature of affective 1learnino. Wwhere 1s the 1line,

Krathwohl asks, between encouraqging affective developnent
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and resorting to indoctrination? (Krathwohl, 19€4, p. 18)
Is it 2 function of a university to persuade an individual
to accept a particular viewpoint or to demonstrate a
certain value commitment, or should it rely on impartial

coqnitive examination of issues?

Boehm arques that this is larqely a pseudo-issue in
social work education which he describes as:

a process for chanaina the behavior cf students

ir a desired direction. From this definiticn it

is clear that educaticnal cbijectives are the

behavior patterns the schools tries to develop

in the student in a variety of c¢ontent areas.

The knowledae, skills, attitudes ccntent area

are examples of these objectives. (Boehm, 1961,

vol. 1)

The foundations of social work education, Boehm
continues, contain a philosophical base and value systen
as well as a scientific component. Boehm recommends that
value related objectives be made explicitly in the
curriculum and that they be presented on a 1level of
atstraction sufficiently specific to show their
applicability to rractice. Furthermcre, the relaticnship

cf thes2 values’ to broader societal values <chould ¢te

presented and areas of conflict identified. (p. 127)

A thornler asvect of this relationship 1is the
question of how and by what manner students shculd be held
accountable for the develorment of affective 1learnina.

Authors 92f experiential learning agree that an essential
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prerequisite to evaluating affective objectives is to make
tehaviorally explicit the desired outcores. Evaluation
methods that have been used 1in experiential 1learnina
include self-report through self-rating scales, critical
incident records, observation by others 1in field or
simulated activities, and the use of a portfolio wherein
the student collects documentation of achievement cf
aareed upon otbtfectives. The portfolic 1is a hiahly
flexible document of student assessmert which may include

both self-report and observations by others.

6. Andragogy as a Model for Presenting Affective
Content. A model which incorporatas orinciples of
affective 1learnina and experiential learning processes,
and which assumes that the post secondary student 1is a
adult learner 1is andragoagy. The principle proponent of
this mcdel in the United States has been Malcolm Knowles.
(1970, 1976, 1980) Knowles oriainally postulated
principles of adult learning, or andragogy, in contradis-
tinction to principles of child 1learning or pedagogy.
(1970) In the course of the develorment of this mcdel and
in response to criticisms (for example, Elias, 1979),
Knowles has reformulated this distinction to eLe less a

dichotcmy and more as contrapoints on a spectrunm.

{(Knowles, 19R0, p. 43)
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While the araument continues as to what constitutes

the differences between adult learrnina and child learning,
Knowles' model and assumptions are useful in formulating a
framework for principles of cross-cultural learning which

include a stronqg affective ccmpcnent.

Assumptions of the andraacaical model relevant for

these purpcses are:

1. BRs vpersons mature, their self concept becomes
less that of a dependent person and more of a self-

directed persone.

2. As an individual acguires increasing experience,
the cumulative experiences serve as valuable resources for
learninge. Knowles draws several implications from this
assumption. Firstly since the adult learner is bringing
varied experiences, teaching stratecies that draw upon
these techniques are useful, Fxamples of these are qroup
discussion, case =methoqd, critical 1incident process,
simulation exercises, role playing, and skill practice
exercises., Secondly, since adult learners have nore
exveriences and tend to be more self-directed, they place
a qreater emphasis on practiczal applicaticn and imrmediate
utilization of knowledge. Provisions for this should te
built into the learning desicn. Thirdly there is a need
for the adult learner to “urfreeze" previcus 1learning cor

relearn from new exoeriences. Fecause acdults have
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accumulated broadar exneriences over a loncer period of
time than children, thev are more 1likely to have
preconceptions about content. A learning design should
take this into account and orovide for ways of freeing the
learner to 1look at the content more objectively or from
different perspectives. This implication has particular
relevance for cross-cultural learning where stronaly held
attitudes, feelings, judaments may have formed over a

period of time.

3. Learning is an internal process. Inmplicit here
is the idea that experience 1s critical to the learning
process. Experience is defined as the “interacticn
between person and the environment." (p. 56) The quality
and amount of 1learning 1is related to the guality and
amount cf these interactions. The rcle of the teacher in
this process is to 1involve the student as fully as
possible in this interactional process. Y.eo(the)
critical function of th2 teacher in experiential learning
is to create a rich' environment from which students can

extract learnina and thus ouide their interaction with

itees” (Pe 56)

Regarding evaluation, andracoay prescribes a self
evaluation process in which the adult demonstrates the
level and degree to which aareed uren coals have been

achieved (p. 49) For those orograms recuiring formal
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certification of completion of requirements, Knowles
suggests using a negotiated learning contracte. (Knowles,

1976)

Andraqoqy, then, incorporates principles of
experiential learning and adds to it assumptions about the
adult students. Both of these components make it a useful
framework for cross-cultural learning and the presentina

of ethnic minority content.
2elevant Eindings from Zross Cultural Training Programs

There have been nd systematic evaluation studies to
ascertain either the type of cross-cultural content
presented in social work curricula, the methodologies
used, or the impact of these efforts, although this data
is available in some form in accreditation reports for the
Council of Social Work Education. In the absence of this
kind of information, a review of some of the findings frcm
studies of cross-cultural training vocrograms which cover
the development of cultural self-awareness and cultural
sensitivity may be useful. Firndings from, the Peace Corps
programs are particularly arprcpriate since Peace Corps
trainees are similar in age and in service orientation to
social work students. Furthermore, substantial resources
over a pericd of vyears have gone into monitorine and
evaluatina Peace Corps trainine proorams. It should be

remembered, however, that the purpose of these progranms
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was to assist the volunteers in cultural adaptation to a
foreian, host country. The contents of these proqgrams
overlar with similar areas of ethnic minority content -
cultural self-awareness and cultural sensitivity - that is
of concern here. Three findings from reviews of these

proarams are presented below.

1. Ineffectivepess of the upniversity oI cogcnitjive
acdel in cevelocing cultural self-awareness and cultural
gsensitivity. Harrison (1966), Cowns (1971), and Crompton
(1974) cite limitations of Peace Corps training programs
that used predominately cognitive models directed toward
knowledge acquisition and understanding. Early‘traininq
proqrams were classroom oriented with lectures, readings,
guest speakers, films, and culture analyses exercises.
Harrison observes that it was not that the content
presented was not useful, but that the format by which it
was presented rendered it meaningless. The Peace Corps
was confronted with the phenonemena that many volunteers
readily absorbed instructional materials but in the field
were unable to effectively relate with different culture
oroups. Cther vslunteers who did not receive hich marks
in traininag, were perceived as effective volunteers in
oractice. At the saze time, returned volunteers were
recorting retrospectively on the incffectiveness of

axclusively cocnitive approaches to training.
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2. Discovery of the importance of affective
learning. Harrison observes that Peace Corps versonnel
cited the need for affective competencies., He describes
these as human ascects of work performance which include
such functions as establishinc and maintaining trust and
communication, motivatina and influencing, consulting and
advising in the context of these relationship activities
takinag place across 3Jifferences in values, ways of
perceiving and thinkina, and cultural norms anad

expectations.

3. Ihe effectiveness of experiential 1learning
desjans 4in developing affective skil
effective training programs were those ¢t
experiential settings where trainees interacted with
cross-cultural persons on a peer or equal status basis and
had opportunities to engage in cognitive reflection on
their experiences. Two demonstration projects on cross-
cultural traininoc in social work education yielded similar
findinas. (Schwartz, 1976; Sikkema, 1978)

In the oproject desiagned and implemented by Schwartz
ani cthers, a total of thirty-one Hunter Ccllece School of
Social Workx second year students and nine University of
Puerto Rico qraduate social wcrk students, over a three
vear rteriod, varticipated in c¢ross-cultural training
prearams over a three vyear period. The cross-cultural

training experience was desianed to help students, throuch
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a "cultural immersion" experience and field work grocess,
to understand the culture and languaae of Fuerto Rico (and
of New York for the Puerto Rican based students). For the
Hunter Colleqe students the brcad objective of the program
was to orepare them to work more effectively in substance
abuse treatment programs in New York City with Puerto
Rican clients. Sianificant desiqgn features of the project
included lanquage and cultural training at the Puerto Rico
Learning Center, arranaements for living with Puerto Rican
families in Puerto Rico, and a field experience. Puerto
Rican students had complementary experiences in New York
based at the Hunter Colleqe School of Social Work. Durina
the first year of the project, students completed their
field placement in Puerto Rico concurrently with their
cultural and lanauaqge trainina program. This proved to be
unsatisfactory and consequently, durina the second anrd
third years of the proiject, students spent a semester in
Puerto Rico in cross-cultural traininae, and the following
semester in the City of York in Puerto Rican fiel?d sites
serving Puerto Rican clients. The prodect 1included
precourse and trairina and postccurse training seminars.
The social work trainina proijezts conducted by
Sikkema and Niyekawa-Howard were based at the School cf
Social VWork at the University cf Hawaitl. These projects
involved second year gqraduate social work students in an

experientially based cross-cultural training crogram,
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Over a two year period, a total of twelve students sgent a
semester in Guam. In another traininc project, five Hona
Kona University social work students spent a semester in a
remote fishing 1island near Hong Kong,. 2 third project
(the Molokai program) involved fifteen craduate social
work students from the University of Hawail in an
observation field experience in social service agencies.
All three types of projects included a preplacement
seminar, a Ycultural shock"” experience, angd a
postplacement seminar.

In summary, affective learning was not an exclusive
component of successful training proarams, but it was a
critical one that if left unattended, resulted in less

effective programs.

supmary
This chapter began with a description of the need for

cross-cultural content and specifically, for ccntent with
recard to social work practice issues with ethnic minority
personc<. A review of the relevant social work literature
was presented and practice otjectives derived from this
review were summarized. These objectives were:

1. cultural self-awareness:

2. cultural sensitivity;

3. commitment to advocacy.
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The project desion topic was then narrowed to focus
primarily on pedogoaical 1issues related to the development
cf cultural self-awareness and cultural sensitivity in
graduate social work students. Three theoretical
paradiqms were discussed:

1. affective learning;

2, a model of experiential learning as a methodoloay

to develop affective learning;

3. an androcogical model of Aadult learninag which

incorporates principles of affective 1learning and

exreriential learning methodologies.

Relevant findinas from cross-cultural training programs
that incorporated these theoretical frameworks and which
had relevant applications to social work education were
described. The frameworks form the theoretical basis for
the design of the exploratoryvy project described in the

next section.
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CHAPTER II
DESIGN OF PROJECT AND IMPLEMENTATION

Introduction

This {s a report 5f an exploratory study c¢f the use
of experiential methodologies in fostering the development
of affective learning. The focus of the project was on
the development of cultural self-avareness and cultural
sensitivity 1in graduate social work students through a
course on “Social Work in the Urtan Ccmmunity,” a required
course in the social work curriculum at the Hunter College

School of Social Work.

The elements of experiential learning methodologies
for this project were: 1) direct experience or irteraction
with members of ethnic/cultural/racial groups other than
one's own; 2) reflective observation on the experience or
interaction; 3) conceptualization and inteqraticn of this
experience with orevious learnine, ard; 48) application of

learning to new experiences.

The affective learning objectives included the
development of feelina and emoticns contrituting to

awvareness, understandings, arpreciations, and valuina
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relatecd to content on cultural self-awaraness and cultural
sensitivity - characteristics that have been identified in
the sccial work 1literature as essential for effective
social work practice {in cross-cultural or multi-ethnic
settinas.

Participants in this prcject were approximately
sixty-five graduate social work students enrolled in three
sections of Social Work 712 (Social Work 1in the Urban
Community) during the Fall, 1982, semester at the Hunter
College School of Social York. The course ccontent and
assignments remained unchanced except that semester
experiential assignments were standardized among the three
sections. In two of the sections the experiential
assignments had been previously used by the instructors

with minor variations.

The experiential assignments generic to all three
sections were: 1) rarticipation by students in out of
class small discussion jgroups cover a five week pericd; and
2) class presentations by each cgroup, in a forrat of its

choice, o0f themes or learninag derived from the AdAiscussion

experiences.

The evaluation strateay for the project was an
associational 2desian incorroratine Frecourse and
postcourse measures of the experimental aroup and ¢two

contrast aroups, one consisting of °sccial work students.
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Eoth formative and summative measures were included in the

desian, but btut the emphasis is on the former.

This chapter is divided intoc two sections. Part I
describes the desian of the prciect. Part 1II descrites

the implementation of the project desian.

Part I: The Desjign cf the Project

This section describes the project design in detail.
The topics discussed in this section 1include underlyinag
assumptions, timeliness and appropriateness, qoals, scope
of desiqn, feasibility, vpractice principles to be tested,

anticipated difficulties in implementation, and evaluation

strateaqies,

Assymptions

1. Cultural self-awareness and cultural sensitivity
have been identified as important competencies for social
work practice in multi-cultural csettings and particularly
in ethnic minority settincs. (Review of the Literature in
Chaoter I of this project report) Cultural self-awareness
refers to the 2bility of the practitioner tc percelive
herself as a oroduct of a particular culture havina
beliefs, values, and attitudes which affect thinking,
feelina, and behavior toward cultural srcups that differ

from that of the practitioner. Cultural sensitivity
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refers to the desired resrvonses from the practitioner to
the 1imrortant differences in the cultural patterns of
client or consumer groups. These include an awareness
coupled with an appreciation of and a respect for these
patternse. These responses also include an ability and a
willingness to take these differences into account in
communicatina with members from other cultural groups, and
when particicating in design and delivery of services to

these groups.

2. Learning associated with the development of
Cultural Self-awareness and Cultural Sensitivity has a
sianificant affective component. (Review of the
Literature in Part I; Harrison, 1966) The affective
component of learning refers to a Yfeeling tone, an
emotion, a dearee of acceptance or reiection.* (Krathwohl,

1964)

3. The affective comronent to 1learning can te
perceived as a continuum from simple awareness to more
complex dimensions of arpreciating and valuing.

(Krathwohl, 1964: Hurst, 1%80)

4. The continuum of affective learning is associated
with the stages cf value develiopment within the broader
framework of life cycle develor ment, (Chickering, 1977;
¥rathwchl, 1964) Thus, students vary 1individually

according to personality development, value development,
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canacity and desire to develcop affective dimensions of
cultural self-awareness and cultural sensitivity. A
proaran desian should allow flexibility ta respond to

these differences.

Se There are diverse teachina methodolcgies for
presenting content; some are more appropriate for
fostering cognitive 1learnina while others are better
utilized for developiny affective learnina. (Krathwohl,

1964: PFarrison, 19€6; Kohls and Ax, 1981)

6. An experiential learning design is an appropriate
model for developing affective 1learning related to
cultural self-avareness and cultural sensitivity.
(Harrison, 1966; Kolb, 1971; Knowles, 1981; Brislin, 1981)
The operational components of this desian are: 1) direct
experience or interaction on an equal status with members
of cultural qroups other than one's own; 2) individual or
small aroup reflection wupon this interaction; J)
conceptualization of 1l2arnina; and 4) application of
learninag to new situations.

7. The acplication of an experiential lsarning model
fcr the purpose of developinc affective learning ocutcomes
related to Cultural Self-Awareness and Cultural
Sensitivity comprise the substance of the proposed project

desian.
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8. A svystematic study of trainine programs cr
methodologies to develoo Cultural S=lf-awareness and
Cultural Sensitivity is still in 1its beginnina stages.
Therefore, it is 1important in the proaram desian to
include both summative evaluation procedures tc measure
outcomes as well as formative evaluation procedures to
measure how individual and aroups react to technigues or
methods used in édevelopinag affective behaviors. (Eloom,

1977)

Tinelipness and Appropriateness

1. The 1literature on cross-cultural issues and on
ethnic minority content in social work education has
evolved from descriptive, ncrmative articles to the
construction of models of curriculum ccntent. It is
approoriate and timely that the assumptions of these

models be tested in practice.

2. The Council on Social Work FEducation, the
accreditatinag body for social wcrk  programs, has
consistently mandated and encouraged the 1inclusion cof
content on diverse ethnic,cultural,racial aroups in social
work education, It 1is appropriate to evaluate the
usefulness of these efforts in crarticular programs, and

within these crcarams, in specific cours=s.
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3. Hunter CTollece School of Social Work is the sole
aradvate soclial work proaram under public auspices in thé
metropolitan New Yocrk area - a reaion noteé for 1its
diverse and many ethnic,cultural,racial groups. The
majority of its qraduates remain in the New York area to
practice soctal work. Thus, efforts to experiment with
and evaluate approaches to presenting cross-cultural
content in the curriculum can te seen as orne of many

approaches taken to impbrove social service delivery to

ethnic groupse.

Moreover, the Hunter College School of Social Work
has an expressed commitment to making graduate social work
education accessible to ethnic minority aroup members as
well as making continucus efforts to assess and improve
the auality of content and methodologies in the teachina
of cross-cultural issues related to social work practice.
It has developed innovative curriculum structures (e.g.,
the One Year Residence Procoram), and has sponsored
innovative programs (e.qg. the Puerto Ricar Student
EFxchanae Proaram). In summary, the Hunter College School
of Social Work has administrators, faculty, and students
who have strong interests in the dJdevelopment of cross-
cultrual and more specifically, ethnic minority content.
The school would provide a supportive setting for the

implementation of this project.
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u. Supoort has been received from the faculty
memberes who will be teachina Social Work 712 (Social Work
in the Urban Environment) ¢to incorporate a standardized
exveriential learning components into three sections of
this course. This support includes: a) allotment of time
for the project designer to collect data on the project,
and b) aqreerent to use standardized exreriential

assianrents.

Se R second taraet aroup whose support was enlisted
were the students enrolled in the three sections of SW

712.

6. The project was desianed to require neither
additional allocation of budget resources nor a
reoraanization of curriculum structures. This was

appropriate for two reasons:

a. in a time of contracting ra2scurces, it is
unlikely that additicnal budcetary resources would be
expended for a sufficient time to instituticnalize a

program needina these resources; and

b a review of past crojects shcows that it is
unlikely that projects that require a rodification of
curriculum structure (e.a. lenathening of class time) will
continue with the modificaticn once the demonstraticn

rhase is over.
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Coals of Prorosed Eragran

l. Long rance: to increase the number of sccial wcrk
cractitioners sensitive, knowledgealtle, and skilled in
dealing with cress-cultural and specifically ethnic

minority issues in orofessional practice.

2. Intermediate: to develop curriculum materials
and methodologies that foster affective learnina ocutcomes
related to cultural self-awareness and cultural
sensitivity in social work students tc better prepare them

for practice in minority or cross-cultural settings.
3. Specific Goals for this project:

a. to 1implement a learning process which incor-
porates experiential 1learning for the purpose developing
affective learning outcomes related to cultural self-
awareness and cultural sensitivity in social work students
participatina in the process; to identify, describe, and

evaluate opportunities for students:

1) to interact on a peer level with members of
differing culural/ethnic/racial arcups centerina on
affective issues related to the development o©f cultural

self-awareness anl cultural sencsitivity.

2) to reflect c¢n affective 1learning derived from

these interactional contacts. Cbeervations o€ class dis-
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cussion, and analysis of student loas would be used for

this purpose.

3) to conceptualize awareness and understandinas
derived from these learning experiences within a broader
framework of knowledge and experiences. Interviews with
instructors, class observation, student evaluvation, and

analysis of student logs will be used for this purpose.

4) to apply intearated experiential learning to new
situations. Use of focused class discussion, 1instructor
interviews, analysis of student assignments, and student

evaluation will be the means of achieving this goal.

be to assess learning outcomes of project in
relation to the implementation of the design. Precourse
and postcourse Juestionnaires will be wused for this
puroose. Additionally, a retrospective guestionnaire was
desianed to be administered approximately two months af ter

the completion of the course.

ce to formulate recommendations, based on analysis
of data collected from this prcject, regarding the useful-
ness and 1limitations of usinc¢ experiential 1learning for

developing affective learning outcomes,
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sScore of the Proiect

The proifect was Adesiaoned as an exploratory study of
affective learnina outcomes associated with exreriential
teachina methodolcaies for the development of cultural
selfawareness and cultural sensitivity from participants
in three sections of one course on Social Work in the

Urban Community.

All three particinating sections were involved in
small aroup discussions outside of class. Students were
assiagned to groups of five or six persons and gqiven the
task of discussina socialization experiences they felt
were instrumental in forminag their own values and in the
attitudes they held toward cultural, ethnic, and/or racial

aroups other than their own.

A second generic assianment invclved each discussion
aroup in makina a class presentation 0¢ the content cof
their discussions. Time was allotted for class
discussions after each presentation. Precourse test and
postcourse test neasures of students from participating
secticne ard students from one contrast aroup of social
“crk mafors not enrolled in the course and one contrast
aroup of students who were not social work majors were to
te used., The precourse cuesticnnaire was to be
administered to the students enrolled 1in the fourth

section c¢f Social work in the Urban Ccmmunity at the
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completion of the course. ftudents in this section were
not participatinag in the project although they were to be
exposed to similar course objectives and assianments. The
purpose in having these students complete the
auestionnaire was to control for sensitization of
participating students by the precourse instrurent. If
the precourse gquestionnaire results of this fourth, non-
participating section given at the end of the course, were
more similar to the pretest results of the participatina
sections, 1t could be concluded that a siaonificant dearee

of sensitization had taken place.

Qualitative measures were also included in the
project design, for ourposes of providing formative
evaluation measures in the exploratory study. These
included 1interviews with instructors regarding course
content, student loq of learning - outcomes and process in
small qroup discussions, and recordings of class

presentations and ensuing discussions.

The purposes of the student logs, in keepina with the
experiential learnina model, we;e to assist the student to
reflect on the direct eoxperience of participating 4{in an
experiential aqgrcup and to integrate this learnina with
other related- 1learning. Secondary turposes of the log
assionment were to identify, through analysis of the legs,
student perceived 1learning and the components c¢f the

assianzenmt which students felt were useful ocr nct useful.
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The aroup presentation to the class was assiqned for the
ourpose of the group reflecting or 1its experience and
opresenting an inteqrated 1learning to the wider class for
reflection and further integqration. The instructor®s rcle
was to assist students in this conceptualization ani
inteqgrative effort and to assist students in formulatinag,
when aperopriate, principles fcr vpractice derived from
this exceriential 1learnina process. In crder to detect
unanticipated findinas, open-ended guestions were included

in the data collection procedures.

There were definite 1imitations in the use of this
desian. Internal factors of history, maturation, biases
associated with the selection process, the variation in
style of 4{individual instructor, and the {interaction of
various learning factors within the course as well as the
impact of external tacfors could not be contrslled. Thus,
any relationshios found amone variables study must be

viewed as associational rather than causal.

