et g DOCUHENT RESUME

,,,,,,,

ED 135 939 " CE 009 101
AUTHOR Banathy, Bela H.; And Others

TITLE The Effects of Learned Leadership/Membership Skills
: on Work Performance. Final Report.

INSTITUTION Far HWest Lab. for Educational Research and

. Development, San Francisco, Calif.
SPONS AGENCY Burzau of Occupational and Adult Education (DHEW/OE),
Washington, D.C. Div. of Research. and

- Demonstration.
--BUREAU NO v0325V%
PUB DATE 76
NOTE 191p.
EDRS PRICE MF-$0.83 HC-$10.03 Plus Postage.

DESCRIPTORS *Curriculum Develcpment; Curriculum Research;

: Decision Making Skills; *Group Dynamics; Group
Membership; Instructional Materials; *Interpersonal
Tompetence; *Leadership Training; Material -
Development; Performance Based Education; Secondary
Education; #*Skill Development; Student Attitudes;
*Task Performance; Teacher Attitvdes

_—._,-_»-___A,BSTBACT._ v e oo o e s e . : > e 11 et £ e

The project examined the effects of learned
leadership/membership skills on performance in task-oriented groups,
developed ccmpetence~based instructional materials to teach such
skills, and examined the effects of ‘such skills on individual and
group knowledge . skills, attitudes, and performance. Following a
literature review, materials review, and needs assessment,
discussions and questionnaires gathered information from teachers,
parents, counselors, managers, employers, and students. Specific
needs having been established, the curriculum design and prototype:
nodules were developed. Eigbkt priority areas were identified as those
to be addressed in the development effort: Group communication,
knowing and using resources, evaluation, conflict resolution,
planning, coordinating activities, sharing leaderships, and
decisionmaking. Extensive pilot testing over the following two years
involved a variety of student settings--urban, suburban, rural; large
schools and small; academically motivated students and

. underachievers; vocatlonal, experimental, and traditiomal academlc
classes. Findings indicated that (1) administrators, teachers, and
studerts appreciate the need for and value of instructionfin the
cooperative group interaction skills area, (2) the skills in this

-area of competence-are, difficult to teach, and (3) extended research
and develOpment--uhlch would take into consideration further testing,
teacher training, curriculum fusion, and curriculum’ de51gn——would be
.,of significant value. Appendixes contain the curriculum outline,
operational Jefinitions of effects to be tested in task-oriented
groups, summary charts of selected evaluation items, and some
reflections on and implications of the cooperatLVe group interaction’
skills (CGIS) currlculum. (Author/TA) '

e bt s

; Documents acquired by ER‘IC include many informal unpublished materials not available from other sources. ERIC makes every.
- _effort to obtain the best copy available. Nevertheless, items of marginal reproducibility are cften encountered and this affects the’
" quality of the microfiche and hardcopy reproductions ERIC makes available via the ERIC Document Reproduction Service (EDRS).:
. EDRS is not responsible for the quality of the original document Reproducﬁons supphed by EDRS are the best that can be made from
. the original. ,

Q




THE EFFECTS OF LEARNED .LEADERSHIP/MEMBERSHIP SKILLS ON WORK PERFORMANCE . - -
A FINAL REPORT

. The research curriculum described.in this report is

contained in a separate volume entitled INTERACTION..

Bela K. Banathy LT

Samuel R. Bell - : S Dru S. Robinson
William C. Roberts o \ Laird R. Blackwell
Luis ‘0. Reyes | | . William J. Dunne

RE v
peamsso TET:\AL iaS BEEN;GRANTED B

RIGHTED MA R :d,h
Bola M. Danst
o OPERATING
GANIZATIONS
AND OR THE N

NATIONAL IN°

ERIC TH
TpER AGREEMEN STV:;N URTHER REPRO-
L STIUTE OF L le THE ERC S csgf;i‘mcm
L ?u?;‘eg PERMISSION "
-t U FAR WEST LABORATORY
: FOR EDUCATIONAL RESEARCH AND DEVELOPMENT
N e - 1855 FOLSOM STREFT = SAN FRANCISCQ CALIFORNIA 94103




Mt. Diablo High School; " Concord, California:

ACKNOWLEDGMENTS

Grateful acknowledgment is due the fo110w1ng people and schyols for
the1r contributions to this project:

Velma Brawner, Project 0ff1cer for the Office of Education.

Celia Chesluk, data ana]ys1s, Chet Tanaka, curriculum cover des1gn,
Vickie Arzadon, Sandra Malatesta, and James Bowie, clericai work.

Mesa Verde High School; Citrus Heights, California:
*Sam Cimino, vocational-technical teacher (pilot test class);
*Lynda Veatch Vocational-Technical Cluster Leader (management c1ass),
Carolyn Dodge Vice-principal; '
Napoleon Trip1ett, Principal.

Far West School; Oakland, Califarnia.
Project REAE (CETA); Berkeley, California.

Prospect High School; Campbell, California:
*Barbara Gerould, business teacher (sales class);
Bud B1111ngs, D1str1ct Superv*sor of Bus1ness and WOrk Exper1ence Educat1on

*Kathyrn Setencich, Eng11sh teacher (1eadersh1p class for student body off1cers),
Lauren Fickett, Principa1

Neah-Kah-Nie High Schoo], Rockaway, Oregon:
*Stan Arthur, environmental education teacher (educat1ona11y disadvantaged);
*Bi11 Smethurst, social studies teacher (U.S. History);
Don Langan, Principal and on-site coord1nator of pilot test.

Consu]tants.
Dr. Joan Bloom
Dr. Ralph C. Bohn
Dr. Elizabeth Cohen
Dr. David W. Johnson
Mr. Donald P. Krotz
Dr. Don Langan
Dr. John Layrson
Dr. Patrick Weagraff

B
*Denotes teachers who p11ot tested the curr1cu1um in “their c]assroom

Copyr1ght C)1976 FAR WEST LABORATORY FOR EDUCATIONAL RESEARCH AND DEVELOPMENT

ca

3 ‘ . '.'tff‘"

- B Apf o i



PREFACE

Qur technological competence is surpassed only by our conceptual competence .
in designing new %echnologies and eXteuiing——even exploding--the bdundaries
of know]edge.' Formal education‘and training cater almost solely to-these
cognitive and technological competences. It is a lack of competence in a
third area--the skills of human association—-whica is the source of most of
our problems and crises at all {evels of the human community. Still, formal
education does not provide specifically designed"arrangements and ‘opportunities
for us to Tearn how to 1ive; work and cooperate with otners. |
The thrust of the research reported here was: (1) to deve1ob fhe skills
needed to associate with others and be effective members and 1eaders of groups,e
“(2) to des1gn “and” deve!op arrangements*and resources forwthe 4earn1ng of~those~g«-e7
skills, and (3) to test the effect of learning on performance of group tasks
.The origin of this research effort dates back almost two decades. During
the 1ate.fifties and early sixties, we designed an experimental program in
1Scouting that lead to the development and eStab]ishnentvpf theenew_1eadership/-
membership curricula of the Boy Scouts of America. - ‘V?
Cap1ta11z1ng upon th1s early exper1menta1 program and based on a study of
R&D work done by others in this domain, we proposed a project to the Research

Branch of the Bureau of- quupat1ona1 and- ﬁdulgMEducat1on ThegBukeau recognized -
the potent1a1 of the research we proposed and supported the effort reported
here.
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ABSTRACT

The project reported here was supported by a Research Grant awarded by
the Bureau of Occubatioha1 and Adult Education of the Office of Education.
The project examined the effects of learned 1eadership/membership-ski]Js
on performance in tesk-oriented groups; developed competence-based instructioha]
~materials to teach‘such<ski]]s;.and.examinedAtheveffects“of,such.skil]s,onu
— individual and group knowledge, ski11s, attitudes;”eﬁd perfonnance | |
The materials deve]oped by the proaect enable the teacher to organ1ze

small, task-or1ented groups in a var1ety of instructional settings and to

w-'~1’a<:111'c.ate student growth in areas such as adJustment to task—or1ented

M§e§§]ng§3M§ffeg§1xeqe§ in group performance, satisfaction and self- deve]opmentAwm W;”
“in group functioning, dec1s1on—mak1ng, prob]em-so]v1ng, interpersonal communication,
and conflict resolution. I |
For accomplishing the projeet,:the staff: (1) conducted the research and"
analysis required for the design of the eurrieu]um;f(Z)‘designed and developed
the curricu]un;v(3)_ev61ved,a design for piiot testing; (4) cbndueted extenSive
pilot tests'of'ehe materials in a variety ef educationaleeetfings; (5) revised
student and teacher materials based Qnﬂpi]ot test findings;‘and.(s) reported;
fiﬁdings. | | | | :
Products of the prOJect include:

e In-house research reports, including the Rev1ew of the Literature on

Leadership report, the curriculum design; and a classification of 1earn1ng
tasks; | _
"®The Research Curriculum, cons1st1ng of e1ght modules wh1ch 1nc1ude

student worksheets and an accompanying teacher's gu1de, and,

.o
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‘ eThis fina] report, which includes descriptions of the curriculum support

materials developed for the experimenta] treatment, descriptions of the
Avarious phases of the project, a presentation of the analysis, and interpretation
of findings. H

The curriculum was tested in rural, suburban, and city schools in a
variety of settings, including “traditional c1assrodms,'w0rk—study groups,
a class for the educationally disadvantaged, and a special program for student
leaders. |

Findings of the research project indicate that: (1) administrators,
teachers, and students appreciate the‘need‘for,'and value of, instruction in
the cooperative group interaction skills area; (2) the skills in “this area of

] competence are d1ff1cu]t to teach, and (3) extended research and deve]opment——

_which would take into consideration further test1ng, teacher tra1n1ng, curr1cu1um |

fusion, and curriculum design at various levels of éducation--would be of

significant value.
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EXECUTIVE SUMMARY

This report describes the design, deve]opment, and pilot testing of-a
cooperat1ve group interaction skills curriculum. The purpose of th;s project
‘was to provide secondary schools with a curriculum which focuses on the
spec1f1c skills and attitudes necessary for the successful funct1on1ng
of individuals in societal groups and part1cu1ar1y in economic organizations.
This curriculum was des1gned to he]p students to be effective in small task-
oriented groups, and thus faci]itate-a healthy adjustment to leadership-
membership requirements in typical job settings. '
The project was begun in June of 1974 wtth an ana]ysis“phase which
included a literature review, materials revien; and needs assessment. Discussions
"~ and questionnaires gathered'information"from?teachers, parents, counselors, - T
managers, employers, and students. Specifi¢c needs having been estab]ished,
the curr1cu1um design (See Appendix A) and prototype modules were deve1oped
~Seven »riority areas were identified as those to be addressed in the development
effort group communication, know1ng and using resources, eva1uat1on, conflict
reso]ut1on, p1ann1ng, coordinating activities, and shar1ng 1eadersh1ps mAs
deve1opment proceeded, an eighth area of pr1or1ty - dec1s1on-mak1ng ~ evolved
Extensive n11ot test1ng over the following two years involved a var1ety of

student settings - urban, suburban, rura] large schoo]s and smali; academ1ca11y

mot1vated students and under-ach1evers, vocat1ona1, exper1menta1, and trad1t1ona1
academic classes. _
Based'dn the analysis of the pilot test information,'revisions were made
_1n both the student and teacher components of the curr1cu1um The resulting |
research curr1cu1um was given the title INTERACTION That curr1cu1um, contained
in a separate volume, and this Final Report const1tute the two maJor products -

» ~of the project.




| The Eesearch curriculum specifies 1earning/pgnf0rmance objectives for

individual and group outcomes in the eight previous]y identified areas

1) communicating effectively; 2) identifying énd uti]izin§ group resources;

3) resolving group conflicts; 4) planning for the group process; 5)  evaluating
individual and group performance; 6) sharing leadership-membership responSib{{ities;\h
7) making viable group decisions; and 8) cooperating with group members. :

Findings and recommendations which emerged from the pilot test data are:

1) On the average, students who completed the‘éooperative group interaction
skills modules felt that they had a "good" ability to apply the skills
presénted in those modules.

'2) Teachers, stugqnts, and administrators judged the learning of cooperative
group interacfion skills to be importént and valuable.

3) Based on observation by téachers and other adults, students who
completed the modules applied skills they had learned there to other
tasks required by groups in which they participated.

4) The skills in this area of competence are difficult to teach and
require intensive involvement over at Teast one school year, and
preferably 1onger; to affect behavior.

5) Further field testing is needed to determine the research curriculum's
value as a clearly defined dohain of the program of‘the school and
to investigate the effect of learned skills on task/job oriented

;performance;

6) vThe deQe]opmeht of a feacher training program to specifically prepare
teachers tec use the curricufum 15 strongly recommended.

'75“ The curriculum can be integrated with other domafﬁs bf the school's
program, and spec1a1 effort should be made to deve]op materials to
1ntegrate a cooperat1ve group 1nteract1on skills curriculum with
Vocational Education programs. 10 B %
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8) Cooperative»group interaction skills can be-isolated and taugﬁt and

should be introduced at a very early level in the educational process.

Though this project developed materials for use in high schools .only,
it wou1d_be'high1§ advisable to extend the curriculum into the
ear1ierlgrades: junior'High, intermediate, and primary levels.

The underlying concepts-of a cooperative group interaction skills
“curriculum and the systematic approach for their implementation, identified

and focused upon in this project, define an experience domain currently lacking
in most group activities in and out of school, and therefore constitute an
1mportant contr1but1on to the f1e1d of educat1on at a11 levels of: activity.
Although this project was completed in September of 1976, it is hoped that the
.research curr1cu1um and project report will be considered as substantive

beg1nn1ng, and that recommendat1ons made above for extend1ng and expand1ng the

curriculum will be implemented.

11
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PROJECT DATA

During the first year of the project (July, 1974 - July, 1975)'the’project
staff completed Phase I (Analysis) and niost of Phase I1I (Development) of the
project. In comp]eting this Work, the staff engaged in a numher of activitiesk
in each phase, such as the review and analysis of existing research and
materials developed in this area, the formulation of an 1n1t1a1 conceptua]
design, the development of prototype materials, initial pilot testing to
gather formative data, subsequent revisjon of the prototype,.and’the develop-
ment of plans for further extensive pilot testing during the school year
1975-76. ” |

During the second year of the project (July, 1975 - July, 1976)‘the
projectistafffcondocted extended pi1otktesting at four sftes on the West Coast
and comp]eted'a detailed analysis of the pilot test data.. This completed,.
Phase III (Imp]ementat1on and Tect1ng) A final comprehensive revision of ‘
both student and teacher materials was accompl1shed The eompi1ation of this .
Final Report completed Phase IV (Report on F1nd1ngs) | |

The Project 0ff1cer for the Office of Educat1on was Ve1ma Brawner.

The Principal Investigator for.the proaect was Bela H. Banathy, Director .uwwi;E

of the Instructional and Tra1n1ng Systems Program at Far west Laboratory

Staff for the first year of the project 1nc]uded the fo11ow1ng Samue’ -
R. Be]]R Project Associate; Luis 0. Reyes, Research Assistant; w11]1amtc.
= Roberts, Deveioper; and Laird R. B]ackwe]], Evaluation Specialist. -
Staff for the seoond'year ofﬁthe‘Broject included the following: fDru S.
;r‘Robinéon, Project Associate; William J. DUnne,,Editor’and_Consu1tant; anqvg;;:

" celia F. Chesluk, Data Analysis AsSistant.
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Key staff peop]e and/or schoo1 s1tes for the prOJEct 1nc1uded the fo11OW1ng.-?
- eMesa Verde H1gh Scho¢™ “trus He1ghts, Ca11forn1a .
*Sam Cimino, Vu.acional-Technical Cluster (CGIS class);
*Lynda Veatch, Vocational-Technical Cluster Leader (Management c1as$); ﬁj;fi
Carolyn Dodge, Vice-princ” |

Napoleon Triplett, Prihcn

\,

oFar West School; 6ak1and, Ca1ifornia,
°Pr°jé¢t REAL (CETA)i Berkeley, California.

oProspect H1gh Schoo1 Campbe11> Ca1ifornia' , ‘;w§ ”
*Barbara Gerouldy’ Bus1ness teacher (Sales c1ass),

Bud Billings, D1str1ct Superv1sor of Bus1ness and work Exper1ence’

Educat1on.

oMt. Diablo High School; Concord, California:
*Kathyrn Setencich, Eng1ish teacher (Leadership c1ass for student
body officers);

Lauren Fickett, Principal.

ONeah Kah-Nie H1gh Schoo], Rockaway, 0regon

*Stan Arthur,. Env1ronmenta1 educat1on teacher (Educat1ona1]y

d1sadvantaged),
*Bi11-Smethurst, Social stud1es teacher (u.s. H1story),

Don Langan, Principal, and on-site Coordinator of CGIS pilot test.

*Denotes teachers who tested the CGIS curriculum in their classrooms.
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PART ONE:- A DEFINITION OF THE -PROJECT

Chapter One: Problem, Rationale, and PUrpose v
Chapter Two: Project Objectives
| Chapter Three: Project Events
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»young_people have problems ad3u5t1ng to, and working effect1Ve1y in, the

CHAPTER ONE: PROBLéﬂ,ARATIONALE, AND(PURPOSE

The rationale for developing the cooperative group interaction skills

curriculum for schools was based on the general proposition that there is a

need in schoo1s for a curr1cu1um which focuses on the Spec1f1c ski]]s and

‘attitudes which are necessary for the successfu] funct1on1ng of 1nd1v1duals in

societal groups and ~~rtict urly in economic organi2u;1ons

The individ... ia our society is faced with increasing demands for T—

”;competent performance as a member--and often as a leader-—of groups Many

' various groups encountered during and_after formal ‘education. ~Such' groups

include the family as well as Qarious'peer and éocietal grOUps--for‘example, .
groups oriented toward recreation; politics, fellowship, special .interests,
and community-serrice._ v .

. When people @nter the world of economic organization?,Kthey*nee&'to
poseess three kiuss of competence The first kind is ot “ised of a set of
basic cognitivez=mtills and the 1nformat1on/know1edge bage ‘hat const1tut~s the
common cultural content of our society. Most of the sche i's curricula addresses
this domain -of ‘human capab111ty | | ‘

The second domain is comprised of technica] competences which enab]e them

to perform ‘the activities they are to carry out while funct1on1ng in a career

. To be an electronic :engineer or an:e1ectro-mechan1ca1 technician, for examp]e,

one must possess a certain set;of‘technical skills.

The thirc g@main may be called "1ife skill comoetences;? it.is generic to
all work and careers, This domain is looked upon as the common core of T
vocational and career education. It is comprised of three subeets. One set

might inc1ude basic work habits, career decfsion-making skills, job-seeking and
3=
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JOb gett1ng sk111s, and Work values. The second set includes'everyday 1ifefh:
.~sk111s and_hab1ts. The third set is comprised of those competences wh1ch |
enable a person to work in concert with others. Since cogn1t1ve and technical
skills are of no use if they cannot be app]1ed in cooperat1ve efforts with
other persons, the interpersonal and grOup sk1115 needed for cooperat1ng W1th
vfellow employees are most 1mportant A person 's career——f1nd1ng, ma1nta1n1ng, _?51
‘and advanc1ng 1n employment--depends a great dea1 upon h1s or her command of o
" group interaction skills--that is, his or her ab111ty to' work cooperat1ve1y W1thic‘_-
other peop1e Persons who cannot commun1cate, bu11d meaningfu] re1at1onsh1ps,vMMM:
| or manage conf11cts constructively are not se1ected for retent1on and promot1on;2};

within economic organizations. “sﬁnm."wwgﬂuﬁww‘j,_ _f{ o

o e e e et e

The proposition that both techn1ca1 and human sk111s need to be emphas12ed g» 

~ in vocational and cerger education prqgrams-—1n fact in all sch001 programs-—f,gg'w-

is derived from an~undgrsmand1ng that, while our economic system 1s based

upon the conperative matoee af humans, the soc1a11zat7on processes by whzch

cooperative skills and atitudes are learned is rap1d1y chang1ng The 1nf1uence

of the family in thefsocﬁaiwzat1on process is rap1d1y decreasing, and, therefore,

the need for educat¥amal programs which emphas1ze soc1a11zat1on is 1ncreas1ng
What we now kné about the 1eadersh1p/membersh:;mcont1nuum of social -

and personal behaviun find icates that the 'skills 1nvolved in successfu] group.

performance can be identified and 1earned and that ahat the best time &

learn such skills ¥3 durfmg the formative years of- ysmth Cooperat1ve Zroup .

