
be ready for any step away from famil-
iar practice, all proposals for change
may be laid aside. They may even be
given an accolade, "It's a good idea but
this community isn't ready for it."
There the matter rests. If not, a school
survey mav be a last resort.

19. The Blase Cynic. Sees all-knows
all, even before it is explained. Proposals
are heard in a tolerant, even gently con-
temptuous, manner. WVearily the answer
is given, "Yes, it sounds like it might
be a good idea, but those things never
work." If necessary, the names of a half-
dozen communities are cited, implying
that this particular idea was tried in all
of them with unfortunate results. Na-
turallyv, that finishes that.

20. The Optimist. Cheery, ebullient
members of this variety are superbly
confident that everything is going fine.

Great progress has been made in recent
vears and schools were never better.

Few people are vicious enough to punc-
ture this bubble. Those who do are
heard with a pained and incredulous
expression; and they are then convinced
that they exaggerate, need a rest, or
have an ulcer.

2i. The Democratic Variety. Rare,
but they can be located after search.

Thev hear all evidence on each sug-
gestion, using an efficient parliamentary
procedure. Action may be postponed
by interpreting democratic methods to
mean allowing each person to report at
his oaxn convenience. If group action
appears imminent, a proposal may be
divided into tw o parts. A committee
may b)e appointed to study each part.
I)emnocratic leadership may announce
that when the tb wo committees make
mutually favorable reports, it will be
safe to go ahead. And it will be!

inae Cit _dminipduation

From two and a half years of work with the Citizenship Education
Study of the Detroit public schools and Wayne University, Arnold
Meier, Alice Davis, and Florence Cleary, all members of the Study staff,
make practical suggestions for the extension of the democratic process
in school organization and administration.

MR. GRAHAMI, the school principal,
reads current educational literature
which emphasizes the need for and the
effectiveness of democratic procedures
in school administration. He is aware

that democratic living places heavy de-
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mands on the schools and requires able
leadership on the part of their adminis-
trators. When he attends workshops
and nieetings, he is reminded that the

hunian personality of the teacher must
bIe respected; that teachers should have
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a share ill making decisions which
vitally affect them; that in each faculty
there is a real "well of leadership" if it
can only be tapped; that schools w ill
more adequately discharge their respon-
sibilitv if the creative talents of all are
released.

He hears, too about the strides
which adninistrativc and supcrvisory
hierarchies in private enterprises are
mal;ing in enplover-emplovee relation-
ships, in job training, or in cooperative
endeavors. He reviews findings vwhich
seemn to indicate that more pay, more
light, more rest periods, more sick leave
are neither such potent motivations to
hetter w-ork and good morale nor such
serious grievances as they once w-ere
thought to be. The investigators and
theorizers point out that there is an
Csprit tic corps. a morale, a feeling tone,
;1 relationship among w\ orkers which is
an elusive but important factor in the
\\av workers participate in an! co-
operative enterprise.

So Mlr. Grahanm accepts the \-alues in-
hercnt in these ideas and acts promptly
and vigorously in his own school. He
finds that as hie gains insights he under-
stands the on-the-job behavior of his
faculty better. He I)ecomes more human
in his relationships -with teachers and
pupils, and hence does not -wear his
status leadership so obviously. As he
leads faculty meetings he raises prob-
lenis and invites suggestions. At one
time he w\ould hav-e considered such a
performance to be an admission of
weakness. Soon there are ol-re faculty
discussions. Teacher participation is in-
creased. WVork groups or comniittees
are organized.

Air. Grallhaml and his faculty are
underwa-\ !-the first step has een tlaken.
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To say that they- w ill or - ill not even-
tually sail to glory is beside the point.
There wxill be difficulties. There wvill
be periods of confusion x-hen there is
no apparent progress. There may be
evidences of open revolt and a desire
on the part of somec to return to the
security of traditional practices.

