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PREFACE

Supported by a grant from the Vocatidnal Education Research Program of
the Bureau of Occupational and Adult Education of the U.S. Office of Education,
the Far West Laboratory }or Educational Research and Development designed,
developed, and pilot-tested a personnel development prqgram aimed at improving
the competence of instructional leaders in planning and imp:ementing curricula
in generic work skills. |

This project used a research curriculum called INVERACTION, which was

*
developed by the Far llest Laboratory in 1975, as a foyndation for the person-
nel development program. The INTERACTION curriculum wys designed to help high
school students to learn cuoperative group interaction{skills in small task-

oriented groups, in order to prepare them to make healthy adjustments to the

requirements of most job settings.
The research curriculum facilitates the development of competence in:
(1) communicating effectively; (2) identifying and utilizina group resources;
(3) resolving conflicts; (4) planning to accomplish and to carry out tasks;
(5) evaluating individual and group performance; (6) sharing leadership/member-
ship responsibilities; (/) making group decisions; and (8) cooperating with
group members.
The curriculum was pilot-tested in urban, suburban, and rural settings;
in large and small schools; with academically motivated students and with
underachievers; and in vocational, experimental, and academic classes. Pilot
test findings clearly indicated that in all settings the value and effectiveness

*INTERAC[}QNMgpd The Effects of Learned Leadership/Membership Skills on Work
Performance: Final Report (San Francisco, Calif: Far West Laboratory for
Educational Research and Development, 1975).




of the curriculum is greatly enhanced: (1) 1f the teacher has had previous
training in generic work skills, and (2) if the teacher 1s competent in plan-
ning and implementing curricula in generic work skilils.
The Instructional Leadership Development program responded to the need
outlined above. Accordingly, the project staff at the Far West Laboratory:
° désigned a model of, and specifications for, a professional
development program for instructional leadership in Generic
Work Skills curriculum planning, implementation, and evalua-
tion; ’
e deve'oped training materials and procedures (based on the
model) that enable educators to acquire competence in the
planning, implementation, and evaluation of curriculum and
instructional programs in generic work skills; and

e pilot tested the program in a variety of professional devel-
opment settings.

The products developed by thé project include: an Orientation Guide;

A Model for an Instructional Leadershi»s Development Program in Generic Work

Ski1ls Curriculum; Foundations, a curriculum content module; Curriculum

Planning, Implementation, and Evaluation, a curriculum management module; and

a Final Report.

An essential aspect of the project was the involvement of educational
practitioners in the research and development process. This was accomplished
through cooperative arrangements with institutes of higher education and
participating school districts.

In this document we present the Model of the Instructional Leadership
Development prcgram and specifications for the two instructional development

modules, and the program implementation.

-ii-




KEY TERMS

o Instructional Leadership Development (ILD): refers to the professional
development of educational personnel who are (or might be) involved
in planning, designing, implementing, managing, and evaluating
1n:%;uctiona1/1earning experiences ?n the domain of generic work
i skills.

® Generic Work Skills (GWS): refers to one set of skills in the generic
work skiTls domain, namely those skills that facilitate the operation
of goal-oriented groups involved in the accomplishment of specific
tasks that require cooperative interaction among members of the group.

¢ Model: (a) an abstract representation of reality, or (b) an organized
expression of a mental image. This image can be described, depicted,
or otherwise displayed. Such a description can then be used to make
the model real. In this work, the term model is used in the sense of
a mental image--the image of an Instructional Leadership Development
program in Generic Work Skills. The model document also outlines
specifications for the components of the program and for the relation-
ships among the various components. The model and specifications
became the basis upon which a training Jrogram was developed and
adapted to fit into a variety of institutional settings and implementa-

{ tion modes.

(o Curriculum Content Module: an instructional resource to be used in
TmpTementing an Instructional Leadership Development program in Generic
Work Skills that introduces: (a) the knowledge base for generic work

skills; (b) a description of the content that can be used to introduce
generic work skills curriculum and instruction; and (c) the specifica-
tion of generic work skills competencies.

¢ Curriculum Management Module: an instructional resource that can be
used to implement an Instructional Leadership Development procram in
Generic Work Skills that introduces arrangements and procedures for
the purposing, planning, implementing, and evaluating of generic work
skills curriculum and instruction.

-i{i-
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INTRODUCTION

This document presents a Model and specifications for an Instructional

Leadership Development (ILD) program in Generic Work Skills (AWS) curriculum.
“In .this Introduction wé present an overviev of the Model and the specifica-

tions, and explain the relationship of the Model to the development-of the pro-

gram resource materials.

The Model for Generic Work Skills curriculum is an abstract representa-
cion of Instructional Leadership Development programs which are expected to be
implemented by various educational professional development agencies and in-

stitutions. The specifications are elaborations of the model which outline

the content of various professional development resources. The model was

designed: (1) based on an exploration of Qeneric work skiils education needs,
(2) in response to the 1977 Grant Announceéent of the Vocational Education Act,
and (3) based on the generic work skills résearch curriculum project completed

earlier.

A. An Overviow of thg ILD Model

The document represents a certain way of thinking about curriculum design.
This thinking can be portrayed by a set of questiuns that were asked as we
designed the Instructional Leadership Development program. These questions

were:

1. Why should we design curricula in generic work skills and how
does a GWS curriculum fit into the broader scope of education?

2. What kind of behaviors or competencies are we to assist
individuals or groups to develop?

3. What kind of individuals or groups are to develop these
competencies?

~vii- ;{)



4. Given the above, how can we conceptualize the GWS curriculum
~domain as a system of interrelated and {ntegrated parts?

5. Given the domain, what has to be learned relevant to GWS that
en:bl$s ghe individual or the group to acquire the specified
behavior

6. What curriculum planning and management arrangements can be
specified that enhance the delivery of the content?

7. What information acquisition arrangements need to be made to
generate the information knowledge base needed for the devel-
opment of the curriculum content, as specified in (5)?

8. What infusion, logistical, and other support arrangements‘are
needed?

In pursuing these areas of inquiry, we conceptualized them as {nter-
related and interdependent. What emerged from the conceptualization was a set
of operations that made up a system of 1Lterrelated and internally connected

" operational components of design. The following information briefly charac-
terizes these components and their reiationships.

Component I: The Rationale for and Purpose of Generic Work Skills
Instructional Leadership Development

An exposition of the rationale and its general purpose.

Component II: Behavioral Characterization f\\;

A specification of the behaviors that are to be acquired by the
teacher or instructional leader,

Component III: Target Groups

A characterization of the educational personnel who will be
trained.

Component IV: Curriculum “tructure

An organized presentation of the description of the various
curriculum content domains including competencies (specifica-
tion and level of competence) derived from the behavioral
characterizations.

Component V:  Specifications for the Curriculum Content of the ILD
Program in Generic Work Skills

An organized specification of the content that is generic to
work skills,

-vitt-;




Component VI: Specifications for GNS Curriculum Management

An organized specification of a curriculum purposing, planning,
implementing, and evaluating generic work skills curriculum.

Cemponent VII: Specifications for ILD Program Implementation

A general characterization of arrangemerts by which to impiement
the model (for the trainer of teachers).

| Figure 1, on the next page, presents the relationship of the components.
The following 1ist shows the reasoning behind this figure.

¢ The behavioral characterization (II1) was derived from the
rationale and general purpose of the model (I).

¢ The curriculum structure (IV) was derived and defined based
on an analysis of (I) and (Il), and also by cbnsidering the
target groups and programs (III).

e The curriculum content (V) was defined and develosed based on
the curriculum structure (IV) and behavioral characterization
(I1) in view of the rationale (I) and the nature of the target
groups and programs (ILI).

e The specifications for curriculum management (VI) are derived
from (1), (II), and (III).

e The design of the implementation (“'II) is guided by the curricu-
Tum structure (IV) and behavioral characterization (II), and
also by considering the nature of the programs (III) into which
the GWS curriculum can be fused, as well as understanding the
two specifications components of (V) and (VI).

B. The Relationship between the Instructional Leadership Development
LILD) Model and the IL.D Program

In Section A, we characterized the ILD mode™ and specifications. The
model is an abstract representation of an ILD program. The program is derived
from the model as resource materials are developed, based on the specifications
that are described in this document. Implemeniation provisions are spelled out
by which to use those resources in an ILD program.

Figure 2 displays the relationship between the various components of

the mou?1 and the program resources.

'ix“.
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FIGURE 2
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THE PROGRAM RESOURCES

The program for the professional development of vocational education
instructional leadership in generic work skills was derived from the model of
the program described above. We also described the relationship between the
model and the program. Figure 3, on the next page, introduces an image of the
Instfuctional Leadership Development program. In this figure we introduced
the main components of the program, namely: the Learner System, the F -ogram

Resources System, and the Application System,

00 s — —— s e e+ et

*

Related to: (1) knowing the curriculum cuntent of generic work skills,

(2) being able to exhibit these skills, and (3) knowing how to plan, implement,
and evaluate generic work skills instruction.



‘The Learning System] incorporates the individual professional develop-

ment aspirations and goals, his or her own professional development re:ources,

and whatever the trainee uses from the Resources and Application Systems.

The Program Resources System provides instructional and learning

resources, and program operations resources. Instructional/learning resources
facilitate the development of instructional leadership competence relevant to

the planning and conducting of a generic work skills curriculum.

The Application System prov.des organizational arrangements, resour¢es,

and facilities--or functional contexts--for the application of what has been

learned in actual or simulated curriculum planning and management situations.

FIGURE 3
A STRUCTURE OF THE PROGRAM
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C. Summary
The model and specifications introduced i1n this document are an abstract,
descriptive representation of a program that can be activated with the
resources developed during the course of the project, and by using this docu-

ment as a guide to planning and implementation.
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I. PROGRAM RATIONALE AND PURPOSE

A. Introduction

Goal directed cooperative behavior is essential to the successful func-
tioning of the individual in societal groups and particularly in economic :
organizations. At the present. time, however, formal education does not encom- ‘
pass the specific skills and attitudes that are necessary to develop such
behavior. As the first part of describing a model for an Instructional Leader-
ship Development (ILD) program in Generic Work Skills (GWS) curriculum, we |
shall present the rationale for, and the implications of, teaching GWS in
schools.* We will propose that the learning of such skills should be the core
of vocational education, and we will outline some key characteristics for a

GWS curriculum.

*

An adaptation of Bela H. Banathy and David W. Johnson "Cooperative Group
Interaction Skills Curriculum: The Common Core of Vocational and Career
Education" in Curriculum Handbook, ed. Louis Rubin. (Boston, Mass.: Allyn
and Bacon Inc., 1377).




B. Rationale

Our rationale for proposing a Generic Work Skills curriculum for schools

is based on a general proposition that we derived from a series of specific

propositions. These propositions are explicated below.

1. The General Proposition

There t8 a need in schools for a curriculum that focuses on the specific
slille and attitudes necessary for the successful functioning of individuals
in societal groups and particularly in ecomomic organizations.

The individual in our society is faced with increasing demands for com-
petent performance as a member--and often as a leader--of groups. Many young
peOple'have problems adjusting to, and working effectively in, the various
groups encountered during and after formal education. Such groups include the
family as well as various peer and study groups--for example, recreational,
political, fellowship, interest-related, and community-oriented groups.

When a person enters the world of economic organizations, he or she needs
to possess two sets qf competencies. The first set is comprised of technical
competencies, which enable a person to perform the activities they are to
carry out while functioning in a career. To be an electronic engineer or an
electro-mechanical technician, for example, one must possess a cgrtain set of
technical skills,

The second set of competencies 1; comprised of skills which enable a
person to work in concert with others, Since technical skills are of no use
if they cannot be applied in cooperative efforts with other persons, the inter-
personal and group skills needed for cooperating with fellow employees are
most important. A person's career--finding, maintaining, and advancing in
employment--depends a great deal upon his/her ability to work cooperatively
with other people. Persons who cannot communicate, build meaningful relation-
ships, or manage conflicts constructively are not selected for retention and

’ ) Ci . \ )
promotion within economic organizations. «{J
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The proposition that both technical and cooperative skills need to be
emphasized in vocational education programs is derived from an undérstanding
that, although our economic system is based upon the cooperative nature of
humans, the socialization processes by which cooperative skills and attitudes
are learned are rapidly changing. Since the inf1ueﬁce of the family in the
soci¢lization proéess is rapidly decreasing, the need for educational programs

that emphasize socialization is increasing.

2, Specific Propositions
The overall proposition introduced above was derived from the following
set of specific proposition :

a. The basis for our economic system (and all social systems) is
cooperation. Qur economic system, all human social systems, and
all interpersonal relationships exist on a foundation of coopera-
tion. Cooperation can be defined as the coordinated, inter-
dependent effort to accomplish mutually desired goals. Several
noted scholars* have taken the position that cooperation is a bio-
logical, ecological, anthropological, economic, sociological, and
psychological necessity for humans, There is a deep human need to
respond to others and to operate jointly with them toward achieving
mutual goals, Human society and biology are constructed so that
cooperation has always been absolutely necessary for the survival
of every individual member of our species. There is no aspect of
human experience more important than cooperation with others.

The quality of 1ife in our society depends in large part on the
success of economic organizations and the maintenance of the
cooperative network of exchange of products and services. Our
economic system is based upon a cooperative division of labor in
which different organizations specialize in different activities.
Within each organization, furthermore, there is a cooperation-
based division of labsr in which persons specialize and contri-
bute their efforts to achieve specific goals. The success of
c20h ecgonomie organtaation, thereforc, depends upon the coopera-
tive akille and attitudes of its members. If persons are unwill-
irg or unable to cooperate, the economic organization of which
they are members will be unsuccessful in achieving its goals or
maintaining its effectiveness.