.1nteract1on skills include the ab111ty to p1an and work W1th others in a

team, mot1vate other .graup wembers; ‘know the characterist1cs and resources

of the group; know huw cn arse group YESOUrces; set examples, and share

" leadership. Unfortunately, our public schools have.not provided curricula

for the: acqu1s1t1on of these and similar sk111s

17
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AdJustment to the forma11zed structures of the various - groups encountered
dur1ng and after formal educat1on--1n schoo1 organ1zat1ons, in work- study
and eventually full-time employment, in community groups, etc.--appears to-
pose a prob1em for many young peop1e Small groups within'Targer groups are
everywhere; they form the backbone of the world of work. Groups are the-
"functional contexts” of every student's future. Yet most youth graduat1ng
from high school s tnday have had 1ittle or no exper1ence 1earn1ng how - to funct1on
as leaders and members of groups, beyond the 1arge1y 1nforma1 and intuitive

participatior in peer groups. Even in schoo1 re1ated organ1zat1ons, such as

""”student government and extra- curr1cu1ar c1ubs and. act1V1t1es, an- 1ntrospect1ve

‘,:t.Part1c1pat1on is in sports The role. of the capta1n 1s genera11y understood, 5i3t

}ueye is rare1y, 1f ever, focused on the Very concepts of 1eadersh1p and membersh1p:’
: wh1ch ‘make such groups work | .

"~ About the only contact some students have aith the prob1ems of group

“'as in the "team" not1on of 1nd1v1dua1 p1ayers contr1but1ng to the whole

effort. Yet school sports alone are unsat1sfactory as a basis for tra1ning N
young people for group behav1or There are. two reasons for th1s. First, |
students do not uSua11y concentrate on the pr1nc1p1es 1nvo1ved 1n group |
B ,processes, such as those wh1ch help.: them deVe1op some ins1ght about what makes - f
' 1eaders and members work together and need one another Second, w1thout such  »_
| genera1izat10ns there is no opportun1ty to effect some transference between |
~-the ath1et1c act1v1t1es and other -group- sett1ngs, such as those 1n emp]oyment quv”
“ Although it may take many years to acqu1re such sk111s as those requ1red.lﬁfu
for effective 1eadersh1p/membersh1p performance, our schoo1s could prov1de i

a head start on the development of such skills.~ The time seems right

for such innovations in the curriculum, for schools are changing. The

18
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- assemb]y 11ne, mass- production, closed system .appraach to educat1on is now

becoming more open and fluid. The typical structure of the c1assroom--student
desks arranged in stra1ght rows--1is changing, and we now see widespread
experimentation with small groups, progect teams, 1aboratory clusters, peer
teach1ng, and 1earner-centered organizations.

" The wor]d_of work is changing as We11. EVen very 1arge 1ndustr1a1'”
organizations are trying new structures of groupzorgan1zat1on, such as thei.
automobile companies which‘heve-constﬁtuted "teams" responsible for e
entire assembly of a car. A1though students‘may,have,had.some‘preparation
for~their nork settings in telr‘ms.‘of—,f..uh"ﬂvh'ng,.,the..‘roTe.,‘,of._'.,ac'countant_,___.,.~.._M.,.~
sa]esperson, or techn1c1an, they haVe had v1rtua11y no tra1n1ng in the
respective features of 1eadersh1p/membersh1p ro]es ‘ Students need to 1earn
about the respons1b111t1es and opportunities of group part1c1pat1on and. the
recwproca] relationship of 1eadersh1p and membersh1p The dignity of. each
role must be emphasized. The commitment of this proJect was to the idea that
everyone needs. to be aware of:and understand--before or wh11e entering the

job situation, not years after--that at :any one t1me a;penson may be called

upon to exercise group leadership as we11 aS'membership skills.

As Dahl points out in Who'Governs, the magor1ty of ‘the population is :
eventually faced with 1eadership cha11enges. The person who takes up dwrect1ng
traff%c at the scene of a street emergency, the soldier in-combat:who is
elevated by<neceeeity-into,a decision-making capacity, the citizen whose
initiative results in a community change--these are all examples- of people
assuming keadership opportunites thrust their way. Students should be

helped te reaiizefhow this can happen to them in their school and work

*Robert ‘A. Dahl, Who Governs: Democracy amd Power in an /American City.
‘New Hawmen, Conn.: Yale Uf?vers1ty Press, 1961.

-6-
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“worganizatfons;and ggygrnmentmagencies'hayefnomtraining71n membership skills.

 settings, and to become prepared for it by understand1ng just why groups

are structured the way they are and how each 1nd1vidua1 s-actions contr1bute
to both group and individual success.

- Even though the need for acquiring leadership/membership competence
1s strongly indicated, very 11tt1e attention has been given 1n formal '

educat1ona1 settings to meeting such a need. " Some community organ1zations,

such as the Boy Scouts of America, are. deve1op1ng long-range, systemat1c

programs Some large corporat1ons ‘have tra1n1ng programs, but’ these are of

|1

obv10us]y Timited effectiveness, as "leadership seSS1ons and "management

"“training" is often reserved for selected employees. 'Howeveh;mOSt business -

L

whatsoever

The transition from. school‘to the world of WOrk can be f111ed w1th

confusion and:conflict. Perhaps:many of the: 1n1tia1 fa11ures of young.

people in adapt1ng to the needs of-their emp]oyers results” from a ]ack of -

_understanding of the group re]atioaships which operate in ‘work " sett1ngs, as

we]] ‘as a failure to exerc1se the :appropriate behaviors for both 1eadersh1p )
and membership- situations in. specifﬁc JObSa

Vocational: education ‘has trad1t1ona11y he]ped youth prepare for Job
entry; therefore we think it is appropr1ate to 1ook to the vocat1ona1 education
curriculam-for-training in 1eadersh1p/membership sk111s and understand1ngs
Making personal . and: soc1a1 adjustments is. a concomitant part of prepar1ng for,

and enter1ng into |@any new group s1tuation, whether 1n schoo] or in the wor]d :

"of work. We should.begin in schools before adult behaviora] patterns have

been -established, @nd while the student can stil experiment with a]ternat1Ve

.ways of dealing wiih group participation. we th1nk this prob]em lies at the .

base of youth's aczulturation and socialization to the society. We believe

-7~
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that we have prov1ded here, by des1gn; an area in the school curr1cu1um wh1ch
offers students practical, tangible learning about group leadership and membersh1p
Cskills.. . - T ‘
The project: tested the effect of training students fn puhiic school:
for their leadership and membership roles in the world of work. [Ihe strategy
was to identify skills~ and. understand1ngs related to-effective 1eadersh1p/
membership- funct1on1ng and to develap an experimental curr1cu1um wh1ch WOu1d
be used in secondary schools. This curriculum was des1gned to he1p students
to be effective in small groups and ‘thus fac111tate a hea]thy adJustment to
leadership/menbership requ1rements in typ1ca1 Jjob sett1ngs The hypothes1s ;mem;mms,s

was that students exposed to th1s exper1mert\1 curr1cu1um 1n schoo]s wou]d be

more effective in task- ox1ented groups than ‘students who do not have s1m11ar T
preparatlon

This prOJect addressed ‘a problem of national s1gn1f1cance the'adjustment hﬂ;saf

of youth to their participation in task-oriented groups, in terms of the1r
understanding, deve]opment and exercise of skills in 1eadersh1p and membership
roles. The curriculum that emerged from this project could evolve into a new

curriculum domain in group finteraction.




:he1p students be- effective in cma]] groups and thus fac111tate a hea]thy adJustM“

ment to 1eadersh1p/membersh1p requ1rements ..... in. typ1ca1 JOb sett1ngs Theﬂe,ggsa

~ Variables on wh1ch the d1fferences in performance were measured 1nc1uded

'adJustment to group sett1ng, se]f- and group-satisfaction, effect1veness in

CHAPTER TWO: PROJECT OBJECTIVES

A Summary Definition

o
The purpose of the project was to test the effect of deve]oping competencq 1n

students assuming 1eadersh1p and membership roles in groups The strategy used '

was to (1) 1dent1fy 5k11]$ and understand1ng related to effective 1eadersh1p/

B membership functioning; (2) deve]op an experimental curr1cu1um, and (3) test

it in secondary schools w1th students in a w1de var1ety of educational settings,

some of whom were entering work—study programs The curr1cu1um 1ntended to

hypothesis was that students exposed to th15 experimenta] curriculum 1n

schools WOuid become more effect1ve 1n perfonn1ng tasks 1n group sett1ngs

group performance, the av01dance or reso]ution of conf11ct with group members.
and opportunities exercised for. 1eadersh1p | | " |
PrOJect obJectives w111 be: described 1n three categor1es (A) Learn1ng/

Performance ObJectives, (B) Process ObJectives, and (P) Product ObJectives

A. Learning/Performance Objectives
Following are the 1earn1ng/perfmmmance obJective5'Tor the groups as i'
well as for the 1nd1v1dua1 students. ObJectives are presented. for each of

the eight modules in the research curriculum.
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[LEARNING OUTCOMES - MODULE I - COMMUNICATING

Group Objectives

The purpose of this module is to help the group communicate more effectively
within itself and with other groups. The group will improve its ability to:
1. give information; '
2. receive information;
3. remember information; and ‘ ,
4. understand some of the ways that individual and group interpretation.
can affect how people communicate. o SRR

Individual Student Objectives

R . ‘
This module has been designed to help students develop certain attitudes,
knowkEdge, and skills. Each student will improve his or her ability to:
Attitudes. ‘ ' e T e
—_ - be sensitive to individual and group feeling. . o _
- accept thejresponsibi]ityvfor-tryingsto,understand;another's,
view and values. o S C :
- value the sharing of information.

fKﬂOW]édEé;'“““ .
- know how to give information.:

- know how to receive information. - " k

- understand that an individua]WS'values will affect
communication. T o

kriow how ‘to keep information.. - ,

know how to remember information. - .

know how to involve others in a group discussion.

- express group feelings.

- give information.

- identify interpretation.

- keep/remember information.
- help others participate.

LEARNING OUTCOMES - MODULE II - USING RESOURCES

Group: Bbjectives -

The :purpose of this module is to help the group assess its resources in
relation to a given task. The group will improve;its ability to: '

1. identify the. resources that are needed to accomplish the given task.
%« identify resources available to the group. ‘

determine the probability of completing the task with the available
resources. I ' : '
5. identify ways to develop other needed resources.

.IndivﬁﬂUamUStudent Objectives

This mmdule: has been designed to he1p:students deve10p'certain»attitudes,
knowledge:and skills. Each student will improve his or:her ability to:

1
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Attitudes
.= .acknowledge the positive contr1but1ons each 1nd1v1dua1 can make to
the group.
- accept the abilities and limitations. of others.
~-- = accept his- own abilities and- 11m1tat1ons
Know]edge -
- < develop a broad understand1ng of the term resources.
- know his or her own resources.
- know the abilities of other group members
- understand .the. constraints affect1ng the use of - the resources
of the group.
- understand the subjective factors 1nvo1ved in mak1ng a decision
~about which resources to use.’ .

= assess and effect1ve1y use the group resources w1th respect to
getting the job done and maintaining group unity. o

- identify resources needed for alternative plans. . S

~ assess the probability of the group accomp11shing the task W1th COR

T the aV11ab1e resources , BEERE

LEARNING OUTCOMES - MODULE, e RESOLVING CONFLICTS "M

Group 0b;ect1ves

‘The purpose of this module is to help the group reso1ve conf11cts
The group w111 1mprove 1ts ab111ty to s

determ1ne the cause of group conf11cts B FE
figure out different ways to deal with such conf11cts L
‘recognize ‘the beliefs and- goa1s which the group. members share and S
which, therefore, can be used in conflict. resolution.- U e
know, respect, and deal with individual. and group d1fferences
while- trying to resolve conflicts. " E
use conf11ct resolution to 1mprove how the group stays together
"and gets 1ts work done : o

N S W=

Ind1v1dua1 Student ObJec+1ves

" This iodule has been des1gned to he1p students deve1op certa1n'att1tudes
know]edge, and sk111s Each student w111 improve h1s or her: ab1]1ty to

apprec1ate conf11ct reso1ut1on as a group too1 wh ch 1s necessary
. for ‘doing jobs and achieving goalsy = ' L
~ appreciate the 1mportance of dea11ng w1th conf11cts honest1y
~and ‘openly; - :
- apprecjate. the 1mportance “of exp1a1n1ng h1s or her be1iefs and
"goals while trying to resolve conflicts. = .
- apprec1ate and ‘respect- d1fferences among peop]e and groups
Knowledge ,
- understand the mean1ng of the word conf11ct
- know the different causes 'of conflicts. C
- know different ways of. dea11ng w1th conf11cts

. f”* .




- know how well he or she can deal with conflicts and ‘how well others
ki1 can deal with conflicts while working as a group to get a job done.
ills, - : o

- recognize types of conflicts and causes. of conflicts.

figure out different ways of resolving conflicts.

express his or her own fezlings while dealing with conflicts
honestly and openly. - ’

apply conflict resolution skills to personal,. everyday jobs.

LEARNING OUTCOMES - MODULE IV .- PLANNING| -

Group ObjectiVes

The purbose of this module is to help the group plan a task. The group
will.improve its ability to: _

—
-

determine the nature of the task (what must be done, where, when, .

why, and by whom). — : : :

2. determine the resources available for the task..

3. determine obstacles that may ‘hinder the accomplishment of -the -task.

4. generate several alternative ways to accomplish the task.

5. establish the basis for selecting an alternative.

6. decide which alternative to-use. AP '

7 detirmine the details of the plan (who will do what, when, where,

how). ‘ : ’ : o

8. evaluate their planning process, vased on their ability to accomplish
the .above steps. ‘ I - : :

Individual Student Objectives

This module has been designed to help students déVe]op certain'attitudes,
knowledge and skills. Each student will improve his or her ability to:

Attitudes. '

-~ value planning as a necessary process for accomplishing tasks

and achieving goals. . v : o

- value a systematic approach to tasks.. et S

- value the generating of alternatives. before reaching a group -

decision. _ A o SR

- value the use of group decisions in planning as a means of

- getting the greatest possible commitment from the group.
Knowledge. : - . : oo
— understand the_ tasks to be accomplished.

- 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, and . o .
understand the need to gather information before determining a
plan of action. o
- Skills. :

- state the task in concrete terms. .
- propose several alternative ways of accomplishing the task.

-12-
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- identify resources ‘he can prov1de for each a1ternat1ve. -
- gather and assess information_pertinent to the task. ,
. - identify decisions that need to be made and prob]ems that need
.. to.be solved. =
- assess a]ternat1ves on the bas1s of the probab111ty of the
group's being able to carry them out successfully.
-~ apply a planning process to personal tasks.

LEARNING OUTCOMES - MODULE V - EVALUATING |

4Ind1v1dua1 Student 0b3ect1ves

The purpose of this module is to help the group evaluate group performance

and cohesion during the accomplishment of a task. The group will improve: 1ts~;f;:"

ability to:

determ1ne what should have happened in a s1tuat1on
_determine what did-happen in the situation. . T
‘notice similarities and differences between what happened ‘and '
. what should have happened.

determine. reasons -for these s1m11ar1t1es and d1fferences

deciae what to do to 1mprove in the future :

Cos wr—

This module has been designed to help. students develop” certa1n att1tudes,'v¥f~§*'
know1edge and sk1|15 - Each student w111 1mprove h1s or her ab111ty to S

Att1tudes . o :

- be willing to evaluate him or herse]f and others :

- accept constructive criticisms and suggestions from fellow
group members. 4 .

- accept new ideasand change =« o s

- .appreciate the importance of constant eva1uat1on of group :
performance as a first step toward 1mprovement :

KnowledEe fy- h | : R =
now' wnen changes must- be made in a’ s1tuation . s
- understand that conflicts may develop between accomp11sh1ng a,

‘task and. ‘maintaining the group... =~ .
- know the questions:ito ask when eva1uat1ng .'“ S R
- understand the role: that goa]s and values play in. eva1uat1on I

- observe the group and eva1uate 1ts performance 1n a g1ven

;s1tuat1on

- apply the evaluation process toa persona] task or act1v1ty :

- identify persona1 va1ues and the1r re1at1onsh1p to the group s :;;r
values. . L

26
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LEARNING OUTCOMES - MODULE VI - SHARING LEADERSHIP

Group Objectives

The purpose of this module is to help the group recognize leadership
qualities in all members of the group and think about how power is used
in the group. The group will improye its ability to:

1. seek leaders who help the group get its job done and help it stay
together. ‘ o _ , ' :

2. seek leaders who have valid bases of power. _

3. seek jeaders who share leadership rather than manipulate people.

Individual Student Objectives

This module has been designed to help students develop certain attitudes,
knowledge, and skills. Each student will improve his or her ability to:

Attitudes. ,
— - value his or her own abilities to lead.
- respect others' abilities to lead.
- value the qualities of leadership and of shared leadership.
- value the proper use of power and influence. :

Knowledde. e TP
- Enow the qualities of leadership.
‘ - understand his or her own leadership.abilities.
- understand the leadership abilities of other group members .
- recognize and understand the proper and improper bases and uses

of power.

Skills. ' :
= participate in the leadership process.
- use power .and influence properly.
- share leadership with other group members.

LEARNING OUTCOMES - MODULE VII - MAKING DECISIONS

Group Objectives

The purpose of tﬁi%}moﬂu]e js to help-the group practice decision-making in
a number. of different ways and to learn the uses of each way. The group
wi]] improve its ability to:

1. understand and use seven ways of making a decision.
2. understand advantages and disadvantages of each way of making a
decision. - ' o =
3. recognize situations in which each of the seven ways will or will’
~.not work. ST
4,

recognize and consider factors in a situation which make a particular
. way of decision-making most appropriate for that situation.

L :zr7v
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5. choose the way of decision-making which is most appropriate for
a particular situation. :

6. evaluate the effectiveness of a decision and the choice of a way
of decision-making. ’

Individual Student Objectives

This module has been designed to help students develop certain attitudeﬁ,
knowledge and skills. Each student will improve his or her ability to:

Attitudes. , ‘ ' - A

- 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 single person or by a small part of the group in most
situations. ‘ ‘

Knowledge. . o »
— understand seven ways in which a decision can be made in a

. group. S : o )

- understand the advantages and disadvantages of each of these ways.

- recognize situations in which easy way will or will not work.

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

~ Skills. : v
- take part in anv of the seven ways of decision-making.
- determine which way of decision-making is most appropriate in a
particular situation. o v
- evaluate the effectiveness of a.decision and the choice of

decision-making method which led to it.

LEARNING~OUTCOMES—=—MODULE~VITI-=-COOPERATING-

Group Objectives

_The purpose of this module is to help the group practice cooperative effort

during the accomplishment of a task. The group will improve its ability to:

harmonize the activities of various members and subgroups.
observe group action to determine its effectiveness. . .. - -
-determine why. the group has trouble working effectively when problems
arise. B T - e -
~ express group standards and goals. —
stimulate all group members to do better work. -
. set a good example by each member's own work. °

oNn b wWh —

Individual Student Objecf{Vés

This mbdu]e has béen desighed to help students develop certain attitudes,

- knowledge and skills. Each studeqt@ui]] improve his'orfher abi]ity to:

W
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Att1tudes

- accept the responsib111ty of helping cooperative effort in the
group. -

- value cooperative effort over compet1t1on '

- value the sharing of responsibility for he1p1ng cooperative
effort in the group.