While the sample size of carticipatirg students was
fairly larce (sixty-five students), it was anticipated
that the sample size sub-populations micht be small. This
was based on projections from characteristics of Hunter
College Schcol of Social Yerk. Thus, results frcm data of
these sub-populations would have to be 1interpreted

extremely cauticusly.
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It was not rossible to ccntrol for differences in
individual teachina styles and the 1impact of these
differences on students, although after the fact they can
be recarded as intervening variables. Interviews with
instructors concerning possible ccntent differences,
teaching styles and perceptions of student tgerformance
were included as part of their evaluation. Majority
culture social work students from middle and working class
bPackarounds - have strong normative expectations not to
admit to havina racial or cultural biases, especially in
Social Work. It was anticipated that this would skew
their responses to these types of issues. To counteract
this, emphasis on avaranteed ancnymity and on the need for
honesty of responses were incorporated into the data
collection norocessese. The strength and subtleness of
these expectations, however, may well 1imit the
effectiveness of these efforts and results would have to
be interpreted accordinaly.

411 particivants for the project were drawn from cne
acraduate school of sodcial work 1lccated 1in an urtan
ncrtheastern U.S. settinc. Hunter College Schcol of
Social Work has the highest ratio of aonplicants per
acceptance of graduate schools of social work in the
country, addino to the uniqgueness of the rpopulation.

Thus, the generalizability of findinas would be limited.
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Feagibility of Rroject DPesian

The project was desianed to be 1implemented with a
mininmum expenditure of resources. The oroject desianer
donates her time durina the implementation and evaluation
phases. Furthermore, the project was designed to have a
minimal intrusion on instructors and students. Students
were not asked to do additicnal assignments nor were
instructors asked to sianificantly alter the structure of

their courses.

Practice Principles to be Tested

1. Exverientially based learnina was an appropriate

methodology for developina affective learning outcomes.

2. Affective learning outcomes related to cultural
self-awvareness and cultural sensitivity should be an

integral part of the social work curriculum content.

Implementation

The program was desianed to be imnlemented within a
semester course structure. A tenrtative timetable, subject
to mnodification in working with 1incdividual course

instructors is presented belcw:
1. Initiation Phace: September 9-24, 1982
+ 1introluction of project to studldents

+ Aadministration of precourse gjuesticnpaire
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+ introducticn of serester experiential assionment
2. Proaoram Phase: September 24 - December 15, 1982
+ experiential in-class learning

+ 1implementation and completion of uniform

experiential semester assianment
+ students conplete logs of assiagnment
3. Ending Phase December 15, 1982 - February 15, 1983

+ post-course evaluation gquesticnnaire, end of

semester. (Second last class session)

+ second post-course evaluation questionnaire, six

weeks to two months after course completed.

The project 1involved collaboration between course
instructors and project designer. The course instructors
maintained responsibility for presenting course content,
evaluating student performance, and assignina grades. The
proiect designer was responsible fecr introducing the

profect, the collection of data, and the evaluation of

data in relation to the project desian.
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Anticicated Difficulties in Implemertation

1. Students have been socialized to expect an
instruction assimilation, teacher directed, cognitive
oriented approach in gqraduate level courses. There may be
some uncomfortableness or resistance on the part of
students to an experiential, student centered approach to
presenting materials, It was important to clarify
expectations and approaches at the teainninag of the course
and to explain to students differences in teachina

methodologies.

2. There was likely to be a resistance on the part
of some students to deal with central values and attitudes
in cross-cultural encounters. It was anticipated that
there would be 1less conflict in dealing with differences
in lanquage, food, music, or art of a cross-cultural
qroup, and more conflict over differences in values and
attitudes affecting family, sexuality, power, or status,
and religious beliefs. One reason for this resistance is
that <social work students are expected to Lte non-
fudaemental and free 3f racial/cultural bias. This
normative expectation makes it more difficult to admit,
especially arong instructors and peers, the existence of
biases. In past presentaticns cf this material,
instructors have dealt with this resistance ty cpenly

discussing it 4{in class, Dby establishing classroom norms
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that facilitate openness and exchange of 1deas and
attitudes, and by de-emphasizing performance evaluation,
particularly with regard to experiential learning

assianments.

3. Students may have necative experiences in cross
cultural encounters which may serve only to reinforce ne-
gative attitudes and stereotypese. It was possible that,
not only miaht not sianificant change take place as a
result of the procqgram, but scme necative learning might
cccur. (Orten, 1981; Brislin, 1981) Ffforts were made
in the \implementation of the project to facilitate
positive constructive cross-cultural experiences. Use cf
reflective observation after experiences was also to be

helpful in placing experiences into a larger framework.

Zvaluation

There are complexities associated with the design of
an evaluation plan for this type of program. One |is
related to a general issue in evaluatinag educational cr
trainirq rrogranms, and 1is well summarized by Blocm
(1976) ¢

Current student performance is used to evaluate

ccmpetence with future clients, havinag unknown

problems, vpossibly recuiring knowledge as yet

undeveloped, perhaps to oLktain goals not
currently sanctioned, (p. 3)
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A seccnd ccmplexity results from a dearth of research

on affective learninag, particularly when compared with a
sizeable body of research on coanitive learning.
Krathwohl®s work (1964) remains the most comprehensive

review of research in this area.

Thirdly, Wight and Boyle (1978), in a review of
cross-cultural training programs, 1indicate that there is
no substantive body of findings related either to
effectiveness of training design or methcdologies or on

valid indicators which predict inter-cultural competence.

In the absence of solid empirical evidence, this
proaram desiagn is based upon a set of loaical assumptions
derived from a review of the literature. Two tasks which
occur in tandem form the basis of the evaluation plan: 1)
to desiqn an instrument to measure changes 1in affective
behaviors; and 2) to measure the impact of an exreriential

learning mocdel in developing affective lzarning cutcomes.

For the first task, a precourse and rostcourse
instrument was Adeveloped as well as a retrospective
questionnaire. These questionnalres consist of four types

of questions:

1. Types and amount of interaction with differina
cultural arsups. The rationale fcr these items is based

cn Krathwhol's taxonomy of affective behavicrs rangina
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from passive to more active behaviors., Just as,
analoaously, a student with highly developed affective
behaviors related to music would be expected tc reach out
for musical opportunities and to expend resources (time,
money, etc,) on musical events, so a student ceveloping
affective behavior related to cultural self-awareness and
cultural sensitivity could be expected to exhibit
behaviors that indicate responsiveness to and seeking cut

of cross-cultural interaction.

This is not to make the guantum leap to say that
persons who have this type o0f interaction are effective
practitioners in multi-ethnic settinas. Pather, what is
souaht is data reacardina relationships between exposure to
an experiential learnina mocdel in a time 1limited program
and changes 1in the type ané amount of interaction with

members of differing cultural/ racial, ethnic arcups.

2. Pearee of comfortableness in interacting with
members fron differing cultural aroups in specific
situations. The rationale behind this tyre of gquestion is
that people place information or data about members of
arouds differing from their own into catecories based on
previous exverience or on stereoctypes which may be
tositive or neaative, accurate or preidudicial. (Erislin,
1981) The cateqories formeé may vary according to

cultural aroups and accordina to sccial situatiors. Es a
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result, a person mav be® more comfortable with members of
some cultural qroups rather than others. One goal of
cross-cultural training programs is to expand categories
by which people make cognitives/affective <classification
about others who differ from then. In evaluating this
program, one outcome to be examined was to see whether
exposure to an experiential learning model results in any
chanaes in particioants' perception about members of
differing cultural qroups in varying social situations.
It was anticipated that the experience may have the effect
of reenforcing negative cateqories or stz2reotypes. It was
further anticipated, based on findings cited Ly PBrislin
that people who have been exposed to interaction with a
differing cultural aqroup throuch a training course, wmay
initially have scme feelings of wuncomfortableness in
relating to members of that group based on self-

consciousnesse.

3. Perceived success in workina in cross-cultural or
multi-ethnic settings. These cquestions are based upon the
research findincs of Tucker and EBenson (1979), which
indicate that rersons who have heen evaluated as bLeinc
successful in cross-cultural interactions overseas, have
predicted in trainina interviews that they would &Le
successful. Persons who also rpredicted 1in trainina
interviews that they would be successful in learning a

second language, in fact, were successful in doina this.
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Raain, cross-cultural adaptation in a fcreign country is
not the same as cross-cultural competence in multi-ethnic
sccial work practice settinas, but there is definite
overlap in the aqualities related to cultural self-

awareness and cultural sensitivity.

q. Demogqraphic data. This data 1is asked for
comparative purposes although there are no research
findings that related Jdemoaraphic characteristics with

crass-cultural comgpetence.

Another evaluative instrument administered to
proaram participants was the Kolb Learninag Style Inventory
(Kolb, 1971) The purpose of this was to examine variation
in responses to experiential learning units that may be

associated with preferred learnina styles.

Formative evaluative procedures, the second of the
tandem tasks, include evaluation forms to be completed by
participants after the experiential 1learning assignments
are conpleted, an3d an analysis of student learning records
from the experiential semester assignrent. The questiorns

to be addressed through these instruments are:

1. what kind of learning did stucdents exposed to

experiential learning identify as sianificant?

24 Yhat ccmoonent of the course 31id students find
useful in relation to cultural seif-awarsress and cultural

sensitivity?
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Part II: Description of Froject Implementation

Introduction of Proiject

The project was introduced to the three participating
sections of the Fall Semester course in Social Work in the
Urkan Community on the first day of class. Course
instructors met with their individual classes in
desianated classrooms. An overview of course objectives
and assignments was given. Fach instructor introduced the
doctoral project and explained the data collection methods
that would be used. Students were then asked to proceed
to the auditorium for a further explanation of the project

and for the administration of a pre-ccurse questionnaire.

Once students had gathered in the auditorium, the
project and data collection procedures were again
presented to students. The implementation of the project,
students were told, would involve: 1) the administraticn
of precourse and postcourse questionnaires; 2) taping of
aroud discussion opresentations since all participating
sections were meeting simultaneocusly; 3) analysis of
students' written assionments for rurposes of dcctoral
oroiects and 4) observation of some classes for purposes

of doctoral proiect,

The voluntary nature of participation in these data

collection procedures was =2xplained and its serarateness
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from instructor evaluation rrocesses enmphasized. It was
explained that students who did not wish to participate in
the project need not complete project data collection

forms, nor would their written assignments be analyzed.

After this explanation, the course instructors left
the auvditorium. Students® participation consent fornms
were distributed to the students who were asked to read
and sign them if they wished ¢to rparticipate in the
project. After these were collected, the rre-course
gquestionnaire was distributed for studants to complete.
Students were asked to enter a code name on the pre-course
questionnaire. They were asked to use the same code name
on all other data forms and written assicnments used in
the proiject. Students left the auditorium after
completing this questionnaire which tock about <twenty

minutes.

Durine the ‘second week of class, David Kolt's
Learnipa Stvle Inventory was given to students in
individual sectiors of the class. The rre-course
auestionraire was administered to ccntrast social work and
ccntrast non-social werkt agroups. The social work contrast
qroup consisted of eleven first-year social work graduate
students enrolled in a social welfare policy course.
Members of the non social work contrast group were

fourteen students who, having already earned cne
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bachelor's dearee in science or mathematics were in a
special accelerated program in computer <science which
would lead to a second underqgraduate degree. They were
selected as a contrast group because they resembled the
experimental group in aqe, and ethnic composition.
Furthermore, like the social wcrk students, they had been
admitted to their proaram of study throuch an intensely

competitive selection process.

Students in the participating sections of the project
were, during the second week, randomly assiqned to groups
five or six each for the out-of-class sma2ll group
discussion assianment. Groups were to begin class
rresentations approximately five weeks from the time of

this initial assignment.

Descriction of Course Content

Rfter comecletina the arranaements for the
experiential assicnment, instructors in each of the
sections began 1in detail presentina the content of the
course., EFelow 1is a summary of the content anrd general
format of each of the experimental sections. The
summaries are based orirarily upon interviews with course

instructors and some class observation.

1. Class Section 2r2 The instructer for this section

presented and elaborated on the fcllowing concepts durina
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the course: ethnicity, culture, race, racisn, and
minority statuse. Fach of these concepts was presented in
terms of definitions, historical meanings, relation to
current issues, and implications for social work practice.
Under the concept of minority status, 1issues related to

women, the handicapped, the aqged, and homosexuvals were

introduced.

The format for oresentina this material was largely
experiential. In-class experiential activities cduring the
first five weeks included role play and role reversal, and
small qgroup discussions. One techniaue used was to divide
the class 1into aroups on the basis of self-identified
knowledce or experience, These aroups were then
designated as experts with the task of sharing pooled
knowledge with the larger class. This technigue was used
after the class viewed the film by Uri Bromfenbrenner con
“The Three Worlds of Childhood" an exposition centrasting
eatlyAchildhood socialization patterns in Russia, China,
and the United States. After the film, students were
asked to aroup thremselves accorédina to their perceived
ethnic identity. The small crcups then met and discussed
socializaticn experiences and presented the results of
this discussion to the class. The instructor reported
that students were extremely responsive tc this arnd
continued the format for several weeks, weaving student

ideas into the conceptual framework of the course. The
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in-class experiental lesrninc and the instructor's sharina
of oersonal experiences in relation to cross cultural
learnina appears to have had the effect of providinag
students with a model for the out-of-class small qroup
discussion assianment. Based upon classroom observation,
students appear to have felt comfortable with one another
and with the instructor in discussing cross cultural and
srecifically, interracial issues. Beainninag with the
eighth class session, students beaan arsup presentations.
These were completed on the twelfth session. The last two
class sessions were devoted to summina up themes from the
aroup discussions, informal evaluation of learning in the
course, and an inteqgration by the instructor of conceptual

and experiential material.

2. Class Secticn 7Iwo The central concepts presented
during the first third of the course centered on those of
ethnicity, race, class, sex in relation to discrimintation
issues, and the impact of socialization experiences in
relation to these concepts. The material was presented in
the context of applications %to social work practice in the
urban csettina. The material was presented concurrently

with the out of class small agroup discussion.

The instructor described the format for the
presentation of this material as “intellectually focused

content with an exreriential base."™ The ccurse Leaan with
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a discussion of {issues related to social problems. For
example, the consealuences cf economic ané social
dislocation in wurban centers was discussed. Results of
research studies were used extensively in this phase to
reinforce theoretical concepts. From this 1level of
presentation, an attempt was made to formulate issues in a
more personalized way. The instructor shared experiences
and asked students to share experiences they had had in

relation to issues discussed.

This was the aeneral approach used with each content
area, Students were not divided into small groups within
this class section, nor were other types of experiential
learning used. Class presentaticns of out-of-class
discussion aroups began with the seventh class session.
These concluded with the eleventh class sessicn. The
remaining class sessions were used by the instructor to
debtrief students recarding the 1learning that occurred
during the small croup discussion assionment and qroup
rresentations to the class, and to intearate this learnina

with content areas of course.,

3. Clasg Section ZIhree. The instructor of the third
experimental section of the project described the basic
assumption underlying course content as "aoreater awareness
cf one's own eth-class status* and sens2 of identity will

% ®Cth-class" is a term coined by Milten M. Gordon (Human
Nature, Class, Ethnicity, YNew VYerk: Oxfor? University
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enable orofessionals t> be more sensitive to eth-class
identity {issues and threir nmeanina for others they
encounter.” The 1instructer divided the course into the

following six major content areas:

a. Learnina Self-Identity. Included here are topics
of socialization and social roles, ethnic stratification,
social stratificaticn, ethnic identity and 1individual
identity, place of membershin group and refererce aroup,
impact of social experiences, learning, intuition, and
concepts of labellina. Throuah assignments and in-class
exercises, the out of class small qroup discussion
assignment, students were asked to examine their current

eth-class identity and how this was derived.

be Impact of the Physical Environeent. Topics in
this content area included the meanina and conseguences of
place of residence, cognitive mappina of the physical
environment, nature and variety of neightorhoods, and a
comparison of suoportive neighborhoods (environments which
trina people tocether versus those which isolate people).
Students were aiven an assiacnment which involved an
analysis of their community of ocricin. The results of

this assiagnment were discussed in class.

Press, 1964) to describe the intersectinae point of social
class position and ethnic aroup membershipe. tevore and
Schlesinger (19Rr1) expanded this concept to 1include
"j3dentifiable dispositions &znd behaviorsY (p. 6) that
result from these intersectina factcrse.
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Ce Culture and Personality. Ccntent was oresented
which dealt with various theroetical foraulations of
culture and personality. The theories of Benedict,
¥luckhohn, Linton, Fromm, Adorno, Mead, and LeVine were

presented to students.,

a. Knowledge Base fer Celivering Culturally
Sensitive Services. Presented here was a comparison of
ethnic belief systems and professional belief systenms
reqarding health problems anéd their appropriate solutions
Cultural barriers to the use of professional services, and
in particular, professional sccial work services, were

discussed.

e, Content in these areas focuseld c¢n circumstances
under which professionals encountered ethnic and other

status differentials.

f. The concluding secticn of the course content
presented quidelines for aoplying knowledge to practice

situations.

The methodclcaies used t9o present this content
consisted of lecture-discussions, use of films, in-class
experiential 1learning in the form of small qrour
gdiscussions, an? class presentations by 3mall croups
formed for the out-of-class discussion assigments. These

class presentations beaan with the seventh class session
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and were compnleted with the eleventh class session. Sore
course material was formally presented and a film shown
between class presentations. Tre last three class
sessions after the small group presentations were used to
ccmplete the presentation of course content and to
sumnarize learning experiences of the class. Thus, while
the three instructors oresented similar concepts in their
course, and gave students identical exreriential
assiqnments, the orcanization of conceptual material and
the mode of presenting it to students was unigque to each
instructor. Instructors 1in Section On2 and Section Two
consciously used modeling techniques to help students
personalize content and to share experiznces in class and
in the small group discussion assignment. All three of
the instructors integrated class presentations into the
conceptual framework o5f their courses and spent time
debriefing student experiences in the discussion
assignment, and summing up learninc experiences at the

end of the course.

At the second 1last or thirteenth <c¢lass session,
students were ajven a postcourse Juestionnaire to
complete., A follow-up questionnaire was aiven to students

-

at the beqginning of the Spring Semester in late February.

This section completes the descripticn of the project

desion and the implementation cf projects. A descripticn
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and analysis of the experiential proarammina are presented

as a part ofAthe next chapter,
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CHAPTER III

QUALITATIVE AND QUANTATIVE RESULTS

The three class sections rparticigating in this stucdy
presented a uniague ovoortunity to gather data on an
unusually larae sample of sixty-five students. The
measurement instruments were accordinaly, designed with
purposes broéder than this dissertation projecte.
Consequently, not all of the data collected is recorded in

this study. An analysis of the following sets of data is

presented:

l. Demographic and Descriptive inforaation - age,
sex, ethnicity, student status, MSW specialization, 1life
experiences that may have brouaht students in conrtact with
cross-cultural aroups, 1learninc expectaticn identified ty
students at the becinnina of the ccurse, and the results

cf a Learnina Stvle Inventorys

2. Bnalysis of student learning Loos of srall qroup

iscussions;
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3. Analysis of class rcresentations by discussion

arouns;

4, Descrivtion and Corparison o2f rprecourse and

rostcourse levels of types of cross-cultural interaction:

Se Description and comparison of precourse and

postcourse scores on critical incidents:

6. Descripticn and comparisorn o>r precourse and

postcourse perceotions of success in cross-cultural

interactions:

7. Bnalysis of evaluation questions given in the
postcourse guestionnaire to the three experimental class
sections which dealt with perceived cross-cultural

learning and satisfaction with learning and satisfaction

with learning experiences.

Before beaginrina the description and analysis of
collected data, it is worth repeating again that this
project is an exploratory studv seekirng information useful
in generating hypotheses for further study. There are
known and unknown interveninag variatles that have not been
controlled for in this proiject. Fcr example, the impact
cf oersonality and teachinc stvles upon student learning
is not assessed in this study. The 1instructors for the
three experimental sections were all male. Cne was a

nember of an ethnic minority aroup:; the other two were
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white ethnic. The aoes of these faculty members ranced
from thirty-seven to sixty-four., Fach instructor
organized course content somewhat differently and used
varving methodologies to present content. (cf. ppe. 59 -
6S) This study focuses on the experiential learning that
all three classes had in common. This includes the out of
class small qroup discussion and class presentatiocns

related to the discussion arours.

An attempt was made tc determine whether the
administration of the questionnaire had sensitized the
experimental aroup. The c¢uestionnaire was given to a
fourth secticn of the Social Work Practice in the Urban
Community course, which section was not a part of this
project. This was done at the end of the course. It was
intended that the scores of this cocntrol aroup for the
critical incidents would be conpared with the precourse
and postcourse scores of the experirental group to see
which experimental group scores the control group scores
most closely approached., The results o>f this comparison
were inconclusive. The precourse anid postcourse scores cf
the experinental aroup were closer to one another than the
control aroup sccres were to either of them. In fact, the
scores for this fourth section.had far greater linearity

than the experimentai aroup.
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QCemoaraphic and Descriptive Data

Of the eighty-four students enrolled 4in three
participating sections of Sccial Work in the Urban
Community, sixty-five students (77.4%) completed both
precourse and postcourse guestionnaires and learning style
inventories. They constitute the sample for this project
reporte. They are described in this section in terms of
characteristics of ace, sex, ethnicity, previous cross-
cultural interaction, and expectations for the course. A
measure of their learnina style usin3y Kold's Learnina

Style Inventory is also included.

Age: The mean age of project sample is thirty-two years.
Students ranged in age from twenty-four to fifty-three
years. The mean ages for both contrast aroups were also

thirty-two yvears.

8 R
| |
| |
| Table 1: Mean aa~r and ranaqe of aces for |
| experimental and contrast grouos. {
| |
" k g h R {
| | l i |
| | Experimental | Contrast | Contrast |
| { { Social | Not Social 1
| | { Work | Work I
i - | | | |
) x { 32 | 32 { 32 |
) | | ! !
| range | (24-53) | (25-u4) l (26-38) |
1 ! ! ! _
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The mean aae of social werk studentse is ccnsistent
with the School of Soscial VWork's policy of admitting

students who have had soveral years of work experience.