¢ ——— e v a—

*Mead. 1934, von Mices, 1949; Deutsch, 1962; Farbe, 1963; Went, 1963; Bruner,
1966, Montagu, 1966; Horowitz. 1968; Nisbet, 1968; Asch, 1972; Johnson, 1973.
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"Besides being an absolute neceseity for effective work, coopera-
tive relationships with fellow employece are the major source of
motivation, satisfaction, and happiness on the job. Persons
enjoy their work more, accomplish more, are more motivated, and
have more positive attitudes toward work when they are in
cooperative work relationships on the job.

The meaning of work is based upon being pwrt of a cooperative
effort with other people. The relationships that people build

on the job, and in their private 1ife, greatly affect the meaning
they derive from their work. An individual wili take more pride
in his or her work when other people recognize that such work
contributes to the quality of their 1ives and, consequently, give
him/her recognition for that work. Such recognition and support
are strongest in cooperative relationships.

Cooperative efforte in small groups are being emphasized more
frequently in economic oraanizations. Large industrial organiza-
tions are trying new, small group structures. Automobile companies
have constituted “teams" responsible for the entire assembly of

a car, for example. In order to improve morale, decrease alien-
ation, and increase production, the use of small groups is increas-
ing in our economic organizations.

The femily is no longer an effective agent in imparting coopera-
tive skills and atti‘udes. Traditionally, the responsibility

for socialization of children and work has been in the family.

The family has been regarded as the central agent controlling

the individual's personal and social growth. Profound changes in
our society, howzver, are rapidly transforming the family, and

the direction of change 1s toward increasing disorganization,

The power of family 1ife as an agent of socialization is diminish-
ing. An increase in alienation 1n voung people is resulting.

This is reflected in their growing feelings of disinterest, dis-
connectedness, and even hostility toward the people and activities
in their environment, Researching the documents of several noted
developmental psychuiogists had led us to make the following
observations:

e The structure of the family is changing radically so
that interaction between children and parenting adults
is decreasing rapidily.

o Developments of recent decades isolate children not
only from parents but also from people in general.

o Children are being isolated from the world of work.
Many ~hildren have only a vague notion of their
paren.'s job and have had 1ittle or no opportunity
to observe an adult fully engaged in his work.

e Family disorganization 1s a major developmental
antecedent to behavioral disorders and social pathology.



+

e The rates of youthful drug abuse, runaways, school
dropouts, suicide, delinquency, vandalism, and
violence are all rising dramatically.
The specific propositions outlined above provided us with an elaboration
of our general proposition that: the leaming of cooperative work skills is
necesgary for the successful functioning of individuals in societal groups

and particularly in economic organizations.

3. Implications for Education

The observations above have led us to conclude that the school is the
logical social system to enhance the socialization of cooperative skills and
attitudes. The decline of the family as a socializing institution focuses
attention upon the degree to which schools are successful in socializing
children. The increased time students spend in school, the use of education
as certification for job opportunities, and other similar forces have resulted
in the school becoming a maj. * arena for socialization.

Ideally, when a person finishes school; he or she is a knowledgeable,
skilled, healthy member of society who will enter an economic organization,
family, community, and society with thg technical skills and attitudes. needed
to contribute to their effectiveness. Knowledge and technical skills, however,
are of no use if the person cannot apply them in cooperative interaction with
others. No matter how knowledgeable or skilled people may be in the technical
aspects of their job, they will not be able to establish a productive career
or maintain employment if they are unable to communicate and work with others,
if they are unwilling to participate in economic activities and help share
with others or if they over-compete with ~r isolate themselves from others.

In spite of the obvious educational imperative explained above, there is
a marked absence of curricula aimed at the socialization of cooperative skills

and attitudes in schools. There is a cliche that young people today are often
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inadequately nrepared by their §chooling for the world of work and careers.
This statement is usually an indictment of the failure of public schools to
provide the practical skills needed to enter particular jobs and professions.
There is, however, another dimension to this "unpreparedness"--the absence of
curricular opportunities to familiarize and develop students in the skills,
understanding, and attitudes needed to function in cooperative situations. It
takes years to acqﬂire the skills and attitudes required for effective cooper-
ative efforts; therefore, the school is in the best position to provide a sub-
stantial contripution to the development of such skills and attitudes.

An emphasis in curricula on cooperative skills and attitudes is needed
also for successful learning within the school. The time seems right for this
new curriculum emphasis because schools are changing. The assembly-line, mass-
production approach to education based upon an earlier, more stratified, social
structure has become more open and fluid, The typical organization of the
classroom--bolted-down desks arranged in rows--has also changed. There is an
increasing, widespread use of cooperative learning methods involving small
groups, project teams, team learning, clustering of students, peer teaching,
and special interest groupings. The success of these cooperative instructional
and learning methods, however, clearly depends on the staff's and student's

competence to work cooperatively in small groups.



C. Purpose

The propositions introduced earlier lead to the conclusions that:

1. Cooperative group interaction or generic work skills
curricula lie at the base of youth's acculturation and
socialization into society;

2. Such curricula prepare youth to assume roles of responsible

' and competent participation in any task-oriented work group,
both in and out of school;

3. Such curricula facilitate the acquisition of the knowledge,
skills, and attitudes that are prerequisites to effective
performance in the world of work and careers.

The rationale we developed earlier leads us to designate this curriculum
as that part of a vocational education program which has the purpose of:
develoying competence in cooperative interaction skills within work related,
task-oriented (small) group settings,

We call this program a Generic Work Skills (GWS) curriculum. Further,

we propose that a GWS curriculum should become a regular part of the school
program, since preparing persons for job and career entry must include the
development of cooperative attitudes and skills.

The transition from school to the world of work and careers can be filled
with confusion and conflict. Perhaps many of the initial failures of young
people in adapting to the real world result from a lack of understanding of
the cooperative relationships that operate in work settings, as well as a
failure to exercise the appropriate behaviors for both leadership and member-
ship situations in specific Jobs. Since vocational education has traditionally
helped youth prepare for job entry, it is appropriate to look at vocational
education curricula for training in interpersonal and group interaction skills
and competencies 1n cooperation,

Making personal and social adjustments 1s a concomitant part of preparing

for and entering any new situation, whether in school or in any social or
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economic organization. This should begin in schools before adult behavioral
patterns have been established. A generic work skills curriculum can therefore
be considered the common core of vocational education. The design, develop-
ment, and diffusion of such a curriculum has a significance second to none in
implementing educational prioritie<. The purpose of the program characterized

nere is to develop instructicnal leadership capable of introducing and manag-

ing a generic work skills curricu.um,



D, Summary
“In this section we described the first part of a model for an Instruc-
tional ﬁépdership Development (ILD) program in a Generic Work Skills (GWS)
curriculum. We presented the rationale and purpose for, as well as the impli-
cations of, teaghing generic work skills and attitude§ in schools. Fiﬁ%lly,

we proposed that the learning of such skills should be the core of vocational

education.
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II. BEHAVIORAL CHARACTERIZATION

s

A. Introduction

In this section we describe the kind of general competence needed by
instructional leaders involved in the planning, implementation, and evalua-
tion of a Generic Work Skills (GWS) curriculum. We then interpret those
generic competencies in terms of the Instructional Leadership Development

(ILD) program objectives.

1 -12-
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B. General Competencies for Instructional Leadership

The program introduced here aims to:
1. Develop knowledge, attitudes, and skills relevant to the following
four domains:

¢ the Information and Knowledge domain releiant to generic
work skills education;

o the Process Skills domain, including the technical skills
necessary to plan, develop, and implement a GWS curriculum;

o the Curriculum Content domain, including information rele-
vant to generic work skills, curriculum goals and objec-
tives, and the specific content of such a curriculum;

¢ the Personal Competence domain relevant to the individual
teacher's ability to carry out'generic work skills.

2. Develop competencies that will enable the individual to consider
alternative instructional/learning events in GWS and to predict
accurately the relevant outcomes of such events in the classroom.

3. Enable the trainees to make an assessment of instructional and
learning outcomes in GWS, and base an adjustment in performanée on
the assessment.

4. Enable the trainees to relate what is learned in the program to
actual instruction and learning situations/arrangements they
might encounter in their classrooms.

5. Prepare for application of what has been learned, through engineered,

on-the-job, instructional leadership/teaching experiences.
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C. Instructional Leadership Development Program Objectives

Two types of objectives are to be specified: (1) Instructional Manage-
ment objectives, to be achieved by teachers as a result of participating in
the ILD program in GWS curriculum and (2) Curriculum Content objectives, to
be achieved by teachers during the course of eight modules dealing with
specifically identified generic work skills,

In specifying these objectives, the term trainee .efers to the vocational
education teacher or other professional who participates in the proposed
personnel development program. Students are those whom the teacher or other

professional will ultimately work with in the classroom.

1. Instructional Management Objectives
After completing the proposed program, the trainee should be able:

¢ To predict accurately the outcomes of alternative instructional/
learning events. :

o To select from alternatives those instructional/learning events
which are most likely to facilitate ztudent learning of generic
work skills.

e To observe and analyze student outcomes of instructional/learning
events related to generic work skills and to adjust future events
so as to increase probability that students will move to the
desired educational goals.

e To apply knowledges, skills, and attitudes gained from the

program to self-selected, job-related situations and settings
(e.g., classroom, school, community).

-14-
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: 2. Curr§culum Content Objectives
The curricu _cnnteﬁf‘;bjectives dealing with knowing about and practicing

specific generic work skills are presented in the following pages.

1. Communicating

To help trainees communicate more effectively or, more specifically,
to help them improve their ability to:

e give information;
e receive information;
e remember information;

¢ understand some of the ways that individual and group inter-
pretation can affect how people communicate.

2. Using Resources

To help trainees assess group resources in relation to a given task
or, more specifically, to help them improve their ability to:

e identify the resources that are needed to accomplish the
given task;

o identify resources available to the group;

¢ determine the probability of completing the task with the
available resources;

o identify ways to develop other needed resources.

3. Resolving Conflicts

To help trainees resolve conflicts or, more specifically, to help
them improve their ability to:

o determine the cause of group conflicts;

e figure out different ways to deal with such conflicts;
¢ recognize the beliefs and goals which the group members
share and which, therefore, can be used in conflict

resolution;

¢ know, respect, and deal with individual and group differ-
ences while trying to resolve conflicts;

e use conflict resolution to improve how the group stays
together and gets its work done.

-15- o



4.

Planning

To help
improve

trainees plan a task or, more specifically, to help them
their abjlity to:

determine the nature of the task (what must be done, where,
when, why, and by whom);

determine the resources available for the task;

determine obstacles that may hinder the accompliishment of
the task;

generate several alternative ways to accomplish the task;
establish the basis for selecting an alternative;
decide which alternative to use;

determine the details of the plan (who will do what, when,
where, and how);

evaluate their planning process, based on their ability
to accomplish the above steps.

Evaluati

ng

To help

trainees evaluate group performance and cohesion during

the accomplishment of a task or, more specifically, to help them

improve
)
)

their ability to:
determine what should hav2 happened in a situation;
determine what did happen in the situation;

notice similarities and differences Lz2tween what happened
and what should have happened;

determine reasons fo: these similarities and differences;

decide what to do to improve in the future.

-16-



6. Sharing Leadership

To help trainees recognize leadership qualities in all members of
the group and think about how power is used in the group or, more
specifically, to help them improve their ability to:

e seek leaders who help the group get its job done and help
it stay together;

o seek leaders who have valid bases for leadership;

e seek leaders who share leadership rather than manipulate
people.

7. Making Decisions

To help trainees practice decision making in a number of different
wdys and to learn the use of each way or, more specifically, to
help them improve their ability to:

e understand and use several ways of making a decision;

e understand advantages and disadvantages of each way of
making a decision;

e recognize situations in which each of the several ways will
or will not work;

e recognize and consider factors in a situation which makes
a particula. way of decision making most appropriate for
that situation;

e choose the way of decision making which is most appropriate
for a particular situation;

e evaluate the effectiveness of a decision and the choice of
a way of decision making.

3

-
-4,
-
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8. Carrying Out Tasks: Cooperating

To help trainees practice cooperative effort during the accomplish-
ment of a task or, more specifically, to help them improve their
ability to:
¢ harmonize the activities of various members and subgroups;
e observe group action to determine its effectiveness;

e determine why the group has trouble working effectively
when problems arise;

e express group standards and goals;
e stimulate all group members to do better work;

e set a good example by each member's own work.

Q -18-
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D. Summary
In this section, we characterized the behaviors that are to be acquired

by the teacher or trainee who participates in the proposed personnel develop-
ment program.

| We described the generai competencies needed by trainees or instructional
leaders involved in the planning, implementation, and evaluation of a GWS
curriculum. We then proceeded to interpret those generic competencies in
terms of (1) Instructional Management objectibes, and (2) Curriculum Content

objectives.
In the next section, we will characterize the educational personnel who

will be trained and describe the need for this program.
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ITI. TARGET GROUPS

A. Introduction

The target groups for professionul leadership development in Generic Work
Skills curriculum generally include school administrators, curriculum specialists,
and teachers in a variety of subject areas and at various grade levels. Specifi-

cally, the target groups are vocational education personnel.