- value all the group interaction skills for the1r use in helping
cooperative effort

‘Knowledge. :
, - undérstand the interrelatedness of a]] coOperat1ve 1nteract1on

~ skills and their relation to cooperative effort.
- understand the six ways to help cooperative effort.
- understand the need for each of these s1x ways

Skills. ‘ T

- carry out the six ways of he1p1ng cooperat1ve effort.

- identify which ways are not being used in s1tuat1ons where
cooperative effort is not. occurring.

- determ1ne ways to improve the c00perat1ve effort in a group.

14

B. Process Objectives~

The process objectives of the project include obJect1ves re]evant to
(1) research and analysis; (2) design and development, and (3) p1lot test1ng.

1. Research and Ana1y51s

oTo conduct a search of the 11terature for information and concepts

relating to group participation processes in the work sett1ng, 1nc1ud1ng

“”““““;*““such —~various— aspects~of~1eadersh1p/membersh1p as- peer—anteract1on,“grou0

fdec1s10n—mak1ng, and communication with co-workers and supervisors.

eTo select and review materials used by industria],.government; volunteer,
and other organizations for tra1n1ng in 1eadersh1p/membersh1p competencies to
obtain specific skill and understanding c]usters which would contr1bute to the
basis of the exper1menta1 curriculum,

oTo interview 1eadersh1p trainers, managers, emp]oyers, students,
teachers, school counse]ors, parents, and others fam111ar with the student s

persona] and social adJustment to work sett1ngs, and to observe selected

training sessions. ' . '
E 29

-16-




o To analyze tke data gathered from literature search, review of training
materia1s, and rintexviews and cbservations in order to elicit a taxonomy of
leadership/memberstitip skills and understamdings-which wawld form the.basis
of a curriculum aimed at easing iokr mistment far students in work-study

programs.

2. Design -and: Development

eTo design 'm the basis of the analysis conducted ‘%" lfrase 1,
specifications for i set of torricu1um mate}151s which are Jirecte&iat the
acquisition of sk*ils and understandtzgs related to leader nip and membership
roles and functiors.

eTo construct preliminary prototypes of simulation exercises and
supportive materials which form the basis of a courée‘in’group participatioo‘
(1eadership/membership) which cen be administered in the public school setting.

eTo develop means by which to test the acqufsitionaof skills and
understanding. _

eTo prepare for testing of the experimental curriculum by: (a) defining

what ev1dence we intend to 1ook for in measuring the effect1veness of the

~¥»nm»~%curr1cu]um~treatmentw(evg"wthewaob”sat1sfaction,,superyjson“swnatings of
initiative and cooperation, incidence of conflict with others, effect1veness
in group pafticipation, attendance); (b) determining what'information we are”
going to collect to provide for th1s evidence; (c) selecting and/or deve]op1ng
}1nstruments to co]]ect the data; and (d) estab11sh1ng procedures for the ana1ys1s {
and 1nterpretat1on of the data. L - “

o To conduct an- 1n1t1a1 pilot test of the curr1cu1um prototypes to

obta1n formative’ eva1uat1on data on the effect1veness of the. curr1cu1um components.
30
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eTo revise the i erimemsal materials, based on the findings of the

" initial pilo=: testi®i, jinto a form suitabla for more axf@nsive pilot testing.

3. Pilot Testing

oTo select a sammyi@ of" =udents involved in a varizty of educat1ona1
settings, including om? groxs@ngaged in, or about to enter, wofk-study
programs. "f

o To determine exi -mentgi treatment and to schedule

" and carry out the exp~: wmmgal curriculum with the samrle over a designated

tfaining period. |
| | eTo follow up on Jwa sauéents éxposed to the experiméfta] treatment
by ma1nta1n1ng a cont’ suoes ewa]uat1on of the1r -adjustment; to emp]oyment
through questionnairec.. i#fiarviews, and observat1ons, and %150 to- make s1m11ar
evaluation arrangements for- the éontrb? group. . g

e To verify or reject the hypothesis that the experjmenta1 curriculum
on'1eaaership/membershﬁy‘wi]] facititate the adjustment and performanée of

students to 1eadership/membershib roles.

;*-

R

C. Product Objectives

The following products resulited from the project:

oA report, Review of the Literature on Leadership.

oA taxonomy of curriculum goals designed to provide a basis for curriculum-
making in the area of Teadersirip/membarship and understanding how groups funciion.

o A research currmcu1um1cmns1st1ng of s1mu1at1on exerc1ses, group prob]ema

solving and work act1w1t1m5,'and the1r support1ve mater1a1s (i.e. gu1des, manuals,

props).
e A report of the effects of the exper1menta1 curriculum and other findings

of the project togethen-WTIh descr1pt1ons of the proaect strategies and act1v1t1esA 
-~18- e
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CHAPTER THREE: PROJECT EVENTS

The R&D program of the project has been carried out in sever phases: {74
research and analysis; (2) curricu]umadesign§-(3) developmer . of pilot
curriculum; (4} inftial pilot testing and;revision;:(5).ekteﬂ@kﬁnpilot test
design; (6) extended pilot testing and revision; (7) ana1ysis o findings and
reporting. In this chapter, each of these phases is briefly de=xzribed..

<
P

eResearch and Analysis

An early act1vity was to rev1ew and analyze ex1st1ng researcir and development
in such areas as group part1c1pat1on and group funct1on1ng in a task-or1ented
work sett1ng Dur1ng that‘time, the staff~a1so sought to. co]]ect the ‘views

.of the var1ous const1tuenc1es involved 1n the study--students, teachers,

S

schoo] administrators, emp]oyers, parents, and emp]oyees Thus, the analysis

‘activities developed in three distinct d1rect1ons.." e

1. A review of the research Ifierature'on 1eadership-deve1opment and

group participation processes in the work sett1ng, including such

group decision- mak1ng, and- commun1cat1on

2. A rev1ew of materials used by industrial, QOVernment, military, '
volunteer, and other organ1zat1ons for tra1n1ng in cooperat1ve group
interaction skills to obta1n specific sk111 and undersﬂand1ng
clusters which would contr1bute to the bas1s of the expermmenta]
curriculum; and - o

3. Informa1 d1scuss1ons at-identified cooperat1ng schoo1 sites amif

various™ aspects of cooperat1ve group~1nteract1on~as-peer«1nteraction,v-~-mﬁw

_?structured questionna1res d1rected at teachers managers, emnﬂmyers, -

'hstudents ‘schoo] counse]ors, parents and others fam111ar with the

: ,‘.’f,.’ S R .-19- .
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spudents® personal and soc :l adjustmemt to work settings.
The rewiew of research was ext:nded and combined with material deve1oped
previously o produce a comprehensive reviaw of the literature or ‘imadership

and cooperzzive group interaction.zkills davelopment.

&

e Curriculum Design

The design~of the -experimental curriculum =ommenced with the construct1on of
a curriculum map, which d1sp1ajed the "universe”" of leadership and cooperat1ve l'
group 1nteract1on competences. A study of this ‘map led to the se]ectﬂon of a
specific set of competences to be addressed by the exper1menta1 curr1cu1um
Tn add1t1on, a prototype module was designed based on a. subset af ‘Hiese _
competences. The curriculum map and: the prototype modu1e Were pmesented for
critique ¥o consultants and cooperat1ng school personne1 ‘in early "November, 1974
An Internal Review Pane1 at Far West Laboratory also reviewed designm 1nformat1on :
and provided feedback to the jproject staff.

Thus, the final design decisiions were based upon the Tnput from: three

sources: school site personnel, consuTtantsg and the Far West Laboratory

InternafﬁﬁéV?EW"ﬁaﬁéwawfhewffﬁ§1”désﬁEﬁriﬁﬁﬁsﬁohsfwere“maﬂE“reievant*to:-~«--mnﬂccs
(1) the: format for-the pilot-test version of the instructional madules and
- (2) identificatian of thelpnecise competence areas to be addressed by ‘the

‘materials which the projec=would develop.

e X

oDeve1qpmemt~uf‘PiTot-Curricu]um; e

Fo11oW1ngtmhese design dec1s1ons, the: projezifstaff moved'ﬁntosfhewdeve1opmemt.
of the 1nstruct1ona1 modu]es The proJect staff. approached themdeve]opment

task-as a ‘team: p1ann1ng sessions were held: to out11ne a modu]eg one staff
- 33 "
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- memiesr then developed a draft from $he outline; the draft was reviewed by other
staft membes and revisions suggested; and the revisions were made and the
pre¥iminary pilat—test draft submittaq to the site personnel for their review

and Tecommendations.

o Initial Pilmt “&==ting and Revision..

As the project =taff began producing the draft of the experimental curriculum
materia]s,. these ‘materials were :pi¥zys tested in three very different settings.
This test was nox a formal, structurz=d test of the entire program. Rather, it
was an effort-to get the: first draft of the materials to fe'ach'ers and studénts
duriig :the Jate winter and spring of 1975 and to. prov1de the pvrogect staff with
formatWe evaluation <information so-the materials could:be revised and pr‘epar‘ed‘
for further pilot~tests during the school year of 1975-76. Thus, the staff
sought to have as'many of.the modules used as possible in at} l=ast one_,se;ttling.

As is. ~he usmal pracedure, the objecti've of the pilot test was to assess
the‘mater?z‘al‘s—‘ in :as diszrete: uniZs as poséib]e. Thus, the staff sought data
regardime fiow students @nd tezremeErs reactéd to sp.eéi'ﬁ'cu_actﬁvﬁftes (Did they )

Tk themn? o Did they- arzompifidh tihe-objective s7)-or-genereelized-reactions—£0-— -~z T
a modile.. Twits formatiwe evaTuzion information was invaluable in the revision
of thermersridys for the l=ter pilot test: |

Duripgzhe initial piTot testimg, materials from this préject were implementest
9n three: ==#woi districts. AL Mesa Yerde High School in Citrus: He‘ights,
‘Califormiz.. Hie:materials were used In a business management c1 ass in-the
Vocationa@l/Technical CTuster. 'In :taaBerke]ey Un1f1ed Schoo1 District, the
:curriculum wes: pilot tested in two.sntuatwns (1) in-an: office expemence class
-at Berkeley :Hiigh Schoo]; and (2) in=an office skills program:at the Vocational

Education Center. The third piliot test site was Far West School, a career
34
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education high school operated by Far West Laboratory for the Oakland Public
‘Schools under NIE's Experience-Baset:Career Education Prog'narr‘lw.:

-Ba‘sed on ‘this pilot testing,'-r'.evi:;ﬁions‘-wérre made in the materials. There
were numerous changes in specific sctiwities and the module layout as well as |

a few program-leve]l adjustments.

eExtended Filot Test Design.

During the last spring, 1975, the staff addressed the issues of: (I ) design
and instrumentation of ‘the full pifle test; and (2) logistical arrangehenfs to
set up test sites. _

The test des¥gn called 'Fm;"an mses;mént o5 the -impact of the. curriculum
at: the following Tevels: ‘the zempmmment/’commumﬁty‘,nthe.‘:schoo1 as an institution, b
the instructional level, th=learning experience 1eVei, and the iwpact af
learning. Each level was swatydivided into specific purpoeses for the evaluation
(user satistaciion, Faas ibi™ty. effectiveness, and/or u.sefuhues_s-). These
purposes were then prioritizedti and the spacific #mformation to be collec 4

was identified. Beyond this paimt, the design spexctfied the source of the

information, tho procesure a0 toming of data—coliections the-parson (s)- e
responsi bi;e:"'ﬁur data =t-TTectHon and :analysis/interpretation.

In June of 1975, +e:project was visited by OE Project: officer Velma
Brawner, at whiich time -a deﬁzaﬂed:*rzepdrt was presented on tihe progress made and

achievements attained.

oExtended Pilot Jesting-emd Final Revision.

During the:summer @ 1975, | plans w=re made for extendinz the railot testing:into

one site for—the fall .semestef and=additional sites later in the 'Sichooﬁf WESY.

-22-.
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The program was imp]émented during the fall semester in a management class in
the Vocational-Technical Cluster at Mesa Verde Hign School 1n_§i&mus~Heights,
California. Testing there was completed in January, 1976. At that time, the
programawasuimp1emented at three school sites for the spring semester: a
leadership class for student body officers at Mz. Diablo High School in Concord,
Californta; a sales class involving work- study students at Prosmpect High Schoo]
in Campbell, California; and two classes--a newly-created program for “educat1ona11y'

.d{;;J;;ntaged" ninth graders., and an elevemth-gradz U.S. History class--at
Neah-Kah-Nie- High School in Rockaway, Oregon. PiTiot testing at these sites was
concluded in June.

Based on the information gathzred during the piluot testing., rev1s1ons were

made in both student and teacher components of &he reSearch curriculum.

eAnalysis of Findings @&nd Reporting-

The data collected from: the various: pilot test sites during itezemar of pilot
testing was analyzed during the late spring of F%75. Results arg summarized

in this Final Report in Séptémber, TH76.

eSpecial Presentations

The Principal Investigator, Belz #. Banathy, made {wo presentations of the ,
project. One was at the 197% w@mnua: mesting:of U American Vomztional
Association. The other was @&t the 1376 annual westing of the American

Industrial Education Association.

36
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PART TWO: A DESCRIPTION OF R&D MATERIALS .. = . -

Thapter Four: . F1nd1ngs of Research Ana]ys1s, and Des1gnQ"
. Ghapfer‘FiVe A Descr1pt1on of the Research Curr1cu1um

Chapter-Six: A Descr1pt1on of the Informat1on Co]]ect1on Means




CHAPTER FOUR: FINDINGS OF RESEARCH, ANALYSIS, AND DESIGN

| .The analysis phase of th;Eproject involved a threerfaceted effort to coTTeCt
relevant information: (1) a review of training materials;e(Z)'afreview of the

literature, and (3) a needs assessment.

Review of Training Materials.

A tota]‘of twenty-five curriculum materials (guides' deScriptions,.content, and:
complete curr1cu1a) and six re1ated articles were. reviewed Fourteen of the:

twenty f1ve curriculum mater1a]s were se]ected for ana]ysis, based upon their '

‘genera1 relevance to.the 1eadersh1p curriculum domains (Add1tiona] mater1a]s ST

were rev1ewed later in the project as they became avanlab]e or as proJect t1me

allowed. ) Based on this ana]ysis of curr1cu1um mater1a]s and the1r support of

the content areas emerging as relevant to a 1eadersh1p/membership curr1cu]um,-;‘[¢ifﬁ*

1t was apparent that add1t1ona1 curr1cu1um mater1a1s were needed to support

the fol1ow1ng content dreas: 1nterpersona1 re1at1ons (va]ues of others,:v,;'f‘

r1nterpersona1 commun1cat1on) gFOUP c0h8810n/ma1ntenance (cooperat1ve effort,

‘.n_From the 11terature search twe]ve documents were se]ected for rev1ew Based" A
V y;yﬁ:on the rev1ew, the follow1ng 9enera1 conc]usions were drawn about the nature 0;'

~ ]eadersh1p and the direct1on that ]eadership development PTOgFamS Sh0U1d take

role model, and shared 1eader/member roles), and group product1v1ty (1nfonnation[f.,f*

process1ng, sharing, ‘and group gu1dance )

Rev1ew of L1terature

e, \\

Leadership is not the resu]t of a specific or general set of persona1

o character1st1cs or tra1ts 1nherent 1n a person wh1ch are equallv re]evant acrossj¢f
88




a variety of group 91tﬂﬁt10n5 Leadership does invo]ve an interaction of 1eader,;,
group member (fo11ower5) the structure of the task, and s1tuat1ona1 character1st1cs
which move the groyp yoWards attainment of its group_goa1s while satisfying |
the needs and expectatitys of leader, group, individual members, and outside
superiors. The sucthgstyl balance of these needs, expectat1ons, and goals is
translated into effth1Ve and efficient group performance (i. e . product1v1ty)
ma1ntenance of groyp 00h951on mot1vat1on, and sat1sfact1on
The most effective ¢ybe of 1eadersh1p is that which is- character1zed by
f1exibi1ity on the 1QadQ{ s part in relating his role or style of.1eadersh]p to
the needs and characte”]gt1cs of the group members and to the situational =
demands. The most effective leader is the one who can best fac111tate atta1nmentllf-V
~of group goals and Saf1 fy 1nter member expectat1ons Important 1ngred1ents,-~,"
in this equation ar®: 3 Comm1tment to group part1c1pat1on, 1nvo1Vement of .
- group members 1in defiﬂ1ng goals andﬁro1es, and a concept1on of leadership as.ii;
being diffused based Oh edch indiVidua1's contribution to the atta1nment of
group goals. o T |
It is recogniZiq that the best so1ut1ons to group prob]ems and task
achievement are thoe Wh1ch grow out of the comb1ned resources of the group and”

T D "
TN e i PN TN e T b

which make use of the botent1a1s of all its members If one envisions and,accept%;ﬂu

a membersh1p/1eadefsh1b Cont1nuum as a central concept, it fo]]ows that
leadership educat10n )40 means membership education, ‘and membership development
shall 1nc1ude 1eadebgh1p deVe]opment This pos1t1on a key idea of this
prospectus, is alsO grqyNded in the rea11zat1on that there is no one person4
who, in discharging piy d1fferent roles in 1ife, would act —glx_in 1eadersh1p
.roles; -and there j3 p”gpab1y no one person who would p1ay on1y membersh1p ro1es
in some form, at sOy¢ tiMe, and on some occas1on at 1east, every 1nd1v1dua1

"shares leadership TunttiOns with others. A far-reach1ng 1mp11cat1on of the -

39
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ot
.

,“membership/1eadersh1p continuum is the need_for’1eader§hip/member§hip’educatfonf-_-ffi
“for all. o Lo
The fo]]owing are general recommendations for a 1eadersh1p/membersh1p o
curriculim based on the review of the 11terature

(1) The program should incarporate the above, both in the. content and the
context of the 1earnmqg'process _

(2) Attitudes, knowledge, and skills to be’ 1earned should 1nc1ude AR
emphasis on lemwming imterpersonal, communications, cultural T s
sensitivity, prablem-solving, dec1s1on-mak1ng, 1nformat1on process1ng, S
and evaluation skills. : L

(3) The skills learmad and the environment of the 1eadersh1p/membership
development program should be structured such as to relate closely . L
to the conditiams for which the trainees (learners) are- being prepared S
for maximum leadership deve]opment transferab111ty . e

(4) The success(and,effect1Veness of. 1eadership/membersh1p deve]opnent
programs must be evaluated in terms of the effect of ‘such tra1n1ng
on group productividy,. cohes1veness, and sat1sfact1on ‘ .

(5) Programs 'should. prepare trainees to adapt f1ex1b111ty to the needs
and characteristics of the different tasks, groups,-and situations. = -
in which they wiTl e called upon to exercise. the1r Tearned: 1eadersh1p/
membership- cumpetenne o ST S -

Needs Assessment.

As the third part of the ana]ys1s phase, the staff conducted a needs assessment:n
e r~1eadensh1p/membersh1pﬂeducat1on.-It-was_the~sta££ws,be11ef that those“most :
Cclosely 1nvo1ved in the career and vocat1ona1 deve]opment of younq peop]e could:;

best describe the current situation and enumerate themneeds in th1s area The_;fn:

staff aiso drew .upon the exper1ences and 1ns1ght of those who have part1c1pated-1~?E

in other programs comcerned. W1th 1eadersh1p/membersh1p educat1on o

To gafher percept1ons from re]evant aud1ences at the p11ot s1tes, 1nterv1e
quest1onna1res were deve]oped and p11ot tested through the cooperat1on ofﬁthe
Berkelﬁy s1te These 1nstruments were then used to 1nterv1ew S1te peop]} :

- Lorenzo Un1f1ed Schoo] D1str1ct.- Interv1ewees 1nc1uoed students, teachers,_,{

a0

e




~ parents, employers, and young employees.