Sex: WHomen predominated in both the experimental group
and the contrast qroups. They represent2d 78.5% (N=51) of
the experimental, 90.1 percent (N=10) of the contrast
aroup of social work students and the entire (N=14)

contrast group of non-social wecrk students, (Cf. Table

2,)

Ethnicity: On the precourse auestionnaire, students wvere
asked to identify their ethnic backgrcund according to one
of five cateqgories: Asian, Black Rmerican, Puerto Rican,
White American, and Other (please specify). Students who
identified themselves as "Other Jewish" were reclassified
as White Pmerican since it was clear that many Jewish
students had identified themselves in this way. AR hand
check of the auestionnaires of the remaininc three
students in this category revealed that all three
idantified themselves as Hisparic. The variable relating
to 2thnicity was collansed into two values: a) Fersons cof
Colcer consistinag of Black American (3), Rsian Rmerican
(5), and Puerto Rican-Hispanic (€) andl b) White Ethnic
(S1). There two reasons for doing this were: first, to

have a larqe enouch cateaory o¢f minority students for
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Tatle 2: Sex, Ethnicity,
Specialization
and percente.

Student Status, and MSWY
of students by number

v Ly

—— WL S D e T D iy T v e = — o

]

|

|

|

|

} +

| |

| jExperi- }1Social {Non-Social

| | mental | Hork |Work

| } Group fContrast |Contrast

| { | Group {Group

| | | |

] Characteristic | N %) | N (%) | N (%)

| | | |

¢ + + + -—
| | | | |
{ 1. Sex | | ] |
| a. Female 151 (78.5) {10 (90.9)}14 (100) |
| b. Male 114 (21.5) 1 1 (9.1) | )
| | | | |
| 2. Ethnicity | | i |
| a. Matority Culturef{S1 (78.5) 110 (90.1) |11(798.6) |
| (wvhite ethnic) I | | |
| be Minority (per- {114 (21.5) | 1 (9.1) | 3 (21.4) |
| sons of cclor) | | | {
| | | | |
I 3. Student Status | f | {
| a. Second year 147 (72.3) | in/a |
| b. First year { j11 (100) [n/a |
| c. OYR 116 (21.5) | in/a {
| d. Other | 8 (6.2) | 114 (100) |
I | | | |
| 4. MSW Specialization | | : | |
| a. Casework 150 (76.9) | B (72.7)|n/a {
{ b. Other 115 (23.1) | 3 (27.3)|n/a |
1 ! ! ,'

L

comparison purposes; second,
minority students who were
procedures were fc¢llowed for

contrast aroup cf sccial work

to protect the identity cf
few in number. Similar
the contrasts groups. The

cstudents was composed on cne

person of color an? ten white ethnic oersons. Cf the
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fourteen pnersons 1in the non-social work contrast group,
three (21.4%) were identified as persons of color and

eleven (78.6%) as white ethnic persons.

Student Status: Fertv-seven students (72.3%) 4in the
experimental group stated they were second year graduate
students. Fourteen students (21.5%) 1indicated they were
One Year Residence students, ard fcur responses (6.2%)
were missing. All eleven students in the Social Vork
contrast oroup stated that they were first year araduate

students.

MSW Specialization: The mafority of students in the
experimental group (76.9% of sixty-five students) and a
majority of students in the Social Work contrast aqroup
(72.7% of eleven students) identified their specializaticn
as Casework. The remainder 23.1% cf experimental aqroup
and 27.3% of contrast qroup) identified 3 varlety of other
specializations including aroup work, admnistration,, and
community orcanization., This aquestion was not applicable

to the non-social work contrast aroup.

£rigr Crpss Cultural Exreriences: Eicht questions on the
precourse question scught information on the tvype of
opeortunities respondents had had for contact with perscns
of cultural/racial/ethnic croups cther than their own.
These opportunities relate mcre to adolescent and adult

experiences than to ea:ly childhood socializaticn
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experiences. Yith the excepticn of the variables related
to work, the variables deal with voluntary experiences. A
summary of student responses to these tarms as contained

in Table 3.

The first guestion sought information about
membership in soclal oreanizations, (e.a. church, social
clubs, sport teams). Students were asked whether they
identified themselves as belonaing to an organization. If
they did they were asked to estimate the percentage of
members of that orcanization belonginc to cultural groups
other than their cwn. A large number in each of the
aroups indicated they did not belong to anry social
oraanization. Forty percent (N=26) of the experimental
aroup, 27.3 percent (3) of those 1in the sccial work
contrast qroup and 35.7% (5) of those in the non-social
work contrast gqroup stated they held no social

orcanizaticn membershipe.

of those who indicated membership 1in social
craanizations, the majority of students in the
experimental group and in the social work contrast group
descrited the percentage of mrerbers of cultural groups
other than their own as less than twenty-five rercent of
the total membership. Students in the social work
contrast aroup who held social club memberships divided

evenly between telonging to coracanizations with twenty-
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five percent or more memberships of persons from cultural,
ethnic qroups other than their own and those with less
than twenty-five percent of such memberships. felatively
few students had 1lived in a fora2ian country or
participated 1in international or dJdomestic volunteer or
exchange proarams which promoted understanding and

communication amona cultural groups.

In the experimental qroup 10.8% (N=7) have spent more
than three months 1livina abroad; 10.8% (7) of the
students had participated in an international
volunteer/exchance program and 10.8% (7) of the students
had participated in an domestic volunteer/exchange
proqgrame. The proportion of students in the contrast

aroups were similar.

The fifth question {n this cluster asked whether
students possessed conversational skills in a second
lanauage. One half, 50.8% (33) of students in the
experimental aroups responded in the affirmative.
Approximately one half 5f these, however, identified the
second language 2s that of theilr own cultural/ethnic
group, e.c, Chinese, Sranish, Febrew, Yiddish. The other
half of these participants had a knowledace of 2 languace

other that Ernglish or the lanquage of their own cultural

GYOUD.
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The last three aquestions {in this cluster reflect
potentially less voluntary exreriences than the previcus
questicns. They reflect adult opportunities of cross
cultural encounters. Students were asked if they had
completed a course or an in-depth study of an
ethnic/racial group other than their own. Over half of
the students (58X) stated that they had completed this
type of course. The percentaces for both of the contrast
aroups were smaller. Only one student out of eleven in
the contrast aroup of social work students and three
students out of fcurteen in the contrast groups of non-
social-work students responded positively to this
gquestion. The higher percentage of positive response in
the experimental aqroup may reflect mcre educational
opportunities than were had by the first-year ¢raduate
students in the contrast group.

The majority of students in the experimental group
had work experience and/or field placement assianments in
which they had a supervisor of an ethnic gqroup other than
their cwn and where clients frcm differing ethnic oroups
ccmprised one third or more of the work porulaticne. of
the sixty-five students 1in the precject cample, 64.6
vercent (42) reported havina a work superviscr from an
ethnic aroup other than their own where as 35.4 percent
(23) reported nct havina this experience. More of these

students, 86.2% (5¢) indicated that they work in settinas
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where more than a third of the clients cr consumers of

services were from cultural croups other than their own .

A cross tabulation of these twc variables - cross-
cultural work supervisor with cross-cultural clients -
shows that 58.5 percent (38) of students in the
experimental qroup had both a cross-cultural work
supervisor and cross-cultural clients or consumers of
services from their agencies. RAlso, 33.8% (22) had one of
these experiences. These twenty-two students were more
likely to have worked with clients from other cultural
aroups (81.8%, N=18) than to have been supervised by
scmeone from a different cultural groups (18.2%, N=4),

Another way to review the data from these variables
is to examine the number of Yyes™ responses given by
individuals. As the histogram below (Figure 2) for the
experimental group shows, "yes" responses ranae from one
Yyes® to a positive response to six of the elight

variables.
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Tatle 3: Cross-cultural interaction experiences

of students by number and percent.

-

v

v

¥ A
! i
| |
I |
| |
5 4
| (
{ JExperi- {Social {Men-Social |
| [mental | York jWork |
| ]Group jContrast (Ccntrast {
| | ]Group |Group |
i | | | |
| Interaction | N (%) f N (XY | N (%) 1
| ! | | |
3 + + + 4
! f | | |
| 1. Membership in | | { |
} social organ- | | | |
| ization } ! | i
} a. < 25% cross- 1 | | {
| cul tural 125 (38.4) | 4 (36.4)| 9 (64.2) |
i be > 25% cross- { | | {
{ cul tural 118 (21.5) | 4 (36.4)] 0 (0) !
| C. No membership 126 (40.0) | 3 (27.3)1 6 (35.7) |
| | | i |
! 2. Lived in foreign | | | }
} country { | | |
} 2. Yes I 9 (13.8) | 1 (9.1) | 2 (14.3) |
| be NoO 156 (86.2) 110 (90.9)112 (85.7) |
| | I | |
{ 3. International | | } |
| Volunteer proaram | I l |
| a. Yes I 7 (10.8) §} 0 (0) | 1 (7.1) |
| be NO 158 (89.2) (11 (100) |13 (92.,9) |
| | | I |
] 4. Cross-cultural | | | |
f Exchange in US | i | {
{ a. Yes i 7 (1C.7)Y | C (O) | 1 (7.1) |
i Pe NO 158 (89.2) 111 (100) {12 (92.9) |
f | | | |
| 5. Speak Seconid | | | {
! lanavage | | | }
} a. Yes 133 (S50.8) |} S (45.5)] S (35.7) |
i b. HNo 132 (49.2) | 6 (S4.5)) 9 (65.3) |
| | | | |
{ 6. Cource on { | | |
1 cross-cultural | | | |
] issues { } | |
§ a. Yes [38 (58.4) | 1 (S.1) | 3 (21.4) |
| bs NoO 127 (81.5) 110 (90.9)111 (78.6) |
{ ! ! !
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Table 3: continued.

7. Worked under
Cross-cultural

o T ST e . S = — o — g —— — —
b—-——--—.-——-———db-—-.—l

Ly v v

| | |

| | (

[ | |

Supervisor | | |
a. Yes {42 (6U.6) | 4 (36.8)110 (71.4)
b. No 123 (3S.4) | 7 (63.6)| 4 (28.6)

| | |

8. Worked with | | |

Cross-cultural | { |

Clients | | )
a. Yes IS6 (86.2) | 7 (63.6)] 9 (64.3)
b. No | 9 (13.8) | 4 (36.4)] 5 (35.7)

! ! !

Figqure 2: Number of cross-cultural experiences
reported by members of experimental
qQroup.
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The madority of students, 78.4 % (N=S1) responded “yes™ to
two, three, or four variables. Students were least likely
to have responded affirmatively to one, five or six of the

variables. No student resconded positively to seven or
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eight variables. Students were most likely to report that
they had cross-cultural contact throuah learninag a second
lanquage, to have taken a course centered in cross-
cultural issues, or to have had crecss-cul tural supervisory
or client exrverience. They were least likely to belona to
a social organization with a cross-cultural membership cf
more than twenty-five percent, to have lived in a foreign
country, to have participated in an international or a
dcmestic exchanae or volunteer program whose main purpcse
was to foster intercultural understanding.

School and work places appear to be significant areas
for adult cross-cultural experiences for this student
population. Responding to questions about these
experiences students gave responses similar to those
answering the precourse gquestionnaire which asked students
to identify previous cross-cultural experiences which they
felt to be {important. Sixty-eight npercent (N=44) of
sixtv-five oversons making a total of eighty-three
responses (some students identified more than one

experience) related to work or educaticnal experiences.

Learnips Exgectations

Students were asked to state thelr Jdesired learnineg
expectations for the course at the becinning of the
semester. Among eiaghty-nine responses from the sixty-five

students that comprised the experimental sample (some
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students identified more than one exrectation), twenty-
nine (44.6%) of the students indicated an expectation of
coenitive knowledge as a result of participation 4in the
course, nineteen (29.2%) had an expectation in the area of
self-awvareness regarding one's own values and prejudices;
eiaht of the students (12.3X) reflectad expectation of
learninc throuah peer interactions in class, five students

(7.7% dwelt on awaresness and understanding of other

cultural aroups.

A relatively hiah number of students (20%, N=13)
indicated either no expectation or unclear expectations
for the course. The remaining five responses are

scattered.,

Students, therefore, becan the course with a variety
of 1learnina exvectations. There was a balance of
responses between those reflecting knowledge based or
cognitive expectations and those indicatinag experientially
based learning expectations related to the development to

cultural self-awareness and cultural sensitivity.

The rumber of resoonses indicatinag either no or
unclear eyxpectations may reflect students reactions to
participating in a required course or ambigulity regardinag

the exrectations of the course.



a2

Learning S3¥le Inventery
Students were givan FKFolb's Learning Style Inventory
during the second class meeting to determine whether a
discernible association existed between measured learning
style and satisfaction with experiential 1learnina. The
Learning Style 1Inventory is cdesigned to measure proneness
to a particular mode or style of 1learning based on
experiential 1learninag theorye. This theory, described
above at paqge 22 is a model of learnina processes that
recoanize the 1important role of experience in learning.
Kolb (1971) differentiates four cycles of this learning
process: 1) Concrete Experience (CE): 2) Reflective
Observation on the experience (ARC) ; Abstract
Coriceptualization of the exverience (AC): and 4) Active
Experimentation (AE) in which the learner uses principles

derived from previous stages to formulat> new experiences.

Kclb notes that these components are present in each

individual learner, althouach one mode may predorinate.

The instrument consists of nine sets of our words.
These wcrds correspond to descriptors of learning cvcles.
Students were asked to rank the words in each set in
order characterizina their preferred 1learnina style.
Tabulatine-the raw scores, a total of six measures are
derived. Four of thes2 1leated ¢to the individual'’s

preferences for a rparticular style of learnina: Ccncrete
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Experience (CE), Reflective Observation (PO), Abstract
Ccnceptualizaiton (RE), and Active Experimentation (RE).
Additionally, one measure relates ot the degree that a
person fovors abstractness over concreteness in learning
(AC-CE), and the extent to which the person prefers acticn

over reflection (RAE-RC).

The Learning Style Inventory has been tested for
validity and reliability (Koltk, 1978). For compariscn
purposes a normative pooulaticn has bteen assentled which
consists of 1933 adults ranging 1in ace from eighteen to
over sixty. Two thirds of this aroup are colleae educated
and represent a variety of occupations. Furthermore,
normative scores for the Learning Style Inventory have
been established for 2 variety of cccupational groups.
(ppe 15-22; Kolb and others, 1982) Because of the
interdependence of the four learning cycles of the
learnina process, history and maturation are sianificant
factors in reliability of scores. Scores as a group are
more stable than individuval scores. The Learning Style
Inventory indicates how a perscn perceives himself/herself
as a learner. Kelb cautions that the results of the
Learnina Style Inventcry shculd not te used for predictive
purposes; rather 1t <chould be tsed in conjunction with
other nmeasures to assist a students in identifyina a

learnina style.
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In evaluatina the results of the Learnina Style
Inventory it is useful to comcare student score with the

normative scores 2escribed above. (Table 4) Students in

Table 4: A comparison of Kolb's Learning Style
Inventory scores of the experimental
aroup with normative percentile scores.

4

|

{

|

|

|

[ 8

T T L2

| | |

! | Experimental | Normative
! | Grcup | Percentile
| | | Scores
IL % T - ‘]L

| | | |

| Learning Component ] Mean |Standard |

| | [{Deviation|

| | | |

'8 L 4 L

r T T v

| | | |

}] 1. Concrete Experience | 16.48 | Se2 ] 65th
| { | |

| 2. Abstract l 16.1 ' 8.1 ' 42nd

| Conceptualization | | }

1 | | }

| 3. Reflective Observation | 15.2 | 5.3 i 42nd
{ | | |

} 4. Active Experimentation | 13.5 | 4.8 | 18th
! ! ! !

b—-——n——.———db———.—.dh_———-b————-J

the sample scored highest in Reflective Observation (70th
percentile) and 1lowest in BActive FExperiementaticn (18th
percentile) A high score in Reflective Ctservaticn
indicates that students are Ytentative, impartial, and
reflective¥ in learning. They rely on observation in
naking judagments and prefer learning situvations where they

can be objective observers.
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This style is 1{n <contrast with that of Active
Experimentation where the emphasis is cn becomina involved
in activities.

Students also scored higher 1in Concrete Experience
(65th percentile) as opoosed to a learnina style favoring
Rbtstract Conceptualization. High scores on Concrete
Experience indicate a "recept4ve, experienced based
aporoach tc 1learning" which emphasizes judgment tased on
feelingse. Kolb states that persons who prefer this style
are: a) less likely to be satisfied with theoretical
orientations and prefer instead case studies; and b) more
likely to prefer learnina environments in which there is a
areat deal of peer interaction in the form of feedback and

discussion and less intervention by authority fiocures.

By contrast, students scores lcwer on the Abstract
Conceptualization which stresses loaglical thinking,
rationality, and authority directed, impersonal

situations.

Since each perscn has all elements of these learninag
modes, Kolb sugaests that a mcre accurate picture of an
individual®’s learning style may be secured <ty comhbining
all four scores into a sincle data roint. This is done Lty
constructing two scales, one measuring abstractness over
ccncreteness (AC-CE) and one measuring action over

reflection (AE-RT) . These scales are ©oplaced on a arid
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(AC-CE on the vertical axis and RE-RO on the horizontal
axis.) This forms four guadrants which represent four

learnina style of statistical significant. These are

labeled Bccommedator, Diverger, Converger, and

Assimilator.
r _— -
| |
| Figur2 3: Kolb's Learning Style {
| Gri? |
| |
%’ L - #
! | |
{ Accommodator | Diverger |
| | |
t —+ 1
| | |
| Converger ! Assimilator 1
! | !

When the means of the raw scores of students in the
sample were placed in the normative qrid (Fiqure 3), the
scores 1intersected well within the quadrant 1labeled
Diverger. This quadrant rerresents 1learners who have
stronqg preferences for Concrete Experience and Reflective
Observation (RO) as learning mcdes. Characteristics cf
this tyce of 1learner include a hiah dearee of creativity
and imrmaqgination, emotioral involvement in learning,
ability to qenerate ideas, and a strong orientaticn toward
interactina with peoole. Kolb reports that research has
shown that Diverqgers tend tc ‘e learners who have broad
cultural interests. This learninc style is characteristic

of counselors, social workers, and personnel manaaqerse.
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Discussion Assignment:

Spall Grow
a

P
nalysis of Content and Process

Introduction: For this part of the analysis, 1logs were
separated (based on {internal indicators) into 1loas
repersenting persons of color and 1logs written by white
ethnic students. Those logs which were written by the
white ethnic students were further subdivided into the
following categories: a) 1cas which reflected student
rarticipation in homogeneous white ethnic aroups: b) lcas
which indicated the presence of cne person of color in the
discussion aqroup of the writer; and ¢) logs which
indicated the presence 5f more than one person of color in

a discussion group. (Table 95)

The purposes for 2dividing the 1lcas in this manner is
to examine the content and rrocess of croup discussions in
dealing with ethnic minority issues and in sensitizinca

students to these issues.

Repeating an earlier caction, it is imrortant to re-
remper the 1linitations of this tyre of data. The loac
reflect subjective impressions and toric selecticn bias or
the rpart of their authors. They do not necessarily
reflect what actually transpired in the aroup tut rather
the particular student's nerception of what occurred. RNot

3ll loags incentified every member of the aroup discussed.
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Teble 5: Distribution of loas accerding to
student participation in small groups
involving persons of coler.

Number of logqs analyzed = 39
Total number of students in study = 65

A
!
|
|
|
|
|
|
|
L s 2 v {
| | | |
Student Population i N | % of | % of |
| | Loas | Total |
{ | { Students |
| | I |
+ -t -+ 1
| | | |
1. Respondents in qgqroups { | | |
with more than one | { | i
person of color | | | |
a. persons sof color | S | 12.8 | 7.7 |
b. white ethnic persons | 11 |} 28.2 | 16.9 |
| | | |
2. Respcndents in groups { | | |
with only one person ] | { |
of color I | | |
a. persons of color | 3 1 7.7 |} 4,6 |
be white ethnic persons | 13 | 33.3 | 20,0 }
| | I |
3. Respondents in qroups | | ! |
with no persons of color | | | |
a. persons of color { n/a | | |
t. white ethnic persons | 7 1 17.9 |} 10.8 |
| | | |

A A

|

,._—--—qp—-.——-————-—————-———qp—-—-——-qp—-—-—.——-——,

% Not all students submitted logs to be
analyzed for the purposses of this
doctoral dissertation.

S §

Rlthouagh each

of the 1instructors emphasized to students

“hat the loas wculd not be araded for academic purposes,

nevertheless, students wrote the 1logs kncwina they wculd

be reviewed by their instructors.

Scre students may have
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felt compelled to write what they considered to be the

right thing. Finally, there is the factor of selection

bias on the part 92f the analyzer of the loas. Reading the
loas several times at intervals of at least one day was
done to improve reliability in extracting information from
the loas. Despite the limitations of this tyre of data
this analysis defines the identification of variatles that

ray be useful in further study.

The following topnics are examined in this analysis:
1) substance of group discussion, 2) students® perception
of discussion of topics related to minority culture
issues, and 3) students' perceptiocn of the usefulness of
this assianment in helping them to develop cul tural self-
awareness and cultural sensitivity. This secticn ends
with general comments on extrinsic factors that may have
affected aqroup orocesse. As in the previodous secticn,
excerpts from students® logs are used for illustratiocn.
To ensure confidentiality, 1identifyinae information from
these excerpts has been deleted, 1includinag in mcst cases,

the specific ethnic identity of the student.

sukgtantive Conient 3epcorted 4in Logs Th2 purpose here is
to qive a ranae cf tcopics discussed by aqroups as perceived
by individual loc writers. Every log reported @iscussions
of particular sccializaticn experiences 0f aroup members

and the group's rreparations for a class presentation.
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1. Loas written by persons of color (N=2). Those
students who 1identified themselves 1in their 1loas as
persons of color reported the following range of toplics
discussed within their respective agroups:
+ cultural variation in methods of disciplining
children
+ impact of education on socialization

+ influence of religous traditions and beliefs in the
socialization of children

+ reverse discrimination
+ social class differences versus racial differences

+ stereotypina and preijudice

In reviewina these logs for type c¢f centent, there is
a gqeneral sense that persons in this grcup reported on
topics in a dialectic framework of majority culture versus

ninority culture perspective.

2. Write ethnic students reportina from aqaroups in
which there was more than one person of colore. A summary

of substantive topics from this arouping of lcgs include:

+ Plack experiences in a white society

+ cultural stereotvpes

+ differences in role of 1individual in a small
informal ocroup versus rcle of in3dividual in larger
soclety

+ difficulties of a person cf cclor in hidinc
identities in coantract to white ethnics who could
pass for member of another group or blené in larcer
society

+ discrimination acainst persons of cclor
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ethnocentrism

impact of relocating into a different cultural
environment

influence of family violence in childhood
socialization

influence of formal education in childhood
socialization

influence of larger social systems on childhood
socialization

influence of religious traditions and beliefs in
childhood socialization

interracial marriace
middle class values

professional social work identify versus ethnic
identity

prejudice and issue of centrification

3. White ethnic students in groups with one person of

color.