Many- observers ha-e reported on
group case studies or hav-e generalized
from their experiences wvith groups in
industry, labor, communit,-, church,
and school. The observations available
indicate that in activities xhich attempt
to encourage broad permissive participa-
tion, certain difficulties arise repeatedl-
and certain perplexing problems recur.
Some of these problems and their im-
plications for the man!- .\r. Grahams
in our schools todax- are discussed in
the remainder of this article.

What are some of the psychological
blocks which must be partially re-
moved as teachers begin to identify
their real problems? What reactions
are typical as administrators begin
to change their procedures or ways
of working with a faculty?

In general, teachers haxe lived in a
culture x-hich expects them to knowv
the ansx ers. To indicate problems, to
consider w-eaknesses, to admit short-
comings. to ask for help is difficult for

manv individuals and groups. \X'hen
an individual identifies his owvn proh-
lem it tends to raise in his mind, in the
minds of administrators, and in the
ininds of other teachers some doubts as
to his abilities. Unless the teacher is an
exceedingl- secure person and unless he
has learned from experience that ad-
missions of this kind are safe, he wvill
tend to refrain from indicating his
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Serious concerns and will often men-
tion minor problems or problems of
administrative detail.

Confusion May Reign
If teachers have been accustomed to

a clear-cut, well-defined, more authori-
tarian procedure, manyv of them may
have some feelings of confusion as these
procedures are changed. WXhen deci-
sions are made and clearlv stated by

administrators, teachers feel they "know
what's wxhat." They know what the
decision is and who made it. Thev
know what to do and when to do it;
they knotw -w here to go for interpreta-
tions. Thev may disagree at times; ma!
feel resentment or irritation wvith the
decision. They mav even subtly sabo-
tage it. but at least there is little con-
fusion.

WXhen, on the other hand, the faculty
is asked to participate in defining school
problems and in working toward their
solutions, thev find themselves involved
in a process which they may not under-
stand or accept. The decisions may not
be clear-cut; there is often greater lati-
rude for the teacher's discretion; the
limits of acceptable action often are not
adequately explored. And confusion
and insecuritv are apt to result. This is
the state of affairs Xwhich some people
view with extreme alarm and attempt
to relieve wvith emergency measures
which negate many of the gains which
might have been made. It is patience
that is needed at this point.

WlVe Fear Chalzge

If the problems under discussion in-
dicate possible change in traditional,
academic areas, there is likely to be
considerable concern. Teachers ma!'
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question whether fhe course of studv
can be covered, whether children will
experience loss in academic knowledge
or skills, or whether time allotments in
basic subjects will be reduced. There
has been such a glib barrage of horta-
tives that this and that should be added,
xithout concern as to what should be
deleted or done differently, that some
teachers have developed emotional
mechanisms in self-defense. If the fac-

ultv means business it will spend con-
siderahle time on the details of 'wbat,
holw, and 'hJeln.

Even if the problems are not con-
fined to the strictly academic areas,
there mav still be doubts. If, for ex-

ample, the school is considering the
possibility of giving increased emphasis
to the student council, to clubs, or to
service groups, teachers xvill ask if chil-

dren xvill be out of class more fre-
(quently. who will sponsor such groups,
and hoxw this is to be done. Thev mav

q(uestion whether the teacher will be
expected to give more time, whether
schedules wxill have to be reorganized,
and whether there awill be criticisms
from parents.

If someone suggests that teachers
need to have or wxish to have a better
understanding of children, again in
spite of theoretical acceptance of the
idea there max- be some reservations.
Does this mean more or different kinds
of school records? Will it mean making
more home calls and giving more time
to parents? Does all of this business
about understanding children mean that
there xvill be less restraint, more ac-
tivity, more confusion and noise?

.lanv other questions, expressed or.
unexpressed, may block teachers as thev
"begin to work democratically on their
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problems." To say that many of these
questions are petty does not invalidate
them. They must be faced. The prin-
cipal must take time to examine them
patiently with his faculty. Implications
of proposed action must be considered
and the principal must be willing to
wait until teachers have gained security
before much progress can be made.

How does a faculty organize itself
into working groups?