Interviewees were given a questionnaire which they completed in the
presence of the Far West Laboratory staff members. The questionnaire was then

d1scussed and the responses probed for c1ar1f1cat1on -and extension of comments.

Wh11e the questionnaires were similar in many ways , there was a distinct ver51on
deve1oped for each audience. -All of the audiences except teachers were given a

cIosed4ended questionnaire that*provided oppdrtunities'for respdndents to

list "other" answers. However, this option was rarely.used and, in essence,
the response choices listed became the parameters 6f”response.k‘Not even the

probing of responses by the‘interviewer was able to significantly expand'the

7 e i

variety of responses.

In an effort to get the reaction of people who have been exposed to

leadership/membership training,-an open -ended, two-item questionnaire was sent

"~ to former participants in the Monterey Bay Area Exper1menta1 program of” the

Boy Scouts of Amer1ca called the White Stag program. This program was developed
to provide leadership/membership training»for-scouts and emphasized many of the
same skill areas that were to be included in the research‘curricu1um( |
Further, a similar questionnaire was given to another group of White Stag

participants (and their parents) atperﬁeékend retreat in September, 1974. At

this retreat, the participants were asked: (1) What are some problems young

people have in dealing with others? and (2) What are some skill areas that
training should attend to? These questions were asked in the contekt of the
leadership/membership training of White Stag.

The young'peop1e‘(students and employees) who responded most often saw
lack of communication as the major protlem. Generally, they saw it -in.terms of

elder-younger (in the work setting, translated employer-employee). Related to

Ui problen, many students fe1t that those in authority”(employers;" teachers, -

-30-
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“and parents) seldom gave the young people an Obportunityftb'shbnuﬁhat'they could” T

”"do.' The so]utions‘that the students proposed generally called for changes in the

behavior of the person in authority (understanding, give us a chance, etc.).
However, some also proposed that young people need to be able to accept

responsibility, to give advice without "ordering," to be tactful and diplomatic,

to have confidence that they can do the job, and to accept compromise when

§

necussary.

The adults who responded indicated that young people have a problem
meeting such routine.worksdemands as: punctuaiity; following directions;
accepting“respdnsibility; and commitment to the’job or c0mpany 'Most‘of their
suggestions regarding skillma\eas were concerned with Job-reiated skilis

or ba51c ski]]s (reading, €tc. ). Whiie these are, of course. important they

were not the concern of this project. A fewﬁdid‘mentiqn‘that young people

' need skills in planning, self-evaluation, communiicatirig; and goal setting. = "

In interviews at the school sites; the staff attempted to'identify:
(1) probiems that young people encounter in small group Situations (2) those
useful ski]]s and attitudes that they bring to a group situation, (3) what
further skills the young people need; and (4) what the schoo]s are currently
doing to develop these skills. v’v

In the ranking of problems that'ydung people must deal with, “parents,

StUde"ts’ ‘young employees, and employers: were alike in that equal emphasis was. SRR

given to those options listed (disagreements Wi th superiors or co-workers, not
sharing work ‘or responsibility, and lack of communication). No .single one
predominated. On the other hand, the young peopie (students and'emnioyees)
felt that thelr best strengths were the ability to communicate with one another

R

and their willingness to follow directions.

””In”théir"bpen:ended“questionsmabout“these“points;'teachers“feit“that*"“”““““““

-31-~-
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gstudents‘encodnteh phdb1ens-whenlthey don;t kndw what tsﬂeineeted‘dt’then”dn””wmwmw

the job, when they feel the employer or supervisor is not helping them "learn-

the-ropes," when they won't'accept the ground rules about dress; hours; etc.,

dh‘when they resist the autocratic structure of the work setting. To'meet theseyku
- problems, teachers fee1 that students are cooperat1ve, w1111ng to work and. 1earn,:ﬁ

serious about improving themselves, W1111ng to question status quo, and- are ab1e o

to listen and to observe. On the negat1ve s1de, they a1so see some students
"‘as self-centered, uncompromising, or passive. |

~In the remainder of the interview, the staff co11ected the respondents

ratings of the skill areas a1ready 1dent1fied by the proaect their suggest1ons

for add1t1ona1 sk111 areas, ang the1r percept1on of whether the1r schoo1

current]y addresses these sk111 _areas. The skill areas: to be rated were

1. The abi]ity'to get and give 1nformat1on

2. The ability to get to know--and know how to use—-the resources of
the group. i v

3. The ability to understand the characteristics and needs qf“group—
members. ‘ : 1

The ability to p1an, evaluate, control, and correct group performance.
“The ability to share leadership.

The ability to represent the group-and set examples.

SN o [$2] L

The ability to extend helping relationships and counsel to' group
members. : . o : ‘

‘Aérdss all the audiences, each of the skill areas were rated high (approximate]j
2.5 or better for each one on a scale where 3 = highest). Nhenlteachers and
students were asked how well the school program addressed these areas, the

'responses were that the school program did, but only with}Timited success.

When asked to specify the part of thé program that atter .d to deve1op these

;wwwvwwmskiiis,mamwidewvariety~oﬁ_responsesmwenengiven;mosocial”studiesuan“Enngsh

classes in the high school, a media course, and their own specific vocationa1/‘
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‘ focus of a Genera1 Site Meet1ng on November 20 1974 The meet1ng was attended]

- effort to extend the project's “"reality base."

~ education program. This lack of a consistént pattern seemed to suggest that =~

the-attention to these skill areas was 1diosyncrat1cvto'Certain teachers or
c1asses rather than a program component. Such could help explain the Timited

success.

- It was assumed by the project staff that as development, pi]ot'testing and

revision were conducted, the needs assessment process would continue in an

Curr1cu1um Design.

: 1earn1ng outcomes for att1tudes, know]edge, and sk111s to be attained 1n each'g,;'.

“Interim Report..

Based upon ‘the Analysis Report the projec t staff deVe10ped a comprehens1ve :

curr1cu1um map which outlined fourteen possib]e content areas and spec1f1ed

of these»content areas. .. Further,: they deveToped a modu1e prototype

_Th1s phase (the 1nterv1ew1ng and the mater1a1s/11terature reV1ew) was summar1zed

By the end of December, 1974, the Ana]ysis Phase.of the project was. comp1etedgf'~‘

“and comp11ed w1th the design products (curriru1um map and prototype modu1e) 1n'?“

the Inter1m Report The report was subm1tted to the Techn1ca1 Advisory Pane1

(TAP) as well ‘as p11ot site personnel for rev1ew and. comment It served as the;;"

by representatives from the var1ous p11ot sites, two members of ‘the TAP, and
representatives from poss1b1e additional p11ot sites Through subsequent |
discussion between project staff, consuTtants, and site personne], seven

prior1ty areas were identified as those to be addressed in the development

~effort: group communication, knowing and us1ng resources, eVa]uat1on conf11ct

'.res01ut10n, planning, coordinating activities, and shar1ng 1eadersh1p.

-33-
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Design Findings.

The findings of the design phase were applied to the development of the

research curriculum, to be described in the following Chaptér (Chapter Five).:
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CHAPTER FIVE: A DESCRIPTION OF THE RESEARCH CURRICULUM

The develapment of the CGIS eurriculum began with the prototype modules,
which came out of the design phase, and evolved through several revision
proeesses to the field test version of the research curriculum, entit]ed

| INTERACTION (References to thecurriculum us1ng the letters CGIS indicate
either prototype or pilot modules or cooperative group 1nteract1on skills as
an approach. References to INTERACTION indicate the field test version of
the research curriculum.) ﬂ

Revision of the Curriculum

Formative evaluation data gathered during the pilot test program‘jndicated
that the materials could be strengthened if they were made less abstract
and academic and if the student materia1s_fiin terms of language, Organization,

presentation, and evailuation forms - were simplified. In other woirds, iF the v

nateria1s were "loasened up? and ained'morerddreet1y,at’thefinterest ievel of“””

~~secondary StudentS"those students would gain more from the curriculim..

Therefrre following the pilot test program, extensive rev1s1on of the

[ S

materials was completed. In that revision, the following areas were attended

~ to:

1. The general presentation of ideas and activities was made more‘concrete.~

2. The contexts for simulation exercises were made more familiar, believable,

and 1nterest1ng to students at a secondary 1eve1
3. ~ The Tlanguage 1eve1 of all student" worksheets was s1mp11f1ed
4. The instructional test was movre specifically geared to the eoncepts
and skills focused upon in the modules . ‘
5. ’Unnecessary repetition in the language, presentat1on, and structure

of the modu]es was eliminated.

were removed. T 46
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f:fwas created to add v1sua1 1nterest to the worksheet page,}_pfx»

ifagﬁqLSome 1nformat1on re1evant to the curr1cu1um but d1ff1cu1t for some

"\;students teuunderstand Was transferred from‘ he student::o the

“teacher mater1als. (The teacher wou]dchave the"opt1on o, us1ng th1s

fstudents'coqu'compreh'

- 1nformat1on or not depend1ng ‘on whether or. not

t )

- Bkilis: Curr1cu1um, whmth*was*cons1dered~1on and d1f=acu1t for students

"to INTERACTION

o uuﬂerstand or: rememlar,

Th1sechapter v1ews the INIERACTION cur.1cu1umffrom:several penspect1ves

1. = overv1ew of the genera1 purpose and act1v1t1es of each modu]e,e~
the 1nterna1 organ1zat10n_of the modu]es,t’
. the evaluation activities;

-the- phys1ca1 format

T A W N

~procedures for present1ng the curr1cu1um, and

6. resources.needed byhthe teacher.
4

'0verv1ew of . the Curr1cu1um

- The p purpose of the INTERACTION Curr1cu1um is to PFOV?de students with the‘:;

1nformat1on and sk1lls they neses to work effect1ve1y in task—or1ented qroup_ ff

'”The curr1cu1um 1s presented in :@ight units or modu]es, each of:wh1ch emphas1zesmwghﬂm
a part1cu1ar set of group 1nteract1on skills and att1tudes. Wh11e it is recom-
mended that all e1ght modu]es be presented as a curr1cu1um, any one ‘module 1s

self-contained and can be used independently.

e e #45 Fhetn rren aoaie 2R L 282 AR by B it S e T e

[ 3
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"The eight Modules are summarized as follows:

Module I:  Communicating

. : The genera] purpose of this modu]e is to he1p students acqu1re sk1]]s,
know]edge, and att1tudes that w111 enable them to commun1cate effect1ve1y
{:‘II w1th1n the1r group and w1th other groups The act1v1tnes in th1s modu]e | '
: are des1gned to he]p students (1) 1dent1fy the ways they commun1cate,vd ;:;’i
(2) discover abstacles to effective commun1cat1on:‘(3) re]ate effect1ve

’ commun1cat1on ‘to group: performanﬂe and group cohes1on and (4) app]y what

they haue ‘tearned to real tasks.

ModuIeeII Us1ng Resources

e
e

and:: use the: resources of the1r group 1n order to perfonn a gnven task he 3 -
; _act1v1t1es in th1s modu]e are designed to he]p students (I) estab]1sh a st
broad def1n1t1on for the term’ resgurgeg, (2) 1dent1fy persona] and group

’ resources, (3) understand how resources can be used to 1mprove group

- product1v1ty and to ma1nta1n group cohes1veness, and (4) appIy what they have

Iearned to g1ven task s1tuat1ons

Modu]e III ResoIV1ng Conf]1ct

The genera] ‘purpose of th1s modu]e is to he]p students acqu1re sk1lls, know]edge,

- and att1tudes*that w11] enab]e them to reso]ve conf]icts effect1ve1y w1th1n the1r;_f

- group and w1th other groups The act1v1t1es 1n th1s modu]e have;”een des1gnedvi
to he]p students (]) estab]1sh a broad def1n1t1on for the term conf11ct, fY
(2) c]ar*fy the1r own va]ues and understand and reSpect the vaIues of others,

(3) deveIop a method based on awareness, analysis,: and act1on to reso]ve

group conflicts; (4) understand how conf]1ct reso]ut1on can 1mprove group

4
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 productivity and maintain group cohesiveness; and (&) apply what they have

learned to real tasks.

Module IV: Planning

Thé general purpose of-thisamodu1e is to help students learn a planning .

procesé which can be app]ied"to.either group tasks or indiyiduaT:activities, ;

7Thé’défiVities'ﬁh this modu]e’haVE‘beehldeSigned towhe1bJ§tUdeﬁt§i )y
define a task; (2) consider available resources; (3) consider pbssiﬁIerbbstac1es‘
in the situation; (4) consider alternatives; (5) determine_fhe bésis‘onvwhich‘
to select a plan; (6) choose=a plan; (7)‘6onsider.the detéi]s;'and'(S) e9a1ua¢e

their planning.

Module V: Evaluating

The general purpose of this module isvto,he1p studehts 1éérn é'process for
evaluating group performance. The process also can be adapted to eva]ﬁafing
individuaT perfofmance. ‘Group performance is evaluated in regard to two

main aspects: (1) accomplishment of the task and (2) maintenance of group
cohesion or unity. Students are helped to arrive at criteria for judging or
evaluating group performance and then to judge performance according to those

criteria.

Module VI: Sharing Leadership

The general purpose of this quu1e‘is to help students learn some qualities
of leadership and study some effects of the use and the misuse of power. Students
will also study some bases of power and will be introduced to the concept of

shared leadership.

‘Module VII: Making Decisions

" The general purpose of this module is to help students learn some different

. 49
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'Tways.in,which decisionsican be- made in a group. The way;ofﬁdecisﬁonemakingv
(in particular, the merson or peop]e chosem ito make the,decisiam%:must be
-appropr1ate to the decision and the situation if an effective d==ision 1s

- to be made. In addition to studying seven ways of dec1s1on—makrng and the
.advantages and d1sadvantages of each, students 1earn to 1dent1fy factors in

a s1tuat1on wh1ch can he]p them choose an appropr1ate way of decas1on-mak1ng )

and to eva1uate dec1s1ons they have made n- terms of - effect1ven£55

Module VIII: Cooperating'

The general purpose of this modu]e is to help students learn ‘some: ways of
cooperat1ng with others -in a group. A group can ma1nta1n a h1gh 1eve1 of ;"-t'”
cohes1veness and efficiency only if a11 its members,he]p in the*cooperat1ve ‘i
effort. Since this is & -summary module,'students also.are shown ways in which B

- are useful and necessary for cooperating with athers: in a group.

Module Organization

For each module, INTERACTION prov1des goa]s and obJect1ves, student worksheets
containing information and activities, teaching suggest1ons, and: ema]uat1on,f,l*-:”:
procedures. For an effect1ve program, ‘the goa]s and object1ves should: be ‘g.)‘”.
fo]]owed and the. worksheets should be presented 1n the sequence g1ven There }-
1s, ‘however, much room for f]ex1b111ty in the curr1cu1um Teachers can chooseva;h:
'the spec1f1c context or sett1ng, the part1cu1ar prob]ems, tasks, and s1tuat1ons,}u‘
and the teaching method which works best for them'andvthe1r students. k

A1l modules fo]iow the same general pattern‘out]ined below. Student

materials are contained in a series of worksheets (masters are prov1ded for

- the program; teachers can duplicate the number,they need for the1r.students).
) 5()‘ o
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- Instruct1ons for present1ng the worksheets are included, as are add1t1ona1 ST
| - activities and evaluation forms for the teacher to use. The material is presented

" in the following sequential phases.

' Preparat1on for ModuTe Phase

Th1s phase 1s presented in the f1rst student worksheet in each moduTe

Quest1ons gu1de students in evaTuat1ng the1r personaT knowTedge of and sk1TTs

in the INTERACTION area emphas1zed in that part1cu1ar moduTe, and 1n reTat1ng o

v them ‘to their daily tasks and act1v1t1es | Th1s worksheet shoqu be g1ven to t. ‘{ﬂt
students a day or two before beginning the second phase of the modu]e ,It'f‘

| can then be used as a pre-test to determ1ne students 1nterests, att1tudes,
knowTedge, and skills. The 1nformat1on gathered from th1s f1rst WorRsheet 1s

"~ used for class discussion later in the moduTe (dur1ng the: INSTRUCTIONAL PHASE)

~ Specific instructions for conduct1ng that d1scuss1on are 1nc1uded 1n the 77“””’“”"”;

teacher materials at the appropriate place.

Problem Exposure Phase

Students are then presented with a s1mu1at1on exercise (inﬂone'or“tWoiworksheetS)'f”'dﬁ
in wh1ch they are given the opportun1ty to attempt to appTy the INTERACTION
sk111s focus of the module to a Tife-like probTem However the group act1v1t1es
presented here are so structured that the d1ff1cu1t1es and chaTTenges of the
INTERACTION process are emphasized. The group is not expected to succeed
After they have completed the simulation, they discuss the1r experjence. The.
simuTation and discussion shoqu help motivate students to develop their
knowledge and skills in one INTERACTION area. The purpose of this phase, then,
is to allow students to experience for themseTves the need for the deveTopment

e O INTERACTION skills. . =o |
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~ During this phase, teachers ¢ : record their observatIonSIéhdﬁUSéffhém;an"" g
a form of pre-assessment. They can also use their observationsito'help make

the INSTRUCTIONAL PHASE reIeVant to the unique neads of their 's't'udents

"frr‘Teachers are encouraged to use cassette recorders to tape each group s d1scuss1on

v f,1n the PROBLEM EXPOSURE PHASE . act1v1ty to- suppIement the1r own wr1tten observat1ons

e eqTo ass1st them An. mak1ng group observat1ons, they are g1ven a GROUP OBSERVATION-,L,“
: - FORM which they are to duplicate and use to record their assessment of ‘the ";'
QFOUP 1nteract1on They are encouraged to be attent1ve to students react1ons :ihdlﬁ
1n th1s phase many of ‘them f1nd this exper1ence frustrat1ng because 1t s

1ntent1ona11y contains roadeocks to success

: Instruct1onaI Phase 1

The- 1nstruct1ona1 content of the mcduIe 1s conta1ned 1n a ser1es of student

h worksheets, suppIemented w1th act1v1t1es 1nd{cated in the teacher mater1aIs |

IncIuded are 1nformat1on sheets, act1v1ty gu1des, and s1muIat1ons desagned to :TI
| present students w1th 1nformat1on and pract1ce 1n the INTERACTION sk1IIs .

. -presented 1n'the moduIe Th1s phase shouId expand the students understand1ng
 of the part1cuIar content and sk1II area of the moduIe Dur1ng th1s phase,_hf]ﬂﬁ“‘h
they shouId deveIop a broad def1n1t1on of the term be1ng stud1ed In some o
cases, noted 1n ‘the modu]e the INSTRUCTIONAL PHASE can be g1ven to students as
a totaI package It can them be used as a self- pac1ng 1ndependent study h¢“1-~
INSTRUCTIONAL PHASE in other moduIes shouId NOT be g1ven as a totaI package
In e1ther case, spec1f1c 1nstruct1ons are presented in the teacher mater1a&,
for~the g1ven moduIe ATso, each worksheet g1ves 1nstruct1ons for its use and

shouId be checked carefuIIy before d1str1but1on In some cases, the f1rst page_

' shouId be g1ven separate]y from the second page The INSTRUCTIONAL PHASE is

e 8 e i i e e e bt e AP Pt e S T

- concluded by a TEST aIways conta1ned in one worksheet t1tIed "What Did You

Learn?"f Th1s test can be used to determ1ne whether or not students need
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“'additional study before Yoing to the final phase of the module..