The topics discussed by these students included:

tlack experiences in a white society
class versus culture issues

cultural stereotyping

ethnocentrism

Influence of formal education as a sccializing
influence

the holeczaust and its impact on childhced
experiences and the Jewish identity

interracial marriace
issues related to women

reliqious values, helliefs, and tradition in
relation i3dentity formation and socializaticn
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4. Fhite eothnic students whose locs reflected the
absence of persons of color in their 2iscussion groups.
Subiects reported to be discussed by members in these

qroups were:

+ animosity of black community toward Jews
+ class versus cultural differences
+ the father as a transmitter of culture

+ holocaust and its effect on formaticon of ethnic
identity

4+ how racism manifest itself in mixed neighborhood
+ mealtime rituals: cultural differences
+ music: cultural differences

+ parent/child communication and socialization within
the family unit

+ prefudice

+ reliqous values, beliefs, and cultural traditions
as an imoortant socializing influence

+ self esteen
+ values: sources and differences

+ issues pertaining tc women

Trere are saveral points noticeable about the rance
of torpics discussed by various groupse. One 1is the
relative absense of discussion of racial 1issues by the
white ethnic homoaeneous qroups comparei with the aroups
in which there was at least one person of color. W“hen

issues of race were discussed ty horogenecus oroups it
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appeared from the reporting in the 1lcags to be done 1in a
more atstract, distant manner as opposed tc an interactive
ranner. For example, a topic discussel by a homogeneous
white ethnic aqroup concerned tensions between Blacks and
Jews in New York City. The discussion evolved from the
perspective of each group asember who interpreted this
vhenomenon. The viewpoints included those of a white non-
Jewish member, members who 1identified themselves as
culturally but not relicously Jewish, and religiously
observant Jews, Missing from the discussion was the

perspective of anyone from the Elack community.

Similarly, in a discussion by a white ethnic
homoaeneous aroup on livinag in racially ni xed
neiachborhoods, the Jiscussion centering on members®
reactions to this experience and to what they perceived to
be the experience of minority grcup members 1in the
neiahborhocd,. Rgain, there was no member of a minority

qroup to reflect his or her experience back to the group.

Also noticeable in the review of content of the loas
cf resvondents who participated in white homocaeneous
aroups was that more tonics related to issues other than
racial or ethnic mincrity concerns. This would =eem to be
consistent since the topics for discussion in 1larce part
flowed £rom members sharing of their relevant

sccialization exreriences.
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The tooics in white ethnic homogeneous groups
appeared to be of a more 1inrersonal nature and perhars
less threatening than those of other groups. For example,
cifferences in food, music, death rites were discussed in
considerable detail in these aroups, as opposed to such
tooics as cultural bias, stereotyping, economic ané social
problems experienced by minority culture verscns which

were more prevalent irn mixed groups.

In summary, the qreatest variation of reporteéd
content appears to be between those 1lcgs written by
persons of color and those written by participants in
homogeneously white ethnic groupse. There are also
differences between loags of participants in ethnically and
racially mixed groups and those of participants in

homogeneously white groups.

sSources of Dlscussion Tapigcs:

In most cases the sources fcr the discussion topic
reported in the 1loo appears to flow from an individual'’s
sharina of socialization experlences. The cultural and/cr
religicus identification of the ma jority of the
participants? Judaism and the coinciding of the
cocmmencement of group meetinas with the important Jewish
celebraticn 6? Rosh Hashanna and Yom Kipour seemed to
contritute to the discussicn of reliaion 1in value and

attitude development, There were other indications that
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external events crompted the {ntroduction of a discussion

toonic.

Finally, since the groups fregquently met immediately
after class, the content of the day's class or group
presentation appeared to have been a source of topics for

continued discussion.

Analysis of Loas: Processes and lpdicators of Helpfulness

Processes refers to the kind and guality of
interactions that occurred amona small aroup discussion
participants. The focus of this analysis 1s on those
interactions which related to cross-cultural
communication. As in the previcus section, the logs were

qrouoed for analytical purposes.

1. Persons of Color. OJf the eight persons of color whose
logs were analyzed, three had met in aroups that had mcre
than one person of color and five had met in gqgroups irn
which they were the only person of color. All students in
this cateqory reported discussions pertaining to ethnic
minority issues. The 1lcqgs of six of these reflected G
centrality of discussicn of those issues. Seven students
reported that groups experienced difficulty in discussing
issues relatina to racial bias and discrimination. Six cf
the eicht students indicated they felt some deqaree of

discomfort in being placed, in many cas2s by default, in
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the role of spokesperson for a particular ethnic minority
aroup . Four operscns reported that they felt that
discussions of ethnic minority issues in their groups were
superficial and dealt with externals. The loaes of two
students were reoorted 4in an objective detached manner

that gave no clues as to the writers reactions cr

feelings.

There are several possible explanations for the
éiscomfort experienced by these persons of color. One 1is
that one of the underlying assumptions of the course is
that majority culture students need to be sensitized both
to cross-cultural 1issues and the 1impact of personal and
insititutional racism. The analogous assumption
underlying the course for persons of cclor 1s not as
clear. Thus, persons of color in small aroups tended to
discuss issues in terms of minority/majority 1issues.
There was one instance described in the 1og 1in which the
person of color expressed surprise that another ethnic
mirority nperson had been socialized to be biased and

discrimrinate acainst members of the rerorter's ethnic

ardoube.

A second explanation is that in achievina the goal of
a course of this type, interactions between majority and
minority culture students have the pctential to be a very

constructive 1learnina axperience espz2cially for the
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majority cuvlture students. This places the rersons of
color in a double bind. If they, 1in their srall aroup
discussions, did not accept the role of an interpreter of
their culture to the majority culture group, they were
sometimes rerceived as resistant or withdrawn. If they
did share thelr experiences, rarticularly at the feeling
level, they were perceived as defensive or agqgressive and
their shared experiences were often viewed by the majority
culture students as ideosyncratic. This discomfort and
ambivalence of persons of color to assume the role of
interpreter of their ethnic background to majority culture

students is exemplified 1in the following excerpts from

students®' loas.*

I felt the weight of beina a spokesperson,
feeling the need to explain to myself and nmy
culture to others. I aconized over having to
explain because in some ways I felt apart and
different from others in the group ... (persons
from my culture) eeee have exverienced nuch
discrimination and prejudice. This sence of
history in me brouaght out feelinas of mistrust.
At times I closed up or tried to fade from the
woodwork unconsciocuslye. Other times 1 was
defensive. Meanwhile, people in the aroup souaght
mv participation and would feel upset when they
thought they hagd sail something wrcny to ne.

I (a person of color) iZdentified myself as a
middle class person. The respcnse 2f two members
of the group to my middle class status was that of
1istelief and surprise.ee. As the Qroup
progressed, I found myself defendina my middle
class status Lecaus2 some members felt that this
was in a sense turning acainst the masses of poor

% Because extensive efforts have teen male to preserve the
ancnymity of resoondents, it is impossible to acknowledce
the inéividual contritutions of students.
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persons of my ethnic group, and they wondered if I
haé any conflicts about 1it,. The underlyina
assumption was that beina (a operson of color)
peant beinqg odor.

I quess I am always surprised by how 1little

(majority culture) people really know about reople

of color and their cultures, customs, history,
etc. and I found myself growirg Just a little
tired of havinag to 40 the 'educating' regarding my
ethnic qgroup.

I also realized that there was a 1ot of tokenism
involved as far as includinc certain aroups éuring
discussions. I wondered 1if the group members
would ever mention my ethnic aoroup as much as they
4id in the course if I had not been there...

Most of the 103 reflections fccused on majority
culture/minority culture communication. In at least one
instance, however, there appeared to be some effort to
deal with cultural misunderstandinas among differina

qroups of persons of color.

*] was a little annoyed when this (person of color) asked
me (a person of color) a aquestion based on a stereotype of

ny ethnic aroup.s.”

Persons of c¢olor, 1in summary, rlayed critical roles
in the discussicn aqroups both in enabling issues related
to racial bias and discrimination tc be brought up fcr
discussion, ané in sensitizina other group members, both
throuah a sharina of experiences and throuch
confrontational exchanaes. Those persons 9of c¢color whe
chose not to actively engace 1in interpreting their ethnic

experilences to members of their discussion arours seem to
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have heen instrumental, by their presence, 1in stimulatinag

the nroup to explore ethnic minority issues.

2. Uhite ethnic students in mixed discussion sroups
- more than one person 2f color. Cf eleven logs analyzed
under this gqroupina, eight reflected a central role played
by persons of color within discussion aroups. Three lcgs
indicated that the persons of color had 2 more passive and

less central role in qgroup discussiconse.

Students whose logs reflected the central role played
by ethnic minroity students in their qroups also noted the
difficulty qrouns experienced in discussing issues of
racial bias and discrimination.

(Group members) still expressing considerable
discomfort in a racially mixed group talking about
race,

(The aroup experience) ...taught me not tc take
for granted that just because people were in touch
with their feelings that they were open to and
ready for criticism from others. It remincded me
to be sensitive to these 1issues, and not to take
focr agranted that Just because w2 are soclal
workers that we can discuss anything.

In some gqroups, this ceonflict 123 to some type of
resolution and expressed 1learning - although at times the

process was descrited as painful:s

ese] have been forced to confront in myself the
fact that I have not been as oren and accepting
of others as I had immagined.

as open-minded and ncnjudgmental as we like
to think we were, this 3iscussion proved that we
had in fact 1internalized thcse (abcut persons
frcm other qroups) early lessons. We chipped
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away at each others' sophisticated
intellectualization and exposed the central core
cf fear and anger within all of us. It was only
by exposing our fear, anger, and jealousies that
we were able to meet each other eye to eye...

Students in aroups that achieved what they perceived
as a hioh 1level of communication reported a level of
trust and openness had developed among jroup members.

see What I really appreciate ahout this
arcup is the openness with which everyone seems
tc respond to each other. Rlthough stereotypes
still exist within the consciocusness of group
members, we've all been ratient with each
othere.e.

It seems to me that an important first step
toward unlearning fear and towards narrowing
distance between us all, is to have the kind of
open interchange which our aroup engaged in...

Some of the aroups did not develop to this degree cf
openness. In these cases, it seemed to be expressed in
one of two wayse. Some students spcke of their gfoup's
inability to establish a framework in which serious
éiscussion could take place. In other 3escriptions, when
confrontations between majority and minority culture
viewpoints, aroup members scmetimes became anary and
defensive and were not always able to work throcuah these
feelinas within the qroup.

Despite (or more 1likely because of) the
wealth of personal exgrerience our garoup members
had had with the issues we were to discuss, they
seemed to avoid at all costs almost any
references to how their own attitudes had teen
shaped by this... I was becomina angry at our
aroup's Jdeflection of anything rerscnal into the

reailm of the aaneral and rpolemic almost
imrediately...
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T feel that the qroup was teina naive about
the 'proqress® we were making; +..1 believe that
it is great that we are engagina in a dialoque
with one another, but we are npmeraly scratching
the surface....unless we are consciocus of this
and truly commit ourselves to delve deeper, ve
are only fooling ourselves abcut the miraculous
gains we are supposedly making...

It has become evident to me that our group
is becoming increasinaly more resistant to issues
of race...When discussions center around our
class differences the anxiety level decreases;
when wve talk about other races and our
preconceptions about them, walls and fences qget
erected,

In two of the 1logs, the anqgry aggressive, or
confrontive behavior (as perceived by the majority
culture writers) of the person of color was interpreted
in terms of personality differences. One student
reported being more responsive to the ideas and
expression of one of the persons of color in a group
because this person had a sense of humor and conveyed an
attitude of ob2nness. This seems to suggest that
differences in style of ccmmunication may be an important

factor in achievina cross-cultural awara2ness.

khite ethbnic students indicated awarenecss of the
dile~mmas persons of color faced in discussion groups.
I sense in this qgroup that the minority
merbers will have the responsibility of defendina

their cultural grcups in discussions e

(commentinad on reaction of person of color
student) oe one thina she 2id resent - reople
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exrecting her to be representative of her
community ...She found when there has been
mention of (her cultural aroup) 1in other classes
she senses that everyone is 1looking at her,
waiting for a statement.

Two students reported that their experience in group
discussions had been generally negative. They attributed

this to the qroup's inability to establish cohesion and

opennesse.

The rest of the students in this category reported
overall reactions to participation in the group
discussions ranaing from moderately po%itive with

reservation to very positive.
The type of exveriential learning reflected in these

loas is best exemplified by the followina log excerpt:

(a student)...brought into my awvareness more
fully how educational and career opportunities
are not equal for (persons of color) even today.
Nor is the minority middle class comparable to
the white wmidile class. My smugness was taken
away when I realized how true it is the blacks
can not 1live where they choose to, whereas I
enjoy all these freedoms and experience them as
natural ... From our group discussions I was able
to feel this (cognitive knowledae) on a gut level
and therefore it has made a strong impression
Uron Meseee

3. Hhite ethnic students {n mixed discussjon aroups

with ope cerson of c¢clor. The experiences reported by

1]

these students were similar with several exceptions to
those revorted by white ethnic perscns 1in arcups with

more than one person of color. Of the thirteen students
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in this qroup, the lcas of seven reflected a pivital role
played by the person of color in fecusing arcuo
discussion on racial and discrimination issues whereas in

six of the logs the person of color was less central.

Ten respondents reported moderately gositive to very
positive experiences in their oaroup discussion. Two
students reported that they were moderately dissatisfied
with their qroups vprimarily because c¢f the aroup's
refusal to discuss racial issvues.

(On reluctance of qroup to discuss racial
issues.) Ve beqgan to articulate scme of this
resistance: the difficulty of 1identifying and
admitting such facors teing present 4in our
upbrinainags the fear, if when admitted, we will
be thought of as still incorporating such
feelinas; and the reactions of such admissions on
black peers.

Topics vnot directly related to majority/minority
culture issues occupied more space 1in these 1logs in
comparison with those of white students in groups with
more than one person of color. These subjects included
reliqion, class, and aspects of socialization. Thus,
havina one person of c¢2lcer in a discussicn gqroup made an
impact in terms of discussion issases of race and

dicrimination, but not to the extent that it d4id in

aroups where there wer2 more than one psrson of color.

4. Hhite ethnic students in croups with no perscns

of color. Seven of the logs, representina 17.9% of logs
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analvzed and 10.8% of the study sample (N=65) were
written by students who participated in homogenecus white
ethnic qroups. In these seven loas, there was no report
of discussion of 1issues relating to ethnic minority
concerns. Four respondants felt that their group
experience had been neqétive. The reasons they gave
were: a) personality clashes b) resentment about
participating in the assignment, and c¢) lack of
involvement of members in completina reguirements for the

assignment.

Students wvho expressed positive experiences in
aroups attributed it to the openness of oaroup members.
The enhancement of self-identification from aroup
‘participation was identified as a significant outcome of
the group obrocess. While students f21lt they grew 1in
apprecjation of cultural differences of other groups
members, they dwelt more in their loes on issues of self-

awarenesse.

*Thinking it over, weiaghing it all out, I feel I
learned more about wnvself than atout others in my qréup.
I came away with a better urderstandinc of my
identification with beina Jewish both from the readings

and from points people brcucht up in the arcup."

Interestingly, positive feelings toward

participation in the group were attributed to the sharinag
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that toock place but also from a lack of conflict. As one

rerson who enjoyed participating in a aroup noted:

Y,eel think there was 1little or no hostility that
develcped within any of the sessions. Perhaps since
there wveren't other people with different key
identifications, other than being Jewish that people
were't forced to confront theilr racist thouchts or

feelinaseso"

Ferhaps this in 1tself is a cultural expression of
an attitude that in interpersonal interaction, there

should not be confrontation or conflict.

Students whd were in homoaenecus majority culture
qroups, in summary, d3did report learning experientially.
The small sample suggests that there was more disharmony
within groups, less commitment to take discussion groups

seriously, and more focus on self-identity issues.

General Comments of Group Processes

The final part of this section on student 1locs
discusses external factors and arcup precess factors
which were identified 1in 1logs as affecting qroup

functioninag.

1. External Factors: Location and time appeared to

be two imrortant issues referred to in a number of loos.
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Recarding 1location, all secticns fcr the ccurse met
during a time period expendina from 11 am to 1 pm on
Tuesdays. When the discussion qroup assignments began,
many of the gqgroups decided to meet immediately after
class on the school 1lunch room and combine discussion
with lunch. The lunch room provided an atmosphere cf
informality. As group discussions became more serious
(usually this occurred during the second or third
session), the lunch room became a less arppropriate
place. Students reported spendina a areat deal of tirne
in trying to find a place more conducive to informal,
serious discussions, or of trying unsuccessfully to carry
on the discussions in the 1lunchroom. Students were nct
able to find alternative places to meet. Several groups
met in the school garden. One group tried a rcom in the
library: other stulents met in private homes or
apartments. The importance of finding a suitable meetina

place is exoressed in this excerpt:

¥YThe atmosphere is very 1liaht. The major focus cf
discussion has been largely factual....The meetings have
taken rlace in the cafeteria over 1lunch and it is my
feelinag that there seeas to be scmething lackina. No cne
has really seemed to open up emotional aspects of their

-

lives.”
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Time for aroup meetings was a problem mentioned by

loa respondents. There are several facets to this
concern expressed by students. One was the schedule of
the One Year Resident (JYR) students who were only at the
School of Social Work on Tuesdays. Many of these
students were takina three classes each of which met for
two hours. Scme of these students expressed resentment

that the group assignment detracted from scarce free

time.

A more subtle complaint regarding time was reflected
in several student comments about Yhaving to spend tinme
as a gqroup outside of class." Other difficulties
included finding a common time to plan qroup

presentations.

Another aspect of time was duration of nmeetinas.
Many considered five one hour sessions too few to engace

in the required indepth discussion.

*Perhaps people 3Jon't want to or perhaps it takes
members a longer period of time tc (share feelinas).
Five nmeetinas did not appear to be enouch time for our

aroup to open themselves up emotionally.™

A few students reported that their groups had
telescoped their time {into longer periods that met less

often, but this was noted as unsatisfactory.
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*T enjoyed the aroup meetings but felt I would have
liked to meet on a reqular basis in ordar to establish an
intimacy which may have allowed for more personal
feelinas to be expressed.* (Group had met less often for

lonaer periods.)

2. Group Process Factors. Several group process

issues centering around group formation, contracting,
appropriate self-disclosure, leadership, and the

establishment of norms were identified in students loas.

Students were randomly assigned to discussion groups
at the beginning of the course, to have them interact
with people they déid not xnow well and hence, about whom
they might have preconceptions. This was not always
satisfactory. Eecause of the small numbers of persons of
color in each class section, some groups had far less
hetercqgeneity that was desired. Several students,
however, commented on what they perceived as beneficial

aspects of randcmization of group assianment.

"We all agreed that we were qglad we were thrown into
this situation (small group discussion) since in the past
we've wanted to talk to people of different ethnic and
racial backgrounds, but wpuld not want it to appear
forced or unraturale...”

Feqgardina usefulness of randomly assigned groups:

"increased my sense of risk irn being open to group, but
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it also forced me to think about the socializina
influences in my tackarounrd carefully enouah to
communicate them ¢to psople who do not already KNnowees:
and also, “The relative absence of preexistino lines of
comrunication and alliances bulit upcon shared experiences
(made) the diversity in our cultural and ethnic

backarouds more gquickly underscored.”

A number of persons rerorted that their aroups
experienced a qreat deal of difficulty in getting
started. This was attributed to lack of clarity and
understanding the purpose of the assignment. Cne result
of confusion as to purposes and qoals of the group
discussion assignment was that students from several
aroups reported what they perceived as inappropriate or
premature discussion of intimate personal histories early

in the group process.

¥YThere was an astounding amount of sensitive
material revealed and we discussed confidentiality. In a
later session, several reople said that they felt

awkward, embarrassed and pressured to make reciprccal

revelations.v

This aopears to dAiffer from the pattern typically
found in aqroups where after a deeo perscnal sharina by
members, there follows a period of withdrawal to assess

what had haopened. In the excerpt above, the intimate
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material was shared during the first session before grcup
members had the opportunity to know one another and
refore the group was able to establish norms for
appropriate self -disclosure. Members of this group did
not recover from the premature sharing of personal
experience, according to the student teporting. ard a
level cof trust was never estatlished. Discussion after

the first session was aquarded anc remained superficial.

In contrast, other students reported that their
aroups dealt with issues of self-disclosure and
confidentiality in the first session. Members of at
least one qroup explicitly contracted around group
exoectations and norms for sharinq of sensitive

information.

Several students felt that more structured groups

would have been beneficial.

*In aeneral, I think the concept of forring small
aroups to exchanqe experiences of culture and class is a
gocd one, however ....{(it) may be more effective if the

arcups are more structured.”

*The bottcm line is that the arcup needs tc contract
arcund why we are even in this oroup tocether, The
criainal coals, except to dc a aroup project, were really

never specified.”
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R second factor identified in the logs as affectina
aroup processes dealt with the level of commitment of
members to the assignment. Were group members goina
throuah the motions of the grcup assianment 4in order to
fulfill course requirements or did they decide to
actively engage in the group? There were variation amona
individuals and these Jecisions impacted upon the aroup.
In some cases, aroup members discussed this and agreed to

hbecome actively involved in the assionment.

YUe eventually decided it was meaningful and that we

shouldn®t qust *qget it over with*,"

In other instances, the refusal of scme to become
enqaqed prevented the groups as a whole from working

effectively.

*I had rearets that the arour expressed resentment
about the project because it seems tc have had a negative

effect on the feelinags of rewarding experience..."

Rnother student said,

On the whole, the arocup discussions did not
prcduce the intended results. My participation
in the group in no way 1let to2 my aqreater
understanding of myself as a cultural persone.
Nor di2 it help me develop more awareness ahout
persons from cultural backoroundss other than my
own, exceot for sore marainal pleces of
information....Basically, there were a fow
prcblems impedinag the group interactions. There
seemed to be a lack of interest among some
members of the aroup. People aot toaether not
that much for 1learning about pedple of other
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cultural backqgrounds but fcr fulfillirge the
course requirenents....Although the nature cf the
assianment was qood, the atmosphrer for learning
seemed to be missing....Mcst of the convercstions
tended to be superficial in nature, focusing on
some trivial matters without much analysis of
past experience...