In a large faculty there are some
difficulties involved in setting up work-
ing groups. This may be done on the
basis of grade lines, subject-matter
areas, interest groups, special problems,
or random groups. If the school is some-
what compartmentalized or departmen-
talized, there seems to be considerable
value in crossing department, grade,
and subject-matter lines. There is
greater likelihood that values will
change if more than one point of view
is represented and teachers know and
understand the difficulties and problems
of teachers working in other areas.

Tlhat Skills Are Necessary?
Assuming that a faculty has organ-

ized itself into small working groups,
the question immediately arises regard-
ing skills which the group needs in
order to operate efficiently in vigorous
programs of action. No attempt will
be made here to elaborate on these
skills. Such aspects of the group process,
however, as the role of the chairman
and recorder, the role of the partici-
pant, the procedural steps to be used
in working toward the solution of prob-
lems, the mechanics necessary, and the
maintenance of good human relation-
ships should be understood.

As a first step each group will need
to clarify its function and purpose. Is
its function to explore, to investigate,
to initiate, to suggest, to recommend, or
to carry into action certain specific
undertakings?

What is the relationship of the small
group to the total faculty group?
Where there are a number of work
groups, activities need to be co-
ordinated. Shall this be done by the
principal'

IVho Coordi7nates?
To have the principal solely respon-

sible for the coordinating function will
defeat one of the objectives of the
process; namely, that all people need to
see the over-all program and be in-
volved in it-in its planning, its execu-
tion, and its evaluation. It mav be wiser
to have the entire faculty set up some
form of an over-all planning committee
with the principal as a member, This
group might include the chairmen and
recorders of the small groups or other
members from each of these groups.

The over-all planning group, like-
xvise, should have its own elected chair-
man and recorder. Its function might
be to facilitate communication between
groups, to help unify the over-all ac-
tivities, to plan general faculty meet-
ings, to eliminate duplication of activi-
ties, to budget time and money, to
facilitate the carrying out of decisions,
to arrange for periodic reporting and
evaluation of on-going activities, and to
help identify the problems which must
be referred to the whole faculty.

Where and how may suggestions,
ideas, and projects be initiated?

Strange as it may seem, this question
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causes some difficulties upon occasion.

If a school traditionally expects sug-
gestions regarding the total school to

come from the larger school adminis-
tration or the local administrator, teach-
ers understand the formal chain of

command and the conventional lines
of communication.

If the administration proposes to

solicit suggestions from all sources, it is

possible that ideas may be initiated by

a teacher, administrators, small work
groups, the total faculty, the steering
committee, pupils, parelts, or bv non-
teaching personnel. While this has ad-

vantages in that it releases the creative
thinking of many, there may be some

confusion as to the flow of ideas. Once
initiated, what happens to the sugges-
tions? This raises a question regarding
procedures to be used in securing ef-

fective communication.

How can effective communication be

facilitated?
When a faculty attempts to solicit

ideas from individual teachers, adminis-
trators, small groups, the central co-

ordinating committee, pupils, parents,

and non-teaching school personnel, the

problem of communicating these ideas is

difficult and complex. For purposes of

illustration it xvill be helpful to distin-

guish roughly two kinds of communica-
tion: spreading the facts when "every-
body wants to know what's happen-
ing"; and conveying assumptions, values,

and philosophy which provide the
basis for new insights and new
procedures.

TVho, TVhat, and IVhere Sharing

The first type of communication
deals with information for which there
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is ready acceptance. In fact, there is
likely to be criticism if this kind of

communication is not maintained. Peo-
ple feel "left out" when they do not

share in it. It is not too difficult to

provide information about such things

as time and places of meetings, who
wvent where and why, procedures for

health inspections, and the like.
The informal communication svstems

in which A meets B in the hall and

savs, "Have vou heard that .... " or
B has lunch with C and repeats the in-

formation with or without embellish-
ment, can be relied upon to carry a

heavy load of those details which it is

inadvisable to print or report formally.
Notices on the bulletin board, regular
weekly notes, copies of minutes, and

oral summaries in meetings facilitate
the communication of factual informa-

tion. If there is not sufficient interest
in events to guarantee the reading of
notices or bulletins, it mav be advisable

to supplement them with brief oral

summaries in meetings. The assumption
that the mere issuance of a bulletin or

report is communication is not tenable.