In this section we shall develop specific arguments for {nvolving roational
education personnel in this program. At the same time we wish to emphasize that
we defined generic work skills education as essential elements of the curriculum;
therefore, educators in general should be familiar with, and competent in, GWS

curriculum management.
Another issue is the need to view this skills domain as one that should be

infused into, or integggtgd with, other subject areas in and beyond vocational

education rather than attempting to introduce group interaction or work skills

as an independent and separate "subject matter."
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B. The Professional Development Need

In a1l fields of education, there is an increasing emphasis on the need
for new and more effective personnel development programs.* In the field of
vocational education, this burgeoning need for personnel development programs
becomes more urgent and more complicated due to the rapid changes which are
taking place in the world of work.

As Amer{ca continues its accelerating pace of scientific and technologi-
cal development, conditions in all of the occupations are changing énd. as a
result, the roles and responsibilities of workers at all levels are constantly
being reevaluated and redefined. Since vocational education, by its nature,
addresses the occupations and attempts to prepare students for the roles and
responsibilities which they must assume in the world of work, i* is now a
field of rapid change. Teachers, administrators, teacher educators, and
curriculum developers must function effectively within this context to meet
the dynamic changes predicted to dominate secondary and postsecondary education
by 1980.

Among the torces resulting from scientific and technological developments
and contributing to the rapidly changing state of occupations are such
problems, issues, and societal conditions as the following:

e the growing energy crisis and concern for the quality of the
environment ;

e the rate of unemployment and underemployment;

e the shortages of skilled workers, displacement of workers, and
emerging new occupations;

R

*

Elizabeth A. Dillon, "Staff Development: Bright Hope or Empty Promise?"
Educational Leadership: Journal of the Associatiun for Supervision and
Curriculum Development, vol. 34, no. 3 (December 1976), p. 166.

gy
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e the rising voice of consumer interest and needs;

e the dynamic social changes and growing concern for minorities,
women, the handicapped, and the disadvantaged.

As forces like these continue to reshape conditions in the world of work
and create new roles and responsibilities for workers, the need for more
effective vocational education programs becomes progressively more apparent.
Coupled with this is the growing need for the development of professional
personnel who are capable of adjusting, modifying, or redirecting vocational
education_according to the demands of rapidly changing conditions.*

Traditionally, service areas in vocational education were often viewed
as unrelated, disjointed domains, and each area called for a set of separate
and distinct vocational skills. Students were taught to think of themselves
as "secretaries" or "mechanics"--as persons who would have a certain speci-
fied role, or who would perform a particular function in the world of work.
At the same time, vocational education teachers were trained to think of
themselves as "teachers" whose primary role and responsibility was to help
students master a skilled craft in a selected service area

However, because of the many ongoing changes in present reality and
because of the uncertainty of future reality in the world of work, there now
exists a need to integrate and correlate learning experiences and to help
students--and teachers--develop competencies which can be used in many ways to
achieve changing goals. Within this context, it has become necessary to rec-
egnize the increasing interdepandency of workers, businesses, and even whole
industries and, consequently, to understand the increasing importance of

e et e ——— et h e b —

“Robert E. Taylor and Aaron J. Miller, "The Context of Vocational Teacher
Education,” in Changing the Role of Vocational Teacher Education, ed, R.
Evan; and D. Terry (Bloomington, I11.: McKnight and McKnight Publising Co.,
1971).




developing and maintaining quality human relatfonships in order to achieve eco-
nomic as weli as social and personal success.

Present trends indicate that most jobs in the future will be within the
social services domain and that less vocational emphasis will bebgiven to
product manufacturing.* Such trends further support the need to aim vocational
education toward an understanding of human needs and interests and, con- .
sequently, to develop in professional personnel--as well as students--those
human behavioral skills necessary in any occupati.a. Innovations of this type,
however, may require a general realignment in the behavior of workers. Whereas
in the past, the produétion place was founﬁed.on attaining goals in the
form of finished products, now it nay increasingly focus on the means or
processes by which goals are attained.’

Because of rapidly changing roles and respor :bilities, the increasing
interdependency of occupations, and the nature of social service functions,
vocational education personnel today have the tagk of 1dentifyin§ the comnon-
alities of the service areas--the work skills generic to any occupation--and
of using this knowledge as the basis for preparing students who can not only
(1) master a certain skilled craft, butlalso (2) teach themselves to plan and
create their own futures with other people in aidynamic work setting.

Basic to all the occupations is the need for cogperation--a coordinated,

interdependent effort--by persons working together in groups to accomplish
mutually desired goals. Our economic system is based on a "cooperative" divi-
sion of labor in which different organizations specialize in different activi-

ties. Within each organization, there is a further "cooperative" division of

*

J. C. Willers, "The Quality of Life in the Seventies and Implications for
Vocational Education Teachers," in Changing the Role of Vocational Teacher
tducation, ed. R. Evans and D. Terry (Bloomington, I11.: McKnight and McKnight
Publishing Co., 1971).
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labor in which persons specialize and contribute their efforts to achieve
changing goals. The success of each economic organization, therefore, depends
directly upon the cooperative capabilities of its members.

Vocatid%al education and vocational education personnel development are
alike in their aim to prepare people to function effectively in the world qf
work. Demands increase for administrators, teachesrs, teacher educators, aﬁd
curriculum developers who demonstrate an understanding and mastery of the |
generic work skills acdressed here and who are committed to a search for new
ideas and methods to apbly in their field.

By nature of their service, all teachers are leaders. Vocational educa-
tion teachers are leaders who guide students into the worlq of work. If
teachers are to provide goodlexamples as well as effective instruction in
terms of the group interaction sk#lis generic to all occupations, they must
understand and utilize those skills themselves. To understand such skills
fully and to be able to apply them effectively in the classroom, however,

<. teachers must study and practice those skills before they begin working with
students. In other words, teachers themselves must learn how to function well
as leaders and members of groups.

"But, the tasks of broadening and revising traditional service areas to
adiress these interaction or generir work $kills--that is, the task  read-
justing, medifying, and redirecting teaching strategies to accommodate a rapidly
changing world and the task of establishing a regenerative and self-renewing
view of our economic system--are ~normous and complex. Without the aid of an
effective personnel development prégram directly related to planning and i.a-
plementing curricula in such areas, these tasks seem virtually insurmcuntable

when confronted by the average teacher or administrator.




Furthermore, during the last decade certain significant trends in voca-
tional education personnel development have emerged, Among these is the trend
toward utilizing across-the-board, general, and comprehensive approaches to
the professional development of vocational educators who are able to handle
changing occupational conditions and the resulting changes in roles and res-
ponsibilities. Sometimes referred to as the "integrated approach," this trend
focuses on the demand for personnel who are less service-oriented, yet special-
ized in the experiences and competenctes (generic work skills) that cut across

P
all services.

*
Dewey A. Adams, "Significant Trends in Professional Development," American
Vocational Journal, vol, .51, no, 7 (October, 1976), T
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C. Summary !

In this section we have focused-on: (1) the critical need to develop--
in the education profession tn general, and in vocational education personnel
in particula}--a mastery of work skills generic to all occupations within
our economic system, and (2) the ability to introduce such (GWS) curriculum

within the school, integrated with otner ;ubject areas in and beyond vocational

education.
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. IV. THE CURRICULUM STRUCTURE OF THE
- INSTRUCTIONAL LEADERSHIP DEVELOPMENT PROGRAM

A. Introduction

The first three sections of this document provided the information input
needed to develop the curriculum structure of the Instructional Leadership
Development program. To briefly restate our description of the model thus far,

we have:

o presented the rationale and purpose for the ILD program;
e specified the ILD program objectives;
¢ fidentified the target groups for professional development.

The curriculum structure described in this section is an abstract repre-
sentation of the ILD program that aims at managing a generic work skills curric-

ulum. This structure displays the schematic design which becomes the basis for

the development of the program.
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B. Curriculum Domain

The curriculum structure is developed from a relational respresentation
of the major curriculum domains of the program and the display of a set of
organizing concepts that will guide in making the domains operational.

Our analysis led to the identification of four curriculum domains, for
the proposed training program.

e The Informat’on and Knowledge Base domain, relevant to generic
work skills education.

e The Process Skills domain, in which the trainee acquires the
technical skills necessary to plan, develop, and implement a
generic work skills curriculum.

e The Content domain, in which the trainee acquires knowledge and
information relevant to generic work skills curriculum goals,
objectives, and the specific content of such a curriculum.

o The Personal Competence domain, relevant to the individual
teachers' ability to manifest the desired skills.

Figure 1 displays the curriculum structure which emerges from a structural
arrangement of the above domains. The four boxes labeled (1), (2), (3), and (4)
represent the four domains and define the content of the training. These do-
mains surround a set of "Basic fArganizing Concepts," which determines the
method used to present the content to the trainee. The arrows display inter-

actions among the four domains. Competence emerges as the trainee ts involved

in the tntegrmated aoquisition and application of currieulum identified within

tin: four lomdne,
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FIGURE 1:
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C. Organizing Concepts

The first basic‘brgan1zing concept, “"Competence-Based" professional de-
velopment, offers significant guidance for the program. Its distinguishir,

*
characteristics include the following:

1.  Competencies (knowledge, skills, behaviors) to be demonstrated
by trainees are derived from explicit conceptions of roles;
stated so as to relate assessment of a trainee's behavior to
specific competencies; and made explicit in advance to the
trainee.

2. Criteria to be employed in assessing competencies are based
upon, and in harmony with, specified competencies; explicit in
stating expected levels of mastery under specified conditions;
and made public in advance.

3. Assessment of the trainee's competency uses his/her performance
as the primary source of evidence; takes into account evidence
of the trainee's knowledge; and strives for maximum objectivity.

4. The trainee's rate of progress through the program is determined
by demonstrated competency, rather than by time spent or tasks
completed.

5. The training program is intended to facilitate development and
evaluation of the trainee's achievement of specified competencies.

The training sequence, insofar as it makes content more meaningful, greatly
affects the motivation of the trainee. A preferred sequence of training,
therefore, follows the principle of the second basic organizing concept, the
"Functional Context Approach.“** Functional Context learning is characterized

by the following:

* .

Only professional training programs meeting all five criteria fall within the
American Association of Colleges for Teacher Education Committee's definition
of Performance-Based Teacher Education.

*Paul Hood and Bela Banathy, Desi . of a Functional Competence Training Program
for Development, Dissemination, —and Evaluation Personnel at Professional and
,Pac~grofession31 Levels in Education (San Francisco: Far West Laboratory for
Educational Research and Development, Contract No. OEG-0-71-1194, U.S. Office
of Educati.n, November, 1970).
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o 1t provides a meaningful orientation to the enti: - job for
which a learner is being trained; .

) it follows a whole-to-part sequence im training functions or

procedures ;
() 1t programs the training for each learn:>\33 that one encounters
a graded series of tasks, each new task requiring the learner to

master new knowledges and skills.
The third basic organizing concept, "Application by\Design," means that
use of what has been learned is not left to chance, but is\related to and

the trainee will

presented within the context of a job-related setting. Thus,
apply the learned skills immediately in a self-selected envirokgent, such as
the classroom, school, and community. |

The- fourth basic organizing concept, "Adaptative to the Individual," re-
quires that training move the learner into the center of instruction. A self-
selected environment is utilized to facilitate mastery of training tasks.
Purposeful activities, sequenced in time and organized into a situational
scheme, are planned by the trainee so that they will always know that specific
competencies are being developed through learning and why, what other compe-
tencies are yet to be acquired and why, and what else they have to do to

*
acquire those competencies,

*
Ivor K. Davis, Competence Based Learning, (New York: McGraw-Hi1l, 1973) and
Bela H. Banathy, "Employer Based Career Education," Third Yearbook of the
American Vocational Education Association, (Washington, D.C.: American
Vocational Education Assoclation, 19747,
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D. Summary

In this part of the Model, we described the curriculum structure of the
ILD program as an abstract representation that aims at managing GWS curricula.
We introduced four competence areas or major curriculum domains within the
program, and we presented a set of organizing concepts that offer guidance in

making the domains operational.
In Part V of this Model, we will elaborate at length on the first three of

the competence domains. The fourth and remaining domain area will be explicated

in Part VI of this document,
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‘V. SPECIFICATIONS FOR THE CURRICULUM CONTENT
OF THE ILD PROGRAM IN GENERIC WORK SKILLS

A. Introduction

The curriculum content specifications or the Instructional Leadership
Development program outlingd in the following section are oriented towards
identifying the overall content 4t needs to be acquired or developed and
presented to the trainee, in order to facilitate his or her attainment of
knowledge and skills related to a Generic Work Skills curriculum. To be
more explicit, these specifications represent the broad content needed to

assist the trainee to develop knowledge, attitudes, and skills in:

e the Information and Knowledge Base domain, relevant to generic work
skills education;

e the Curriculum Content domain, including information relevant to
generic work skills, curriculum goals and objectives, and the spe-
cific content of such a curriculum;

e the Persoggl Competence domain, relevant to the individual's ability
to be proficient in generic work skills.

o -36-
ERIC

Full Tt Provided by ERIC.



B.

The Information and Knowledge

Base Relevant to

Generic Work Skills Education

onprars 2Pk Pomceory

og Competonce Gased

o) Functions! Content

¢) Appiication by
Oast

)} tve ts the
Individus

<~

@)
PROCESS SKILLS DOMATN
RELEVAT YO
WRAGEIENT OF
WS CURRICAUR

The development of the skills necessary for effec-

tive cooperative functioning in groups requires an under-

standing of group processes and the characteristics of

groups, as well as a knowledge of the specific compe-

tencies required for effective group work.