Personality conflicts impacted upon group processes
particularly where conflicts were not dealt with in the
aroup contexte. In some student records majority culture
students attributed 2ifficulties 1in communicating with
ethnic minority students to personality clashes when it
appeared to be more a difference in style of
communication that the majority culture person was unable

to accept.

In summary, critical factors 1in facilitating group
discussion process as 1dentified in student loas were
appropriate meeting place, adequate time, commitment of
aroup members to engage in serious discussicn, clarity of
purpose of assianment, implicit of explicit contracting
around expectations and norms, understandinq of
differences in styles 5f communicaticn, and the groups
abilityv to establish a level of trust. This section ends
with a spectrum of student reactions to participation in
discussion qgroups.

*About the only thing we acree on was that the aroup
experience had been an unpleasant ore, and that wve were

all anary and frustrated with each other..."
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YNone of us apteared to have any remorse abocut this

qroup ending."

*It seemed to me that what hazppen2d in our group is
exactly what happens every day to people as they confront
these {issues. We all responded in characteristic
personal ways, based upon our individual subjective
experiences, to a situation that made us uncorfortable,
anary, upset, and which raised a lot of intense, very

painful emotions."

*l was very impressed and pleased with this group
experience. There was a great deal of 1intelliagence,
diversity, sensitivity, and cooperation from everyone.
It is a real pleasure to work with other pecple in a

common effort as oponosed to competing against them.%

*] was sorry to see the nmeetings come to an endeese
the meetinas helped me to become aw2are of different

ethnic gqroups and their values.®™

"My aqroup project has been a arowinc experience for
me. T have been enliacht2ned in several ways about
traditions practiced@ by peoprle who are different from

me."
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Learning Qutcomes in Eelation to Ethnic Identity and

s
Ethnic Composition of Discussion Groups

In extrapolatina from data described in the previous
sections on explicit 1learning outcores identified in
student logs, it is interestina to examine this data with
respect to the ethnic identity of respcndents and the
ethnic composition of the grourps in which they
participated. (Table 6) Two factors are noteworthy.

OCne is that a relatively hiah percentage of persons cf

color did not identify any explicit learninc outcomes.

Cf eight respondents in this cateaory, three (27.5%)
did not identify any explicit learning outcores. The
cther factor is the number of explicit 1learning
statements per individual student is much lower for both
persons of color (1.3%) and fcr white ethnic persons who
participated in discussion aoroups in which there were no
persons of color (1.€%) than for white ethnic persons who
participated in ethnically/racially mixed arourps. This
mav suqgoest that persons of color perhaps assumed or were
é2signated roles of interpréters cf their cultural/ethnic
aroup ana sensitizers of the gqroup rather than that of
learners. It also suaqgests that perhaps ethnically/
culturally mixed croups provide more stimulatine learning

environments for white ethnic rersons than do homogeneous

aroups.
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Table 6: Student loas: Explicit Learnina statements bty ethnic identity and |
ethnic aroup composition. |
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Number of lcas analyzed = 39 |

Number of explicit learning statements = 72 |

|
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Learning Staterent Group A Group B Croup C * ot |

by Cateqory (N=8) (h=24) (N=7) % of State- |
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Class Presentatjons

Class presentations were the culmination of the
small aroup discussion experiences. In this section, the
nature of the assiqgnment and i{ssues relatinag to the
collection of data are discussed. A synopsis of each
presentation by class section is next presented. Each
synopsis contains an analysis of the group presentation
and class discussicn which has the following elements:
brief description of ¢type of presentation, themes of
discussibn, role of instructor, and comments on tone of
discussion 1i.e., whether it was 1light or serious in
nature, whether cognitive or affective or mixtures of

both of these types of learning occurred.

Ihe Agsiarppent.

Students in the 4d1iscussion groups were aiven the

following directions for the croup presentation:

"DPrepare a aroup presentation for the class of the
outcomes of vour discussion. The presentation must
recresent the collective efforts of the arougp.
Innovative and creative presentation are encouraged,
Group presentations will beaqin sometime in early

November.¥

The focus c¢f class presentations, then, was to be c¢n

themes an? learning outcores of the small gqroup
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discucssion exverience. In two of the class sections,
qroups were allotted an entire class period for the
presentation. In the third section each group was given
on hour or half of the class period, but time was
extended when needed. Each section had five

presentations.

Data Collection Issues

The entire population of students enrolled in three
sections of the course were involved 1in the group
presentations. This is approximately twenty-five percent
more than the study sample of sixty-five students, and
should be kept in mind when comparing this data with data

from other sections of the revort.

Since all sections met at the same time, group

reports were tape recorded for later analysis. Two
difficulties were encountered in taping group
presentations: technical problenms, and some student

resistance to tape recording.

Mechanical failure of equipment on one occasion
prevented tapning of 3 session. Student vcolunteers,
recruited from class sections, sometines forgct to turn
on the tave recorder or to flip the tape over for the
seconé half of the class pericd. The recordings picked

up not only voices but also the hum of the classroom
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ventilation system. The hum combined with soft voices on
several tanes diminished qgreatly the guality of the

recordinas.

The taping of presentations was a feature of the
project presented at the initial meeting with students.
Instructors in each section reminded students tefore the
first qroup report that sessions woull be taped. The
doctoral student °*met with each group befcre their

presentations to secure the ccnsent for tapina.

Several qroups in one section declined to be taped
recorded. The reasons they gave vwvere sensitivity of
material presented and issues of confidentiality. In
discussion with students later in the ccurse, a third
more subtle reason emegered which related to resistance
to the assignment on the part of some students, and a
focus on the taoina as an expression of this resistance.
for the three reports that were requested nrot to be

taned, observational notes were taken.,

Clags Presentagions: 3Section One

Eirst Group: This aroup was composed of six white
ethnic women who described themselves as middle classe.
They chose to make a panel presentation on various
women's issues. Those included the impact of the women's

movement on issues affectinag women's boldies, specifically
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reoroduction, some fears women experience, employment
problems, health issues, and the impact of the media on
shapina societal images about wemen. This last
presentation used audio-visual effects; the other
reports were orally presented in a more formal way.

During the course of making their reports, members
of the group described how they came together as a group.
They 1initially identified themselves as middle class
women. After some initial sharing of socialization
experiences durina the first meetina, members described
feelings of resentment in doing an assignment of this
type and also sorme fear of sharina feelings. At the
third meeting, members as a aroup were able to process
their feelings and establish a fccus for discussion.
They recounted developrents within the group which led to
a bond forming amona them. These included establishing a
level of trust and atmosphere of openness. They reported
that they nmnmet more freguently than the assionment
reqguired and felt that they had tecome a supprort aroup

for ore another.

There were guestions and comments durina the
nresentation particularly relating to issues raised with
regard to abortion. The presentations tock up the entire
class reriod. No time was 1left for aqeneral ccmments or
discussion. Due to the length of the presentations, the

instructor 1limited his role to occasionally addina
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clarifyina statements and at the end inteagratino material
precsented with orevious concepts that had been presented

during class.

The tone of the class was thouohtful and serious.
The presentations were primarily cognitive in
orientation. There was, however, scme sharing of
experiences both by group members (e.a. in describing the
processes bv which they formed as a croug.) and the rest

of the class.

Second Group: This qroup presented a skit on the
theme of stereotyping of people on the basis of race,
class, and/or sex. The discussion after the presentation
developed the theme of sterectypina and, specifically,
the concerns of minority students in the school of social
worke. The 1instructor played a major role in
conceptualizing issues and experiences students raised
referring to previous lectures and written materials in
the bibliocgqraphy. For example, ¢the subtleties of racism
in orcanizational settings were discussed. Students
commented on the degree of comfortabhleness they felt in
sharina deeply held beliefs. The instructors discussed
levels of commitanent needed to address racism and pointed
out that awareness was not enouch and that active
involvement fiaghting racism must occur at personal and

institutional 1levels. It was a @00l example drawing
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students on an affective continum of 1learning from

passive awareness to a more active value commitment.

The tone of the discussion, 1like the previous group
report, reflected humor, openness, and serious
discussion. Comments and expressions of feelings
appeared to be directed towards {issues rather than

interpersonal exchanges.

Croup Three: Not recorded due to defective

machinery.

¢croup Four: A skit was presented by this qroup
portraying a handful of persons differing in race, sex,
and ethnicity, who were the 1lone survivors of nuclear
wWare. They were gathered in a park when God appeared to
them as a Jewish woman. Discussion ensued as to what
kind of world the survivors wanted to establish, and what
thinags of the past would they wanted to change.
Discussion topics by presenters and class 1included the
nature and exporessicns of prejudice, racial preiudice and
the gqgentrification of wurbdan areas, and the early
socialization of children into develcping racial biases.
The instructor affirmed and 1leqitirat2d expressions of
feelinas and provided an historical perspective to the
discussion of oreijuidice. Students commented on the
helpfulness of instructor in sharing his personal

experiences.
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Group Fjve: A skit entitled "What's My Lineage?¥
adapted form the concent cf the panel show “What's My
Line?” was presented by this group. Group members were
dressed in costumes reflecting racial, sexual, and class
stereotypes. Through a combination of audience and
"nlanted® questions, the true identities of these
costumed persons were to be identified. The process took
over an hour. It generated a areat deal of humorous

response and class onarticipation.

Approximately one half hour remained for discussion
after the presentation that had in designed questions
that separated true psychological or factual differences
from differences based on erroneous perceptions. This
was especially true when discussing majority/minority
cultural racial issues. Class memkers cave examples of
stereotypical responses they had received based on their

skin color, sex, age, and ethnicity.

One qroup member observed that in preparing
aquestions, members had neglected their own perceptions
and projections arni1 that this had been a subject of
discussion within their croug. Another group member
explained that while the game was obvicusly enjoyable,
the purpose was to dev2lop a heightened self-awareness of
stereotypical thinking. It was an attempt, she stated,

to combine “intellectual and emctional learning.v



l2u

The 1instructor reinforced student comments and

cited a need more content of this type in other areas of
the curriculum. There was a areat deal of humor
expressed followed by serious discussion and sharing of

personal experiences related to stereotypina.

summary of Group Cpe Presentations.

The qroup presentations in this section were well
prepared, thouagh-provoking and creativs. It wes evident
that a good rapport and sense of openness had developed
amona students and between students and the instructor.
Discussion, gquestions and sharina of experiences were
directed more toward a particular {issue rather than
dialoque among members. There was little evidence of
conflict or differences of orinion among members. The
instructor played an active role in these classes 1in
several ways: leaitimizing and affirming the sharina of
exveriences, providina a role mecdel for sharing of
personal experience 1in relation to specific topics,
summarizing at the end of a class session, and
inteqrating the particular material that was the focus of
class presentations and discussion into the general

theoretical framework of the class.
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Class Presentations: Section Iwo.

Croup Qne: This arcup presented a drarmatic and
powerful role play of a troubled family. The family
problem centered on a 1long term unemployed father and
derressed working mother. The immediate crisis has been
precipitated by behavioral problems of the older child in
school. To complicate the dynamics, the father is a
Jewish survivor of Nazi concentration camps; his wife is
the daughter of a camp guard. The son resemhles the

mother and is redected by the father.

Discussion after the role play began with a
discussion of aporopriate theraneutic interventions.
Then, after arproximately ten minues of this discussion,
an ethnic minority student suggested that the focus
should be on the family's concrete needs. In the ensuing
discuésion it was observed that had the family been a
minority family, the family tension would be perceived as
normal and the family would not necessarily be a tarcet

for ¥Ytherapeutic"” intervention.,

The cuestion was raised: Hrat 40 ycu think would
te the difference 1if a black family and a Jewish family
with the same presentine problems came to an agency

seeking helos. This led into a discussicn cf prejudice.
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R white student commented that while it is true that
ethnic minority clients froadently get labeled as
maladaptive, middle class persons with problems do not
aet identified and as a result, their problems remain
hidden without treatment. This ccmment resulted 4in a
spirited discussion of priority issues for social work as
a profession: addressina needs of poor and those who
exrerience discrimination or placing these concerns
within a broader framework of fpeople who have problems

which includes middle class persons.

The instructor intervened by framing this 1issue in
conceptual terms. He stressed the importance of
recoanizing feelings may be the same among different
aroup but to Justify feelings we are soclalized to find
reasonse. The task is to understand the differences of
experience not to superimpose our own feelings. He then

shared examples from his own sccialization experiences.

Class participants shared socialization experiences
around racial conflicts within their families.,

The role play was dramatic and effective. The
level of discussion that followed it was thouchtful and
serious. The persons of color in the class shifted
discussion away from <clinical issues raised by the rcle
play by contrastira dynamics discussed in this role play

with a hypothetical discussion similar dynamics in an
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ethnic minocrity fanmily. The {instructor pulled themes
toaether, clarified 1issues, and shared persoral
socialization experiencs as a way of 1llustrating

conceptual ideas.

Group Iwo: This aroup alsc presenteéd a well
performed and dramatic role play. The skit focused on
the difficulties encourntered ty a Puerto Rican male and
Chinese female, each the first in the family tc attend
colleqe, each marryina aacainst parental wishes, when the
woman becomes oreqnant. The woman 1is disowned by her
family and she and her husband are forced by poverty to
move in with his fanmily. Effeéts of employment and
communication difficulties were portraysd. Following the
presentation, the initial questions dzalt with Chinese
and Puerto Rican cultures.

Examples were gqgiven of how early socialization
formed racial attitudes. A student noted that people
tended to first classify themselves an? others on basis

of skin color.

The instructor discussed the interplay of social and

economic fcrces which foster tias and discrimination.

Several students commented that th2 type of learning
experienced in this course should be available Adurirg the
first vear of school. Another student commented that as

a perscn of color, she was assigned to work with her own
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ethnic aroup for field placement. Another student
commented that her field instructor followed a psycho-
analytic model and would not discuss cultural differences

in socialization terms.

The tone of this class was relaxed but serious. The
dvnamic role was a stimulus for class discussion, and
resulted in a probing of attitudes. Students felt
conmfortable in exoressina differences. The 1instructor
mediated conflict and assisted the class in placing the

discussion in a conceptual perspective.

Croup ZThree: Members of this aroup role played
their discussion aroup for their class presentation.
They protrayed the difficulties they had in establishing
goals, and in discussing inter-ethnic issues. Finally,
they portrayed their resoiution of these conflicts. A
lively, emotionally charqed discussion followed which
focused on conflict issues aroup members raised. Much of
the discussion centered on differences of exgectations

between majority culture and minority culture students.

Croup Four: This sessicn was <cimilar in format to
the previcus class pr2sentaticn except that this aroun
kad nct yet resolved their conflicts and presentd tquhis
to the class. The class as a whole beagan tc prccess this
conflict. Individual class meabers reflected back to

other individual mempers their difficulties in
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communicating and understanding. A majority culture
member exoressed resentment that much class tire focused
on ethnic minority issues when there w2re other problems
as well, The problems this person 1identified were
ageism, sexism, and blas acainst the handicapped. In
resoonse, an ethnic minority student expressed anger at
the fallure of majority culture students to understand
the extent of discrimination based uron skin color. The
instructor 1intervened to helpl students analyze the
process takinag place and to aeneralize the discussion to

issues of social work practice.

Croup Five: (not recorded due to technical
problems) This was a presentation by six majority

culture women on issues related to sexism.

2umpary of Class Sectjon Iwc The groups in this

section reflected a proqressiocn in depth of discussion.
The first two class presentations, throuah the use of
well conducted and dramatic role plays, generated the
éiscussion of 1issues related to perceived cultural
Aifferences and intergroup conflict that results frem
these daifferina percepticns. The s=2ccné rcle play,
raiced issues about perceived cultural differences
between two minority qgroups. The thirl and fourth class
presentations, by focusinag on difficulties each group had

incompletina the discussion croup assiynrment, reslulted
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in class discussions related to intercrosup conflict. The
instructor utilized these discussions to synthesize
content content and to assist students in generalizing to
practice principles.

Minority and majority culture students both
contributed to the productivity of class discussions by
insistina that controversial issues be addressed 1in an

honest and forthright manner.

Class Precentatjons: Section IThree

Group Ope: (Requested session not be tape recorded,
but permitted note taking.) This croup ccmposed of white
ethnic students presented two role rplays on the theme of
reliqgion and childhood socialization. In the first role
play, they portrayed their parents’ attitudes towarad
religious values and practices. Their own attitudes
toward reliqion were portrayed in the second 1role play.
After the role vclays, the 1issues raised were discussed
by the entire class. The discussion focused mainly on
cocntrasts between Catholic and Jewish obcervances.
Members of class sh2red some experiences c¢f influences of
parental belief uoon their own, and the impact cf beliefs
on their adult 1lives, A “liberal" and "traditional®
Catholic exchanoed opoinions and feelings about radical
changes that hal taken place within the Catholic Church

during the past two decades. Coanitive comments were
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made on the psycholoay of scocializaticn. The instructor
added comrents at the end of the discussicn relative to
religion, value 3levelopment, and socialization. Most of
the questions and comments during the discussion were

cocnitive in nature.

Croup TIwo: (This group declined to be taped, but
vermitted note taking.) Group Two chose the theme of
music across cultures for their presentation. This group
was also composed of white ethnics. The presentation
followed that of Group One during the second half of the
class session.

Two of the six presenters chose ethnic themes: one
the Italian music of the 1950s ani 1960s and one
reaional folk music from her country of origin. One
presenter used a medley of ©popular songs to portray
stereotypes of women 1in music. The theme of the three
remaining presentations centered on the theme of class
conflicts. In one case, the presenter described herself
as coming from a working class family and had rejected
the family values and 1l2ft home early. Mow, <some years
later, uron reflecting cn this, she identified values

from her family that have remained a part of her.

In another presentation, the stulent described hLis
parents' union activities and v»layed for the class, unicn

sonas he had qgrown up with. The student 3described how
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values expresse? in these songs had shaped his own
outlock. The speaker in the third presentaticn related
to class issues, described gqgrowinae up in an affluent
middle class suburb, She now feels disconnected from the
value system which she had absorbed as a child, and
identifies more with workina class people.

Due to time 1limitations, class discussion was
relatively brief. One student commented that all of the
songs in the presentation on the stereotyping of women

through socna had been written by men.

Instructor commented that many of the soncs The in
the presentations relating to class issues dealt with
political values and beliefs. He stated that he would
not have predicted this from the reading of individual
logs of persons in these qroups. He concluded that the

presentations may w21l have differed from the content of

qroup discussions.

Crour Ihree: Participants in this grouo report
shared socialization experiences in schoolinc. A Black
woman becan with sharina her experiences in attendina
secrecated and intearated schools in the Midwest and
descrited mainly positive exveriences that she had had.
She cited suppcrtive tz2achers and her own family's value
of a aooé¢ education as contributing to this positive

excerience. It was as she oarew older that she becane
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aware that she was different because of her skin color.
The student recounted her experiences in attending a
searegated school for nurses® training. By the time her
own children were in school, she realized that thinas
were different. She f=21t she had tc act much rmore of an
advocate with the chool system to ensure that her
children received guality education. 4t the end of her
presentation, she read the words frcm the Negro National

Anthem as a way of exprassina her feelinas.,

The second presenter of this aroup described growing
up in a white middle class affluent liberal family and
attenting intearated schools in the sﬁburbs. Gradually,
she became conscious of class differences within her
echool. 8% critical incident for her was beina told by a
teacher not to associate with a black schoolfriend
because they were from different social pcsitions. Those
feelinas of being different have persisted, she has had

to conscicusly deal with thenm.

An Asian student next described the experiences of
teing an immiorant student in America. He referred tc
the tremendous bpsychosloaical oressurss on an Asian
immigrant student to achieve success. fer rkim, this
resulted in what he describded as a “Mickey Mouse
Syndrome" where he tried to anpear happy and pnlease

everycne., He describel overccming languaae barriers and
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cultural differences. He sroke of recelvira subtle
siaqnals to identify with white persons and not ¢to
associate with Placks and Hisranics. Sradually, he has
able to tecome more critical of American society and

particularly of discriainatory practices.

The stereotyping effects of being misplaced in a
slower learners class in elementary school was the schcol
socialization experience described by the fourth student.
Althouch the placement was eventually corrected, the
student feels that this exprerience had had a maijor
influence on her attitude toward schooling and her desire

to pursue graduate studies.

The last student in this group spoke of her parents
and grandparents havina most of their family killed
during the Holocaust. She then described the impact of
takina a course on social welfare for Holocaust victinms

on her unrderstanding of her faomily.

The rresentations were quite moving. 7They took over
an hour to present, leaving little tine for discussion

since ancther aroup was to present durinc the next class

hour.

Crour Four: (This sessicn was not recorded due to

mechanical failure.)
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Group Fjive: (Students requested that this session

not be recorded, but note takino was permitted.) The
aeneral topic of the group presentation dealt with hcw
racism 1is handled {n the Human Behavior and Policy
courses within the School of Social Work., Students
reported that they had had difficulty 1in discussina
'racism in their small groups. A black student read a
reoort on the historical develcpment of racism and on the
need to focus on ¥Ystrenaths" rather than “weaknesses" in
describing minority groups. Students noted t hat
ianorance, lack o2f trust, fear, and quilt on the part of
minority and majority culture students acivate ecqo
defenses which 1inhibit productive discussion of racial
issuve. BAs a recult, students about to graduate know very
little about differences. The school of social work
rresents a psychoanalvtic framework as adeguate for
working with all populationse. The assumption is that

social workers are free of prejudice.

The aqeneral discussion that followed centered on
oprejudice and avoidance of ciscussion of racial
differences at the school of social wcrk. UDlefiritions of
crejudice and racism were offered bty another presenter.
This student noted that bdoth individual and schcol have a
resnonsitbility in dealina with racism. Fower ani
rretfudice and power and professional social work practice

was the theme of the third presenter. A stucdent
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commented that special courses on Black cr Puerto Rican
1life styles should not have tco be cof fer=4d. Rather, this
material should be intearated in the reqular curriculum.
Also, students should study some aroup other than their
own in order to sensitize ther. The instructor's rcle

was not describel.

sympary of Class Section TIThree. Many rwembers of
this class expressed rTeluctance to have precsentations
tane recorded. All of the aroups in this section
selected individual opresentations arcund a ccmmon theme
as a format for class oresentations. A1l observed and
recorded presentations were cdelivered as reportse. The
presenters in the gqroup that had a theme of music
included tape recorded nmusic. These individual
presentations were in contrast to aroup presentations in
the other two class sections. In these sections, the
majority of aqrouos utilized a unified and mcre
experiential mode such as a skit or role play to convey
the results of their discussions to other members of the
clacss. The role of th2 instructor was similar to that cf
the instructors of the other two class sections: that cf
intearating themes cf presentations ané class discussion

within the overall framework of the course.