Communication does not exist until the

facts or ideas reach the consciousnless,
not just the bands of the proposed
recipient. No system is effective or ef-
ficient which does not achieve this
olbjective.

Comnnuzlication to Effect Change

The second type of communication
involves ideas, values, beliefs, and pro-

posed long-term action. It attempts to

do several things at once. It seeks to

produce readiness for, interest in, and

commitment to new ideas. It implies
action and change in behavior. To be
really effective this communication
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must carry some authoritativeness for
the individual. It has this authoritative-
ness only when the individual is ready
to act on the ideas.

For certain individuals and for cer-
tain situations it mav be sufficient to
communicate new ideas bv a letter, a
bulletin, a book, or a speaker. Films
are also used on the assumption that the
film carries a heavier emotional charge
than the plain spoken or written vword.
Films are effective, but there are few
people -who w ould agree that the film
is enough. In all too many cases the
effectiveness of such communication is
in doubt. Books have been written,
speeches have been made, films have
been shown, educational periodicals
have multiplied. Yet the majority of
schools have not been materially
changed.

People do not change their valules
or beliefs by being told that thev
should. The analysis of the time rc-
quired for complete understanding is
not accurately judged. The full im-
plications of vague proposals do not
enter the perception of people until
they are identified in specific situations.

When extended time is needed for
planning and for setting up programs of
action, one- or two-dav workshop ses-
sions, the wveeklend wvorkshop, or after-
school dinner meetings are effective
procedures for communicating ideas,
values, and plans for the small group.
Occasionally field workshops may be
used in which the small group, after
visiting a school, makes use of on-the-
spot resource people to interpret ob-
served practices and to assist the group
in clarifying their own beliefs and
values. These procedures have been
valuable in communicating and clarify-
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ing ideas for members of a small group.

Some New Techniques
The problem which remains, how-

ever, is the communication of the sug-
gestions, ideas, and plans formulated bv
this group to the larger faculty group.
The traditional facultv meeting which
relies upon announcements and reports
does not effectively serve this purpose.
Such techniques as the sociodrama, the
use of role playing, panel discussions,
demonstrations, and group reporting
help to secure effective communication
and to promote acceptance of school
policies and programs of action. The
final decisions w-hich crystallize this
acceptance should be clear cut.

Who participates in the making of
decisions?

Some schools have answered this
question by stating the general principle
that those who are directly affected bv
a decision need to share in the making
of it. If a proposed plan of action con-
cerns only one teacher, she, in coopera-
tion with the administration, mav make
the decision. If the decision concerns
a small group of teachers, this group,
in cooperation with the administration.
may make a final decision. If the deci-
sion concerns the total faculty, the
decision making, in general, should in-
volve the entire faculty group or-at
least the coordinating committee rep-
resenting the total faculty.

In schools where there is lack of
understanding regarding decision 'mak-
ing, frustration will result. As one
older man vwho had xvorked for years in
the inner circle of an educational or-
ganization expressed it, "Just once be-
fore I die I'd like to know who makes
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decisions around here and how they
are made."

What is the role of the principal in
this process of democratic adminis-
tration?

Some school administrators project
dire consequences as a result of any at-
tempt to encourage shared planning,
executing., and evaluating. They assume
that if they relinquish any of their
authority it is equivalent to inviting the
faculty and students "to take over."

A faculty of mature people is not
likely to feel that a principal who is
delegated certain authority from the
elected board of education through the
superintendent can be divested of that
responsibility. The principal cannot
abdicate. It is helpful if everyone under-
stands that the principal has respon-
sibilities and that if in discharging these
he differs with the majoritv opinion of
the group, he will openly explain the
reason for his decision.