The key elements that provide the theoretical basis

for a Generic Work Skills curriculum are outlined on the

following pages.
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1. Group Theory, Group Skills:
' Their Significance and Usefulness

An understanding of the contribution of cooperative efforts to effective
functioning at all levels of society will enable teachers to see the value of
learning generic work skills. The following concepts should be understood and

conveyed:

a. Definition of Cooperation

e (one example): the coordinated, interdependent effort to accom-
plish mutually desired and agreed-upon goals.

b.  Cooperation as a Biological, Sociological, and Psychological Necessity

e division of labor and cooperative, interdependent effort are
necessary prerequisites for organizational success.

o the deep human need within people to respond to others.

c. Relationship between Cooperation and Economic Performance

o material well-being as a function of the success of economic
organizations.

e the necessity for a cooperative network of exchange of products
and services in society.
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2. Human Groups
A knowledge of the concepts used by human group tieorists to describe and
characterize group processes will help teachers to (1) understand the dynamics
of their own gr-up interaction, and (2) recognize the skills that facilitate

effective group functioning. Some key concepts are outlined below.

*a.  Descriptive Concepts

e definition of group and small group.
e distinction between group and aggregate or class.

e description of subtype: of groups, such as socio-groups and
psyche-groups.

e distinction between primary and secondary (task) groups.

¢ descriptions of different types of task groups (e.g., the
decision/discussion groups, the workshop, etc.).

e definition of group interaction and the qualities that
describe the behaviqr of groups.

b..

How Groups Function in the Performance of Tasks

e the effect of groun size and composition on the ability of
a group to function effectively.

¢ the relationship between group success and communications
patterns--which are related to individual status, access
to information, prior relationships, and seating arrange-
ments.

¢ group cohesiveness and its effect on group performance.

¢ performance level of a group (as influenced by above factors)
and its effects on the ability of a group to set goals,
resolve conflicts, identify and use resources, and evaluate
products and performance.

~a
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Leadership Within Groups .

definition(s) of leadership proposed by researchers and social
scientists.

descriptions of different styles of leadership, including those
that are “person-oriented" and those that are "work-oriented."

analysis of the studies that have re.ated styles of leadership to
group success.

descriptions of leadership functions (initiating, structuring,

_facilitating communication, supporting group members, etc.).

explication of the value of maintaining structure and of sharing
leadership as generic work skills.

use of game or activity whereby students describe groups to

which they belong in terms of attributes, dynamics, performance
level, style(s) of leadership, and roles of members.
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3. ldentifying and Assessing
Generic Work Skills

An essential part of the knowledge base required for facilitating the
learning of generic work skills is information pertaining to the initial skill
levels of each of the group members. ‘

Eight competencies have been identified by the Instrﬁctional Leadership
Development program as essential tc the effective functioning of task groups.
These are as follows:

¢ communication

¢ identifying and using resources

e resolving conflicts

e planning

¢ evaluation of performance

e assuming and sharing leadership

¢ solving problems and making decisions

® cooperating

Descriptions of each of these competencies, along with self-administered

assessment instruments, should be included in Instructional Leadership Devel-

opment proqram,
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C. The Content Domain of

Generic Work Skills Curricula

-

In this part of the content specifications for an
Instructional Leadership Development program in Generic
Work Skills, we shall introduce information relevant to
the GWS domains, including the purpose of these domains

and the characterization of the various curriculum con-

tent component areas.

The figure on the next page portrays the major
curriculum content components. Following the figure
we describe these components, presenting their focus

and principle.
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Figure
MAJOR CONTENT COMPONENTS

Group Cosmunication

Working in \
Accomplishing Cooperation Tasks

Jdentifying :l;d Knowing How
Use the Resources of the Group

Planning

Evaluating

Arrows indicate direct relstionships

‘.
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1. @ Group Communication
The general purpoece of this component ig to help trainees to acquire

information and knowledge about communicating effectively in groups, and
also to provide an experience in effective groug commmication.

Content and activities are to be selected to help trainees to:
(1) identify the ways we can communicate; (2) discover obstacles to effective
communication; (3) relate effective communication to group performance and
group cohesion; and (4) apply what they have learned to instructional plan-

ning in GWS.




Ve

Within the general purpose described above, curriculum content will be

selected relevant tn group learning\and individual learning.

a, Specification of Content for Group Learning

Content will be identified and selected tnuat communicates to the group

how to:

give ‘nformation
receive information
remember information

understand some of the ways that individual and group interpretation
can affect how people communicate

b. __Specification of Content for Individual Learning

Contenc will be identified and selected that will erihance the individ-
ual's ability to:

Atcitudes

e be sensitive to individual group feeling

e accept the responsibility for trying to understand another's
view and values

e value the sharing of information

Knowledge

® know how to give information

® know how to receive information

e know how to keep/remember information

e know how to involve others in a qroup discussion

understand that an individual's values will affect communication
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Skills

express group feelings
give information

identify interp-etatior
keep/remembsr information

help others participate
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2. lIdentifying and Knowing How to Use the Resources of the Group
The gemeral purvose of thie component is to help trainees learn how to

tdentify and use the resources of their group in order to perform a given
taak,

Content and activities are to be selected to help to: (1) establish
a broad definition for the term "resource;" (2) identify personal and group
resources; (3) understand how resources can be used to improve group produc-
Livity ard to maintain group cohesiveness; and (4) apply what they have

Tearned to curriculum planning.
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Within the general purpose described abové. curriculum content will be

1

selected relevant tn group learning and individual learning.

a. Specification of Content for Group Learning

Content will be selected that communicates to the group how to:

e identify the resources needed to accomplish the given task

o identify resources available to the group

° deterﬁine the probability of completing the task with the available
resources '

e identify ways to develop other needed resources

b. Specification of Content for Individual Learning

Content will be selected that will enhance the individual's ability to:
Attitudes '

acknowledge the positive contributions each individual can make
to the group

accept the abilities and limitations of others

accept his own abilities and limitations

Knowledge

Skills

develop an understanding of the term "resources"
know his/her abilities and own resources
know the abilities and resources of other group members

understand the constraints affecting the use of the resources
of the group

understand the subjective factors involved in making a decision
about which resources to use

assess and effectively use the group resources with respect to
getting the job done and maintaining group unity

ident:fy resources needed for alternative plans

assess the probability of the group accomplishing the task with
the available resnurces
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3. @ Resolving Conflict

The seneral purpose of this component is to help trainees to learn about
aki e, knowledae, and attitudes that will enable students to res. .ve con-

1 Y 3P
! ’\’..‘\'? it

s Freotively within their group and with other groups.
Content and activities will be selected to help trainees to:
(1) establish a broad definition for the term "conflict;" (2) identify

causes of conflict; (3) learn about clarifying values, and understand and

respect the values of others; (4) develop a method based on awareness, analy-

51s, and action to resolve group conflicts; (5) understand how conflirt

>
3
4

3
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resolution can improve group productivity and maintain group cohesiveness;

and (6) apply what they have learned to curriculum planning.

Within the gene-al purpose described above, curriculum content will be

selected reievant to g.oup learning and individual learning.

a. Specification of Content for Group Learning

Content will be selected that will enhance the group's ability to:

determine the cause of group conflicts

develop different ways to deal with such conflicts

recognize the beliefs and goals which the group members share and
which, therefore, can be used in conflict resolution

know, respect, and deal with individual and group differences while
trying to resolve conflicts

use conflict resolution to improve how the group stays together and
gets its work done

L

Specification of Content for Individual Learning

Content will be selected that will enhance the individual's ability to:

Attitudes

apprec ate conflict resolution as a (group) tool which is
necessary for doing jobs and achieving goals

appreciate the importance of dealing with conflicts honestly
end openly

appreciate the importance of explaining his/her beliefs and
goals while trying to resolve conflicts

appreciate and respect differences among people and groups

Knowledge

understand the meaning of the word “conflict"

know the different causes of conflicts

know different ways of dealing with conflicts

know how well he or she can deal with conflicts and how well

others can deal with conflicts while working as a group to
get a job done
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Skills
e recognize types of conflicts and causes of conflicts
o explain his/her beliefs in order to help resolve group conflicts
e figure out different ways of resolving conflicts

e express his/her own feelings\:pile dealing with conflicts
honestly and openly '

o apply conflict resolution skills to personal, everyday jobs

ERIC
(
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4-@ Planning

The gerncral purpese of this component is to help trainees to understand
1 planning process which can be applied to either group taske or individual
as*tivities.

Content areas include: (1) define a task; (2) consider available
resources; {3) consider possible obstacles in the situation; (4) consider
alternatives; (5) determine the basis on which tc select a plan; (6) choose

a plan; (7) consiier the details; and (8) evaluate planning.
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Within the general areas described above, curriculum content will

be selected relevant to group learning and individual learning.

a. Specification of Content for Group Learning

Content is to be sclected that enhances the group'i ability to:

determine the nature of the task (what must oe done, where, when,
why, and by whom)

determine the resources available for the task

determine obstacles that may hinder the accomplishment of the task
generate several alternative ways to accomplish the task
establish the basis for selecting an alternative

decide which alternative to use

determine the details of the plan (who will do what, when, where,
how)

evaluate their planning process, based on their ability to accomplish
the above steps

b. Specification for Content for Individual Learning

Content is to be selected that enhances the individual's ability to:

Attitudes

e value planning as a necessary process for accomplishing tasks
and achieving goals

e value a s\ tematic approach to tasks

® value the generating of alternatives before reaching a group
decision

¢ value the use of group decisions in planring as a means of
qetting the greatest possible commitment from the group
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Knowledge

Skills
°
°

understand the tasks to be acconplished
understand the constraints created by the situation

understand the need for consistency between a chosen plan and
the group's goals and resources

understand a technique for planning

understand the need to gather information before determining
a plan of action

state the task in concrete terms

propose several alternative ways of accomplishing the task
identify resources he or she can provide for each alternative
gather and assess information pertinent to the task

identify decisions that need to be made and problems that need
to be solved

assess alternatives on the basis of the probability of the
group's being able to carry them out successfully

apply a planning process to personal tasks
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5. @ Evaluating

he wmeral purpose of this component is to help to understand ihe
precess for calvating group  erSormance; however, the process also can
Foovagyted to evaluating ine idual performanc:.

Group performance is evaluated in regard to two main aspects:
(1) accomplishment of the task and (2) maintenance of group cohesion or
unity. Trainees are helped tn arrive at criteria for judging or evaluat-
ing group performance and then to judge performance according to those
(riteria.

'Y
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Within the general purpose described above, curriculum content will
be selected relevant to group learnihg and individual learning.

g
a. Specification for Content for Group Learning

Content is to be selected that enhances the group's ability to:
e determine what should have happened in a situation
o determine what did happen in the situation

e notice similarities and differences between what happened and what
should have happened

¢ determine reasons for these similarities and differences
o decide what to do to improve performance or outcome, or whai
adjustments to make

b. Specification for Content for Individual Learning

Content is to he selected that enhances the individual's ability to:
Attitudes
e be willing to evaluate oneself and others

e accept constructive criticisms and suggestions from fellow
group members

e accept new ideas and change

e appreciate the impurtance of constant evaluation of group
pertormance as a first step toward improvement

Knowledge

e understand that conflicts may develop between accomplishing a
task and mainta‘uing the group

e know the que. +as tu ask when evaluuting

e understand the .ole Lhdt goals and values play in evaluation
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Skills

observe the group and evaluate {ts performance in a given
situation

apply the evaluation process to a personal task or activity

id$nt1fy personal values and their relationship to the group's
values
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Within tpe general purpose described above, curriculum content will

be selected relevant to group learning and individual learning.

a. Specification for Content for Group Learning

Content is to be selected that enhances the group's ability to:

e seek leaders who help the group get its job done and help it to
stay together

o seek leaders who have valid bases of leadership

.o sec"” leaders who share leadership rather than manipulate people

b. Specification for Content for Individual Learning

Content is to be selected that enhances the individual's ability to:
Attitudes
e value his/her own abilities to lead
e respect others' abilities to lead
¢ value the qualities of leadership and of shared leadership
e value the proper use of power and influence
Knowl 2dge
o know the qualities of leadership
e understand his/her own leadership abilities
e understand the leadership abilities of ¢' er group members

e recognize and understand the proper and iwproper bases and
uses of power

Skills
e participate in leadership
¢ use power and influence properly

e share leadership with other group members
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7.@ Decision Making

The generml purpose of this component is to help trainees learm
dI frerent ways in which decisions can be made in a group.

The way of decision making (in particular, tne person or people chosen
to make the decision) must be appropriate to the decision and the situation
if an effective decision is to be made. In addition to studying various ways
of decision making and the advantages/disadvantages of each, there is a need

to learn to identify factors in a situation which can help to choose an

-60-
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appropriate way of decision making, and to evaluate decisions they have made
in terms of effectiveness.
Within the general purpose described above, curriculum content will be

selected relevant to group learniny and individual learning.

a. Specification for Content for Group Learning

Content is to be selected that enhances the group's ability to:
e understand ways of making a decision

e understand advantages and disadvantages of various ways of maki&b
a decision

e recognize situations in which the various ways will or will not work

® recognize and consider factors in a situation which make a particu-
lar way of decision making most appropriate for %hat situation

o choose the way of decision making which is most appropriate for a
particular situation

o evaluate the effectiveness of a decision and the choice of a way of
decision making

b.  Specification for Individual Learning

Content is to be selected that enhances the individual's ability to:

Attitudes

® understand the importance of choosing a way of making a
decision which is appropriate to the situation

¢ value participation by the whole group in deciding which way
of decision making is best in a particular situation

¢ value decision making by the whole group over decision making
by a singie person or by a small part of the group in most
situations

-
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Knowledge

e understand several ways in which a decision can be made in
a group

e understand the advantages and disadvantages of the various
ways

e recognize situations in whicn the easy way will or will not
work

e recognize the factors in a situation which help to determine
which way of decision making fits that situation

Skills "
o take part in the various ways of decision making

o determine which way of decision making is most appropriate in
a particular situation

o evaluate the effectiveness of 3 decision and the choice of
decision-making methods which lead to it

-62~




Sreup Communication

Arvows indicate direct relationshise

8.@ Working in Accomplishing Cooperation Tasks

The gencral purpose of this component ig to help understand ways of
enhancoin; cocoperative effort within a group.