137

Attitude Chapge Toward Members of Groups
Qther Than One's Cwn

Feelings of Corfortableness and Predictions of Success

In the precourse and postcourse auestionnaire,
students were presented with a series of four critical
incidents which dealt with their feelings of
comfortableness with persons from differina cultural
aroups in selected situations. The situations involved
choosing a medical doctor in a crisis, bteino assiqgned a
colleae roommate, bringina a friend to a family picnic,
and hirina ing a person for personal child care.

After readina each of these vignettes, students were
asked to rate their feelinqgs of comfortableness on a five
point Likkert scale with recard to the selection of
persons from each of the following groups: Asian
American, Black American, Puerto Rican, and White
American.

Three other variables in this section soucht
precourse and postcourse information on students’
orediction of Jtheir successful interaction 1in three
different sijituations: beina interviswed for a wcrk
position by a member of a cultural, ethnic, racial qroup
other thar one's own; 2) servina a client/consumer
aroup other than ona2's own;g and 3) learnina a second

lanquaqge for wcrk purposese.
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The purposes in askina students in the experinmental
aroup to respond to these critical incidents were:

1. to see if there were any change between

rrecourse and postcourse perceptions;

2. to ascertain i£ the differences between

recourse anld postcourse scores differed from
those of the two contrast grouns; and

3. to determine {if there wer2 differences in

scores, and if so, in which direction were the
changes taking place.

Several steps were taken to organize the data
collected in order to explore these issues. For the the
incidents relatina to feelinas of ccmfortableness, each
respondent’s ratings were summed. The responses with
reqard to her or his own ethnic arcup was subtracted,
leaving a score that represented the rating of
comfortableness in relation to members of arcups other
than one's own. A sinilar prccedure was usecd in summing
resoondents®’ scores in relation to feeling of success in
interacting with members of their cultural c¢roups in
certain situations and predicticn of success ir learnina
a second language.

Iin each of these cases, the sums of indivicdual
scores were standardized by converting them tc Z-scores

{(means of zerco and standard Jdeviations of one).
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Scatterplots were then generated for each cf the two
clusters of scocres - one relatino to attitude chanaes
expressed in feelings of comfortatleness and ore dealina
with attitude changes expressed 1in predictions of
successful interactions. (Avpendix, Ficures 4 throuash 9)
In visually examining the scatterolots of the
precourse and postcourse comparisons for each of the
clusters of variahbles descrited above, those of the
experimental qroup appear to bte more dispersed and hence,
have less of a linear relationship than those of either
of the two contrast groups. To examine this more
precisely, a qoodness of fit test (Pearson'’s r-squared)
which aives the total amount of explained variance, was
applied to each of the scatterplots to test the strength
of association between precourse and postcourse measures
of the variables. If there were perfect 1linear
associations, r-squared would equal one and it could be
sajid that the scores of the precourse test for the
variable would de a perfect predictor of the score of the
postcourse measurese. If the r-squared were equal to
zero, it would indicate that there would be no linear
assoicaticn between rprecourse and odstcourse scores.
“hen the scatterplots of the experimental aroups are
compared with those of the twc contrast groups, it is
evijent that the strength of association is sicnificantly

weaker for this focrmer agroupn.
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In reviewinc scatterplots of the variables of
precourse and rostcourse attitudes or feelines of
comfortableness with members of cultural groups other
than one's own, the r-squared = .623 for the contrast
aroup of non-social work students which sugocests a strong
level of linear association. For the ccntrast group of
social work students, the dearee of linear association is
weaker (r-squared = .539). Sianificantly lower, however,
is the 1level of association between precourse and
postcourse scores for the experimental group (r-squared =
«219) . This indicates that a significant amount of
chance occurred between the precourse and rostcourse
measures of this variable for the experimental aroupe.
The small sizes of the two contrast groups cast a dark
shadow on the meaninafulness of these results.

Similar results vere found 4in applying the goodness
cf fit statistic for the «cluster variable of scores
reflectinag attitudes or feelinqs of success in response
to selected critical incidents. For the contrast grcup
of non-social work students, r-squared = L4822 on the
édifference between precourse and postccurse measures;
for the contrast aroup 9f social work students, r-squared
=  J€E06, This statistic arplied to the experimental
orcup, however, vyvielded a r-squared = .153 or a nearly
complete ahsence of linear acssociation between precourse

and postccurse measures.
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It should be emphasized that these measures refer to
predictive capabilities not causal associationrs. The
findinas suqgaest that further statistical analyses of
these variables and further research in this area may be
teneficial.

In analyzing the direction of attitude change, each
scatterplot was divided in quadrants based on lines drawn
on the horizontal and vertical axes. Those scores in the
ucper richt hand and lower 1left hand quadrants reflect
strong or predictive levels of linear asscciation between
precourse and postcourse measures. Thus, the urpper right
hand quadrant reflects hiah scores on precourse and
postcourse measures; the 1lcwer left hand quadrant
reflects low precourse and postcourse scores. For both
of those groups there is relatively little chance. What
is of 1interest is the lower richt hand and upper left
hand quadrants. The former indicates relatively hich
scores on precourse measures and lower scores on
postcourse measures irdicating a chang2 in the negative
direction. The 1latter indicates chanace in a positive
direction, 4i.e., movement frcm 1lower pfécourse measure
scores to higher peostcourse measure scores.

Scatterplots in the experimental groun stowed that
costcourse measures shifted in both nositive and negafive
‘diredtions. There is less of 2 trerd 2f this cccurrence
in the contrast arcups even after taking into account the

smaller number ¢f students in these samples. Acain
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cautioq is used in that causal factors are not rredicated
of these results.

It wculd be desirable to be able to 1identify a set
of characteristics which ccrrelated highly with
attitudinal chanage. Accordingly a new variable was
constructed consistina of two values: those resoonses
which indicated 4in a positive directicn, and those
respronses which reflected no chance or change 1in a
necative direction. This new variable was then cross
tabtulated with selected other variables to determine
whether there were any measures of significant
association. These study variables were: age, sex,
ethnicity, MSW sprecialization, student status, and class
section. If any of these cross tabulations had produced
a measure of association, then a t-test would have been
performed to measure the sianificance of the association.

None of the cross tavbulartions produced results
which indicated a sianificance of association. One
explanation for this 1is that the chanae represents a
complex of phenomena not linearly attributaltble to a
sinagle variable. Furthermore, the meaninag of change is
complicated by the fact that some students dJdid not
differentiate on scores oh the precourse measures (for
example, thev gave the hichest ranking for each ethnic
aroup for each critical incident). In some of these

cases change in a neqgative direction occurred, but this
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could represent a sensitization of students and could be
viewed as a positive outcome. The results are consistent
with research findings discussed earlier (Brislin, 1980)
which sugqgested that intergroup contact may result for
some people a shift to more negative attitudes as well as
more positive attitudes. Further analysis of these
findings is suaqaested to investigate the reasons for the
dispersion of scores and to account of the chanaes of
direction of scores between precourse and rpostcourse

measures.

Students in the experimental aroups were asked four
questions on the post-course questiocnnaire which related
to their perceptions of developing and/or reinforcinga
existing cultural self-awareness and cultural sensitivity
toward groups other than their own. There were slightly
higher affirmative responses to gquestions dealing with

self-awareness, (cf. Table 7.)

Thirty-eicht students (£P.5%) stated that they
perceived their participation in the course resulting in
changing in a significant way their thoughts and feelings
aboué themselves as culturally influenced persons.
Twenty-seven students (41.5%) felt that this 4i@ not

haoecen to them. Fortv-three students (€6.2%) rerceived
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Table 7: Student perceived affective learning.

v B
| |
| |
| |
5 ~— T 1
| | { |
| ftudent Perception | Numter | Percent |
| | | |
I +- + 1
I | | |
| 1. New awareness of self as | | {
| culturally influenced person | | |
| a. Yes ] 38 ] 58.5 }
| b. No I 27 | 41.5 |
| | i |
{ 2. Reinforced existing awareness | ! |
| of self as culturally | | |
} influenced person | | |
{ a. Yes ' 43 l 66.2 l
| be NoO i 22 | 33.8 |
| | | i
| 3. New awareness of ethnic, | | !
i cultural, and racial groups i ] |
| other than one's own | | |
§ a. Yes | 37 ] 5649 |
| b. Mo ] 27 | 41.5 |
} c. No response f 1 | 1.5 |
| | | |
| 4. Reinforced existing awareness | I |
} of ethnic, cultural, and racial | | |
| agroups other than one's own | | |
| a. Yes | 32 ] 49.2 |
} be. Mo i 32 | 49,2 |
1 c. No response | 1 | 1.5 {
' ! ! !

the course as reinforcing existing cultural self-
awareness. Ccnversely, twenty-two students (33.8%)
replied that the course haé not resulted in a

reinfcrcement of existing self-awareness.

Slichtly more than one of half of the students in
the sample, thirty-seven (56.9%) expressed that

participation in the course had chang2d 1in significant
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ways how they felt or thought about persons of ethnic,
racial, cultural agroups other than their own whereas
twenty-seven (41.5%) felt that this. result did rot occur.
The least amount of change appears to be in relation to
students perceiving that the course corroborated or
reinforced in a siagnificant way existing attitudes
towards persons in cross-curtural qgroups. Thirty-two
students (49.2%) responded %Yves" to this aquestion; and
equal number responded “no%; one student response was

nissing.

In order to aet a more accurate picture of the range
of awareness and sensitivity perceived by students, the
table below indicates the number of variables the

responded “yes."

| |
i Table 8: Number of categories receiving |
| positive responses |
| |
[ B ¥ |
| | | |
| Resoonses | Number | Percent |
| | | |
b -+ 4 -—
| | | |
| 2ne variable | 9 | 13.8 f
| | I i
| Two variables | 15 i 23,1 |
| | | |
I Three variables | 11 | 16.9 |
| | | |
J Four variabhles | 20 i 30.8 |
! ! ! }
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Ten students (15.4%) had no affirmative responses to
any of the four variables. This means that they felt
they neither develoved new self-awareness nor new
sensitivities nor did they perceive the course as
reinforcing or corroborating existing self-awareness and
attitudes. Nine students (13.8%) responded "yes" to all
of the four variables.

Thus, 52.3% of the thirty-nine students identified
self-awvareness or cultural sensitivity in two or fewer of
the four questions focusing on this 1learning. Eleven
students (16.9%) responded positively to all four
variables pertaining to perceived growth 1in cultural
self-awareness and cultural sensitivity. Twice as many
students, twenty (30.8%) of the sample, replied
positively to all four variables than answered negatively
to all four variables (ten students or 15.4% of the
sample). The vast majority of students, fifty-five or
BU.6X% identified growth 1in at least one of the four

indicators described above.

Student Porception of Helpfulness of Course

The information sought in one part of the postcourse
questionnarie dealt with student perception of usefulness
of course in preparing them tc work with
clients/cconsumers of ethnic, racial, cultural aroups

other than their own. Students were asked to rate




147
usefulness of course on a seven point Likkert Scale. The
scale was collapsed 1into three groupinas: a minimal
rating for students who rated the course a 1 or 2; a
moderate rating for students who rated the course 3,4, or
S; and a maximal ratina for students who rated the course

a6 or 7.

Of sixty-five students in the sample, twenty-seven
(41.5%) rated the course as maximally useful; twenty
students (30.8%) considered the course mcderatedly
heloful, and seventeen (26.2%) of students respcnded that

the course was of minimal benefit.,

Student Perception of Helpfuyl Ccurse Components

Seven distinct activities of the —course vwere
identified which treated cultural awareness and cul tural
sensitivity. There were: 1) class lectures; 2)
assigned readinas; 3) 1logs of small group discussions:
4) films; 5) aqeneral class discussions: 6) inclass
experiential learnina activities; and 7) small group
discussicn assiaonment. An elahth component, a
coanitively oriented final paper, was not assigned in all

sections For this reason it is not included in the

rankinas. Students were asked to rank the above
described cultural self-awareness and cultural
sensitivity. A rating of ®iv¥ reprezsented the most

useful; a rating of "7* indicated least useful. Thus,
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any one of the above learning activities had a ranae of

possible rankinas from 1 to 7.

For reporting purposes, this spectrum was collapsed
for each component into these cateadries: 1) Most
Useful: a ranking of 1 or 2; 2) Moderate Useful: a
rankinag of 3,4,5 and 3) Least Useful: a ranking of 6 or
7. Some students elected not to assian a rankinag to 21ll
components; others ranked several components equally.
Thus, the number of rankings of each component does not

always egqual the number in the student sample.

It should be noted that the findings presented below
do not reflect on the intrinsic merits of each of the
components. Rather, they suqgest relationships among
components in terms of student perception of usefulness

in developing cultural self-awareness and cultural

sensitivity.

As shown in Table 9, Students tended to rank
exveriential activities as most useful and coagnitively
oriented activities, in the form of assianed readings and

lectures, as least useful.

The small gqroup 3iscussion assignment received the
hiaohest rankina. Forty-five (69.2%) respondents ranked
this experience as Most Useful; thirteen (20.0%) as

Moderately Useful; and only one (1.5%) as Least Useful.



149

% One course section viewed two films; two course
sections viewed one film Student absences
on the particular day that the film was shown may

account for the larae number of missina responses

to this item.

only.

| {
| Table 9: Results of rankinag course coaponents |
| reqarding usefulness for developing {
} cultural self-awareness and cultural }
| sensitivity. |
|'l’ v 2 g -t L 4 ‘—’:
I | | | | |
i Course | Most { Moder- | Least | Missing |
| Component | Useful | ately | Useful | {
} { ] Useful | | !
| | f | | |
| I NA(R) | N (%) | N (%) (| N (X} |
{ | | i | |
t 1+ +- -+ + -—
| | | ! | |
| 1. Discussion [US (69.0)113 (20.0)1 1 (1.5) | 4 (6.2) |
| groups | | | | |
| | | ( I |
| 2. Experiential [37 (56.9) |17 (26.2)] 3 (4.6) | 8 (12.3)]
| Activities | | | { |
| (Class | | | | |
| presentations) i I | |
| | ( | |
| 3. General class{22 (33.9)135 (53.8)] 4 (6.2) | & (6.2) |
| discussion | | | | |
| | I | | |
| 4. Keepina logs 121 (32.3)122 (33.8)117 (25.1)| S5 (7.7) 1}
| | | | { |
] S« Assigned 112 (18.4)130 (46.2)120 (30.8)] 3 (4.6) |
| readings | | § } i
I ! | | | {
! 6. Class 111 (16.9)[36 (54.4))15 (23.1)}] 3 (4.6) |
{ lectures { } | { |
| | I | | |
] 7« Films* 18 (12.3) 114 (21.6)]125 (38.5)118 (27.7) |
; L ! 4]

|

|

|

|

i

|

|

L

S

discussion

In-class

qroup

experiential

presentations,

activities

were

which

ranked

included

as Most
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Useful 1in thirty-seven (56.92%) of responses; as
Moderately Useful by seventeen (26.2%) of responses; and
as Least Useful by three (4.6% of the responses. General
class discussion was also ranked by a significant number
of respondents as highly useful or moderately useful.
This component was assigned a high ranking by twenty-two
(33.9%) respondents; a moderate ranking by thirty-five
(53.8%) respondents, and a low rankina by four (6.2X) cof

resoonses.

The assianment of keeping a 1loag of learning
experiences fron participation 1in the small group
discussion drew very mixed reacticns from students.
¥hile there were twenty-one (32.3%) responsés in the Most
Useful cateqory, there were seventeen (25.1%) responses
in the Least Useful category. Twenty-two (33.8%) of
resoonses to the assignments ranked it in the Moderately
Useful category.

Assiqned readings and class lectures reflect lower
rankinas by students. Twelve respconses (18.5%) placed
assianed readinas 1in the High or Most Useful category:
thirty (4€.2%) resoonses were in the Mcderately Useful
category; and twenty (30.8%) respondents classified this
assignment as Least Useful. This distribution of
responses was similar in the rankinoc of class lectures.
Of the seven components, class 1lectures had the least

number of responses. There eleven (16.9%) resgonses that
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fell in the Most Useful ranae, Over one half of the
sample, thirty-six (55.4%) of the responses, was
distributed within the Moderately Useful range. Nearly
one quarter of the responses (23.1 percent or fifteen

responses) rankel lectures as least useful.

These finding appear to be consistent with the
measures of student learning style reported in an earlier
section (p .86) which identifies the preferred learning
style of a majority of students as that of favorina
experientially based learning emphasizing peer
interaction and deenmphasizing authority centered
instruction.

These findings also appear to be congruent with the
results of a retrospective gquestionnaire given to
participating students two months after the completion of

the course,
sStudent Perception of Related Learning

Students were asked to identify, in response to an
open-ended guestion, 1learning experiences outside of the
course that contributedl to gwareness ani understanding of
other cultural gqgroups. Sliahtly over one half of the
responses (52.8%) identified their field placement
assiagnment as contributing to related learning. Six of
the responses (9.2%) identified courses and student

events sponsored by the School of Social VWorke. Ficht of
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the responses (12.3%) indicated related experiences
through activities not sponsored by th2 School of Social
Work. There were no responses from eighteen respondents

(27.7%). (Cf. Table 10.)

v R J
| |
| Table 10: Learning experiences outside of i
| Soclal Work 712 which facilitated |
| develooment of cultural self- i
| avareness cultural sensitivity, Fall, |
l 1982, |
| |
L ¥ ]
v v v L]
| | | |
| Learnina Bctivity | Number= |Percent=%|
! ! ! |
[ ) LS | )
| | | |
i 1. Field placement assignment | 35 | S2.8 i
| | | |
| 2. Other experiences | 6 | 9,2 |
| sponsored by HCSSW | ! |
| | ! |
| 3. Other experiences { 8 ] 12.3 |
| not sponsored by HCSSW f | |
| | | |
! 4., No response | 18 | 27.7 !
| | | |
| Totals | 67 | 101.7 |
| | | |
¢ -+ - -4
| !
| !
| |
| |
L d

% Two students listed more than one item.
%% Rounded to nearest tenth.

Field placemnt assignments arppear to be an
important learninag 1linkacge in fostering the develcpment
of cultural self-awareness and cultural sensitivity.
Relatively few students identified other coursework or

school sponsore? activities. The School of Social VWork
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is in compliance with accreditation quidelines relatina
to ethnic minority content. Visible evidence of this can
be found in course syllabi available in the 1library,
notices of meetinags o5n bulletin boards, 1listinas of
activities for common day, content of special events
sponsoréd-bv the School of Social Work, and listings of
student orqanizations. There appears to> be a discrepancy
between what the school perceives to be offerina and what
students responding to this question perceive as

exoeriencing.
Retrospective Questionnaire Findings

A retrospective guestionnaire was aiven to forty-
one of the sixty-five of the sample students in mid-
February, 1983, after the completion of the course on

Social Work in the Urban Community.

These students were located by surveying all
sections of a required course for a seccnd year social
work students who would normally take this course after
completing Social Work in the .Urtan Comepunity. Not all
students who participated in the project could be found
in these course sections. Some had already taken the
course; others had completed studies and were not loncer
at the School of Social Works still others were absent
that davy. of those to whom the retrospective

guesticnnaire was aiven, forty-one students matched those



154
who were used. This represents 63.1 percent of the
sample. The £findings for these students are presented
below.

Students were aiven the three forced-choiced
gquestions in which they were asked to identify a) the
most significant 1learnina they acquired as a result of
participating in the course; 2) The most helpful aspect
of the course; and 3) the least helpful asgpect of the

course. Table 11 summarized these findings.

¥ R
| |
| Table 11: Retrospective responses to most |
| useful and least useful aspects of f
| the course; forty-one students |
) reoorting. i
| |
% -r T ‘—"1
| | i |
| [ Number | Percent |
[ | | |
[N 4 A -
 § I A 1
[ | | |
} 1. Most useful aspect | | |
| a. Class oresentations | 28 | 68,3 |
{ and discussion aroups { | |
! b Other (assort2d responses) | 13 i 31.7 {
| { | |
l 2. Least useful aspect | | |
| a. Class lectures | 15 ] 36.6 !
| he Other (assort2d resronses) | 14 { 34,1 }
| Ce NO Tresrons= | 12 { 29.3 |
1 O |

In response to the auestion r2lating tc their
cerception of the most valuable or significant learnina

derived from their taking the course, 63.1 percent (n=25)
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of the sample of forty-one students identified affective
outcomes such as “awarenessY, “understandina of feelinas%
of other aroups, awareness of own blas=2s and prejudices.
Six of the responses related to coanitive learnina, and
ten of the responses (24.1%) were either blank or not
applicable to the guestion. Most students who left this
question blank exoressed negative feelinas about the

course and the guestionnaire.,

When asked to identify the most useful and 1least
useful aspects of the course, students selected class
presentations by discussion grougs and discussion groups
themselves as most helpful and class lectures as least

helpful.

Small gqgroup discussions and class presentations
were gqgrouped together since many stulents listed thenm
jointly.

They accounted for the responses of twenty eiaht
students (6R.3%) from the sample of forty-one in response
to most helpful aspect of the course. Class lectures
were identified by sixteen (39.0%) respondents as least
useful. The r2maininag resoponses to bdoth o0f the above
guestions replected scattered choices. As indicated in
Table 11, there were A relatively 1large numkter of no
responses to the aguestion regardine least useful

experience. Twelve students (29.3%) did not respond to
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this question. Nine >f these students expressed overall
satisfaction with the course and specifically stated that

it was hard to i1dentify a Yleast useful" experience.
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Chapter IV

SUMMARY OF FINDINGS AND PECOMMENDATIONS

Introduction

The proiect exanmined in this exploratory study was
the desian, implementation, and evaluation of affective
learning usina experiential methodologies in a graduate
social work course for purposes of helping students to
develop cultural self-awareness and sensitivity. The
primary emphasis 1in the study was on formative {ssues
relating to methods or processes by which objectives are
achieved. Findings 1indicate that the majority of
students perceived the experiential programming as the
most useful part of the course. The data from formative
measures suqgest that the structure of the assignments
and student expectations, the handling of conflict
arising within Jiscussion groups, the role of minority
students 1in discussion groups, and orqgqanizational
variatles associated with the inplementation of
experiential 1learnina are important issues to be
addressed in future curriculum and ccurse plannina.