',j asks students 6 eva1uate the1r‘ own. 1nd1v1dua1 contr1but1ons to the grOUp

d1rect]y on how wel] tpé teagher knows the c1ass No student worksheets can be ”‘-w5

Application Phase.

| This phase requ1res the most expertise on the part of the teacher and depends

prepared dn advance fur tpis phase as the act1v1t1es conta1ned here are to

 coff, 1rect1g F o thQ tsacher in cooperat10n w1th the students 1n the spec1f1c* h:

1ass grOup " In th15 way, students can be 1nvo1ved 1n rea1 11fe act1v1t1es and'V V
can test the1r INTERAQTIQN sk1115 1n a way wh1ch is be11evab1e to them {fhe;fi
fina1 two worksheets A Q@Ch modu1e present two eva]uat1on forms for students;:fd

to use when they‘hav& 00m01eted the APPLICATION PHASE '"How We11 D1d You Do7"'

process,_"How We11 U‘d thg Group Do?" asks them to eva1uate the group »
performance. This f]na] group eva1uat1on shou1d be comp]eted f1rst by each

individual alone; and fhyt by the small group as a th1e. (The GROUP OBSERVATION

FORM can also be used ﬂQré‘to measure growth.) Through eva1uat1on experiences

" such as these, studeNts cah develop an awareness of the group INTERACTION_prpceSs;* o

Thus, the evaluation prOgeSs itself is as important as the conclusions reached |

~ within it,

Evaluation

Evaluation forms guiqe the teachers in evaluating the program on seVera] levels

and in several diffenent ways. First of all, there are the evaluations found

w1th1n the student WQrK&heets themselves. They consist of:

® PREPARATION FQR MQDuLE As mentioned in that phase description, th1s

f1rst worksheeﬂ 1ﬂ every modu]e can serve to show what students a.readv

know about the INTERACTION skills emphas1zed in the modu]e and -how they
apply these skil15 in everyday life. 5g
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‘“ff’eva1uate the INTERACTION process of each group .h1 1s hard to 'do’ when several

(OO

| teacher can ut111ze Each module has a GROUP OBSERVATION FORM which the

;.to both the teacher and the group members to have the teacher s observat1on of

.Kfrom using the GROUP OBSERVATION ‘FORM wh11e observ1ng themselves on tape f

":*ONHAT DID YOU LEARN? The 1nstruct1ona- test at the end of the INSTRUCTIONAL;R
PHASE eva1uates what the students have learned ‘about the know]edge and
skills of the INTERACTION area emphas1zed in the modu]e

‘OHOW NELL'DID YOU DO? The: student se]f eva]uat1on form focuses on the ﬁ:h

person s appraisal of his. or her own 1nteract1on in the group.

e HOW. WELL DID THE GRoup D0? The group eva]uat1on form shou]d be- g'iven L

- first to 1nd1v1dua1 students to comp]ete pr1vateJy Then. one form should

be completed by the small group as.ajyh01e{

Other eva]uat1on tools prov1ded 1nc1ude a ser1es of forms wh1ch thc ._fif’¢;
teacher can use to observe the small (or total c]ass) groups in act1on, and

groups are 1n action at the same time, and wh11e the teacher is. trying to go j"f

w.from group to group to offer support and d1roct1on, however, 1t can be usefu] -

3

the group behavior.
| AUDIO—VISUAL taping can also- be -an effective eva]uat1on too], and 1s

especna11y useful for the groups to v1ew themse]ves, they can oTten benef1t

AUDIO alone can also be: he]pfu] _ » | R
: F1na11y, there are:a series of forms for the teacher to use W1th other

adults who work with individual students in var1ous sett1ngs where group gf[fa‘

sk1lls‘are used. Inc]uded are forms to interview. PARENTS and EMPLOYERS (wh1ch o

can include anyone in a 1eadersh1p pos1t1on such as a.church group 1eader or the,i"

1eader of a volunteer group in which the student partlc\pates) Teachers are -
54 .
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encouraged to find one such person for each student; however, they are cautiohed
to use these forms on]y‘if the students are involved in the INTERACTIdN curﬁicu]um
over a long period of time, such as a full school year. It is difficult for
changes 1in behavior to be 1ived out in situations outside the school with less
practice time than that. The teacher might want to g1ve these forms both before
and after the INTERACTION curriculum is used.

For the teacher's own reeords; it is suggested that a DAILY LOG'be kebt;
The Log can serve as a record of the relevance and success of various activities,
the teacher's appraisal of such activities, and the students' comments and |
reactions. Such notes can prove useful if the teasher chooses to teach the

curriculum again.

Physical Format

Teacher and student materials are bound together in such a way that the student
mater1als can be detached and used as master sheets for duplicating copies. The
worksheets.contain instructions, activities, questions, simulation instructions,
and evaluations for the entire curriculun. The teacher materials give instructions
on how to use the worksheets plus directions for additional activities which
the teacher might wish to use. |

Worksheets are identified with two numbers in the.upper 1eft—hand corner.
The Roman numeral indicates the module number: e.g. IV = the fourth module,
Planning. The Arabic numeral indicates the position of the worksheet within
the module; e.g. 4 = the fourth worksheet. Therefore, IV-4 indicates the fourth
worksheet in the“Planning module.

Procedure

Throughout the mater1als the term gr roug is used. This term refers to a unit

~44-
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of 4 to 6 students which the teacher should establish at the,beginning of

the course.“Activities and tasks must often be accomp]ished‘by these small
groups. At times, it isﬂsuggested that the teacher do an'activity with the
total class group. When presenting a new _concept, for example, the teacher is

encouraged to work with the total class before setting up the small groups.

Certa1n students shou1d be se1ected as a demonstrat1on group and ﬁu1ded through

the act1V1ty in front of the entire c1ass Afterwards, the sma11 groups can
use the demonstration to help them do the activity.

During the time that small groups are functioning, it is important for the
teacher to circulate around the room, to give support to the groups when they
are achieving positive results and to give direction when they are not.

Small groups: are difficult for students to’hand]e;uif it were easy,,such a
curriculum as this one would not be necessary. The teacher is to{d not to

expect everything to go smoothly throughout the course. Encouragement and

support for the progress that students make is important to keep them working

at these skills.
When class discussion is called for, there are two options. The teacher
can (1) lead the discussion with the ent1re class participating as a whole and

draw upon the experiences of each group. Or, the teacher can (2) divide the

“discussion time so that first each small group discusses the issue and then

each oroup reports to the totaI class. In the latter case, the teacher should

give the small groups the questions v' ich-are given in the teacher materials

as guidelines for discussions.

" When timing is given throughout the Curriculum, it is often estimated

i
ey
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I
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“rather than precise. In those cases, a group of students may require more or
less time to complete that act1v1ty However, there are time limits given

for some activities; the teacher is asked. to note -such time..1imits and.adhere ....

a
56



to them. Some activities are not to be completed by the groups and the limits
are important restrictions. '

The teacher may w1sh to have the students stay in the same small groups'

throughout a semester or even the school year. This has one important 1nstruct1ona]

advantage. Students are presented with the challenge of working with whatever

- shortcomings and assets ‘the group has. Many t1mes 1n rea] 11fe s1tuat1ons, a_

. person cannot choose to alter the membership of a group regard]ess of whether o
the group really "works" or not. However, the teacher may f1nd that requiring
students to stay in the same small groups over a 10"9 periodvof time is so deadly vl»
that it detracts from the success of the total program. 1n this case, the ..
teacher is encouraged to change the group and to discuss the changes with the

-group or w1th the class as a whole.

Resources

The teacher needs a c1assroom w1th flexible seating so that the class can
function both as a single 1arge group and in small groups of 4 to 6 students .
each. Since much time will be spent in the small groups, the teacher shou]dh
determine.some way to get from the large group to the smaill groups.and-back
again efficiently.

| A]so, if the classroom must be used by other c1asses, as is often the
case, the teacher is adV1sed to establish ear]y in the course a smooth and
definite rout1ne for returning the desks to the format used by. the following

class.

While these classroom logistics may seem to be unimportant, they. can be

used as a "group task" on a simple physica1 Tevel and can often serve to
111ustrate problems exper1enced by task-oriented groups. Does someone always
arrange h1s or her desk so that it is not really a part of the group? Does
57
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someone always “forget" to return the desk to the end-of~c1ass'arrangement?_
- Does the teacher get comb1aints from other teacheré abouf the way the room
‘is left? The teacher is told not to dwell on logistical problems, but
to mention specific instances where 1mproﬁements might contribute to group
‘performancé. |

The teacher needs. access to a duplicating process. for.reproducing the . .. .
student workaheets from the master sheets in the manual. Three‘ho1es should
be punched in the worksheets so that they can be kept in student notebooks.

| In one activity in Module I, the teacher must make two tranéparencies from
 a master givep in the teacher maferiajs: The teacher needs the equipment to dQ
this, plus an overhead projector to show the transparehcies.

Iﬁ}somé‘Cases, audio- and video-taping are recommended. While“these
processes are not absolute]y required by the curr1cu1um, students seem to
benefit from them, especially in the areas of self- and group eva]uat1on

The teacher would need video equipment capable of record1ng and play-back, and

the time and‘space'to record each small gboup individually. . For audio-recording, .

. .the teacher might be able td record several groups in the same room at the'same
’&¥%me, and would thus néed several recorders and tapes. While- this might}seem,
to be expensive, a11 tapes can be erased and returned to the‘school media cénter
at the end of the course. : |

Students need loose-leaf notebooks in which to keep the worksheets and

notes requ1red by ‘the curriculum,

58

-47-

i




CHAPTER SIK: A DESCRIPTION OF THE INFORMATION COLLECTION MEANS -

The fo110w1ng is a description of the genera1 evaluation process and the
specific evaluation instruments developed for test1ng the research curriculum..

Included .is a description of: the purpose of the eva]uat1on process;.thev-.

rationale for the levels chosen as the foci of the evaluation; the. information - i

to be collected, the persons involved as sources of information as WeT] as”h
those 1nvo1ved in data co]]ect1on and ana]ys1s/1nterpretat1on, the data

collection procedures and 1nstruments, and 1ast1y. the re1evance of the |

expected success of the test phase to the overa11 progress of the prOJect

In the test phase, public high school students w1th1n a var1ety of

educat1ona1 contexts, 1nc1ud1ng vocational and technical educat1on were g1ven o

teaining in cooperat1ve group 1nteract1on skills using the competence-based
instructional materials. The specific effects tested in task—or1ented groupsl»
"were: adjustment to the work setting, job sat1sfact1on in: the work »

setting; and effective group task performance and group ma1ntenance in-.the

work setting. (These three effects are defined operat1ona11y in Append1x B )

~ .. The basic evaluation question was whether or not giving high schoo1 students

tra1n1ng in coeperat1ve group 1nterart1on skills positively affects their
knowledge, attitudes, and skills in the three idertified areas.

This evaluation had two major purposes: (1) tOvdetermine the extent
to which the project goals were achieved (sunmative evaluation), and (2)
to deterhine how the project's products and activities could be made more

r

acceptable and effective (formative\eva1uatioh);*‘W

1
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The interreiationship of both forms of eva1uation are . demonstrated in
the five evaluation levels name1y (1) the “emp]oyment“-community level;
' (2),the institutional level; (3) the instructional level; (4) the ]earning

experience level; and (5) the "effects of learned skills" or task-oriented

- group setting level. The information co]]ected on each of these levels answered - o

h_formative as well as summative evaluative questions e
Each level has a separate set of -priorities in regards to ‘the eva1uat1ve
questions asked' On the employment- community level, we were most concerned’
with information about user satisfaction and effectiveness, parents and
-empioyers were asked}for_their reaction to the curricu]um and their judgment
as to its success. |

On the institutional Tevel, the priorities 1nc1uded userjsatisfaction

(level of acceptance), fea51b111ty (the ease with which the curriculum can.:
be instailed in the schooi), effectiveness (observation of effects by -
administration and staff ),.and usefulness (the re1evance of the curricuium
to the sch001 program)

These same four priorities were he1d for the 1nstructiona1 1eve1, but

~ their order of re1at1ve 1mportance was reversed Here the»paramount concern“~r
was to evaluate, from “the teacher's perspective, the re1evance ‘of the
curricuium. Next in 1mportance was asse551ng the effectiveness of the.

instruction. Fea51b111ty and user satisfaction were Judged to be of less

o 1mportance at this level.

The 1earn1ng egperience level eva1uation addressed the questions of

~effectiveness of 1earning, usefulness of 1earning, and user satisfaction w1th

| “learning all from the student's perspective. Information about the students

'growth in know]edge, attitudes, and skills within the c1assroom setting

'“”ii‘_occupied the interest of the proaect staff on this level of‘eva1uation.
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The last level, the task-oriented (or.work) group level, occupied the

greatest attention and time of the staff's evaluation effort. It was in
collecting, analyzing, and 1nterpret1ng information about the effects of
the Jearned skills in real life or in simulated work settings that the

evaluation process addressed the question of whether the projeet_goa]s were

‘attained. It was on this level that the most concrete evidence was sought; R

evidence that training in cooperative group interaction skills cou]d.faci1itate

student growth in the areas of adjustment to‘task~oriented settings;

effectiveness in'group performance and grodp maintenance; and satisfaction

~and se1f¥deve1opment in group functioning, decision making, prob]em-so1v1ng,

interpersonal communication, and conf11ct reso1ut1on ‘ 'Q

The persons involved in data co]]ect1on and ana1ys1s/1nterpretat1on or

as sources of information were the part1c1pat1ng students, the teachers of
themresearch curr1cu1um, faculty and adm1n1strat1ve staff of the school
sites, parents, employers, work-student- supervisors, and proaect staff.

Mﬁﬁ Data collection took place before; ddring, and after the course of the

" research curriculum. Instruments administered at the beginning of the students'

part1c1pat1on in the curriculum included a Student Quest1onna1re and a

'Cr1ter1on Task form. The Student Quest1onna1re measured students' know]edge,

' attitudes, and experience vis-a-vis cooperatiVe group interacpion skills.
The Criterion Task form was a group task which required verbal interaction.
The individual students and the group they participated in were‘eva1uated for
behayiors (verbal aets) directly related to the ski]is'tadght-by tne curricu1um.f

The measurement and analysis of interaction rates and quality of interaction”

provided a measure of the students’. expertise in cooperative group interaction
skills in a simulated task~or1ented group settings. The Criterion Task was
videotaped. While it was: hoped that this v1deotape process could be repeated

after the pilot test, and the comparison could prov1de a pre-course versus .
o ~51-
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post-course measure of growths the videotaping process 1tse1f pnoved unre1iab1e,k
-mostly for physical reasons (i. e ,'the school's mach1ne d1d not prov1de tapes :
which could be played back on Far West Laboratory's machine; it was difficult

to reserve space for the students to do the small group tap1ngs, etc)

For the purpose of description of the p11ot test part1c1pants, bas1c back—’

”ground and demographic information was obtained from students and the .

participating teachers before the beginning of the course by means of two

Iniormation Sheets (Student and Teacher).

Various procedures andkinstruments wene utilized tnroughout the duration
of the research curricuium for both formative andigummative'evaluative purposes.
Each teacher kept a Daily Log. a diary which wasWEEpt up to datevaecording'
to prescribed guidelines. 'informal discussions, using written sets of questions
so as to deal with the prescribed levels of evaluation, were conducted

periodically with teachers and administrators.

Built into the research curriculum itself are numerous procedures and
‘measures that provided- information to students, teachers and staff about
growth in the knowledge, att1tude, and skills areas. Students were required,
in each unit of the course, to fill out a pre-module questionnaire and to take

an Instructional Test ("What Did You Learn?"). They were also asked to comp1ete;

for each module, a Student Self-Evaluation Form ("How Did You Do?") and a

Group Evaluation Form ("How Did the Group Do?"). Thus, students had the

opportunity to evaluate their own and their peers' learning and behavioral

- growth as well as to evaluate the effectivenesstand]usefu1ness of thefcurriCulum; -

module by module. o o - ;"~‘ T e

 The role of the teacher infthe evaluation process was furthered by - S

‘his or her filling out a Group Observation Form when appropriate during the

- ..course of each module. . (Recommended times were once after the Problem Exposure
62
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~'Phase and once after the App11cat1on Phase). These forms referred.to_individua1
-~ and group behav1or that was observable during the group activities. The’

teacher also filled out an Evaluation of the Module Sheet for each module.

This form listed questions regarding specific parts of the particular module

(1earn1ng outcomes, Problem Exposure Phase, Instructional Phase, and App11cat1on
Phase) and was comp]eted as the teacher proceeded through the modu]e -

- The pro11ferat1on of evaluation forms, quest1onna1res, and 1nstruments

appeared to be a burden, but they served as both feedback and re1nforcement

to student and teacher alike, as well as serving as multiple measures of

growth. As a resu]t of the 1n1t1a1 pilot-testing phase of the proaect these

various forms were modified so as to be most usefu and workab1e for a11 involved.

After the comp]et1on of the course, the following 1nstruments were
administered to.the appropriate audiences with the burpose.of eo11eeting data -d~
that,related directly or indirectly to the summative and formatiVe eva]uative

processes: -an Administration Interview Form, a Parent Interview Form, and a

- Task Environment Person Interview Form.

A final e1ement in the information co]1ection means was the interaction
between ‘the teachers who taught the curriculum and the proJect personne]
On site v1s1ts were made as often as possible depend1ng on the t1me and travel
involved. The most frequent and reqular interaction occured where_the project
coordinator was anvonfsite administrator (principal of the high schoo])'and
the two CGIS teachers met with hin formally every week and discussed the

- implementation process with him informa11y as often as needed.
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PART THREE: FINDINGS AND RECOMMENDATIONS

Chapter~Seven: Characterization of and
Reporting on the Pilot Program

Chapter Eight: An Analysis and,Interbféfation
Chapter Nine: Some Implications of the CGIS
‘ Curriculum -

Chapter Ten: Recommendations

D
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CHAPTER SEVEN: CHARACTERIZATION OF AND REPORTING ON
THE PILOT PROGRAM

In designing the pilot program we wanted to exp]ore the use‘of the curriculum
.in three major settings , urban, suburban, and rura1 Furthermore, even

'1lh though the maJor emphas1s was W1th1n the context of vocat1ona1 educat1on,

Ao e e e e s i, r b e b e i e 4 AN

A ?we‘hoped to eprore theinot1on of fus1ng the curr1cu1um W1th other subaect
j'matters We believe that "fus1on“ is a viable approach to vocat1ona1 educat1on
' The pilot program was carried out in two phases During PHASE ONE 1n the -
vspr1ng semester, 1975 prototype modu]es were tested in three settings (1)
| ”Berke]ey bu1f1ed Schoo] D1str1ct BerkeIey, Ca11forn1a, (tw0 sett1ngs an' 4
. off1ce exper1ence class at Berke]ey H1gh Schoo], and an off1ce sk111s program IR
lat the»Vocat1ona1 Education Center); (2) Far West Schoo] Oak]and CaI1forn1a,;,ﬁg
| (a career education h1gh sch001 operated by Far west Laboratory for the Oakland
‘Pub11c Schoo]s under NIE's Exper1ence~Based Career Educat1on Program), and
(3) Mesa Verde H1gh Schoo] Citrus He1ghts, Ca11forn1a, (bus1ness management
elass) | v
PHASE TNO 1nvo1ved extended p1lot test1ng throughout the schoo1 year of
- 1975-76. Dur1ng the fall semester, the materials were tested w1th a second
business management class at Mesa Verde High School in Citrus He1ghts Ca11* o
fornia. Dur1ng the spring semester, the materials were tested 1in the fo]low1ng
settings: (1) Mt. Diablo H1gh~SchooI Concord, Ca11forn1a, (a 1eadersh1p
class for student body officers); (2) Prospect H1gh Schoo], Campbe11

California, (a_ sales c]ass) -and (3) Neah-Kah- N1e High Schoo] in’ RockaWay, Oregon,,

< (an a1ternat1ve education class for educat1ona11y d1sadvantaged studévts and a

LS. History class). Testing at Neah-Kah-Nie H1gh Schoo1 explored the ," ' “w;
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widening of the srope of the application of the program.
| Participating teachers agreed to the following stipulations: *1. To use in
the classroom a minimum of five and, if possible,eight of the CGIS modules; **2.
To provide descriptions of situations relevant to their students' activities to
enable Far-West Laboratory‘stéff members to adapt situations in the materials;
?w3.wmIbmpfovideffor dup1fcation,of»materia]s_actua]]y used.in.theic]assroom;m4..MAHM,W;;;
To keep a Daily Log of the class brogress in the CGIS curriculum; 5. To |
participate in conferences with Far West Laborétory staff fegardihg‘the curriculum;
6. To administer evaluations specified by Far west.Laboratory§ 7. To facilitate S
the interaction with administrators, parents, and task-environment persons;‘and,
- 8. To provide defai]ed evaluation of the curriculum, inc]uding‘specﬁfic suggestions
for revisidn, as well as comments on positive aspects of the materials. |
s
Far West Laboratory agreed to the following stipulations:. **1. To provide
the CGIS basicvcurricu1um, revised“tg}iné1ude situations relevant fo the specific
sites. 2. Provide evaluation déscriptions and instruments where appropriate;
3. To conduct on-site visitation as agreed upon by the teache;hand the Far West
Laboratory staff; 4. ;To be‘avai]ab]e for.conferénces with the teacher regarding -
" implementation of thefcurricu1um; 5. To p}ovide the teacher with conclusions

reached by Far West Laboratory regarding the CGIS curriculum; and 6. Furnish

the teacher with a copy of the revised curriculum.