A group can maintain a high level of cohesiveness and efficiency only
if all its members help in the cooperative effort. Since this is a summary
component, ways are shown in which the various competencies learned

in the curriculum are useful and necessary for helping cooperative effort in

a group.
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Within the general purpose described above, curriculum content will be

selected relevant to group learning and individual learning.

a. Specification for Content for Group Learning

Conten. is to be selected that enhances the group's ability to:
¢ harmonize the activities of various members and subgroups
e obse,ve group action to determine its effectiveness

¢ determine why the group has trouble working effectively when
. problems arise

e express group standards and goals
e stimulate all group members to do better work

e set a good example by each member's own work

b. Specification for Content for Individual Learning

Content is to be selected that enhances the 1n&ividua1's ability to:
Attitudes

e accept the responsibility of helping the cooperative effort in
the group

& value a cooperative effort over competition

o value the sharing of responsibility for helping a cooperative
effort in the group '

e value all the group interaction skills for their use in help-
ing the cooperative effort

Know ledge

¢ understand the interrelatedness of all cooperative interaction
; skills and their relation to cooperative effort

¢ understand ways to help the cooperative effort

e understand the need for various ways of cooperation
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Skills
e carry out various ways of helping a cooperative effort

e identify which way’ are not being used in situations where a
cooperative effort i1s not occurring

e determine ways to improve the cooperative effort in a group
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In the“preceeding section, we spacified generic
work skills competencies. The same cowmpetencies apply
tn educators who are involved in the planning, -implemen-
tation, and management of GWS curriculum and instruction.
Therefore special <ontent and activities might be
selected fhat enable trainees to apply GWS competencies

to GWS curricu’um management
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E. Summary

this section ot the Model has outlined the curriculum content specifi-

' cations of the ILD program in generic work skills. These specifications repre-
sent the overall content needed to assist the trainee in deyeloping knowledge,
attitudes, and skills in: (1) the Information and Knowledge Base domain, (2)

the Curriculum Content domain relevant to GWS education, and {3) the Personal

Competence domain.
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VI. CURRICULUM MANAGEMENT SPECIFICATIONS

A. Introduction

The Curriculum Management component of the ILD program in Generic Work

Skills introduces specifications for teachers to purpose, plan, imple-
ment, and evaluate a GWS curriculum and instruction. The srecifications
delineated herein will become the basis for identifying or developing in-
structiunai resources, techniques, and strategies which teachers can use to
assist students in acquiring desired knnwledge, skills and attjtudes, and
competencies consistent with the GWS curriculum model.

As a general instructional management model, these specifications de-
scribe the arrangements by which teachers can:

o select, develop, pian, and implement a GWS curriculum geared to
student needs and abilities;

o evaluate and adjust specific learning objectives, curriculum content,
or instructional strategies (as needed) to enable students to achieve
a desir.d level of GWS competence.

[n Part B, we provide a general definition of curriculum ranaqement and
sef forth our vrganizing values. In Part C, we elaborate on r “riculu®
management as 1t relates to the goals ead objectives of 3 GWS = .:ation
proyram. In Part D, we outline specifications for an ILD module in manag-

ing @ GWS curriculum. Finally, Part [ provides a summary of this sec*ion.
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Curriculum management consists of féur interrelated
components associated with purposing, planning, imple-
menting, and evaluating a curriculum. These components

are described on the following pages.
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PURPOSING The teacher establishes the parameters within
which learning is to occur.

The teacher develops student learning objec-
tives which are consistent with the behavioral
competencies embodied in, or implied by, a
curriculum domain.

The teacher develops objectives which are com-
patible’with the needs, abilities, and prefer-
ences of his/her students.

PLANNING The teacher sets the conditions under which
learning will occur by:

e selecting an interrelated, essential set
of concepts and processes defined in the
content instructions of the curriculum as
topic entry points.

e selecting or developiny curriculum mater-
ials which address specific phenomena, prob-
lems, and issues in which these concepts
and processes are embedded;

e selecting appropriate instructional/learning
arrangements which enabie students to iden-
tify ana understand these concepts;

e organizing and sequencing student learning
objectives, curriculum materials, and ot*- -
learning resources into meaningful inst: ...-
tional units or lessons;

e Jlocating and selecting available resources
which facilitate both inst-uction and learn-
ing.

IMPLEMENTING Tne teacher carries out planned instructional/
learning arrangements by:

e utilizing specific curriculun materiais and
learning resources in order to convey selected
concepts, processes, and attitudes;

¢ studying pheromena with students, problems,
and isstes through case study analyses,
problem discussions, simulations, and other
learning activities;

® applying some general strategies for ensur-
ing that the curriculum achieves desired
student learning and motivatioi. objectives
(as specified by a moadel).
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EVALUATING The teacher observes and assesses the students'
progress -towards chieving learning objectives,
and then makes suitable adjustments in the in-
structional/learning arrangements to facilitate
such progress. This is accomplished by:

e selecting or developing metfods and instru-
ments for evaluating instructional/learning

(*’ arrangements;
e assessing key aspects of the adequacy of
‘ the content of the curriculum;

° as§essing key aspects of the purposing,
planning, and implementing sequence.

A series of organizing values served as guidelines in designing the
specifications outlined in this curriculum management sequence. These per-
spectives were as follows:

e That the learner must be the central focus of the curriculum.

This essentially means that the curriculum
should be organized: (1) around the needs
and abiiities of the learner and the learn-
ing resources that facilitate the develop-
ment of desired competencies, and (2) around
the insciructional arrangements that facili-
tate the learner's utilization of learning
resnurces.

e That the learning resources and instructional, arrangements should
help to develop the desired levels of awareness and competence in
the learner.

e That the learning resources and instructional arrangements shuuld
provide 4 balance between primary information acquired through
real or simulated experiences, and secondary or tertiary informa-
tion acquired through reading, lectures, and discussio s.

e That the l,a~ning arrangements should be flexible and responsive
to the leari o~ rather than exclusively oriented to the "del very"
of the subject.

e That the learning and instructional arrangements shoulc tocus on
the synthesis and organization of inforr.tion from a variety of
fields rather than on information or perspectives specific to a
given field.

o Ihat learning is a lifelong proposition which goes ¢a even after a
specific set of learning or training experiences has been terminated.
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With this series of organizing values and a general definition of
curriculum management in mind, we now turn to a consideration of the gudals

and objectives of an ILD program in GWS curriculum management.
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C. Goals and Objectives of the GWS Curriculum Management

The instructional Leadership Development (ILD) program. in Generic Work
Skills curriculum is designed to address two goals:

1. To train teachers to acquire competencies in the GWS curriculum
content.

2. To train teachers in the planning, implementing, and evaluating of
of instructional arrangements to convey GWS competencies to students.

The first goal is attended to by the GWS curriculum content module; the

second goal is attended to by the GWS curriculum management module, for

which the specifications in this section were developed.
This second module provides teachers with competencies in facilitating
GWS interaction within the functional context of the classroom. More specif-

ically, this module prepares teachers to provide the following:

e Engineer a task that requires group interaction and will facilitate
the emergence of leadership/membership qualities from within the
group.

e Form a group which will be able to carry out task objectives in a
cooperative way.

e Determine criteria by which they can predict t': effectiveness and
cohesiveness of a group, and decide the instructional strategies
that will assure such effectiveness and cohesiveness.

e Utilize instructional managerial skills to guide a group 3 act’.i-
ties in an unobtrusive and non-authoritarian way.

~

o Determine criterta that will enable them to evaluate group efforts,
and to provide alternatives for adjusting the group situation.
GOALS PERGPECTIVE
The ultimate goal is for students to learn to function in task-oriented
aqroups effectively and comperatively. How can such a situation be brought

about?® The answer is: by learning a nv  perspective.
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The teacher must realize that as long as he/she remains in an author-
itative position "telling" learners how to go about accomplishing a given
task, than self-directed, cooperative experiential learning will not come
about. Thus, the teacher should be able to facilitate a situation and dis-
play an attftuag‘that precludes the trsaitional role of the teacher as the
center of the learning process. This is accomplished by giving the teachers
the experience of cooperitive interaction ia a small group. Such an exper-
ience would provide teachers with direct insights into what their students
will be experiencing.

Instructional management activities will enable the teacher to purpose
plan, and implement instructional/learning arrangements and situations in
which GWS activities can take place. The “"situation" is the actual space
and time, the human and physical environment, a system of resources, internal/
external influences and forces, alternative task-accomplishment approaches,
and learning conditions of various sor*s which wil: be made accessible to
the learner group.

Since every classroom is unique~in terms of its social relationships
and its personalities, we cannot preseni approaches that can be applied iq
everj instance. We can provide a repertoire of alternative instructional/
learning arrangerients to assist dec.sions on what directions the teacher's
design and development process could take. Nhatever'program the teacher
desiyns for his/her unique classroom, it must produce unobtrusive manage-
ment with instructor intervention on a consulting basis, and promote task-

oriente:i learning groups.
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OBJECTIVES PERSPECTIVE

We are not specifically interested in the creation of a new subject
matter to become part of a school curriculum. Ideally, GWS should be con-
sidered part of the core curriculum. Its learning should become part of
all learning. Thus, our obifective (g to design and develoy a methodvlou
fige e be tauakt to teachers, Inoa group setting, that provides them with
faomermatenalog to ercate tnostmetional arrarnaements and learming si -
t5 e by ool atwdense own Coarm hew to be ej}beiivj in task-oriented growpe.

This methodology would base its operations upon the "natural® social
interactions that take place both in and out of the classroom--namely, the
interactions of small groups of people who are carrying out some purposeful
activity, such as a game or a job of some sort. HWe should add that this
methodology is intended for use in resolving tasks that require group cooper-
ation to carry them out. These tasks are such that no one person, including
the teacher, has the time or the expertise to accomplish them effectively
alone in a short period of time. For example, a course in biology might
raise questions concerning the environment which might lead to issues con-
cerning economics, industrial organization, and the psycho-social behavior
of society vis-a-vis the environment. A problem requiring an interdisciplin-
ary approach, therefore, may require gruup effort in learning how to resolve
the preblem.

Another pertinent example is that the workplace is now requiring new
types of skills. These skills appear to be more and more concerned with
establishing and maintaining group cohesiveness in accomplishing a job, in
addition to having tecnnical skills. Unions are demanding more access to
manage:1al decisions, management is int:rested in participative decision
aking 4% 4 way to overcome "worker alienation." OQOther examples in the

thrtare can also be developed.
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In our view, the practical application is two-fold: (1) to provide a
methodology for teaching irterdisciplinary content in the medium of a task
(or tasks) requiring group cooperation, and (2) to provide a res~onse to
the evolving workplace in which jobs are becoming more group-oriented.

There may be difficulty, however, in introducing this cooperative group-
learning methodology in situations where only competitive individual efforts
are officially sanctioned. Therefore, we are developing a curriculum which
will provide teachers with skills to carry out managerial procedures that
can help guide the development of a "group" out of "a loosely-organized col-
lectiop of students."

Here is a brief characterization of this process:

The teacher first observes existing interactions and
organizes simple discussion groups around some topic
in an easy, informal way. Continued management is
through questions and suggestions to help motivate
students in accomplishing specific tasks. The teacher
may then intervene, aid, or stand back entirely--

depending on what the evnlving group is doing.

Vo rig?d rrocedures are to be Imliodl by the GWT
PO,

Only instructional arrangements to help the group form
are used. Only.activities to organize the group into
following a plan with alternatives built into it are
lcarned. Every phase involves observation, decision
making, Jiagnosing and solving problems, evaluating,
and adjusting. A1l of these processes contribute to
neneric work skills learning.

Obviously, we are sugaesting changes in the teachers' mode of operation.
It will be necessary to train teachers not only in instructional management
activities, but also to provide them with a variety of resources for the
use of these competencies. We will give these teachers experience and

competencies in working in a group situaticn, so that the "instructional
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leader" is a manager and supporter of group learning/educational processes--

rather than a single source of information and knowledge.
In light of all of this, we propose the following prccedures be used
by instructional leaders to create a viable group. Each of the following
will ultimately be analyzed into very specific actions to be taught in a
lesson or a module. Teachers who complete an ILD program should be able to do

eacn of these effectively, without supervision, at the end of the program,

1. C(larify the potential for developing groups in his/her class

Briefly, this means that the teacher should have checklists of qualities
or criteria that make up the physical, psychological, and social c.aditions
of groups. Part of this process involves the analysis of curriculum content

to determine potential group tasks for cooperative learning.

F. Allow the group to set a goal

The structure of a goal will provide the rationale for the structure of
the tasks to be undertaken, and for the needs of the group and its activities.
The group needs to know how to analyze both goals and tasks to identify the
dynamic intera:tion and qualities within and of itself (i.e., leadership
style, communications patterns, and other group behaviors). The teacher

should be able to respond in an advisory capacity.

3. Determine an instructional arrangement of resources consistent with
tisk structure

This approach may be more-or-less obtrusive. This potential is de-
pendent , in turn, on the interactior requirements of the task. For example,
it appear< that youny children, persons hostile to schoois, or those who are

svcrwine "undiscip)ined” or "anti-secial"” in some respects, may require
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more teacher intervention. The classroom context for this arrangement must .

also be taken into consideration in the planning of the group activity.