The summative findincs, based upon measures cf

learning outcomes, are more tentative. Univariate
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analysis and some elementary measures of correlation of
selected variables suagest that students 1in the
. experimental arsup 413 show changes in attitudes between
precourse and postcourse measures and that these changes
were both in positive and necative directions.,

The first section of this chapter discusses findings
and their implications related to processes connected
with the desian and implementation of experiential
learning. The seconl part of the chapter discusses the
results of summative evaluative measures. Reflections on
findinas from the study in relation to theoretical

underpinninas are made in third part of the charpter.

Eormative Findings: An Examipation of Processes
Students in this study ranked exreriential

activities of the small qroup discussion and classroom
presentations as more helpful in relation to other
learning activities (e.q., lectures, readings). Two
factors may account for this finding. One 4is that
students in this study, based upon their scores from
Kolb*s Learnina Style Inventory, may have a learning
stvle preference for experiential and opeer-centered
learninge. This suaqgests that experiential approaches to
teaching may be aporopriate for this student population
in other content areas of the curriculum.

A second factor which may explain the hich rankings

given to experiential learning assignments is that the
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affective qualities inherent in the objective of cultural
self-awareness and cultural sensitivity are best
develored throuah experiential methodoloailes.

Althouah students indicated a preference for
experiential learnina, qualitative data from the study
suagests that the implemenfaticn of experieqtial learning
in this project encountered several problem areas. The
issues underlying these problems and their implication
for future proaramming and curriculum design are

discussed below.

1. Ibe Desian of Experiential Learnipng ard Studept
Expectations. The experiential assignments were by

design open ended and loosely structured in order to
allow for the creative evolvement of 3iscussion aroups,
class presentations, and students' reflections written in
logs. The substance of the assignments - the discussicn
of feelings and attitudes towards members of racial,
cultural, ethnic grouos other than one's own, - was
highly sensitive. The 3iscomfort experienced by students
is a reflection of 1larqer societal ambivalence and
reticence in the areza of interaroup relations.

For the social work student, there are additional
double binds. One is that professinal norms imply that
social workers shculd be bias free. This makes ownership
of rrefudicial feelinas difficult to ackowledge,

particularly before one’s peers and one's teachers.
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A second difficulty for students lies in what they
perceive to be ceonflicting expectations. Students are
encouraged to be honest about their feelings and
reactions. At the same time adeguate performance is also
expected. Althouah it was emphasized to students in this
prodect that no grades would be assioned for
participation in aroup discussions or contents of written
loas, it was 2ifficult for many students to disenaage
from viewing the assiaments in terms of performanée
evaluation. Thus, for example, there was tension in
several groups over their concern for preparing adequate
class presentation and 1interest in pursuing ongoina
discussions of values and attitudes. There was also a
tendency on the part of some students to write logs in an
expository style rather than as a reflection upon
experiences.

The intent of the open ended nature of the
assiaqnment was to encouraaqe free expression and
creativity. An unintended consequence of the absence of
clearer expectations appears to have been an heightenina
of anxiety for a number cf students.

The aqroups to which students were assicned were
leaderless and structureless. In retrospect, it seems
that this added unnecessarily to the task of discussion
qroups. In a short period of five weeks, students had to

Poth develop cchesive groups, agree upon a decision
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making process, and address the substance of the
assianmrent. Some aroups floundered upon aqroup process
issues, (for example, in selecting a leader). Other
qroups became task focused and used their time planning
the class presentation.

A third area where confusion of expectations appears
to have interfered with the objectives of the
experiential learning was in the 1inappropirate self-
disclcsure of personal experiences before group norms had
been established and before a level of trust has been
develored in qroups. This seems to have been a factor in
preventing several groups from functioning effectively.
Some students, based on statements from logs, confused
discussion qroups with therapy groups. Several students
indicated that they felt pressured by peers 1into
dicussing personal experience when they were not ready
to. PRy contrast, aroups in which there were explicit, or
at least imolicit, contracting around the type and level
of discussion concerning socialization experiences did
not have this problenm.

It is recommended in future plannina for this tyge
of exveriential learning, that the course instructor
clarify in detail the nature and purposes of these tyres
of experiential 1learning assianments. The sensitive
nature of the issues to be discussed should Lte presented

to students and time aiven in class fcor them to express
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concerns and clarify expectaticns. Experimentation with
different types of group structure is recommended for the
discussion groups. Mcdelina or role playing of
appropriate and inaopropriate self-disclosure may be of
help 4in clarifying expectations for students. For
example, students can be helped to differentiate between
sharine thouahts and feelings derived frcm an experience
as orposed to sharing very rersonal details of the

experience itself.

2. Ambivalence Toward CGroup Conflicts. Affective
learning related to cultural awareness and cultural
sensitivity in this project was not conflict-free. Roth
student logs and class presentations reflected intergroup
conflict among some students and within certain
discussion grouos. Some individuval and qroups were able
to work throuoh this conflict and the result was a deeper
self-awarsness and increased sensitivity. Other
individuals and groups were not successful in processina
conflictse. Some students in these instances renorted
feelinas of resentment an2 anaer direct2d4 both toward tha
group and speclific members within the aqroup. They
evaluated the discussion agrours as being worthless. Ey
inference, their attitudes were unchanqged by the qgrouo
interacticn. Cther students recorted consciously
avoiding conflicts withirn their arcup. Still other
students in their 1loags used the criterion of absence of

conflict as an indicatsr of successful grcupr interacticne.
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Trese feelinas of distaste for anéd arbivalenrce
toward conflict in aroup interactions reflect 1larcer
societal norms recarding behavior in intergrour settings.
They also reflect norms within the social work
nrofessions expressed by social workers preference for
the resolution of conflict rather than utilizaticn of
conflict as a process.

It is important to note that intergqroup conflict
does not Lty itself result in better understanding and
acceptance. Rnir (1969) observes that 1interqroup
conflict frequently results in hardening of pre-existing
attitudes and fallina back upon one's own aroup for
support.

Yet another aspect of aprroaches to> conflict within
aroups may' be the sovecific soclialization experiences
which shape the expression of anger, frustration, and
disaareement., For examnle, some majority culture
students tended to perceive conflict and anger expressed
in an energetic manner by mincrity culture students as a
non-normative mode ¢f cormmunication in 1iscussicn aroups.
Several minority students reoorted that their sharinag of
deecly felt feelinas of anqer and frustration was
misinterpreted ty some majority cultur2 studerts. The
numher of students specifically addressing this issue was
small and there is no attempt here to generealize from

these findinas. There is a sufficient sucggestion,
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however, to recommend that attenticn be civen to this
dvnamic irn futurs planning of this type of exreriential
learning.

In two instances, the discussion groups were able to
present to the class the conflicts which developred within
the groupse. Students reported useful learning taking
place in subsequent class discussions. In both
instances, the 1instructor used these opporturities to
explore the basis of interaeroup conflict, and to
legitimate expressions of conflict as useful parts of the
learning process. The instructor used these
ooportunities to helo students gqeneralize frcm these
particular situations to work and other 1life situations
wvhere these dynanics were likely to reoccur. Piscussicn
then followed on how they micht approach these tyves of
conflicts in the future, and Qhat they had learned about
themselves as a result of the conflict experience. It is
reccmrzended that skills 1in conflict management and
conflict negotiation b2 aiven more emphasis in future
planninag.

Lastly, timina appears to te another £factor that
affected the abilitv cf discussion Ggroups to
constructively process conflict. Several aroups were in
the midst of preocessina conflict when the aroup sessions
enced or attention turned tc olanning aroup presentation.

It is speculated that increasing the period of time over
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which a2 qroup meets would facilitate the management of
conflict. Exverimentation 1is recommmended which would
add to the number of times over a semester pericd a group

would meet.

3. Role of Minorjity Students in (Cross-cultural
Leazrning. Students® logs indicate that white ethnic

students who participated in the small discussion grours
in which there were one or mcre persons of color present
were more likely to identify course outcomes in terms of
increased awareness and increased sensitivity than white
ethnic students who participated in homogenecus white
ethnic qroups. This finding is consistent with policy
statements and reports of the Council on Social Work
Education and with research findings cited in Chapter One
of this report all of which suggest that interagroup
contact can be an effective way of sensitizina majority
culture participants regarding their own cultural
attitudes and their sensitivity toward members of groups
other than their owne. Minority culture students and the
minority culture faculty instructor made vital
contributions to the experiential learnina process.
Minority culture students, however, were less likely
to repecrt learnina bensfits derived from the exreriential
learning and more 1likely to report on their willina and
unwilling roles as intepreters of their ethnic group.

Little has been written about the learning objectives for
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mincrity culture students in cross-cultural learning.
While the value of interethnic cultural contact was
clearly beneficial to many of the majority culture
students, it {s not at all clear to what extent the
learning needs of minority culture students were met.,
Thus, there is a risk that the sensitization of majority
culture students is accomplished at the possible
exploitation of minority students.

Several recommendations flow from these findinas:

. Assumina that 1learning centered 1intergroup
contact letween majority culture and minority culture
students assists majority culture students in developina
cultural self-awareness and sensitivity, support should
be aiven to desiqnina learning experiences of this type
which specifically addresses the learning needs of all
participants.

b. In more homogeneous majority culture 1learnina
environments, support should be aiven to providina
curriculum desion alternatives that would ensure learnina
centered interethnic contact for students. Green (1980),
for example, suqgests the use of minority culture
nelaghborhood quides to introduce small qroups of students
(prepared beforehand) in the manner of cultural
observers.. Using informal contacts with minority culture
staff members in field placement settinas is another

possibility. The standardization of social work progranms
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throuah national accrecditation structures may offer
another avenue of learning centered 1interethnic contact
through the development of exchange programse.

Ce Findings from this study leni support for the
need to recrdit minority students and faculty in order to
enrich schools of social work through more culturally,
racially, and ethnically balanced student and faculty

pooulations.

4. Ioportance of Qrganizational  Arrangements
Oraanizational arrangements appear to be an important
factor contributing to a successful experiential learning
environment. Organizational obstacles were alluded to by
a number of students in describing their attempts to
implement the small group discussion assignment. These
difficulties included inadequate time and physical space
availatle for experiential 1learnina, 2and organizational
difficulties encountered in integratina learning with
other components of the curriculun.

Students reported difficulty findina a ccmmon time
outside of class hours to meet for the 3iscussion aroups.
This was an isste particularly with Cne Year Residence
students who freguently were at the School of Social Werk
only one day of the week and at their worksite on the
other dayse. Cther students commuted from corsiderabdble
distances which made neetina in the evenirg or con

weekends difficult.
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Cnce qroups ¢id agree uron a commor meeting time,
they freouently found themselves sp2nding much time
searching for appropriate meeting places. Many of the
groups resorted to usinag the school lunchroom. This
worked well for the initial meeting, but proved tco noisy
and distracting for any indepth, serious discussion of
sensitive issues. Small conference rooms in the library
were not always availiable, and were perceived, in sone
cases, as too formal for relaxed discussion.

The orcanizational arrancements of the school, as
with virtually all university environments, favor
cognitive instruction and individual student study.
Examples of recommendations for tirme and space
arrangements are:

ae. Incorporate lab hours into the schedule for
courses which use experiential 1learning arpproaches.
Common meeting times could then be structured into the
course from the beginnina.

b. Invest in soundproof portatle room dividers for
the purpose of temoorarily closina off smaller areas
within larger student multipurpose rcoms or larqe
classrooms. |

A second cluster 5f organizational issues centers on
the ability of students to integrate learning derived
from this course with other 1learnina experiences and the

organizing of curriculum ecducational experiences to
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facilitate this. A majority cf students in this project
repor ted fhe development or reinforcement of cultural
awareness and/or sensitivity as a result of participating
in the experiential learning assignments. Approximately
one half of these students when asked what other parts of
the curriculum added to or reinforced this 1learning,
identified aspects of field work. Only six of the
students made as association between this 1learning and
other coursework or school sponsored activities.,

Additionally, .a number of majority culture students
commented during class discussions that this was the
first time in their graduate school experience that they
had enaaged in serious discussion with minority students
on ethnic minority issuves affecting social work practice.
These comments appeared to. be initially puzzling since
the School of Social Work has been evaluated as well
within accreditation standards regarding the diffusion of
ethnic minority content throughout the curriculum.
Moreover, the school has actively encouraged the
examination of ethnic minority and third world issues
throuch ssonsorship ethnic minority student assoclaticns
and students oracanizel Ycommcn® days -~ days cet aside
each serester for students to meet and discuss practice
issues. Finally, the School of Social Work reqularly
ovens its facilities to social work profesional groups to

present zrograms on w®inority and third world issues.
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There apgears to be a nurber of ccomrartrentalized
learning exceriences that students have had céifficulty
integrating conceptually and experientially.

Lowy and others (1971) addressed this rroblem of
intearated learnina in the ccntext cf cognitive learninag
and professional social work educatione. The findings of
their experimental project have relevant application to
the {issues raised by findinas related to affective
learning in this stuly. Intecrative learninc, these
authors found, was perceived to occur when: a) informal
small aqroup discussions amona students and faculty took
place; b) individual faculty were atle to "integrate
central concepts in 2a course without rescrting to
excessive duplication®; ¢) c¢ollaborative planning took
place in which 1iaportant concepts were “repeated in
different parts of the curriculum in such a wéy as to
reinforce ideas in different contexts"; and 3) there was
interacticn among students which was fostered by “formal
ani informal ooportunities for discussing concepts and
ideas¥, (p. 2u48)

lowv observes that this type of inteqgration regquires
an investrent cf time on the rpart cof faculty and the
commitment of admninistrative leacdership exprescsed in the
chanrneline of resourcess to facilitate intearative
learnirg. The school's physical layout in relations to
promoting effective communication nratterns 1is also of

critical importance., (nn, 209-2%1)



17
This dissertation study has focused con the design cf
exceriential learning for a specific course. The
findinas suggest, however, that individual course
planning and implementation is inadequate to the larcer
task of 1integrating cross-cultural content into the
curriculum. Ideally, such individual course development
should occur in parallel with macro-scale collaborative
planning efforts. Jtherwise the well-organized and
creative courses of individuval instructors are at risk of
being dissipated. To the extent that ethnic minority
content is inserted into the curriculum in a rlecemeal,
haphazard manner, it will be viewed by many students as
extraneous content appended to their course cf study.
True inteqgration of 1learning in this area may reauire a
reordering of ccnceptual thinkina. For example, ethnic
minority content in the course that was the focus of this
study was part of a sequence of course content 1in the
subiject area of Human Rehavior and the Social
Environment. Placing this course in the second year of
the curriculum obscures the seminal nature of its
content. Implicitly every .school of sccial work |is
making a value judament about this content. * Not to
decide 1is to decide."”™ To this end, the following
recommendations are male:
a. Collaborative plannina structures which include

faculty, fieldwork supervisors, and students are
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recommended as an essential first step in reachina
concensus on ccre concepts relating to ethnic minority
content and on the systematic development, sequencing,
and reinforcinag of these concepts throughout the
curriculum. Soecial attention should be given to the
location of core materials with the curriculum, and the
timing for the teachina for content. For example, many
students observed that the contents and learning
experiences of this course would have been more useful
had it presented as a first year, first semester course.

b. for future proaram desian in this area, an
analysis of organizational arrangements is recommended to
ensure that the 1integration of effective experiential
learning is achieved.

ce. Future planning should include the allocation of
adeguate resources to facilitate the integration of
learninge. Where cross-cultural content is the major
substantive content of a course, it is important that the
course be seen as an important, int2gral part of the
curriculum. Priority should be gqgiven in assignina
effective, experienced faculty over a period of semesters
to ersure continuity of ccurse development and ¢to
strenghten the 1iklihood of prcaoting integrative

linkages to other parts of the curriculum.
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Summative Eindinos and Pecormendations

Tre summative measures used in this study to meausre
outcomes were of two types: 1) measures of selected
variables on the precourse and postcourse questionnaire
desiared to document changes in attitudes by students
that might be associated with experiential learning; and
2) postcourse statements by students of perceived
learnina they associated with participation in the
course.

1. Students in the experimental group showed much
areater variability between precourse and postcourse
nmeasures relating to attitudes of comfortableness with
members of qrouos other than one'’s own than did students
in either of the contrast groups. The small numbers
involved in the contrast gqroup make it 3ifficult ¢to
assess the significance of the results. However, a
tentative finding is that experiential prograaming
related to the developtnent of cultural self-awareness and
cultural sensitivity as implemented 1in this rgroject is
associated with change in student attitudes.

Cross tabulations of this finiing with other
selected variatbtles fail to reveal any clear asscclations.
This indicates at least that any underlyina phenomena is
complex.

Further analysis of study data 1is warranted to
identify variables associated with changes in student

attitudes in both positive and in negative directions.
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While statistical techniques such as rearession
analysis and factor analysis are available, their utility
is doubtful since they presume the existence of
continuous variables. More appropriate measures would be
those specifically designed to deal with ordinal data;
for example, statistics derived from Xendal's tau which
measures strenath of association.

2. Students, in response to open-ended guestions on
the postcourse questionnaires most frejuently identified
increased cultural self-awareness and sensitivity as the
most important outcomes derived from participation in the
course. These findings are consistent with reflections
on 1learning outcomes that were evidenced in students'
logs. .

Rqain, cross-tabulation of variables reflectina
these outcomes with other study variables failed to yield
any sionificant measures of association. It is suagested
that there be further analysis of this data wusing
statistics appropriate for ordinal data.

3. An unanticipated finding was that some students,
in response to critical incidents variables, did not
Aifferentiate on the precourse measures but did on the
postcourse measures, and that some students
differentiated neither on the precourse nor the
postcourse measures. This suqgests not only that the

instrument may need refinement, but also that rethods of
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data analysis must be explorec¢ which will be sensitive to
the presence or absence of intergroup discrimination on

the part of the responient.

£indinas and Theoretjcal
Underpinpinags of the Study

The proaram desiqgqn of this stuly was develored
within a conceotual framework of research findings and
theoretical formulations from several disciplines as they
related to the development of cultural self-awareness and
sensitivity {in preparing social work students fcr
professional practice. (cf. Chapter I) Below are some
reflections on these conceotualizations 1in 1light of
praamatic findings of this project.

1. Many 1issues raised by students. in discussion
groups, during classroom presentations, and in reflective
writinas, are similar to 1issues of cultural self-
awareness and cultural sensitivity described in the
social work literature and in commentaries cn Peace Corps
training prograas. Specifically, these 1include the
develcorment of self-awareness as a cultu:élly influenced
person. The awareness of the impact of socialization
processes, varticularly in chilédhood, on shapina
attitudes toward members of other cultural, ethnic,
racial aroups, and the development of sensitivity to

cultural similarities and differences. Students also
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affirmed the importance of interqrcup contact in the
learninag environment to foster this awareness and
sensitivity, although not all students were receptive to
this contact.

Experiential learning was preferred by students and
perceived as a more useful methodology than more
traditional cognitive focused approaches. A minority of
students, however, showed a clear preference for
coanitive oriented learning environments. Future program
design in this area needs to address the learning style
preferences of all students.

Finally, there is a 1lack 1in the social work
literature of enspirical studies on crictical cross-
cultural variables in the design and delivery of social
services. (An important exception to this 1is Jenkins,
1981) The project hiachlights the need for more research
in the practice area to complement and inform the prooram
desiqgn efforts in social work education.

2. R continuum of affective learning cbjectives
develored by Krathwohl and associates was described in
Chaoter I of this rerort. cudging from implicit and
explicit statements by students of 1learning outcomes
related to cross-cultural practice issues, 1t appears
that most students achieved outcomes associated with the
beginnina part of the continuux. The integration of this

learning and the incorporation cf it into a value system,
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representina the upper part of the continuum, were much
less in evidence. This is of concern since the students
in the proifect were nearina the end of their formal
professional social work education. It is hygothesized
that there is a significant relationshir between the
development of higher levels of affective 1learning and
the dearee to which cross-cultural centent, specifically
ethnic mirority issues, 1is conceptualized and intearated
in a conscious, systematic manner into the total learnina
environment.

3. Kolb's experiential learning model was presented
in Chapter I of this report as a way of conceptualizing
the learning process using experiential teachinag
methodologies. The four major components of this
learning process are: direct experiesnce, reflection,
inteqration, and application. What became clear in this
study, was that the instructors played essential roles in
this 1learning 1in shapine the experiences, and in
assisting students 1in integration and application
efforts. Althcuah the experiental learning environment
is not instructor centered as it is in lecture dominant
classrooms, the instructor is pivitol as the facilitatcr
and manaqger of the experiential learning.

Besides adequate preparzation in the subject area,
teaching in an experiential learning environment requires

flexitility and cood manaagerial skills. Exreriential
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aoproaches to cross-cultural affective learning, as this
project demonstrates, is hiahly sensitive ané requires
that {instructors be prepared to deal effectively with
emotionally charged classroom interactions. Therefore,
the special qualifications needed for this type of

teaching should be a consideration in the assignment of

faculty.

supmary

Findings and recommendations for further research
and for futufe oroqram design have been presented in this
chapter. This study addressed issues of affective
learning related to the development of cultural self-
awareness and cultural sensitivity and the use of
experiential 1learning as an appropriate rmethod of
develooing cultural self -awareness and cultural
senstivity in social work students. Findings from this
project suggest that this methcd 1is perceived by students
as useful 1in achievina these outcores. Factors which
facilitated or thwarted experiential learning were
identified and described. The findings also suagest that
other siaonificant variables include: student motivaticn
to engage in this type of learning, individuel student
learning stvyle, type and amount of previous interqroup
contact, previcus scocialization experiences of students,

instructor classroom management, and oraganizational
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arranaements related to the implementation of
experiential 1learning. Methods must be developed to
translate effectively this tyre of learning acquired bdy
students into effective social work practice in multi-
cultural, multi-ethnic, nmulti-racial settinas.

This dissertation has drawn heavily on excerpts from
student logs for informartion about affective learning
processes, It 4is appropriate to conclude with the
following letter to the editor which appeared in Newgweek
macazine (May 2, 1983) responding to an April 18 column

by Meq Greenfield:

see] was raised by parents who held no racial
prejudices and who taught me that all races are
egqual. But I was also raised in Malibu,
Calif., where almost all of us were rich and
white. If I wear a *sickly, fixed smile' for
an interracial occasion , it is the same one I
wvore in my early social encounters with boys.
I was uncoafortable because the occasion was
unfamiliar and T didn't know what was expected
of me. Now my home 1is in a middle-class,
racially mixed neighborhood where the children
play together with no reaard to race. There is
hope for my son: I will teach him the ideal of
racial equality, but he will also be atle to
rut it into practice in the front yard.
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This is a scatterplot comparina precourse and
postcourse measures oOf the experimental group
with reqgari to expressed dearee of
comfortableness in selected cross-cultural
interactions.
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This is a scatterplot comparina precourse and
postcourse measures of the social work contrast
qroup with regard to expressed degree of
comfortableness in selectel cross-cultural
interactions.
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Fiqure 6: This is a scatterplot comparinc precourse and
postcourse wmeasures of the non-social work
contrast aroup with regard to expressed degree
of comfortableness in selected cross-cultural
interactions.