———

*For the pilot-test.program it soon became obvious that the time required for
each-module-would-make—it~impossible—to~complete-much-more-than~four-modules
during one semester. (Three sites completed five modules, the rest completed

" four). A1l teachers agreed that the total CGIS program of eight modules would -
require a full year of study. ‘ _ :

- **Neah-Kah-Nie teachers revised the materials themselves, under the direction
-of the on-site coordinator, Don Langan. '
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The following discussion of.the pilot test program presents an overview
of each phase and relevant information coﬁcerning each test site, including:
1. a description of the school indicating specia{mtﬁaracteristicsvof
its program or student population;
2. an introduction to thé teachér;
- 3: & description-of-the-class indicating special characteristics of -
the class purpose, structure, content, or instructional process;
4. information on the students in the class;
5. 'the CGIS modules completed by the c1ass, and,
6. site-relevant 1nformat1on on the conduct of the p11ot test program.
The final section of the chapter describes in detail the conduct of the
pi]otlprogram at Neah-Kah-Nie High Schog] in Oregon where the on-site
coordinator interacted on:a dai]y.basi; with the cooperating teachers to

adapt the curriculum materials to their particular class contexts.

PHASE ONE

The emphasis in phase one was on the Mesa Verde program. Mesa Verde is an
innovative year-round high school located in Citrus Heights, a suburb of Satramento,
California. 'Embhasis at the‘sch601 is on providing career guidance for each
student. The school's educational program is organized into content areas

called "clusters," which focus on general career areas.” All students specify
a career interest and are then enrolled in the relevant career cluster. The
business management class is part of the Vocational-Technical Cluster. The

fifteen students enrolled in this class were sophomores.

- modules of the CGIS curr1cu1um. They comp1eted the fo11ow1ng four moduies:
Group Commun1cat1on, Conf11ct Resolution, Planning, Evaluation.
The Group Commun1cat1on module was pre-pilot tested with a CETA c1ass

of. fifteen students in Berke]ey,:Ca1zforn1a. Selected activities from three
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‘ ~ been developed. This phase was comp]eued in June, 1976

--The-information collected was used~for.extensiveureviSionfaNdwfunthEﬁQdEVEJQPmEHﬁaw_;; :

modules--Communication, Resourzes of the Group, and Conflict Resolution--were

. also pre-pilot tested with ame group of four students at_Far‘West‘Laboratoryﬁs

experience based career education school in Qakland, California.

The object of the first phase of the pilot program was to obtain student

“and teacher reactions to specific activities.and to the modu]es'as units

of the student and teacher materials.

Module titles used to indicate prototype and pilot test versions for the

‘modules.will vary slightly from those found in the Research Curriculum,

INTERACTION. Title changes are minor, however; (e.g., the research curriculum uses

"Communicating”" instead of "Group Communication") and modules can be identified.
by key words or ideas, such as "communicate".

PHASE TWO

* A1 potential sites for the extensive pilot test were contacted either during

the summer of 1975 (Mesu Verde for the fall semester) or durihg ‘the fall ‘ :
semester of 1975. ‘Teachers and administrafors”who were interested in participating‘ ?f
in the pilot test met with project staff to discués implementation.. In each | |

case, project staff discussed the student materials with theednderstanding.i ;
that individual student worksheets eou1d inc]ude site-specific maferiaT where

relevant and where considered necessary by the site personnel. Prospect High

Schoo] s teacher did not cons1der such revision necessary and used the mater1a1s

—-written for-Mesa Verde. Mt. Diablo selected some- worksheets For rev1s1on to

deal with specific problems which would be encountered by the Leadersh1p C]ass

Neah= Kah~N1e“Ieachers elected to adapt the mater1a1s themse]ves , He or1g1na]
materia1s were set up to be specific to Mesa Verde. . .
-This second phase of the pilot program beQan in the fall of 1975, at

wh1ch t1me the fu11 set of eight modules (s1te spec1f1c to Mesa Verde) had 'vv“‘j*i”
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“Mesa Verde High School, Citrus Heights, Ca]ifornia,.Business Management Class
At Mesa Verde; a new group of students enrolled in the'business'management
c1ass ‘were involved in this test The class was taught by Lynda Veatch who
_was ‘the C1uster Leader of the Vocatjonai-Technical C1uster As Cluster
-Leader of the Vocational-Technical Cluster, Ms. Veatch served as adm1n1strator ”
and counselor for the c1uster, as well as a teacher of c1asses w1th1n the |
cluster program. ' o
| Students enrolled in the class were randomly se1ected and did not know s
i’that the class wou1d be test1ng the CGIS curriculum. There was no spec1fied
o course of study for the course; 1nstead it functioned as an opportunity for fi

students to explore the business management career area.

Sessions at Mesa Verde are nine weeks 1ong, with three—week 1nterva1s S

between sessions. The bus1ness management class met five days a week ina
double class period of approximate1y an hour and fifty minutes. The c1ass was
conducted for an entire year, although all students were not enrolled in it
for that total time. |

‘The CGIS curr1cu1um was taught during the first semester on1y (September, o

1975-January, 1976) .The initial plan was for the class to test ‘the fu11
eight modu1es in the approx1mate1y 70 days available to them in the 85-to- 90~

day semester. Hoyever, 1t mwas found that the student materials required much
more‘time than had been-anticipated. Rather than skim through a1l eight modu1es,

it was decided to comp]ete;five modu1esvthorough1y Theifirst five‘moduies
o as. fo]]ows) were.completed: . I - Group. Communication, II - Resources of the m»ww;;i
‘Group, 111 - Conf11ct Reso]ution, IV - P1ann1ng, and V- Eva1uat10n | o
During that first semester, the class also organized a student 1oan company

~using as-their initial capital money authorized for-thatgpurpose_by the school.

In order to set up the loan company and to conduct business throughout the year,
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stddents were required to handle all of the necessary tasks. This included
designingwforms (such as notices to students regarding their qualifications for
loans, reminders of overdueé oayments, etc.),. composing letters and pub]ieity
notices, evaluating qualifications of loan applicants, managing accounts, and
deveToping company procedures. o e |
ﬁemberg_of‘the c]ass were also organized into_management teams to assess .
other student groups within the total school setting. (As part of the career
i‘embhasis of Mesa Verde, numerous enterprises are comp]ete1yjoperated by the
students themselves. Theselenterprisesuincjude many operationé, such as thei;
food'eervice, which are traditiona11y.hand1ed by,adujts.) The Management c1as§uw-;,;?;
teams conducted evaluations of the food service and other Studentfenterprises,

7

such as the schooT store.

Neah:Kah-Nie‘High School, Rockaway, Oregon, U.S. History and A]ternative‘Educ‘ationﬂ'"“'“-vi
Neah-Kah;Nie High School serves the eoasta] commdnita] of Rockaway‘(81Q o
residents) and surrounding area. Of the 313 students in the school, the
‘majority are children of 1oggers or fishermen Principal Don Lengan who .
a1so served as the on- s1te coord1nator for the CGIS p11ot program, est1mated M;‘;;wagg
that some 30 percent of the student popu]at1on is on we1fare, and that 49 .
pereent wou1d,qua]1fy,ﬁunder federal regu]at]ons,‘as;educat1ona11y disadvantaged
’students |

The school is traditionally organized, both phy51ca11y and in terms of
curriculum. However, some innovation has been introduced into the curriculum,

Ppr1mar11y due to the efforts of Pr1nc1pa1 Langan One examp]e of that 1nnovat10n

is the test1ng of this CGIS curriculum. Another is the creat1on of the A1ternat1ve

Education class described be]ow, which also served as one CGIS pilot test class.
It was originally intended that the CGIS curriculum be tested in a third

class at Neah—Kah;Nie, e woodshop class. However, this plan was abandoned

for several reasons: . 70
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1. Severa] students involved in the CGIS curr1cuTum in U. S. History
\ were aT§Y<jn this woodshop class and their exper1ences were dupT1cated

.\2& The work demands of the course itself were such that there was no
;t1me for an additional curr1cuTum, espec1a11y in V18wf0f the fact
that CGIS seemed to require a great deal of t1me |

3. The students in the class were homogeneous in terms of both ab1T1t1es

and 1nterests, and aTready worked together as a. group. qu1te effect1ve1y

Alternative Education Class. The design for this class was developed in 7ff‘*fy;¢¥
the fall of 1975 in response to the need for assistance to ninth grade students
: ‘who were fa111ng three or more courses (out of a poss1bTe seven) dur1ng the ‘f*‘*
1. .

f1rst semester The cTass, which began 1n January of 1976 was composed of

fourteen freshmen: students, both" boys and girls. It was a seTf—conta1ned cTass,,7”

in wh1ch all basic ninth- grade courses of study, except phys1ca1 educat1on,
were taught by one 1nstructor. These courses were: EngT1sh, geography,
world history, health education, science, and mathemat1cs Students Teft the
cTassroOm for physical education. The class was 1ntended to prov1de a more
-1nd1v1dua11zed program to meet students needs.
h ATthough the students were 1dent1f1ed as "educat1onaTTy d1sadvantaged‘"Lnymh”um”wMQ
none could be classified as "special education" students, educable mentally |
retarded, etc. These students were from the lower 50% of the community's
socio-economickgroups.
Students were in the class on a prescriptive/recommendation basis. "They'

~_were seTected 1n December,1975 on. the bas1s of the1r semester performances in

e R - S et e ey e o e et

the regular 9th grade curr1cu1um. Those who demonstrated severe performance
difficulties were scheduled into the Alterna%ive Curr1cu1um in January, 1976.
Parents were informed of the plan, and none objected to having their child
involved in this program. Of the fourteenkstudents, all but two managed to

complete necessary course requirements to enter the sophomore class in
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September, 1976.

Th1s was the first year of teach1ng for the instructor, Mr. Stan Arthur.
He was 23 years old with a degree in Environmental Sc1ence. As -a former
graduate of the high school, he knew many of the students and their fami]ies.
Based_upon three formal observations, the instructor met the prescribed
teaching competencies of the district. (

The classroom was a traditional 900-square-foot facility, with no unique

.character1st1cs

mw

Twe1ve students responded to a survey of student 1nformat1on .Of the
twelve, four were female, and eight male. A1l were’ ‘Caucasion. Two were
fourteen years old, eight were fifteen years old and'two‘were‘sixteen years

old. Ten were born in Oregon, one in:Arizona,'and one in.Washington. Three

~ described previous residences as cities, eight as towns, and one gave no answer.

Four students said they had no work experience§ othersv1isted‘house, farm,
and'garden work. None had taken.courses in group work training. Four had

been 1nvo]ved in exper1menta1 programs w1th1n the sch001 (one in "mini-classes"

4M@”and three in SUTOE - Se1f Understand1ng Through Occupat1ona1 Exp]orat1on)

When asked to 1ist best fr1ends in the class, three students sa1d they had

none, but nine 11sted three or more. Nhen asked whom they would like to get

: to know better, four sa1d none and on1y three 11sted four . or more.. There N

were two who did not respond butwalmost everybody fe1t that they knew the

other students in the class. 0n1y one person had career plans which included

‘ The class completed the following CGIS modules: I -. Group Communication;
11 - Resources of the Group; III - Conflict Reso1ution; 1V - Planning; and

VIII - Cooperative Effort. The CGIS curriculum was implemented during

the spring semester (March - June, 1976).
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u.s. History. - This class of twenty-six students contained juniors
and seniors and included both hoys and girls. The.c1aSSfWa$’text-Oriented
and followed the pnescriptions of chapter-by-chapter presentation by the'
instructor, Mr. Bi]] Smethurét The lecture methbdzwas extenSive1y employed.
Students meet the prescr1bed m1n1mum requ1rements as these are dictated by
the district P1anned Course Statement for the c1ass The prerequ1s1te for
the c1ass, wh1ch is requ1red for graduat1on, 1s on]y that a student be
at 1east a Jun1or o - - h .t‘ AN R

There are four sect1ons of U S. H1story in the schoo], on1y one of wh1ch
was involved with the CGIS program Students 1n the c1ass are heterogeneous ‘
in both ab111ty and 1nterest due to the requ1rement nature of the c1ass and
the absence of "ah111ty group1ng" for the severa1 sect1ons | |

This was the 1nstructor s first year of c1ass exper1ence Hehnas 23
years old, with a background 1n Soc1o1ogy and genera] social. stud1es He
had demonstrated sat1sfactory teach1ng sk111s as prescribed by the d1str1ct

He was active in the athletic program of the srhoo1 as ass1stant footba]]

--and-head- wrest11ng coach. s om0 H_“_,Wmﬁ,,”

maps, etc. This part1cu1ar class met f1ve days a week for forty m1nute class
periods 1mmed1ate1y preced1ng Tunch.
Of the fifteen students who comp]eted the Student Informat1on Sheet, :

SiX were fema1e and n1ne were ma1e A11 11sted themse1ves as "white.'

“'Seven ‘were-sixteen years -01d;-six-were-seventeen, -and- two were- e1ghteen.

Although sophomores are theoretically not allowed in the course, -one student

.. indicated being in the tenth grade, e1even were in the e1eventh grade and

three were in the twelfth grade. Th1rteen were born on the west coast (A1aska,

Vancouven, Ohegon, Washington);.one was from New York state and one from South

E
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““;INone had ‘taken any courses in’ group works; on]y one reported part1c1pat1ng in )_f,;'ﬂf

J“-dat Teast one best fr1end in the class. The maJor1ty fe]t they knew everyone

_IDakota’ Before I1v1ng in the Rockaway area, seVen had 11ved in urban areas,
}7f'f1ve 1n suburban and three gave no answer. A11 but one of the students had

"_some prev1ous work exper1ence, the maJor1ty in food serv1ce and gas stat1ons

"'4any exper1menta1 program at school hefore - Each student fe]t that he/she hadfl@f'ff

in -the class well, but one student knew "none Career p]ans 1nc]uded
b,.c011ege (e1ght students), race car dr1v1ng (one), and trave] (one), the»rest
iwere undec1ded C __v" | “ S

| Th1s u. S H1story c]ass p1Iot tested the fo]low1ng CGIS:moduIes

:tonf11ct Reso]ut1on‘

- I - Group Commun1cat1on, II - Resources of the Group, I
_VI ~ Leadersh1p and- rower,.and VII - Dec1s1on Mak1ng The CGIS curr1cu1um o

- was. 1mp1emented dur1ng the spr1ng semester (March - June) 1976

Mt. D1ablo H1gh School Concord Ca11forn1a, Leadersh1p CIass

Th1s h1gh schoo] 1s Iocated 1n a 3 rge suburban vaI]ey about 35 m11es from e
1 San Franc1sco Mt D1ab10 1s the o]dest h1gh schoo] 1n the area, hav1ng |
'J“or1g1na11y serVed a scattered rura1 populat1on when 1t~was bu11t 1n 1903
| ":Currently, it serves the orig1na1 town area of Concord conta1n1ng some famm11es

) wh1ch have. Iong been estab]wshed there However, 1t a]so 1nc1udes students

from the new and rap1d]y groW1ng suburban popu]at1on, a]though 1t does not :;

VR

The Leadersh1p Class 1is compr1sed of e]ected student body officers andfis
M“des1gned to provide time for them to carry. out the duties” of ‘their- respect1ve ~~w~~#w¥;
"off1ces The sixteen members . of the cIass are re°pons1b1e for planning and "i ]
-,carry1ng out student body activities, programs, and proaects Consequently,

the "content" of the class was practical in orientation and frequent]y

requ1red the students to be out of the classroom. The group met regularly
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”]‘ from m1dd1e and Tower- m1dd1e c1ass homes, many W111 attend four year co]]eges,'

- during the class period with the school principal anu administrators to
*fdiscuss school problems and plans.
The teacher of the class, Ms. Kathryn Setencich, was a member of the

Eng]ish department staff and was working for her administrator's credential.

She had taught the Leadership Class the previous'year and had ekpressed-interest} f,,:<
in us1ng the CGIS curriculum as a way of ass1st1ng the students in 1mprov1ng |
group commun1cat1on, planning procedures, and- coord1nation '
_Ms. Setencich described the students as fo]]oWS'"“
"These students th1s year, W1th on1y one or two except1ons, are the

V\“]eaders ~in their classes both socially and 1nte11ectua11y Wh11e they come

one will attend Stanford five or six w111 attend state un1vers1t1es and severa]
others will attend Jun1or colleges. Twe1ve of the sixteen are sen1ors
“Several students, wh11e their grades are not outstanding, are stil soc1a1

leaders of various :groups within the schoo1 Bas1ca11y they are as academ]ca11y

oriented as. any group we've had in many years. I would descr1be them as
_very individualistic.” . = R e ‘ww_so.igum.l«_xflﬂ“ﬁ;
A11 sixteen students responded to the ‘Student Informat1on Sheet Seven -

were male and nine female. Eleven were Caucasian,, two were Chinese, (three

did not answer the questjon)fyfhe"agewnange_]nc]uded_two_who W¢F8~f1fteenmyears.a» o

4o1d,ionewwho was sixteen, eight who were seventeen; and five who were'efghteen.

Twelve of the students were twelfth graders, one was in e]eventh gkade, and

..three.were-in.tenth. grade... Most.of..the-students. (ten).were.born.in.the.Bay. o’
Area. Tvo were from Sari Diego, Ca1ifornia, one from Wisconsin, one”from

Minnesotaﬁ‘and one from Hong Kung.and one from Talpei;' Five_consjdened

previous homes to have been urban, nine suburban, and two rural. Every

" student had some work experience, most in the fields of food-service and

recreation. Fourteen of the students had not participated in any experimental
}
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: ‘Cooperat1ve Effort.