4. DNevelop a group's membership

This may be done voluntarily or by some other means. But, the people
involved should have some commitment to the task--if not to the idea--of'a
group. Commitment to the group is something which has to be deQeloped and
promoted by the teacher. Discussion should be encouraged in exploring the
task, and expioring each other in teims of the task. The group's composition

might require altering the instructional arrangement or the task.

£. Determine resources and materials

The group would be allowed to freely examine a variety of resources

to accomplish its task(c¢). The instructor may act as a consultant.

’Eif Manage the group

Some strategy should be devised which would structure the relationship

between the teacher and the group, so that the generic work skills are intro-
duced intn group processes when needed, without damaging the cohesiveness of
the group. The ieacher should also observe, evaluate, and find ways of
adjusting the group's operations. One group may be operating in competition
with another class grcup, or different strategies may be used on different
groups to put the strategies in competition.

The teacher must manage information which flows into the group to keep
the group heading to a goal, or to help change the purpuse ¢ ‘he group,
Any qroup intending to function cnoperatively requires informaiton and re-
saurces (of some sort) to carry out its task. Our specific focus is on the

functioning of the group, with the goals and tasks as secondary. This means
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‘goals and tasks should be selgcted which would create the necessity

for cooperative activity. The instructional manager may find it necessary

to partially alter goals to continue the group interaction cooperation.

|7. Evaluate the group and group participants' productivityj]

Questions should be asked and answered by the learner group in a disci-

. plined, objective way through an evaluation instrumant. The following eval-
uations ‘are not in any priority, and are only given as samples.
Individuals in the group might evaluate themselves as to whether:

] §they were able to present ideas and feelings to others in such a
way that they were taken seriously and resp. vded to;

e they selected and used appropriate s:rategies to resolve conflicts
in group situations; e

/

L d

® they considered alternative ways of accomplishing a task;

¢ they could compare what should have happened with what did happen
in a group situation;

o they figured out resources that helped the group stay together and
do its job well;

o they chose group standards and goals;

o they decided the best way to make a decision--given defined goals,
available resources, time and so forth;

N e they defined the type of leadership needed and shared the different
; _fggq;jpn;_of_a leader;

‘.“”m—ﬂ_ﬁ; they helped each other do better work,
The above seven step procedure provides a methodological perspective on how to
approach GWS instruction, the primary goal of which is for students to learn
to function in task-oriented groups effectively and cooperatively.
In the next part of this section 6n curriculum management spacifications,

we will expand on both general and specific curriculum instructional manage-

mert activities. We w.il also show how they related to a GWS education pro-

Lram,
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Speci?ﬂcations of Managing
A_GNS Eurricd1um‘an3”instruc£1 onal Program

" We will now describe the curriculum/instructional management activities

required for teaching the eight generic work skills, which are: communicating,
using resources, resolving conflict, planning, evaluating, sharing leadership,

making decisions, and cobperating. These activities are basically. a matter of

predicting, planning, implementing, observing, and evaiuating instructional/ |

learning activities. .

The difference between these management activities and other (traditional)
instructional methods is that they represent an unobtrusive arrangement of
learning situations/conditions which allow and promote an'interactiQe group
process to occur. Furthermoré, these activities are conducive to the produc-
tion or creation of an interactive group process of instruction and learning.
This second point is particularly important. We are not presenting a set of
discrete actions which might take place, or be demonstrated, in a series of
exercises, but rather, the process of group interaction that enables learning
to occur as a result of sharing, exploring, mutual correcting, practical
application, and testing.

The teachers will not be merely presenting their students with the sur-
face facts of interaction. They will choose the arrangements by which self-
oryanizing and self-managing for group learning will emerge, As the group
becomes self-sufficient as a social unit of learning, ..e teacher's role
may diminish--as far as the group is concerned--to the point of providing
institutional sancticns and promoting a focal point for discussion.

There are two types of instructional activities that will be operant:

(1) instructional activities which direct specific resources and information

for learning, and (2) instructional activities which create the situation and

ambience for learning. Our efforts will be directed toward the latter set of
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activities (e.g., the evolution of group interaction activities, the group's
development and production, and the resolution of the task), although the
former set can sometimes come into operation as well (e.g., a more traditional
approach of explanations, questions and answers, etc.).

These activities must be integrated with other activities.-and tasks in
the ILD Program to create a situation where_tﬁe group interaction process is
the main vehicle of instruction/learning. The continued use of the group

interaction process will increase the instructor's repertoire of pedagogical

" strategies. This process should emerge from ongoing classroom activities and

should be reintegrated into future classroom activities.

For this to be successful, the instructor should become adept at the
skills which make up the process of forming an interactive group that per-
forms specific tasks. The acquisition of these skills will develop the trainee
into an instructional leader who will be able to plan, manage, mintain, and
evaluate the emergence of the group's actions and productivity. These pro-
cesses form the parameters of the managerial skills, and they are addressed
in the curriculum management fraining module.

What sﬁall these instructional leaders be managing? Three skill areas
have been identified as being essential in the interactive group prccess:

(1) group maintenance, (2) cognitive and technical task attendance, and

(3) individual responsibility to the development of the group. These areas
subsume the skills referred to earlier as the eight generic work skills, which
were devefoped in 1976 as a curriculum for high school students. In the ILD
program, they became the key curriculum content components to make the trainee
conscious of efforts required in conducting an interactive group process.

Once the group interaction experience has been passed on to the instruc-

tors, they will learn the required managerial skills to create the atmosphere

"
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_process of grodp establishment and maintenance, as well as managerial skills
for the development of each generic work skill area.

The 1nfus1on and implementation of GWS curriculum activities are depend-
ent upon %hé existing socia]l structure and léarning conditions of the class-
room. Some conditions may require a good dealﬂof instructor intervention,
while other conditions may require very little. These learning and social
conditions will be transformed by the processes that the group evolves or
develops as it operates. It is expected that the need for instructor inter-
vention should diminish as the group becomes increasingly more 1ndependent,'
due to its proficiency in GWS. Ideally, the group chomplishes the task
successfully, interactively, and in a mutually-satisfying way without feeling
or exhibiting the need for instructor intervention.

David W. and Roger T. Johnson* have delineated nine\functions of the

o~
instructor's role in cooperative instruction. They are as follows:

—
*

Specify the instructional objectives;
Se]ect the group size;

Assign the students to groups;

H» w n
. . .

Arrange the cTlassroom (e.g., by clustering students to facilitate
communication, exchange of materials, etc.);

(3 ]

Pirovide the appropriate materials;

6. Explain the task and the cooperative goal structure;
7. Observe the student-to-student interaction;

8. Intervene as & consultant;

9. Evaluate the group products,

e * e W W e e e — e ——

*“The Instructional Use of Cooperative, Competitive and Individualistic Goal
Structures," in Educational Environments and Effects, ed. H. Walberg,
(Berkeley, Calif.: McCutchan and Co., 1978) pp. 18-20.
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Our analysis of the managerial function involved in this document js quite
similar to Johnson and Johnson's set of functions. We have expanded these
functions to 1ncorb0rate some others which our research has shown to be impor-
tant. Moreover, we have added the teacher's function of providing arrange-

ments .n which groups become effective in cooperative activities.

1. General'Instructiona1'Management Activities
We incorporated the aforementioned teacher's funcgidﬁs in cooperative
jnstruction to present the following generic* instructional manaéeﬁent acti-
vities:

e Observe the class as a social system to determine the kinds of
tasks amenable to the nature of proto-groups already function-
ing in the class.

e Analyze course content for potential tasks requiring group _
interaction. This involves helping a group to set goals which
would determine what tasks should be considered.

e Select a set of potential tasks and share them with the class;
if one task is chosen, the instructor and the class may analyze
it as to its objectives, subtasks, and requirements. The class
should be allowed to discuss it in an informal way (e.g., con-
versations may become a potential for interactive groupings).

e Plan the group's learning environment by selecting instructional
arrangements, resources, and methods for the group's learning of
generic work skills, The tasks chosen will operate as the
functional context in which learners will gain the skills neces-
sary in a cooperative group. .

The planning and implementing of instructional strategies by the instruc-
tor is quite important. Briefly, we might analyze this process as two general

sets of managerial activities, or instructional arrangements,

w
The activities applicable to every aspect of the cooperative effort are
referred to as being "generic,”
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NOTE: We a$a1n wish to stress that there are also.two approaches
to instruction:

(1)- 70 simplﬁ provide information for a specific leaning
task. This would be a more authoritative style than
an interacting process should have; however, it may
be needed in the early stages of the groups' maturation

_ process. _

(2) To design arrangements for learning situations. That
is, the instructor sets up a range of possible options
for the learners to choose from, and which will con-
tinue to feed into the group's growth (in the form of
resources, procedures, information, or other). This
later approach helps the group to emerge in a non-
authoritative and self-directive way. '

Keep these two approaches in mind during our discussion of the
instructional management activities. -

PLANNING

The first set of instructional management activities deals with planning
an effective curriculum by selecting the content and setting the conditions
under highflearh?hg will occur. These activities involve:

a. Developing useful contexts which embody some specific task
to be chosen by the group.

b. Selecting appropriate instructional/learning arrangements
for conveying GWS. In making such arrangements, the teacher
would consider:

e teaching strategies;

¢ learning activities (e.g., case studies, field trips,
interviews, demonstrations, role-playing, simulations,
etc.);

e questioning strategies;

® values analysis and clarificatinn strategies.

c. Analyzing and allocating available resources which facilitate
instructional/learning objectives.

-g5- 1
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" INPLEMENTING

. The second set deals with implementing the curriculum by activating the

‘planned instructional/learning arrangements which will achieve learning

objectives. These activities involve:

a. Facilitating the group's development with fnstructional/
learning arrangements to be organized into various types
of learning experiences (i.e., focusing, data gathering,
conceptualizing, confrontation, critical investigating,
evaluating, or summarizing experiences).

b. Helping the group use appropriate resources for conveying
curriculum content (e.g., case studies,. field trips, de-
monstrations, simulations, etc.).

c. Enhancing the group's skills in problem—solving and
dec1s§on-mak1ng processes,

Teachers and students should also settle on goals, set tasks, determine
objectives, and introduce and examine resources. It should be stressed that
the teacher will operate primarily as a facilitator/consultant. The more

free-wheeling the discussion, the better. The teacher should encourage coop-

erative group exploration of a subject by declaring his/her own prescriptive

and facilitative suggestions for the task. A sense of mutual exploration
and discovery should begin to emerge.

The students, through their own interactive efforts, should begin to
determine leadership, style of communication, etc. Given the teacher's
experience with these generic work skills, he/she should be able to recognize
the development taking place and to intervene only as a consultant providing

access to alternative directions, and leaving the final choice to the group.

The teacher should supply materials and resources in such a way that the
group's members and leaders will have to make their own determinations and
choices as to what shall be a resource. The teacner should also advise the
qroup to consider how its decisfons about certain resources affect others

iorking in the classroom, as well as in future group situations.
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As these processes grow 1n Scope and depth, the teacher may simply observe
the actions of the group. However, the teacher should have criteria set for
me - - daciding when to intervene with questions or suggestions in order to guide g

the. group back to its original stated goals (if internal breakdowns are great)
or work with the group to evaluate the situation (if . :als were set Ebo high)

with a view to effecting necessary changes.

EVALUATING
Finally, there should be an evaluatfon of productivity, satisfaction,
and group activities.by the students and teacher. Even if the goals were not
reached, a successful g?oup effort may have occurred. This evaluation, there-
fore, must occur on a variety of levels and criteria have to be formulated
for each levels. - The important question for evaluation is whether the'process
of cooperative grbup interaction ﬁas become a part of the teacher's instruc-
tional style and students' learning style in ac&omplishing a task. -
Probably, the most significant aspect of GWS learning apart from convey-
~ ing cooperative attitudes, skills, and knowledge is to add to the learner's
repertoire of learning, working, family, leisure, and civic activities, etc.
If the work place is being transformed into cooperative, adaptive operations,
then these generic work skills may be valuable to those businesses and corpor-
ations which are transforming their productive modes and relations. Thus,
these skills can be applicable to a wide variety of work situations. Moreover,
when clearly articulated and consciously applied, these skills would become

useful in the interactive processes of everyday 1ife.

i ¢ i
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2. Speci fic glns-tructional Management
Activities for GWS

_..The activities we are depicting in the following pages are descriptive of
the role of the teacher vis-a-vis the estsiiishment, maintenance, and evalua-
tion of a small, task-oriented, interactive and cooperative group. Such a role
involves the design of an environment in which group interactive processes can
emerge. |
As the group begins to evolve Qithin 1ts design environment, the teq;her

“serves as planner and manager of a program which provides an environment for

learners to become productive, self-directive, and self-monitoring in a group
context. Acting as an instructional leader, the teacher does not dictate or
order the development of the group, but behaves in such a way as to enhance

and develop the learner's responsibility to master whatever is necessary to

: accomplish.a task, within a small group of other learners.

The learners are allowed to reflect their own ideas and suggestions, and
}choose their own ta. ¢ The teacher can be 1nvoived to the extent that learn-
ers request help or guidance, or the teacher can volunteer advice that will be
berceived as responding to the needs of the group. But in answering these
requests, the teacher may only assist in suggesting help to accomplish the
task(s) at hand. Learﬁers should make their own choices of the precise means
to accomplish their tasks.