The Principal 11'it lirIa's
If the faculty members are to be ex-

pected to recognize their responsibility
in group action, the principal mav be
in a dilemma as to how forceful his
leadership should be. In some situations
principals, in their eagerness to en-
courage faculty participation, have
almost completely withdrawn from
positions of leadership. They have dele-
gated authority to individuals, to small
work groups, or to the total faculty.

On the surface this appears to have
merit. Teachers mav more fullyv realize
that the administrator is truly sincere
in his desire to share responsibilities for
planning and decision making with his
faculty. On the other hand, this prac-
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tice may he resented by certain individ-
uals and groups holding quite different
values and beliefs. One teacher aptly
stated such resentment when he said
that the principal was paid to direct,
that he was selected because of his
ability to do so, and that he was, there-
fore, neglecting his duty when he
turned over his responsibilities to others.

The Principal Takes Over
In other situations principals have as-

sumed rather direct, forceful roles of
leadership. This, too, has advantages
in that teachers, if accustomed to this
pattern, feel more secure. It has some
disadvantages in that teachers may feel
that while the principal has encouraged
them to participate in planning, he
really retains and uses his right to veto
decisions and, as a result, the process
becomes a meaningless form without
reality. As one group of teachers ex-
pressed it, "WVe don't care to waste time
in discussion and exploration unless we
can also recommend and move toward
action." Thev wanted to see more
clearly the purposes of small work
groups or committees and the sub-
sequent follow-up in terms of an action
program.

The Principal Is a Group AMember
Perhaps the most satisfactory role for

the principal is to recognize his peculiar
responsibilities of leadership and to be
ws illing to share these responsibilities
without abdicating his position as a
leader. One administrator with over
fifteen years' experience in democratic
school administration discusses his role:
"I have a vote and an important one,
but only one. I suggest. I recommend.
I try to persuade. I vigorously defend.
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But if my faculty doesn't understand,
doesn't believe in, doesn't agree with
mv ideas, regardless of merit, my ideas
haven't much chance of really being
carried out effectively-and so I wait. I
continue to work vigorously for those
things which I believe-those things
which seem to me to be best for the
young people with whom I work."

Without elaboration several other
questions about time, complexity, con-
flicts, and skills might be listed: How
does a school faculty find time to work
on problems? How are new teachers
inducted into a process which has been
underway for some time? How are
parents involved in or at least informed
regarding the school's purposes and
plans while these are in the process of
change? Hosw are conflicts in value
and differences of opinion resolved if

action is demanded? Hoer does a fac-
ulty su:umnarize, report, and evaluate its
efforts? What kinds of group skills are
desirable or necessarv so that the
process is effective and efficient:

The need for effective skills in the
group process increases as schools travel
farther along the path previously in-
dicated. The skill patterns seem com-
plex, but so are the behavior patterns
of a football team as it tries to reach
the opponent's goal. If the school fac-
ulty would spend the same aniount of
time analyzing and practicing individual
and group skills in making school
changes as the football coach and the
team do in preparing for the season's
schedule, much would be gained. Goals
vwkould be clarified, difficulties swould be
anticipated, morale would he con-
sidered, skills would be practiced, co-
operative effort Xwould be rewsvarded, and
discouragement would be reduced.
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HERBERT THELEN and WATSON DICKERMAN

Individuals concerned with productive group discussion and action
have been interested in the activities of the First and Second National
Training Laboratories in Group Development, held during the summers
of 1947 and 1948. Those concerned with research in this vital area of
group processes will be interested in this article growing out of the
Second Laboratory and its implications for leadership. The authors are
Herbert Thelen, associate professor of educational psychology, Univer-
sity of Chicago, and Watson Dickerman, assistant professor of educa-
tion, University of California, Berkeley. Both were Laboratory staff
members in 1948.

VARIED SOCIAL MECHANISMIS
differ in the explicitness of their policies
of operation. In an association which
operates according to a constitution,
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by--laws, and parliamentary procedure,
policies of operation are comparatively
explicit. In an informal group, such as
a club or discussion group, policies of
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