Prospect High School, Campbe11 Ca11forn1a Sales Class

'\roup Commun1cat1on, 111 - Conflict Reso]ut:ou, 24 - Planning; and VIII -

‘The Sa]es C1ass at Prospect H1gh School was taught by an exper1enced teacher,

Ms. Barbara Gerou]d who was also- responsible for the Schoo1 Bank - Students

school programs in the last two years but one reported invo]vement with

"Proaect Community," (an experiment in group work), and another with Career

Exp]orat1on (through a public speaking class). . Two students had: taken‘
courses 1n ‘group work fifteen listed co11eqe {(or a career, such as doctor,
wh1ch requires college) as their career plan. One wanted to become a Marine.
Every student felt he/she knew at least one other person in the group; two v
sa1d they "Knew evervbody

The Leadership C]ass field tested the fo110w1ng CGIS modules: I 1;_"

i .
i -

enro11ed in the c1ass were 1nterested in obtaining sales instruction and
exper1ence, and 1nd1cated an 1nterest in 1earn1ng the pract1ca1 skills wh1ch

the course had to offer Many of the students part1c1pate in work exper1ence

mw;f1ex1b1e and open..and. she.-was- enthus1ast1c about test1ng the CGIS curr1cu1um

L
'Ms. Gerou1d s approuch to the course content and to the students

The c1ass met five days a week for 48- m1nute per1ods, dur1nd ong 1unch

hour so that students cou1d be 1nvo1ved in. the1r cafeter1a work ‘ Students”“iﬂ”;'

in the c1ass were descr1bed as being at var1ous ability | 1eve1s

N1neteen students comp1eted “the Student Informat1on ‘Sheet.” Of that

St e o T 3 A e P

number, seventeen were female and two ma1e Ten students were s1xteen years
of’age, seven were ccventeen and two were eighteen. Fourteen of the students
were in eleventh grade and five were in the twe]fth grade "'Eight were born

in San Jose; three in other areas of California; and eight in other states.

TS
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"h1nformat1on Because of " th1s, and ‘because the" Neah Kah=Nie~program p]aced

" skilTs, prinarily throdgn the use o‘f""’c‘aﬁﬁaﬁ'-rea‘tfaﬁ"s“tva'té'a'ié‘é’"af “discussion; ™~

‘Fifteen students indicated that they had lived in suburban areas before
‘attending'Prospect, four in urban areas, and none in rural areas. A]] but

i

one had work exper1ence w1th‘the highest number having worked as a sa]esperson

or‘a cashier. ~None had part1c1pated in any exper1menta] schoo] programs in

~the last two years. Flue.commented that they had taken courses 1n group work

before and ment1oned ‘group counseling, psycho]ogy, and a “youth and soc1ety"

~ program wh1ch was ‘ot further described. The1r career p]ans 1nc1ude ' |
cco]]ege for two of them, becom1ng a stewardess for two, "don't know" for L
'three and var1ous other f1e1ds for other 1nd1v1dua1s Every student knen at
_1east one otherperson in. the group, . w1th fourteen know1ng a]] the persons,f"ufif’

'51n the group \ P N

A Spec1a] Overv1ew of the Neah ‘Kah- N1e Prooram

At Neah-Kah- N1e H1gh School, the presence of an on- 51te proJect coord1nalor who
was also principal of the school and exper1enced in educat1ona1 research a]]owed
for 1) a high degree of interaction between the proJect staff and the cooperating

teachers and students, and 2) a thorough and comp]ete report1ng of the proaect

spec1a1 emphas1s on CGIS as a methodo]ogy rather than only as a separate e s

curr1cu1um doma1n, it is discussed here in deta11 - 1nc1ud1ng proJect purposes,
procedures, assumpt1ons, popu]at1ons, and 1mp1ementat1on

Purposes

CGIS was designed,as a curriculum to proéidehiearners with essential interactant ..
1nqu1ry, and eva]uat1ve procedures as these are operat1ona11zed within the group.
As such, CGIS was to serve as a substant1ve doma1n as well as a methodology for
.instruction and learning, e.g., to teach discussion the child will discuss, to
teach swimming the child will swim. Inwa'very real sense, CGIS as designed is
a case of process/produgt identity. s 4 |
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CGIS was designed to serve as a process in the Neah~Kah-Nie contexts.
of U.S. History and Alternative Education classes. It was-interpreted.
to prescribe a learning mode for students. |

The purpose of the p11ot test was to test in a pre]1m1nary fash1on the

fo11ow1ng substant1ve hypotheses

HT Students w111 process (rece1ve, ana1yze, eva1uate, output) greater

amounts of context relevant information (cri) through: CGIS than

would . be;the case with the uni-directional one-to-many. 1nformat1on ‘

flow characteristic of the 1ecture—11sten method for teach1ng
and 1earn1ng _ . .

2 Students w111 process cri of h1gher abstract1ons than wou1d
be - the case with trad1t1ona] 1nformat1on f]ow methods

Hy Students will generate more .ancillary and support 1nformat1on
related to current information pools through ‘CGIS than W0u1dn A
be the case. with trad1t1ona1 information: f]ow methods '

H4 Students will deve]op evaluative strateg1es wh1ch W111 a1d
them in processing post- task 1nformat1on

H5 Students will deviziop individual and group- percept1ons more
congruent with operational task group expectations. than would
be the case with traditional 1nformat1on f1ow methods ..

The 8 modules in CGIS were employed as a teacher/]earner methodo1ogy in

'"“the fo]]ow1ng subJect matter domains:-

:“Health Educat1on grade 9 (A]ternat1ve Educat1on c]ass) -
. Geography: grade 9 (/lternative Education class)
United States History: grade 11 (U.S. History class)
‘The f1ve hypotheses ‘above (H]=H5)fwere eva]uated in these domainst‘
Procedures 9 _ . e y

The 1nstructors at Neah-Kah-Nie H1gh Schoo1 were contacted in December,

1975 to “determine their willingness” to involve~ the1r c1asses 1n a CGIS S

LA

field study. ‘The study would run from March—June of 1976. The 1nstructors
volunteered their services to the project. '
- Materials were secured from Far West Laboratory.  Materials were given
to the instructors in the form of individual sets of CGIS Modules in a single
78
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“large three-ring binder. The instructors were asked to review~the‘modu1es prior

to meet1ng w1th the project coord1nator

-

The on- s1te coord1nator met with the 1nstructors forma11y the f1rst week

' 1n'February, 1976. Three meet1ngs were set up through February to d\scuss the
s modu]es, the 1nstructors ro1es, the eva]uat1on rout1nes, and student expectat1ons ’
. ; . h \' , . E
Approx1mate1y seven hours were spent on th1s or1entat1on !

The 1nstructors' responsib111t1es were as fo110ws- .

| Deve]op context re]evant task - (crt) for the modu]es toareplace_
tasks des1gned for the Mesa’ Verde Vo*at1ona1 Educat1on'program

'Deve1op crts s for modu]es that conta1ned on1y CGIS substant1ve
mater1a1 : Gl s s N v

Ma1nta1n a da11y 1og of c1ass act1V1t1es | d ‘ »
Produce a proJect summary statement fo11ow1ng the f1na1 modu1e

Meet weekly with the prOJect coord1nator fo110w1ng 1ast c1ass of
the day to, d1scuss progress .and prob]ems ‘

e Student respons1b111t1es were prescribed by CGIS mater1a1s No forma]
}descr1pt1on of the CGIS proJecc was g1vnn students at th1s t1me They were fg;w;_w“m,

fannformated that Neah Kah N1e had offered to test a part1cu1ar product des1gned

Jw“to 1mprove 1earn1ng in the c1assroom and that they were part of an exper1menta1 fﬁu\w
project. |
The on-site coordinator's respons1b111t1es were to mainta1n 11a1son w1th
Far West Laboratory regarding the project, 'to jnsure materials for the 1nstructors,
and to aid in evaluating project results, module by module, and asla total
....paCkage e s e |
The f1rst modu1e was begun March 15 1§§éfuqfhé'Lfsésé;"5é§55"5£"£ﬁé o
same time. In order to manage the proaect it was determined that, =s closely
as possib]e,»thefc1asses involved would maintain the same tfme frame‘for

each module. A time frame for each module was established at the weekly

meetings between the project coordinator and the instructors..
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It was determined that the end date would be May 27, 1976.

- Project Populations
This'project wégﬁdesfgned to pi]ot'test several hypotheses related to
instruction&] strategiés and learner outcomes.  The c1ass‘settings se1écted
to serve as test situations represented diverse subject &atfer and student .
popuTétions. . | :
Employing a single instructional strategy for diverse‘groups,fboth.in_
fsubjeqt mafter domains, as well as fn sfudent makeup, wéh]d hobefu11y better
| méet £heir needs, and give the strategy an ppportunity to dembnsfraté
'stréngths_and weaknesses based upon the'oﬁtpufé of the test groups.

Projsct Asumptions

The following assumptions were taken as given conditions:

1. Learning is essentially that activity wherein information
cotained from the environment is received, processed,-and
emitted in a transformed state. :

2. Information;'the substaﬁgé of learning, is éxtreme1y variable
both in origin and .in abstraction. S

3. RrocessihgVandkthuswtran§formingkjnfprmation‘receiyed are the -
critical components of any learning system. “» " T T et

4. Reception and emission of information is most easily obtained,
and- forms the bulk of many Tearners' school experience, with
relatively 1ittle emphasis upon processing and transforming.

5. The ability of the Tearner to estab!ish functional interfaces
between himself and his environment is directly contingent upon
information available to him from the environment. "

Id

6. A learner's adaptability to several environments is directly
...contingent upon_his_ability. to_receive, process, and transform
_information available to him from these several environments.

7. The most critical informationa: system external to the learner
. is other people, other learners.

The cliche that students learn better from students than from teachers, or .
that "kids learn more from other kids than from their,parents,ﬁ becomes a

working construct in this project. It:is assumed that students can he1p
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themse1ves and others learn history, health,. and geography. The CGIS modu1es

w1th the1r emphas1s upon group 1nteract1on and group commun1cat1on have.

apparent relevance toward testing several. of the assumpt1ons.

Project Implementation

Thercooperating instructors were given brief‘inservice'exp1anations of
“CGIS and the1r roles in- 1mp1ement1ng this strategy w1th1n the1r c1assrooms ‘rf?f=H"
They were asked to determ1ne the fo11ow1ng cond1t1ons~ ' | |

1. MWas there an. observab1e 1ncrease in the ab111ty of students
to process course 1nformat1on relevant to the part1cu1ar class’ s

2. MWas there an observab1e change 1n student att1tudes’t ward :
(a) the course information and tasl s, N T
(b) themselves as a member of the’ '
(c) others: as members’ of th }c]ass as.
(d) the instructory and, .- B :
(e) the1r 1nd1v1dua1 successes and fa11ures 1n the c1ass?

VInstructor observat1on sheets were used to determ1ne #2 Student performances
on tests and other requ1red course tasks were used to determ1ne #1 :

The U.S. H1story class, being one of four sect1ons, a11owed f:r d1rect
comparison of student ach1evement in the CGIS c1ass to other c1asses H1story

~utop1cs-were~se1ected ‘The - CGIS class- worked ‘with these top1cs emp]oy1ng the

strategies of the various modu]es The regu]ar c1asses worked on the top1cs 1n
a ]ecture/1isten.setting. A compar1son of the two groups, thus, wou1d a11ow

some inference to be made regarding the success of CGIS In‘ra1s1ng studentﬂi “t‘ily
achievement‘in traditional subject matter areas. K"“'k ““,_ ' B ;~‘V” T ‘;';~f-

he A1ternat1ve Education c1ass worked with all subJect matter areas common ‘f

““to the n1nth grade., A" compar1son was’ made between the” A1ternat1ve Educat1on .
. Class achievement in ninth grade Eng11sh and the achievement .of other n1nth
graders 1n the regular English program. Th1s comparison was made over 1dent1ca1
.subject“matter areas, specifically English grammar.

" The criterion measure was tobbefwﬁether or not students in this course
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performed this task with greater efficiency and quality of product'thad'woulq.
haye been the case if they had not received group interaction skills training

via CGIS. .
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CHAPTER EIGHT: AN ANALYSIS AND INTERPRETATION

~ The instruments used to c011ect‘data from"the project sites have been
described in Chapter Six. An enormous amount of data was‘co]]ected, much
of which was formative in nature and guided the extensive revision of the
student and teacher materials.

: For ‘the purposes of the summation oﬁ piTot program findings, several

~instruments. emerged as the most significant sources of information; i.e.,
they were the most complete in terms of the number of studerts who responded//
to them, and the most useful in terms of the quest1ons asked They.were:m“ '

1. those instruments, such as the Teacher's Daily Log, which containedt
written comments on the curr1cu1um, the da11y progress, and the Student
performance, ‘

2. all interview information, recorded on'Intervien Forms or inpintervieWerfs
notes, with teachers, administrators, parents, and emp1opers or other
superv1sors of task-oriented student groups/act1v1t1es, and

3. the Student Self-Evaluation (SSF)vForm completed by the-students, and

- the Observatlon of Group Checklist (0GC) comp1eted by the ‘acher
These forms requirad students.and teachers to observe and
evaluate individual and grodp'performance during the  Application

Phase.

Effect of Learning onhTask Performance; Application Phase ‘

The evaluation of the effact of Tearning on task performance\sh0ws some

conclusions which can be generahze'1 to the six c1asses 1nvo1ved .For the

purpose- of this eva1uat1on, two 1tems presented in the Student Se1t Eva]uat1on

"(SSE) Form for each modu1e were ana1yzed and summar1zed ( These two 1tems asked - ’_‘
each student to assess h1s/her own and each other S ab111t1es to app1y the

spec1f1c cooperat1ve group 1nteract1cn sk111s presented 1n the g1ven modu1e
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The student's assessment was conducted after havjng participated in a group
task (during the App11cat1on Phase of the module) wherein these specific
skills could be. demonstrated by the group members. The SSE forms were compTeted
during or after the Application Phase of each module} i.e., after the Instruct1ona1
Phase was completed. Students were requ1red to apply the skills ‘they had studied
in that.phase‘to some task reTevanq to their group.

Appendix C contains the charté‘which disp’ay'these two items for each
module site-by-site. Each chart displays one 1tem from one moduTe from one
site. For example, the first chart d1sp1ays Module I (Communication) from the
Management CTass taught by Sam Cimino at Mesa Verde H1gh School, the first
item from the module‘s SSE: _each student's evaTuation of his/her abiTity to
appTy the cooperative group 1nteract1on sk111s presented in the commun1cat1ons
moduTe. The second chart displays the, same moduTe, cTass, teacher, and’ schooT
but deals with the second 1tem ~each student s eva1uat1on of other _group member S
ab111t1es to appTy those same sk1TTs The totaT number of responses on th1s :
second chart .in each modu1e varies. depend1ng on (a) the. number of students
or not each student compTeted the eva1uat1on for each other” group member.

Students were., asked to respond to four evaTuat1on cho1ces Very'Good,-f
| Good Poor, and Very Poor. (In the pre-pilot with C1m1no s c1ass at Mesa Verde, |
Adequate and Inadequate were used Th place of Good and Poor respect1ve1y ) For ’
'ﬁ‘the purpose of assessing student responses, these four cho1ces were we1ghted
Very Good = 4; Good 3; Poor = 23 and Very Poor = 1.; The we1ghted average f*“x'd

e'was then computed for ‘each sk111 eva1uated under the part1cu1ar 1tem F1na11y,

' g;the 0vera11 Average was computed for the c1uster of sk1115 grouped 1n each ‘qut‘

.*',WmoduTe, i.e. 5 a ModuTe Average was computed

The foTTow1ng summary of the charts 1nc1udes 0vera11 Averages for each

'EfmoduTe on the students seTf evaTuat1on and on the1r eva1uat1ons of each other ;ﬂ‘”f



SUMMARY OF STUDENT EVALUATION ITEMS -

(4 = Very Good; 3 = Good 2 = Poor; 1 Very Poor)
- (N = Number of respondants) -

- MODULE/SITE g S EVALUATION OVERALL AVERAGES
N SELF - N GROUP

. MESA VERDE -vCIMINO (4 modules)
I. . Communication - 14
II1I. Conflict Resolution , e 10 -

IV.  Planning : 12 12

W oW W e

w W W w
<L
IR

_V. Evaluat1on . - 13

MESA VERDE - VEATCH (5 modu]es) ) , ,
B Commun1cat1on R _ 14 2.9 :  14',H 3.
I1. Resources of the Group : | 9
III. Conflict Resolution . 9 ”

IR\ Planning o | g

w w w w n
——t
® o o m S |
W W W W W
o N W -

V. - Evaluation . , 8

NEAH-~KAH-NIE -‘ARTHUR (5 modules) -

1. Commnication 1 n
11
12

- 13

- IT. Resources of the-Group : 11

NN
N o>

III. Conflict Resolution - 12

£y
)

“IV. . Planning | . 13

o

A B Ny N n
. . . . .
~ ~N WO ~ O

~|''V. ~ Decision Making ﬁ' é . 8

ST -- | 7 (continued)




SUMMARY OF STUDENT EVALUATION ITEMS (cont.)

(4 = Very Good; 3 = Good; 2 = Poof; 1 = Very Poor)
(N = Number-of respondants)

MODULE/SITE

N SELF

EVALUATION OVERALL AVERAGES

N

b

NEAH-KAH-NIE - SMETHURST (5 modules)
I.

. Communication 19

Resourceé of the Group 20

TIT. Conflict Resolution S

“Leadership'and Pover

o0 w o ®

_VIL.  Decision Making 15

Thw . w. ™ w N
*e _ - e . 1 3 L]

EATT
o200 s
e

‘?fi5:;_

GROUP

lwam & N~
Y

" PROSPECT - GEROULD (4 modules) .,

'IT}ﬂ=-,C6meh$¢atioh EL SRS 2
IT.
v

i

. Resources of the Group

| ‘PTdﬁning

w N W W
[ ] e » T

. Leadership and Power

Lo a 2.
RN |

(no-

2.

scofeg)”?

1 .‘ I.

.

. MT. DIABLO - SETENCICH (4 modules)

 Communication 11 -3
(no

”.

RESNS Conflict Reso]ufion
3.4 -

. Planning

4 ifﬁfiuﬁ 

scores} -

Bl

1]” h

~(no

scores) | .-
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"%“(espeC1a11y Mesa Verde, Cimino) the rat1ngs of others have cons1derab1y more

"} .prove 1nterest1ng because the d1str1but1ons of rat1ngs differ great]y for ‘

,a1though we w111 also refer to teacher obserVur'trs and anecdotes, reported in

‘this chapter, for support of the assumptions that 1) these rat1ngs by stud*nts

{Use1f- a*1nqs and ratings of peers averaged across 1nd1vidua1s, the charts in

' w1th1n each moduTe, - rat1ngs of the tabulations of rat1ngs 1n Append1x C m1ght

"
o
¥

‘It can be seen that ratings averaged‘across individuals show little

ariabi]ity from module to‘modu1e'or site to site; although the ratings from

_the two Neah Kah-Nie c1asses seem to be cons1stent1y, a]though not greatly,

\"A

1ower than those from the other two schools.” Most of the average ratings are

approx1mate1y 3 0 indicating that (on the average)'peop1e mho Comp1eted"the

cooperat1ve group interaction skills modu1es[fe1t that they had a "good" ab111ty

,,,, J—

to app1y the skills presented in those modu'rfv Th1s is very encourag1ng,. -

have some validity as indicators of" ‘actual ability to app1y these sk111s, and,

2) the competence and fee]angs of competence in app1y1ng these sk111s Were en-f’“""“"mwg¥

hanced by the cooperat1ve group 1nteract1on sk111s curr1cu1um
Al though there are few d1ft rences ev1dent 1n the surmary . tab]e between £
!
Appendix C show1ng tabulations of the actua1 ratings revea1 some interest1ng

differenrces obscured by we1ght1ng and averag1ng For severa1 of the s1tec

var1ab111ty than do the ratings of self: while most people rate themse1ves as

"good", the1r ratings of others in the group cover the full range from "very

_ poor" to “very good", w1th most rat1ngs being "very good“ or "good"

This suggests, even more strongly than do the average rat1ngs, that most
group members are perce1ved by their peers as having "good" to "very good" (the |
top of the rating scale) ahility at applying the CGIS sk111s, though a few

peop]e are perceived to have acqu1red little or no such : h111ty

“For those, 1nterested 1n the rat1ngs of ab111ty to app]y the specif1c sk111s fg;[

| ,87 ‘
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- different skills, though the averages show little discrimination between

those skills. This variabi]ﬁtyvin distributions between skills Tends evidence
to the validity of these ratings, for it indicates that students did not rate
randoiily or uniformly.