Given the overall parameters of the task, the specific activities regard-
ing task fulfillment will be chosen by the learners. The teacher may, in a
non-authoritarian way, help the learner redefine tasks, avoid premature closure
on consideration of alternative solutions to the task, and break down complex
tasks into managezhle subtasks, The task, 1ts subtasks, activities undertaken
tr accomplish the task, and directions for action must be undertaken by the

rarners as an vutgrowth of their interests.
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The instructor's efforts are: (1) to guarantee that the tasks chosen are

within the l1imits and parameters of the course in which the group effort is

~ occurring; (2) to allow the learneérs to choose free1y, rationally, and from a

range of alternative tasks; (3) to keep the groub’s activities free, but inter-
active; and.(4) to provide every group member with access to leadership roles,
decision-making roles, planning and evaluation roles, or whatever else‘may
direct the group's functions and activities.

We have organized these efforts into the framework of an ILD curriculum.
These efforts are the behaviors the teachers should exhibit and help to produce
in the learner. Such efforts include the capacity to act, behave, and think
in an interactive'cooperative way.

" What will be provided are those activities described in an abstract way.

These activities can be analyzed into knowledge, skill, and attitude require-
ments, which may be further énalyzed into the [specific content that must be
part of an instructional leader program in GN#.
Instructional management activities willjbe presented under the following
GWS headings:
1. Communications
Using Resources
Resolving Conflicts
Planning
Evaluating
Decision Making
Sharing Leadership

o ~ o o o w N
* L] L] . L] . .

Cooperating
Under each of these headings, the instruction will (a) set learning objec-

tives and give purpose to the group; (b) plan the instructional arrangements
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such that generic work skills will emerge from group interaction; (c) implement

those in: ructional arrangements; and (d) evaluate the effectiveness of these

arrangements in facilitating student awareness of cooperative group interaction

skills. Ergo, the function of the teacher will be to.design the evolution of
a group through a process of rational 1ﬁf1uence, suggestion of options, and
generally aid the group toward self-determination and toward monitoring its

own activities.

1. Instructional Management Activities for Communicationsl'

_ pr9v1de the group with the opportunity to creatﬁ its own communications so that

In this section, we wili present those managerial competencies that will

a group-will:

o give informatfon; ' ) ' ' .

¢ receive information;

¢ retain information;

e assess the conﬁitions that can-enhance or distort information.

The process to be undertaken by the teachers are:

A.  Observing class activities for communication networks . Communicaf1on
is a matter of clearly presenting ideas, retaining and replicating
information which is recognizable to ids originator, and interpret-

ing information so that it contributes to the functions and activi-
ties of the group.

*

B. Determining group membership. Determining the membership of a group
depends, in part, on the ability of individuals to communicate. The
initial growth stage. of a group may take place between individuals
who are actively communicating with one antother over a task. The
teacher should enhance or direct such conversation with questions,
butialways allowing the students to follow their own interests and
choices.

‘nis process should occur at the same time as the previous processes.

-
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C. Choosing a goal, The group should be active in the pricess of
c1aﬁ1{y#hg'§%s goals and objectives, and in structuring a hefrarchy
of 1ts required tasks, subtasks, and activities, The teacher
should guide the students to a ?oal and help:to develop the task
e construct. Communication at this stage is crucfal, since the
’ planning process is occurring and the fliow of information between
group members must be clear and useful. The teacher must be
ready to aid in the clarification of such plans.

D.  Qbserving the flow of information. Throughout the group's process,
Tnformation needs to be decoded, understood, utilized or retained,
and in a process of constant interchange between group members.

The teacher may suggest alternatives in communicating (e.g.,
changes in group structure, physical arrangements, or size) if
there is difficulty. '

!

- - —F-l——_—————“ h
A TEACHER OBJECTIVES

At the completion of the Communications section, the teacher should
be able to: } ) '

o Or'gahize learning experiences in a group which create
a sensitivity to othér people's beliefs, feelings,
values, or points-of-view,

® Provide arrangements for the exchange, retention, and
- application of information.

¢ Provide arrangements for the participation of, or access
to, all group members in the giving and taking of h
information.

e Know how communications function in a group situation
and alternative designs for communicat ons.

¢ Help the group develop and apply criteria concerning
the clarity and usefulness of information.

distorted information.

® Help the group to design procedures for screening out JJ

*
This process should occur at the same time as the previous processes.
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==————The teaching of this sk11] will require 1nstrﬁttional manager{al competen-
| . cles that will enable the teacher to allo; ihe'fbllowing capacities to emerge
(in the group): . . |
; Identify resources available to the group.
-+ ¢ Identify resources needed to accomplish the task,
® Determine the probability o% completing the task lq an -alloted "

time.period, given certain resources.

The pronesées'%o be undertaken by the teacher are:

A.

Determining a goal. The teacher should help the group perceive
itself as a goal-oriented, purposive unit. Various goals should
be examined and analyzed in terms of the tasks each goal entails.
Available or necessary resources may come to light by examining
goals and the tasks required to accomplish those goals.

Choosing a task. Student interest in carrying out a task requires
some sense of the quality and use of resources (that is, capabi-
lities of group members, human resources outside of the group,
material resources within and outcid. of the group). This in-
volves defining the task in terms activities and functions.

! task ma rejected or accepted - the grounds of available
resources. The teacher should sugoest the means for determining
where fesources may be found, The group must decide on the
quality of such resources with regard to the potential for com-
pleting the task.

Developing group resources. Many of-the resources available to
the group may be embedded in the personal or private experience
of individual group members. A process of critical questioning
(initiated by the teacher, if needed) should make the group
aware of its own resources.

Discovering alternative resources. The knowledge/information
base for the group's activities 1s always growing. This is the
case for student skills or resources actually being used to
carry out the project. As mentioned before, the teacher should
act only as a consultant presenting suggestions to the group.
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TEACHER DBJECT IVES

The teacher's managerial objectives for the Us1ng Resources section
are to provide those arrangements which will enable the group to:

® Produce or present re1evant'kesources and aid the group's
exploration of additional resources.

o Evaluate the group's use of and ability to evaluate their
own resources.

g B
s e —

J3.  Instructional Management Activities for Resolving Conflicts l
“

Conflict is 'a quality of group activity for which a general definition is

difficult to formulate. Nevertheless, we may identify five causes for con-
flict: (1) the task may not be consistent with individual goals, needs, or
valués; (2) personality conflicts; (3) organizational structure; (4) personal
problems; and (5) societal conditions. Using these causes as a warning system
will enable the group to foresee potential problems.

Teachers will be able to design, plan, &nd implement instrucfional
arrangements which will enable students to:

® Determine the cause of group conflicts.

¢ Devise a group approach to ameliorate conflict.

® Resolve conflicts in a way consonant to group members' beliefs,
values, and {deals,

¢ Base the conflict resolution approach on group structures that
will enhance the group's solidarity.

A.  Choosing a goal. In the process of determining the goals and
objectives, the group may exhibit conflict potential in terms
of individual values, beliefs, points-of-view, needs, etc. By
asking questions, or by other value-clarifying techniques, the
teacher allows the group to realize, or begin to realize, the
beliefs or {deals held by its members. From the goal chosen,
a specific task should be derived that is amenable to the
personal and cultural values of group members.
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B. Observing the group's functioning. The teacher discerns
how each member's values, beliefs, and feelings are being
| transformed by a group interactive process., One major source
of conflict will be the inability of some beliefs or ideals
B . to become transformed. The teacher might point out such
situations and, by asking questions, help determine ways to
compromise those beliefs to enhance the group's solidarity.

C. Analyzing project conflicts. The teacher should help ‘the
group forsee and plan for conflicts by suggesting that the
group analyze the task and the alternative means of accom- °*
plishing it. This could also clarify values or reveal new
resources within the group. :

D. Intervening in conflicts. The teacher should set criteria
for deternining when it is useful for intervention. Teacher
intervention should be rare and conflicts should be resolved
by the aroup itself; however, conflicts may arise which are
too dysfunctional for the aroup process. The teacher should
only intervene with questions or aiternative suggestions upon
which the group should decide.

J— — R

TEACHER OBJECTIVES

At the completion of this segment for Resolving Conflicts, the teacher
wculd te able to: -

o Understand the different kinds of conflict possible in
a group.

o Predict potential conflict situations (given a specific
task), the group's social/cultural makeup, and other
relevant conditions.

o Develop criteria for when to intervene jin a group
conflict.

o Design alternative intervention procedures.

e Evaluate the usefulness or effectiveness of such inter-
vention on the group's activities.

e Design instructive/learning arrangements to enhance the
group's learning about reducing conflict situations, or
create arrangements in which the group can learn about
options in resolvino conflict.

~e
-
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IE. Instructional Management Activities for Planning I

The planning process of the group is unique in each group. However, they

" should follow a logic analogous to .)e followihg stens:

Determine goals by entertaining ideal images of the future.

Determine the nature of the task (what must be done, where,
when, why, and by whom). . ,

Determine the resources available for the task.

Determine obstacles that may hinder the accomplishment of
the task.

Generate several alternative ways to accomplish the task.
Establish the basis for selecting an alternative.
Decide which alternative to use.

Determine the details of the plan (who will do what, when,
why, where, and how).

Evaluate the group's planning process, based on its ability
to accomplish the above steps.

The processes to be undertaken by the teacher are:

A.

Determining the group's goals. This involves entertaining
ideal Images of the future, designing solutions that rep-
resent or portray that future situation, and analyzing
those ideal projections to derive specific tasks which the
group can accomplish in the classroom. The development of
a group towards fulfilling its goal is something which must
be planned, yet allowed to follow its own path. There is

no single design that all groups will follow towards achiev-
ing a highly interactive, cooperative state. On the other
hand, any path that a group's development takes requires
informative resources, planning, and design.

Observing the group's planning activities in regard to a
chosen task.” The process of choosing a task involves deci-
sions about how the group will go about doing the task. In
some cases, an idea of the group's plans may be apparent
before actual planning takes place.
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" C. - Questioning the group's plans, and keeging it future-oriented,
\ - However, a warning should inserted here, group shou
not believe that since the teacher has ideas about what they
. ought to do, they should merely cadge such information from
o - the teacher. The teacher should always speak in either/or
- terms to the group--the plan to accomplish the task must be
wholly their own. To prevent premature closure in discussions,
the teacher should critically question the group.

[

D. Not intervening only if the group's plan is clearly breaking
down, or is irrelevant to the task, should the teacher enter on
a consultive basis.

| TEACHER OBJECTIVES
The teacher objectives of the Planning segment include the following:

0 Understand the value of the planning process and allow
the group to follow its own planning efforts.

o Help the group entertain future ideal images, free of
constraints. :

o Provide alternative design processes that the group
might use to determine how to structure {its activities.

o Devise criteria for teacher intervention in the group's
planning process or activities,

| ==

Fi Instructional Management Activities for Evaluating

| The purpose of this effort is for the teacher to design, develop, and
adapt instructional strategies that would enable a group to evaluate its own
prbcesses and the outcomes of group performance.
| The teach. activities would primarily rer]ve around observing and en-
h%ncing the student abilities to:

e Determine what should have happened as a result of a group's
operation given a goal, objectives, and a task.

o Determine what did happen in the group's activities both in
terms of accomplishing a task and in achieving self-direction.
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o Observe and measure'differences between what was expected and
what actually happened as a group, with regard to the accom-
plishment of a task.

o Develop and test explanations for the differences. -

o Develop recommendations for future group activities.

The processes to be undertaken by the teacher are:

A. Sett1n§ clear goals and objectives so that evaluation can take
place in an unambiguous way. This requires careful articula-
tion of some ideal image of the future ip terms of the group's
maturity or accomplishment of some task. The teacher goals
vis-a-vis the group should also be clear in terms of his or her
activities in either (1) providing information and other educa-
tional resources for a particular instruction, or (2) providing
resources for learning arrangements which would allow a group
to emerge in a punposeful way.

B. Helping the group create self-evaluative criteria in regérd to
accomplishing a task, and in its development as a self-directive
gmup‘

C. Observiggf%heﬁggoup explore itself as a unit, and examine its
activities and accompTishment of a task.

D. Makina suggestions for future group activities. This requires
considering what changes the group would make as a unit, and
with regard to potential tasks. :

TEACHER OBJECTIVES

The teacher objectives for the Evaluating segment include the fol-
lowing: —_— .

e Plan the evaluation of: (a) instructional content, (b)
instructional procedures, (c) individual learner outcomes,
and (d) group outcomes during the planning of the curriculum.

e Establish criteria for evaluating (a), (b), (c), and (d)
above.

@ Use a variety of means and methods to collect information
that can be used to evaluate (a), (b), (c), and (d).

e Interpret findings of evaluation in order to improve instruc-
tional content and procedures; learning arrangements,
resources, and outcomes. *

e Involve learners and learning groups in the planning, design-
ing, and implementing of the evaluation described above.

- |
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E. Instructional Management Activities for Decision Makingl

Decisions in a group situation can be made by one 1nq1v1dual. by group

consensus, or by some compromise between these éxtremes. In any case, deci-
sion making, like sha}ing leadership, is an' area that can make or break the
group. Therefore, the teacher's role is difficult to'define, except in terms
of suggesting an advisory role. The:teacher's activities are as follows:

A. + Deciding on a Goal. This is the first decision to be made and .
it involves a qgreat deal of mutual exploration of options. .
The group's first decision procedure will set the course
for future activities, and the teacher should Le prepared

to present different decision-making procedures to the group.