Across: Precourse Z-scores
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Fioure'7: This is a scatterplot comparince precourse and

postcourse measures of the experimental group
with regard to self-prediction of success 1in
selected cross-cultural interactions.
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This i1s a scatterplot comparina precourse and
postcourse measures of the social wvork contrast
aroup with reqard to self-prediction of success
in selected cross-cultural interactions.

Down: Postcourse Z-scores
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Ftaure 9: This is a scatterplot comparinag precourse and
postcourse measures of the non-social work
contrast qroup with reqard to self-prediction

of success in selected cross~-cultural
interactions.
. Down: Postcourse Z-scores -

Across: Pre-course Z-scores
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STUDENT PARTICIPATION FORM

A doctoral dissertation project is being implemented
in gelected sections of SN 712 this semester. The
purpose of this project is to expiore the nature and
usefulness of content and teaching methodologies related
to the development of cultural self-awareness and cultural
sensitivity in social work studenis, Your cooperation
and participation is very much needed for the collection
of data for this project. Specifically, you are asked to:

1. complete pre- and post-course questiornaires;
2. evaluate (on written forms) teaching strategies;

3. pernmit your semes%‘er assigrment and presertation
to be analyzed for content for purposes ¢f the
project after the course has enced.

Three steps have been taken to ensure the confidentiality
of your responses:

1. A codirng system is used in order that your name
does not appear on any ques<tionnaire, evaluation
form, or semester assignment analyzed for
projlect purposes.

2. None of the data collected for this project will be
analyzed until after the deadline for sutmisgsion
of grades for the Fall, 1582, semester has passed.

3. The da“‘a will be reported in a manner that will
preclude the identification of any individual participant.

It is hoped that the information for the project will be
of help in planning for the learning neads of future Hunter
College IMSW gtudents., Your honest and thoughtful responses
to questionnaires and evaluation forms will be a significant
contribution to this process. A summary of the findirgs of
the project will bte availatle to those who wish one.

LA 222l 2 22222222 22 P2 22X 22T ARSI 22 R R AT R e Yy y)

The nature of the dissertation projact to be implemented
in sections of SW 712 during the Pall, 1992 semester has
been explained to me, I agree to participate in this project
in the manner specified above. I understand that my responses
10 guestionnaires and evaluation forms remain confiderntial as
well as any aralyses of my semester assignments.. Furthermore,
nene of the data collected for purposes of this project nas
ary vearing orn the evaluation of my performance for this
Zlase,

(Flease sign nanme)

Zes, I wculd like to have a summary of the results
ol this project.



(Middle Name) (g:: of Month of Birtn)

PRE-COURSE QUESTIONNAIRE

INTRODUCTION: The purpose of this questionnaire is to gather some

infcmation about you before you begin this course.
The data gathered from this and other forms will be
used as part of a doctoral dissertation project ex-
ploring ways of teaching cross-cultural or multi-
ethnic content in a social work program.

Both to preserve yocur anonymity; and to enable us to match this
form with other forms you will be completing, please enter the
following code iun the upper right hand corner: vour middle name
and the dav of the month of your birth. 1If you have onl: a
middle initial, enter that. 1If vou have neither a middle name
nor a middle initial, enter NMN. (NMN = No Middle Name.)

Please answer all items. The questionnaire will take 2G-25
minutes to complete.

Throughout the United States and especially within the city of
tiew York, there are many snd diverse ethnic/racial cultural
groups. Some of the items below ask for responses that refer

to any ethnic/racial group other than yvour own. Other items

ask about specific groups. In these cases, for purposes of
simplicity, four dominant ethnic/racial groups fourd in dew York
City have been used.

To ensure the confidentiality of your responses, the completed
questionnaires will be placed in an envelope which will be sealed

until
1982,

Which

after the deadline for submission of grades when the Fail,
semester has passsed.

one of the following do you consider to be your ethaic/

racial group? (Please check one.)

Asian American
Black Americar
Puerto Rican

wnite American

dther (please name)

(PLTASE TURN Thi FAGI)
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Which cf the following best deszribes the ethnic/racial composition
of the neighborhood where you have last resided for at lease six
months.

0-10% ethnic/racial group(s) cther than your own.

11-25% ethnic/racial group(s) other than your own.

26-50% ethnic/racial group(s) other than your own.

51-75% ethnic/racial group(s) other than vour own.

76-99". ethnic/racial group(s) other than wvour own.

If there are ethnic/racial groups in vour neighborhcod other than
vour cwn, please identifyv the dominant groups.

Think of the most important (to you) social organizaction to which
you belong. (For example, membarship in a church or synagogue,
a recreation club, a sports team, a political group.) How would
you best describe the ethnic/racial composition of this organiza-
sion? (Please check one.)

0-10% ethnic/racial group(s) other than your own.

11-25% ethnic/racial group(s) other than your own.

26-30% ethnic/racial group(s) other than your own.

51~75% etnnic/racial group(s) other than your own.

76-99% ethnic/racial group(s) other than your own.

Please identify these dominant groups (other than vour own),.

T am not a member of a social organization,

Within the rast ten vears, have you livec (as odposed to visiting
as a tourist; for six months or mcre in anv countries or territories
Jutside the continental United States?

Yes {Pledse name)

No

(PLEASE TURN THE PAGE)
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Have you participated in either of the foliowing types of
programs? (Please circle yes or ro.)

Yes No International student exchange, studv abroad or
volunteer type program which had as a mator goal
the promotion of understanding and communication
among cultural groups.

I{ ves, please describe briefly

Yes No A study exchange or volunteer type prugram in this
countrv which had as a major goal the promotion of
understanding and communication among cultural/
ethnic/racial grougs.

If ves, please describe brieflv

Can you converse in any language(s) other than Engiish?

Yes (please name)

No

—

As part of your educational experience, have you ever completed a
course on an in-depth study of an ethnic/racial group other than
vour cwn? (For example, Puerto Rican Studies.)

Yes, it vas a required course (please name)

Yes, it was an elective course (please name)

No

Have you ever worked in a human service setting or participataed in
a field placement or internship program in whicn vour immediate
agency supervisor was a member of an ethnic/racial grcup other
than your own?

Yes (please idenzify this racial/ethnic grcup)

No

Have you ever worted in a human service setting or participated in
a field placement or interasiip prcogram in whi:h one-third or nmore
of clients/consumers of the agency were members of ethnic/racial
groups other than your owm?

Yes (please identify thase groud 3)

ilo

(PLEASE TURN TKE TASE;S
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11.

e
t

13.

14,

15.
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During the past three months, have you read a book or watched a
TV program in which the dominant theme centered on an ethnic/
racial group other than your own?

Yes (please name)

No

During the past three months, have you attended a film or play in
which the dominant theme centered on an ethnic/racial group other
than your own?

Yes (please name)

No

During the past three months, have ynu attended a meetinz in support
of a cause of an echnic/racial group other than vour own?

Yes (briefly identify)

No

.

During the pas: three months, have you made a donation of more than
five dollars in support of a cause of an ethnic/racial group other
than your own?

Tes (briefly identify)

No

Have you attended, during the past three months, a private social
event in which 25% or more of the participants were from ethnic/
racial groups other than your own?

Yes (please name thuse other ethnic/racial groups)

dave vou hosted, during the past three months, a part or other
private social event in which 25% or mere of the invited guests
were from ethnic/racial groups other than vour own?

Yes (pl2ase narme these other ethnic/racial groups)

RG]

(PLEASE TURN THE PAGE)
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16. During the past academic vear at Hunter College School of Social
Work, did vou attend or participate in any program or activity
that had as its subject or theme an ethnic/racial group other
than your own?
Yes (piease describe briefly)
No
1 did not attend Hunter College School of Social Work last vear.
PART II Research has shown tnat, for a variety of reasorns, nembers ]
froz one ethnic/racial group can experience varving degrees
of comfortableness or feelings of success in interacting
with members from different ethnic/racial groups. The
reaction to members from different groups may vary according
to the situation. Below are descriptions of different social
and work situations, each followed by a list of etinic/racial
groups and a scale ranging from very uncomfortable to very
comfortable or from unsuccessful to verv successful. After
reading each description, please circle a number on the scale
after each group. Remember, there are no right or wrong
answers to this. 1t is best to pu:t cdown vour first reactions.
17. You are vacationing in a distant citv and break vour leg in an
accident. Several doctors (all board certified orthopedistcs)
from different ethnic/racial groups are available to treat you.
How comfortable are you with having doctors from the following
groups treat you?
Very Very
Uncomfortable Neither Comfortable
as {an American 1 2 3 “ 5
b. Black American 1 2 3 - 5
¢c. Puerto Rican 1 2 3 4 5
d. White American 1 2 3 4 5
18. You have been awarded a scholarship for advanced study a:t a

prestigious but scmewnat isolated school in YNorth Dakota. Tour
roomuate for the vear, a scholarship winner of the same sex, is
from one of the following ethnir groups. How comiortable wouid
you {eel in sharirgz a room®

Very Very
Yacomioreahie Sajther Comrortacle
a. Asian American 1 2z 3 - 5
b. Black Amerizan 1 2 k! 4 3
c. Puerto Rican 1 2 3 4 5
d. Wwhite American 1 2 3 4 5

(PLEASE TURN THIZ PAGE)
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1.

You are going to a family reunion type picnic. It is a long
distance and your relatives suggest you invite a friend along

to help out with the driving. How comfortable would your

family feel about your bringing a friend from one of the following
ethnic groups?

Very Very

Uncomfortable Neither Comfortable
a. Asian American 1 2 3 4 5
b. Black American 1 2 3 4 5
¢. Puarto Rican 1 2 3 4 5
d. White American 1 < 3 4 5

You are looking for a child care person for your two year old
child. Several applicants from different ethnic/racial groups
apply. All have good references. How comfortable would you
feel hiring members from the following groups?

Very Very
Uncomfortable Neither Comforcable
a. Aslan Anmerican 1 2 3 4 5
b. Black American 1 2 3 4 5
¢. Puerto Rican 1 2 3 4 5
d. White American 1 2 3 4 5

You are invited to a dinner party where ethnic dishes will be

served. You will be expected to sanple all of the dishes and

participate fully in the meal. How comfortable would you feel
about eating each of the following types of food?

Very Very
Uncoafortable Neither Comfortatle
a. Chinese 1 2 3 4 5
b. Asian Indian 1 2 3 4 5
c. Puyerto Rican 1 2 3 4 3
d. Soul Food 1 2 3 4 5
e. Vietnamese 1 2 3 4 S

You are interviewing for an important, leng sought after social work
position. The interviewer, who will come from one of the ethnic
groups listed below, will be paving close attenzion to vour
cormunication and empathy skills. How successful do you tuaink you
will be in the interview,

Very Very
Unsuccessful teither Successful
a. Asian American 1 2 3 4 5
b. Black American i 3 « 5
c¢. Puerto Rican i 2 3 5
2. White American 1 2 k) 4 5

(PLEASE TURN THE PAGE)
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23. You are hired as a social wvorker at an agency where 75% of
the clients come from ethnic/racial groups other than your
own. How successful do you think you will be in working
with the following groups?

Very
Unsuccessful Neither Successful
a. Asian American 1 2 3 4 S
5. Black American 1 2 3 5
c. Puerto Rican 1 2 ) 3 5
d. White American 1 2 3 5

25. You are offered a social work position that meets all of your
expectations. However, vou must learn a second language. How
successful do you think you would be in mastering the gecond
language for conversational use?

Very
Unsuccessful Neither Successful
1 2 3 4 5

PART III
Lastly, we would like to have some demographic information about you.

Please check the appropriate space in each line or f£fill in the infor-
ma-ion indicated.

25. Female Male
26. Married Single Divorced/Widowed
27 Year of Birth

28. Estimated Annual Income of Your Family Unit.
less than $10,000
$10,000 to $20,0C0
$20,000 o $30,2C0
$3C,000 to $40,000
$40,000 o $50,020

e

more than $5G,000

(PLZASE TURN THI PAGE)



29.

30.

31.

Location of Home Residence (where you have last lived for six

months or more).
Urban
Suburban
Small Town

Rural

Student Status
1lst year
2nd year

OYR
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Non-matriculated

Other (please describe)

If you are a MSW student, what is your area of specialty or

concentration?

THANK YOU VERY MUCH !

!

!
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Code: —
(Middle Name) {Numerical

day of

Birth)

Post-Course Questionnaige

Introduction: Approximately three months ago, you were asked to

complete a pre-course questionnaire as part of a
doctoral dissertation project exploring ways of
teaching cross-cultural or multi-ethnic content in
a social work prcgram. We would appreciate it if
you now would complete a post-course questionnaire.
Thank you very much.

Both to preserve {out-anonymity and to enable us to match
this form with other forms you will be completing, please
enter the following code in the upper right hand corner:

¥our middle name and the day of the month of your birth.
f you have only a niddlo'f*itial, enter that. If you have

neither a middle name nor a middle initial, enter NMN.
(NMN = No Middle Name. )

Please answer all items. The questionnaire will take 10-15
minutes to complete.

Throughout the United States and especially within the city
of New York, there are many and diverse ethnic/racial
cultural groups. Some of the items below ask for responses
that refer to any ethnic/racial group other than your own.
Other items ask about specific groups. 1In these cases, for
purposes of simplicity, four dominant ethnic/racial groups
found in New York City have been used.

?lease turn page!



Post-Course Questionnaire Page 2

PART I: One objective of this course has been to further
develop among participants, cultural self-awareness
and an awareness and sensitivity to cultural groups
other than one's own, The questions below deal with
issues related to the achievement of this objective.

Please circle Yes or NOo in response to each of the following
statements.

Yes No Has participating in this course changed in any
significant way vour feelings or thoughts about
yourself as a culturally influenced person? If
yes please describe briefly.

Yes No Has participating in this course corroborated or
reinforced in any significant way, previously existing
thoughts or feelings about yourself as a
culturally influenced person. If yes, please
describe briefly.

Yes No Has farticipating in this course changed in any
significant way how you feel or think about
persons of ethnic/racial/cultural groups other
than your own? If yes, please describe briefly.

Yes No Has participating in this course, corroborated or
reinforced in any significant way, previously existing
thoughts and feelings you have had about persons
of ethnic/racial/cultural groups other than your
own? 1If yes, please describe.

To what extent do you feel participation in this course prepared
you or further helped yoa to work with clients/consumers of
ethnic/racial/cultural groups other than your cwn.

1 2 3 4 5 6 7

MINIMAL MODERATE A GREAT DEAL

\Please turr page)
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Post-Course Questionnaire Page 3

Below is a 1ist of activities you have engaged in while
taking this course. Please rank the usefulness of these
experiences to you either in developing cultural self-
awareness or cultural sensitivity. Place a "1" in front
of the activity most useful to you; a "2" in front of
the next most useful activity, etc.

class lectures

general class discussions

in-class experiential activities, e.g. role plays,
small group discussions.

£ilms, etc.
assigned readings

semester small group discussion assignment

AN

keeping logs for small group discussion assignment

other (please describe)

What other learning experience or activities outside of
this course, that you engaged in this semester, do you
Teel Teinforced, supplemented, or added to the activities
of this course in developing cultural self-awvareness or
cultural sensitivity? (For example, school events,
another course, a flield assignment) Please try to be as
specific as possible.

Are u planning during the next semester to engage in
any learning experiences that will specifically further
the development of knowledge, understandings, and/or
skills in social work practice with groups
culturally/ethnically/racially different from your own?
(For example, elective courses, independent studies,
selecting assignments)

Yes (please describe)

No

wWhat is the topic of your final written assignment? (If
you have a final written assignment)

(Please turn page)
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PART II: In answering questions in this section, please exclude

any activities which were the result of course
assignments.

During the past three months, have you read a book or
watched a TV program in which the dominant theme centered
on an ethnic/racial group other than your own?

Yes (please name book or TV program)

No

During the past three months, have you attended a film or
play in which the dominant theme centered on an
ethnic/racial group other than your own?

Yes (please name f£ilm or play)

No

During the past three months, have you attended a meeting
in support of a cause of an ethnic/racial group other than
your own?

Yes (briefly identify)

No

During the past three months, have you made a donation of
more than five dollars in support of a cause of an
ethnic/racial group 'other than your own?

Yes (briefly identify)

° No

(Please turn page)
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Post-Course Questionnaire Page 5

5. Have you attended, during the past three months, a private
social event in which 25% or more of the participants were
from ethnic/racial groups other than your own?

Yes (please name these other ethnic/racial groups)

No

6. Have you hosted, during the past three months, a party or
other private social event in which 25% or more of the
invited guests were from ethnic/racial groups other than
your own?

Yes (please name these other ethnic/racial groups)

No

-7 During the past three months at Hunter College School of
Social Work, did you attend or participate in any program
or activity that had as its subject or theme and
ethnic/racial group other than your own?

Yes (please describe briefly)

No

PART I11

Research has shown that, for a variety of reasons,
members from one ethnic/racial group can experience
varying degrees of comfortableness or feelings of suc-
cess in interacting with members from different groups
may vary according to the situation. Below are des-
criptions of different social and work situations, each
followed by a list of ethnic/racial groups and a scale
ranging from very uncomfortable to very comfortable or
from unsuccessful to very successful, After reading
each 3description, please circle a number on the scale
after each group. Remember, there are no right or
wrong answars to this, It 1s Dest to put down your
first reactions.

(P_ease turn page)
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You are vacationing in a distant city and break your leg in

an accident.

Several doctors (all board certified orthope-

dists) from different ethnic/racial groups are available to

treat you.

a.
b.
c.

a.

Very
Uncomfortable Neither
Asian American 1 2 3
Black American 1 2 3
Puerto Rican 1 2 3
White American 1 2 3

How comfortable are you with having doctors
from the following groups treat you?

o & o~

Very
Comfortable

S
5
)
S

You have been awarded a scholarship for advanced study at a

prestigious but somewhat isolated school in North Dakota.
Your roommate for the year, a scholarship winner of the
same sex, is from one of the following ethnic groups. How
comfortable would you feel in sharing a room?

a.
b.
c.

4.

You are going to a'tamily reunion type picnic,
long distance and your relatives suggest you invite a
friend along to help out with the driving.

a.
b.

~

é.

Very
Asian American 1
Black American 1
Puerto Rican 1
White American 1

P
2
2
2

Neither

3

3
3
3

L T S

It is a

Very
Comfortable

]

S
5
5

How comfortable
would your family feel about your bringing a friend from on
of the folowing ethnic groups?

Very
Uncomfortable Neither
Asian American 1 2 3
Black American 1 2 3
Puerto Rican 1 2 3
White Ameczican 1 2 3

(Please turn page)
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Post-Course Questionnaire Page ?7

You are looking for a child care person for your two year
old child. Several applicants from different ethnic/racial
groups apply. All have good references. How comfortable
would you feel hiring members from the following groups?

Very Very
Uncomfor table Neither Comfortable
a. Asian American 1 2 3 4 5
b. Black American 2 3 4 5
¢. Puerto Rican 1 2 3 4 S
d. white American 1 2 3 4 5

You are invited to a dinner party where ethnic dishes will
be served. You will be expected to sample all of the

dishes and participate fully in the meal. How comfortable
would you feel about eating each of the following types of

food?

Very Very
Uncomfortable Nejither Comfortable
a. Chinese 1 2 3 4 5
b. Asian Indian 1 2 3 4 5
c. Puerto Rican 1l 2 3 4 S
d. Soul Food 1 2 3 4 5
e. Vietnamese A 2 3 4 S

You are interviewing for an important, long sought after
gsocial work position. The interviewer, who will come from
one of the ethnic groups listed below, will be paying close
attention to your communication and empathy skills. How
successful do you think you will be in the interview?

Very Very
Unsuccessful Neither Successful
a. Asian American 1l 2 k] 4 5
b. Black American 1 2 4 5
c. ?uerto Rican 1 2 3 4 5
4. White American 1 2 3 4 5

(Please turn page)
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Post-Course Questionnaire Page 8

You are hired as a social worker at an agency where 758 of
the clients come from ethnic/racial groups other than your
own., How successful do you think you will be in working
with the following groups?

Very Very

Unsuccessful Neither Successful
a. Asian American 1 2 3 4 S
b. Black American 1 2 3 4 S
c. Puerto Rican 1 2 3 4 5
d. White American 1 2 3 4 5

You are offered a social work position that meets all of
your expectations. However, you must learn a second
language. How successful do you think you would be in
mastering the second language for conversational use?

Very Very
Unsuccessful Neither Successful
1 2 3 4 ]

-

{(Please turn page)
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Page 9

ARE THERE ANY OTHER COMMENTS YOU WOULD LIKE TO MAKE ABOUT THE

DESIGN OR IMPLEMENTATION OF THIS COURSE?

THANK YOU VERY MUCH fi11120d03030e00028008318311111%

(Please turn page)
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SPRING SEMESTER, 1983

Dear Student,

Last semester, ycu participated in a course entitled Social
Work in the Urban Cormmunity that was also part of a doctoral projecst,
Now that nearly two months have passed, we would like to ask you to
reflect on this learning experience and answer the questions below,
Thank you very much.

Sue Wesselkamper, Doctoral Studen:

WHAT WAS THE MOST VALUABLE OR SIGNIFICANT LEARNING THAT YOU
DERIVED FROM TAKING THIS COURSE?

WHAT ASPECT OF THIS COURSE WAS MOST HELPFUL TO YOU?

WHAT ASPECT OF THIS COURS® LEAST HELPFUL TO YOU?

WHAT CHANGES OR MODIFICATIONS WOULD YOU LIKE TO SEE IN THIS TYPE
OF COURSE (e.g. content, timing, assignments, use of class
time, etc.)?

ARE YOU TAKING A COURSE OR DOING A SPECIAL PRCJECT THIS SEMESTER
WHERE THE PRIMARY EMPHASIS WILL BE CN LEARNING ABOUT A CULTURAL,
ETHNIC, RACIAL GROUP OTHER THAN YOUR OWN?

Yes (please describe)

No

COURSE INSTRUCTOR:FPOR SOCIAL WORK IN THE URBAN CCMMUNITY

(Please circle): Dr. Browne Dr. Burghart Dr, Weisman
YOUR PROJECT CODE: s
{ middle name or (numerica. dav
A\MN for no middle of birth, e.3.
nane! 27, i3)

13
It
ite
1=
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