B. Choosing a task. There may be no rhyme or reason to the
decision making, or there may be a well-established one -
(e.g., deference to the choice of the most "popular" person).
In any case, the decision may lead the group in the “wrong"
direction and conflicts may emerge. New decision-making
processes will have to evolve or the group may fall apart.
The teacher should provide alternatives and raise questions
that will enable the group to project the consequences of
their decisions. The teacher should emphasize the danger of
ending examination of alternative approaches too early.

C. Developing or adapting instructional strategies that will
involve the students in the use of inductive and deductive
reasoning. Decisions should appear as the result of reasoned

(i.e., interactively carried out) arguments.

D. Supporting the effort in early decision making. The principles,
procedures, and skills learned should be applied to other
situations that require making a decision.

TEACHER OBJECTIVES

At the completion of the Decision Making segment, the teacher
should be able to: - -

e Know the different models of decision making and
their consequences for group activity.

e Sugqest in a non-authoritative but advisory way, the
alternatives to any given decision-making style.

o Guide the group in its evaluations of decisions early
. in the life of the group.
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7.  Instructional Management Activities for Sharing Leadership
;hm This segment (sharing leadership) and the one which follows (cooperation)

can be referred to as "supra-functions" of the group's activities. What is
meant by this is that the philosophicSI presuppositions of sharing leadership
and cooperating pervade and transform all of the activities occurring in other
segments of the program. Shared leadership is a way of treating the group

leadership function as a property common to all group members. As a group

perspective, "sharing leadership" requires that the choice of goals, objec-
tives, and tasks should be guided by whether the required leadership functions
can be shared by all members of the group. , Hence, the goals and tasks should
be chosen according to their abilities so that, as the task and group evolve,
those functions may be transferred from one group member to another.

In view of this, instructional activities throughout the group's develop-
ment should aim at the equal distribution among group members of the processes
of: initiating activities or purpose, structuring those activities, and moti-
vating individual members. The teacher must also be sensitive to the needs
and wishes of the group's members, as there will be those members with leader-
ship potential, but without the motivation for leadership. The emergence of
different group members to fulfill the function of leader must be natural and
spontaneous, and directed through the design of the instructional arrangements

surrounding the group.
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The instructor activities of the teacher would include the following:

A.

Determining a goal with the group so that the leadership function
fs clearly defined. This means examining that goal with an eye

to the potential of every member fulfilling that function.

Choosing a Task. The teacher should help select criteria for
choosing one task from a set of tasks determined by the group's
goal. ?Such criteria might be stated -in terms of difficulty--
subtasks that may be handled separately can produce difficulty
in synthesizing those parts, etc.) But the task should require
a leader who cannot be readily identified by his or her popularity,
or already attained social status. Leadership must be deter-
mined by the task. If the task is complex enough, the leader
functions could be distributed according to individual abilities.
Hence, no one person could be identified as the "leader."

Shared leadership would be based upon the structure of the task
which would require the potential leader to initiate and
structure task work.

Managing the Group's Leadership Development. Teachers should
observe and give only the most general advice to the group.

They should be cogni.ant of the person talking the most about
the.group task, or who is most distracting to the ?roup. They
should see if sanctions emerge within the group which will keep
it on the task, and see whether emergent leadership is due to:
personal manipulation or ability to carry out the task. Teachers
should observe the group to see 1f: goals and objectives are
laid out, the task 1s being analyzed, needs assessed, resources
determined, etc. They should only intervene occasionally, if

" need be. " When intervention would be fruitful is part of the

instructional leader's decision making about his or her role.

*
Changing the Task or Task Requirements. This is exceedingly
delicate. The emerged leader of the group, developed in res-
ponse to a particular task, would have to give up his/her
leadership. Altering tasks could have the effect of rotating
leadership within the group over a period of time. It should
be stressed that the same leader might reappear with different
tasks.

Allowing Self Evaluation. The teacher informs the group to
evaluate Ttsel¥ and set new objectives, new goals, or a new
task, if necessarv. Less drastically, the teacher might
suggest a re-examination of the task or solutions which might
determine a new leadership style.

Continuing to vbserve, suggest, evaluate, and ciange tasks or
the nature of the original task. This activity will help

e —g———

distribute leadership activities in the group.

*
This set of activities might be unique to shared leadership.
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TEACHER OBJECTIVES

At the end of this segment in Shared Leadership, the teacher should |
be able to: '

e Plan and implement instructional arrangements by which
students can realize their own leadership potentials.

e Develop or adapt techniques which contribute to the
emergent leadership process, but do not undermine the
integrity of the group.

¢ Guide students in evaluating and selecting a task-specific
leadership style and alternative styles.

¢ Enhance group skills at findind and exploitina resources,
. information, or other aides that would enhance ¥gader-
ship style selection.

e Use strategies that will allow for a rotation of leader-
ship as a learning or functional device from one person

to another, but without undermining the integrity of the
group.

o : et S t—————

|8. Instructional Management Activities for Cooperati ngl

This set 0% management skills is involved in harmonizing and unifying

4

group effort; whether they are resolving conflicts, using resources, or parti-
cipating in other activities. It is equal with sharing leadership as a quality
of the group. One cannbt have shared 1:adership unless there is a high level of
cooperation. Such a harmonizirg quali:y also pervades all the various activi- ‘
ties of thc group, and defines the qualities of both individual and group

action. The teacher, therefore, needs to develop criteria for deciding when

to intervene and at wha* level within the framework of an instructional stra-
tegy. An intervention should have a specific purpose and predetermined limits.
A11 final decisions and courses of action should be taken by the group. The

teacher's activities in regard to cooperating are:

o -100 - S
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A. Observing the cooperative activities of the group. The task
which wii\ define the functions of the group should be amenable
to cooperative activity. The instructor might keep a log
regarding task activities and gains in cooperation. Each group

. will have its own conscious or unconscious standards for effec-
tiveness and cooperativeness. The instructor should have his or
her own standards as guidelines for potential advisory activities
or functions.

B. Supporting cooperative efforts by providing possible resources,
materials, and alternative procedures.

C. Evaluating group activities and relating these evaluations to
the self-evaluations being made by the griup.

TEACHER OBJECTIVES

At the completion of the segment concerning cooperation, the teacher
should be able to: :

e Understand what is meant by cooperating in terms of the
functioning of the group in relation to shared leadership.

e Know what learning resources and conditions are available
that are conducive to cooperation within a group.

® Know how to adapt o~ use a variety of instructional
strategies that can allow advice, or subtle directions,
to be given to assure cooperative group activities in
carrying out tasks.

[ S ——— —— sese—————

In conclusion of this part on specific instructional management activities,
we have described the activities of managing différent skill areas of group
interaction. These skill areas are not simply discrete functions. In actual
practice they are interrelated, subsumed, integrated, and unified in ways that
are unique to task, situation, moment, time, and activity. Although one can
1ift each of these skill areas out of its place in the group's stream of thought
and action, and proceed to examine and cunvey it to a person in an instructional

way, it shoulc be remembered that they are alt interrelated.
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_ E. Summary .
In this section of the Model, we provided a general definition of

Curriculum Management and set forth a series of organizing values to guide

the specifications that were later outlined for managing an ILD program in
GWS education. We also explained how this management component relates to
the goals and objectives of a GNS curriculum,

The specifications presented in this section will become the basis for
identifying or developing instructional resources, techniques, and strate-
gies which teachers can use to assist iheir students in acquiring desired
knoz{hdge, skills and attitudes, and competencies consistent with thgﬁGNS

currtculum model.
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Specifications for the Specifications for QNS
I e icuium Consont of Corricuiim Nanagement
the ILD Program in
Generic Work Skills
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~ VII. SPECIFICATIONS FOR THE CURRICULUM CONTENT

A. Introduction

]

The Implementation component of the Model for the GWS Instructional

‘.Leadershib Development program:
In Part B, we provide a structured view of implementation and describe
characteristic activities associated with the components; and in Part C,
we describe implementation modes:
o The Institution Based Mode: when an institution of higher learning

" makes arrangements (inser/ice or preservice) for a directed course
or workshop that makes use of the resources.

o The Learning Team Based Mode: a self-directive arrangement of edu-
N cators who wish to use the ILD resources as a learning team.
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T B. _Components and Structure of Implementation
] . .
A description of the components of the implementation structure is pre-
- sented in this part. These components are shown in Figure 2 and represent

"~ the organizational arrangements necessary to operationalize an ILD program.

»

) FIGURE 2:
THE IMPLEMENTATION STRUCTURE

Institutional
Management

Instructiony /Learning
Specificationy and Resources

Instructional/
Learning
System

Application
System
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INSTRUCTIONAL /
LEARNING
SYSTEM

1. INSTRUCTIONAL/LEARNING SYSTEM

This system is the nucleus of the imple-
mentation model and is builc around, and
in response to, the needs of the teacher
who becomes the learner (teacher-as-
learner). -

The instructional/learning activities
of this system aim at the integration,
rather than the re-education of the
teacher.

The Instructional Learning System uses _
information and resources from the Learn-
ing Facilitation System to purpose, plan,
implement, and evaluate the ILD program.

The ILD program will meet the following criteria:

¢ provide integrative, experientially based learning experiences;

e utilize generic work skills instructional/learning methodokggjes,
materials and assessment strategies;

e provide for differences in modes of inquiry and learning; and

e help internalize the development of different levels of awareness
of a Generic Work Skills curriculum.
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' iy 2. LEARNING FACILITATION SYSTEM

The function of this system is to
specify:

LEARNING FACILITATION SYSTEM e Knowledge, skill, and

INBTAL CHONAL/LARNNG attitude competencies.
SPRCIFICATIONS AT RESOURCES

e Instructional/learning strat-
egies and methodologies.

These specified strategies and method-
ologies will assist the person who
implements the ILD program and the
participants in planning, implementing,
and evaluating an effective ILD program.

The two subcomponents of the Learning Facilitation System are:

a. Instructional/Learning Specifications which define the knowledge,
skill and attitude competencies to be addressed in the ILD program
These specifications are derived from the curriculum structure -

~ (Figure 1) and they contain the following:

ory/of knowledge, skill, and attitudinal competencies
requited the teacher in the areas of GWS education content,
m management, and personal behavior/awareness.

e Overall rationale of program as outlined in the Orientation
Manual.

® Conceptual tools and heuristics of the content as presented in
the Content Specifications.

e Content and curriculum meénagement specifications as presented
in the Content Module and the Curriculum Management Module.

b. Instructional/Learning Resources which identifies potential instruc-
tional/Tearning resources to assist in planning, implementing, and
evaluating an effective ILD program.
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3. APPLICATION SYSTEM

The function of this system is to
provide for the development and de-
signation of the instructional/
learning arrangements where the
teacher has the opportunity to in-
tegrate and apply the knowledge,
skills, and attitudes he/she has
acquired.

The application of what is learned
during the training program is not
left to chance, but is provided by
design through engineered, on-the-
Job experiences.

Real or simulated application situations such as those listed below

may constitute the activities of the Application System:

Real Simulated

Actual classroom Micro-teaching

Role playing
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4. INSTITUTIONAL MANAGEMENT SYSTEM

This system is concerned with the
overall institutional management and
administration of the implementation
process and the acquisition and manage-
ment of resources required to support
implementation.
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C. Implementation Modes

Two major implementation modes are proposed here:
¢ The Institution Based Mode, when an institution of higher

learning makes arrangements (inservice or preservice) for
a directed course or workshop that makes use of the resources.

¢ The Learning Team Based Mode, a self-directive arrangement
EZ;ﬁ?GESTGF§THiTiﬁ§ﬁ'f3"i§3'the IFD resources as a learning
1. The Institution Based Mode
This system is concerned with the overall institutional management and
administration of the implementation process, in case the ILD program is
institutionally based (i.e., based in colleges, universities, etc.). It is
comprised of a management team of adminiétrative and training personnel.
The management team will:

¢ Develop and allocate resources for the Learning Facilitation
System.

e Establish overall policies and funding priorities for imple- |
mentation.

¢ Monitor and evaluate program effectiveness and efficiency.

2. The Learning Team Based Mode
This mode of implementation is a self-directive arrangement of educators/
teachers who wish to use ILD program resources and conduct their own ILD
program as a leaning team.

In this learning mode the training is organized around a team 1earning

approach in which individuals work in small groups of 3-5 in a self-directed
manner; that is, without the necessity for an "expert" trainer or an outside

coordinator.
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* This approaéh is based on the following set of assumptions:

@ Individuals will learn better and with greater motivation when

=~ ' they are able to share information, exchange ideas, test solutions,
| and discuss or debate issues with others who are similarly
interested or engaged.

e Since the training requires working with a great deal of information
from a variety of sources and perspect(yes that should be absorbed
and synthesized in a relatively short period of time, members of
the learning team can divide up or share the responsibilities and
work involved.

¢ Using unfamiliar or "externally" developfed (learning) materials
is best negotiated when learners can "interpret" materials and
procedural instructions as a group rather than individually.
This assumption follows from the belief that what may be a
difficulty or “snag" area for one individual will not prove to
be so for another, and vice versa. Thus, there is always someone
in a group who can keen things moving along by figuring out what
to do, what is needed, or what i meant by...at a given time.

¢ The decision-making and problem-solving emphases in the integration/
application sections require that individuals deal with both personal
and societal attitudes, and with values which, in turn, are best
"gotten at" or revealed through group exchanges ({.e., comparisons,
clarifications, etc.).

e Sharing understandings and experiences in a team learning mode
will lead ultimately to a greater individual awareness and under-
standing of complex problems addressed by the training program.

1
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D, Summary
In this final section we presented specificattpns for the institution-

alizing of an ILD program. We outlined the major components of a system that
would implement an ILD program and then characterized two implementation

modes.
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