Other indications of successfu1 student performance in task-oriented groups
will be presented in the following site-by-site discussion of pilot test results.

For the most part, formative data which was useful in revising. the.research

curr1cu1um is summarized in the Revision section of Chapter Five. Consequent]y,

the three initial pilot sites (C1m1no at Mesa Verde, CETA at Berke1ey, and students

at Far West Schoo1 in Oakland) w111 not be discussed here. " However, it should

be noted that Mr Cimino reported that~he—used the CGIS mater1a1s in his freshman

~and sophomore English classes during the 1975-76 schoo1 year, and that he intends

to cont1nue us1ng ‘the mater1als during the coming school year. Other teachers'

~ plans to-continue using the materials will be discussed in the site-by-~ s1te

presentation which fo11ows. 4

The discussion-of the individua1 site findings inc]udes: ‘the effect of
learning on task performance as demonstrated in the App]1cat1on Phase and the
Follow-Up. 0bservat1on, student performance and att1tudes, teachey porformance e
and attitudes; and an 1nterpretat1ve summary of site f1nd1ngs,

MESA VERDE - MANAGEMENT CLASS - VEATCH

Effect of Learning on Task ”%r ormance ; Application Phase and Fo11ow-Up 0bservat1on

"In a follow-up interview with Lynda Veatch in June, 1976 (one semester after the

Management C]ass had completed the CGIS curr1cu1um), she reported that the class

/.

had stayed together as planned for the entire year, and had cont1nued second

... .semester to run the Student Loan Company wh1ch they had ‘organized dur1ng the

f1rst semester: Because of th1s cont1nu1ty of ctass and task ‘and because CGIS o

‘was taught during the fall semester, th1s s1te prov1ded the most opportun1ty for

; fo11ow up observation.
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Ms. Veatch reported that the class “rea]iy used a 1ot of the information
“and skills wh1ch they learned in CGIS last semester." She discussed the
| accomplishments of the c]ass positively, whereas at'the beg1nn1ng of the year
she had found them to be a very quiet, non-productive group which had resisted
doing a]most anyth1ng”she or anyone else suggested At that time, they had -
seldom participated in projects and, when they did, seemed less than enthusiastic
about either the activity or the results. |
~ During the first semester, as an on-going "Application Phase" of the CGIS .
curriCu1um; the students conducted‘a very successful“group activity which called

for interaction on their part with student programs eonducted throughout the

L s e bt B NN ——

. schoo1 " Mesa Verde' s career- centered “curriculum 1nc1udes the pvov1s1on “that

many of the school enterpr1ses trad1t1ona11y run by adults are operated as
student bus1nesses It was the job of'thewhanagement Class, organ1zed inte
management teams, to evaluate such student enterpr1ses as the scnoo] food
V“serv1vﬂ and the student store. Ms. Veatch Judged the resu1t1ng team eva]uat1ons
to be exce11ent and indicated a favorable react1on tosthe -way in wn1ch they c1ass
Aconducted them. Such results as an 1mprouement of the food serv1ce gave some ‘
1nd1cat1on as to the success of the: evaluat1on act1v1ty

By the 2nd of the second semester, the class had made s1gn1f1cant

progress and seemed quite proud of theiv accomp11shments As organizers o
and managers of the Student Loan Company, they had:

1. successfully organ1Zed and presented a s11de~tape presentat1on to
inform other teachers and students of the activities of‘their class
(espeeia11y thh‘regard‘to the Loan Company); ‘

2. successfu]]y administered over $8 000 -in 1oans to students, o B U
3. hand]ed all of the procedures necessary to keep the Loan Company |

foperat1ng (month]y statements, 1etters to app]}cants, etc.);

4 organ1zed severa] f1e1d trips;

-31_1.m\a.h:'
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5. made pﬁesentatﬁonshrelated to the Loan Company operations.to Mesa
Verde's Board of Managers (composed of the students who' oversee the
various student enterprises at the school); and,
6. made similar presentations to adult administrators at the school.
Ms. Veatch felt that, in all these activities, the students applied "all
the skills we've studied in CGIS." 1
In a poll of the students, they expressed an appreciation of the value of
the CGIS skills in the job of creat1ng and running their Loan Company. They
made such statements as:. . "We have had to have a 1ot of cooperat1on Without -
it -1 don't think the Loan Company wou]d have gotten where it is now"; "We have
.keva1uated oursefyes as we go along - keep1ng some th1ngs ‘and throwing out others ;““*“m¥f
‘"] had to make decisions ‘concerning the 1oans. My decision as oredit 1nvest1gator : et
also affects the outcome of the final decision"; "We used a lot of p]ann1ng in

e

“.estab11sh1ng the Loan Company "I've 1earned a 1ot of p1ann1ng and how to

organ1ze th1ngs“, and "I have learned a 1ot “this year. 1 d1dn t enjoy 1t a11

I admit, but 1 1earned very much." The overa11 react1on of the students to

their ach1evements in th1s class -was very pos1t1ve

Student Performance and Att1tude l

Items from var1ous student and teacher mater1als show. that students seemed . to .f‘ i

ga1n from the CGIS curr1cu1um Students who, in the-first modu]e, a]most

uunan1mous1y fa11ed to cooperate, pay attention, or stay on the SubJeCt were,

as they went along, increasingly w1111ng to work in a group ‘toward one or

another common goal. More of the shy students began to part1c1pate and some uf
\ rthe 1oud ones began to sett]e down “Everyone part1c1pated" and "worhed~smooth%y#~*’
z'f‘and focused on the task" became much more frequent comments as ore advancrd
,’}ftnrough the modu]es : Students seemed to respond best when each was 1nd1v1dua11y
fvrespons1b1e for a part1cu1ar ,ub task w1th1n a. group proaect s S

90
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Continuing problems which didn't seem to‘be completely OVercome were a
tendency to get off the subject and a tendency for the group to divide into
(a) peop]e who did all the talking, (b) people who did all the work, and
“(c) people who said and did nothing.

The program seems to have a positive effect on the behavior of
students in groups, especially w1th regard to 11sten1ng ‘to and cons1der1ng
one another s ideas, participating, and working for a common goal.

Some examp]es Of‘JmpFOVed pertormance or attitude as observed by the
teacher and recorded on the Observation .of Group Checklist or'indicated by
student responses, include the fo11oW1ng conc1us1ons (wh1ch sometimes refer
to more than ‘one sma11 group) } L

Résources Module >

1. Students have learned to identify all possible resources, consider
| t1me a resource, and assess probab111ty that they can comp1ete a
task. = Group made good so1ution”to Application Phase problem.

2. Group had no dom1nant members in App11cat10n Phase task. Went from
competitiveness to getting along smoothly. -Went from 1nadequate task
solution in first phase to adeduate solution in second.

'3 “Individual contributions: Most_studénts stayed‘about the same in
strengths and weaknesses. One passive girl 1earned to apply'her own
resources better. A boy who was»"easi1j”put-down" in the Prob1em |

4{ Exposure Phase took respons1b111ty for a task 1n the App11cat1on 4
Phase 'A "fo]]ewer remained so but showed some action. A non-

‘f_ ~part1c1pator in the f1rst task took act1ve respons1b111ty in the

| second, including contactJng teachers. A "good organ1zer" became h
v group Jeader -in the second phase, rep1ac1ng a student who was verba1
but d1srupt1ve (who had been leader in the first phase). »
91
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Conflict Resolution Module

1. Group has 1earnep'to: analyze task, gather all information, identify
resources and obstacles, consider alternatives, 1isten to alternatives,
establish crit.ria for se]ecting alternatives, choose p1an‘re1ated to
criteria, agree at least part]y'on‘decision,»write p1an“down, and
evaluate planning-process.

2. Went from one dominant member and four silent ones to all contr1but1ng,
from great compet1t1veness to minov conf11ct. Task accomp11shment went

. et

from very poor to very good.

' 3. A1l students seem to have improved 1mmense1y—-from quiet and/or host11e

at the'beginnjng to‘p1anning“we11:"taking"responsdbiiﬂty3warrang1ng -

successful field trip at end.

Planning Module

1. Students have gotten betteryat; analyzing task, gather1ng 1nformat1on .
about task, eva1uating planning process. Students hav:: 1earned to o
choose plan re]ated to cr1ter1a | A

2. .Much 1ess tendency to have s1ng1e members dom1nate group in second |

‘phase. Everybody' s ideas were cons1dered in both phases Group got

a1ong«very.we11'1nuboth*phases Task accomp11shment went from adequate )

to very good

3. Three members understood mater1a1 we11 Three shy students'participated L
” more in second phase; one 1s good eva1uator, two to11owed-through ona: "’
task. Student with "mouth" was less agress1ve than Tormerly o

Eva1uat1on Module g

” ;’-gf 1. Students 1mpr0ved ab111ty to determ1ne what shou]d have happened have

'ga1ned ability. to cons1der what d1d happen, cons1der d1fferences between
what shou1d have happened and what d1d happens and cons1der reasons i

‘for the s1m11ar1t1es and d1fferences




e f1nd constant‘attent1on to the group process d1ff1cu1t to susta1n

‘ Teacher Performance and AttitUde

by the curriculumy Ms Veatch found it necessary to 1nc1ude other mater1a1 in

“the course dur1ng the fa11 semester She indicated that the content of the

2. Group worked together better and nith less friction on second task.
Mo dominant peoo]e in group at either time; some students who didn't
say much in both cases. Went from inadequate to very good accomp11shment
of task

3. One student went from poor to good comprehension of evaluating. Several
of the shy students became better at summar1z1ng etc., contributed |
more the second time.

Student att1tudes tOWard the CGIS curr1cu1um 1nd1cated that they felt that

they were 1earn1ng from the materials, but did res1st doing the wr1tten work

They said that, for one things, they did not 1ike to "think" as much as the

“modules required them to do. o

Students especially seemed to enJoy and prof1t from the bra1nstorm1ng

: ct1v1t1es and activities wh1ch had a game structure. There were mixed

fee11ngs about the s1mu1at1ons wh1ch required them to role- p1ay . Some of the i
ro]es (espec1a11y adu]t ro]es) were difficult for the students to comprehend

or 1dent1fy with. The preferred "real-life prob]ems" to work with, such as

organ1z1ng the field trip they actuallv went on, a prob]em they faced at school, etc.

They seemed to have difficalty und ~stand1ng some of the activities, and

were botheredlbymfepet1t1on, especially ot questions on the pilot test evaluation

/

_forms. Their responses to the curriculum were helpful in the revision of the

i

student and teacher materials. Ui, ;i
v _ ; LE ‘ ;

suaecause of the demands for th1nk1ng and 1nteract1on p]aced upon the students

, mater1a1s requ1res a full year for adequate presentat1on, part1y because students L



She was consistently supportive of the pilot test program. She reported

in June of 1976 that, as a result of the use of the materials by Mr. Cimino

and herse]f other teachers have utilized strateg1es from the CGIS materials 1in

u. S Histcry, -English, social stud1es, home econom1cs, and the management of

the student store. Ms. Veatch plans to-use CGIS strategies in the future, and

was very enthusiastic about the value of infusir 3 cooperative group interaction

skills materia]s and approaches.throughout the school program.

Summar |

The program at Mesa Ve. can be consider=d to be one of the most successfu1

of the pilot test program. Several factors can be viewed as contributing to

that success:

| 1. The school's inclination to support and encourage innovation and
experimentation set up an atmosphere in mhich all concerned - administrators, -
teachers, étudente, and parenté,- eeemed to be very open to new programs.
That meant that the initial reception to the pilot test situation was
positive;‘.A - .

2. The Management Class was a response to students '1nq1eat1on of
interest in a particular career area - the voéationa1ftechn1ca1 cluster.
Thus, their initial response to the curriculum 5& the course - given
“that they could see its relevance to tneir career area choice - waé -

v

" positive. ’ ' ‘ - ‘ i
- I. _(f

3. Students' att1tudes toward the CGIS curr1cu1um grew ‘more pus1t1ve as

they. were able to actua11y app]y the sk111s presented to the very rea1

and pract1ca1 prob’ems of the1u Management Eva1uat1on Teams 314 to

Koo,

e

their Loan Company - ’ *: - :

4. The CGIS program had the full and enthus1ast1c support vi. the veacher, .3;2”"”

who a]so had sufficient teach1ng exper1ence and expert1se to effect1ve1y e

conduot group Work in the c1assroom
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The suppor® and positive response of other adults (administrators, teachers,

and parents) to the program also contributed to its overall success.

NEAH-KAH-NIE - ALTERNATIVE EDUCATION - ARTHUR

Effect of Learning on Task Performance; Application Phase and Follow-Up Observation

Based upon data recorded in the instructor's dai]y log, an examination of
student response sheets, and discussions with students and instructor, it
- can e concluded that CGIS was successful with this group. The studehts'
wo:k vte remained consistent throughout the preject. Thair response sheets
demorstrated understanding of the module skills. Their group work on context
re1evant tasks was generally good.
Data was gathered comparing the alternative education class and the regular
ninth grade classes performance oh an English grammar test. Both groups had .
access to the same fnformation pool relevant to English grammar. The
regular English classes experienced a uni-directtonal instructional pattern
with the teacher serving as the pr1mary information resource for the students,
and the tesihovk as the primary exercise. or sk111 app11cat1on source.’ The
traditional class did not 1nvo1ve group cooperat1on in the task of 1earn1ng
English grammar; the CGIS class did. The resu1ts of the exam indicated the.
median score of the CGIS'group to be h1gher than the mediar. score of the
traditional Enéiiéh'c1ass.
Al but three students paséed'the minimum requihements for ninthlgrade
: health, geography, mathematics, and sc1ence Although no direct comparison was
"made between the CGIS c1ass and other c1asses in these gubgect domains, it wouid
be safe to conc]ude ba5pd on the students course work history, they would probably
have failed in the regu]ar Eﬁ?r1cu1um R

. Student Performance and Attitude -

A steak-feed in the on . coordinator’s yard was offered‘as a reward to




students in the CGIS classes. A1l but three from the Alternative EduCationw
group attended. A number of reasons can be assumed: '
1. The students were ninth graders, and felt comfortable at school-related “
functions. |
2. The students were not bothered by the fact that the on-site coordinator
was also the high school principal.
- 3. The students were content wtth!their performance in CGIS.

Based upon discussions with the instructors, three rationales were probabiy

operating.

The 14 students in this F]ass,demonstrated a wil]ingness'to invalve

themselves in CGIS. _Throughoutlthe‘project; the group maintained a high degree S
of 1nvo]vement r - ' o
-Students were w1l11ng to work through the moduie exerc1ses and to attempt
'group processes as prescr1bed by “the modu]es Based upon d1scuss1on w1th the 47:*'
.students and the 1nstructor, it cou]d be conc]uded that the ent1re group, W1th if
the except on of two students, Saw" cons1derab1e mer1t in the CGIS program,"f"r:
. and were gaining improved se]f 1mage and group competenc1es from the expertence.
‘It is critical to note that this group was part1cu1ar1y un1que For the most&
'part they had been 1dent1f1ed as s1gn1f1cant underach1evers throughout the1r ;L
formal schoo]1ng exper1ence Their first semester at the h1gh schoo] was one B
of major course failure. All had failed at 1east three c]asses ‘the F1rst term
This was not part1cJ1ar|y‘nnsett1ng to the students when they were 1nter—;
‘v1ewed by the Guidance Department 1n December and January They 1nd1cated :

;that the1r perforwance the f1rst semester was pred1cted on the1r part

The1r work rate and group performances 1n hea]th educat1on,,qeography, and :“
Eng11sh demonstrated s1gn1f1cant growth over the term ‘of the progect They
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“were supportive in general terms of both the Alternative Education Curriculum
and thé CGIS methodology prescribed for this curriculum.
Their'attitude toward their instructor was very ﬁositive. Based upon
discussions with five of these students, there was consensus in the group that
the instrUctor was perhaps the finest teacher they had ever experienced.

Teacher.Performance and Attitude

The teacher had a background in Environmental Science. This was his first term
téaching. He began teaching the A]ternative Education class in Jahuary, 1976.
He had graduated from the same high school serving as. the test site, and héd
personal awareness of several of the Alt. Ed. students and their families. With
these as apparent positive factors, plus the willingness and the_égnsitivity '
the instructor demonstrated toward these students, his performance would have
predictably been supekior‘to that obtained_by’thé‘U.S“ Histbfy t¢?¢h¢**;j .
Throughout the project the instructor demonstrated a WiliinghESs»to'mAintaih
an involvement with CGIS. His input in weekly conferences was thoughtful
and demonstrated an increasing awareness of the implications CGIS had for
learning and teaching.
His checklists and module evaluations were prOdﬁced 6h schedule. His
" _willingness to revise and innovate tasks compatible with CGIS proved to be
~ of major importance”to theisuccess of the pfbsett'ihnhisfclqsskbbm. vl
At tHe cbnciuéi&ﬁ”bf‘h151rd]e he was abie to;indicaté'that many of his
students and himself particularly did not wish to see CGIS terminate{'.ﬂl |
The instructor was consistent]y supportiVe_of the conteptual basg for CGIS
and the modules. His feelings toward the~coﬁtent of the modu1és,1their
repetittve nature, and the lack bf a sequential logic was less positive.

Throughout the project,‘as demonstrated in weekly conferences, he was interested

in revision of modules and'extendihg the notion of cooperative 1earning throughout_l_

3

the system. His attitude toward his”class was consistent with theirs toward him.




He saw students assume group leadership roles that they had never before
_ occup1ed He documented cases where :jroup sanctions were imposed by the group
N membt~sh1p to insure task attainment.

He demonstrated an initial uncertainty over what CGIS was all -about- and
where it was head1ng Part of this uneasy fee11ng was perhaps due to a tota]
Tack of formal training in instructional ‘methods and models conducive to
system1c teaching and learning. He recognized this early, and Was'quite ‘
positive in h1s attempts to further grasp the ‘implication of CGIS for both ) U
himself as a teacher and his students as learners. .
Summary
The CGIS project was most successful in th1s class for the following reasons:

1. Students involved were not capab]e of se]f—re1nforcemont or student

success in the regu]gr ninth grade program. The Alternative Education
| class aﬁd CGIS (which were often viewed by staff and students as being
synonymous) was viewed by the students as their last hope to complete
a ‘formal secondary school education.
2. Parents of these students were ;upportive of CGIS, and of the
A]tefnative Education class in general.
3. The instructor had not had negative experiences in the classroom as
a teacher brﬁor to  the startup of CGIS.
_ 4. The instructor face& CGIS with few preconceptions of group-interactions.
) iﬁe tbok CGIS initially for what it said, thus providing CGIS with
considerable face validity for the students. |
5. The instructor had the ability to quickly establish classroom protoco]s

that would allow for considerable flexibility in class management.
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" CGIS any further in the district He saw CGIS as a viable alternative method

6. The instructor was also the ninth grade basketball coach which gave him
considerable ethos in the eyes of_ the ninth graders in CGIS.

The instructor recommended teacher in-service training prior to initiating

3
LLnx

~ for 1earn1ng, and demonstrated w1111ngness to ma1nta1n invo1vement shou]d

further work be done with CGIS.

Student responses indicate that they appreciated the opportunity to

- experience CGIS. They felt as though they had gained a great deal and felt

better about themseives and their ability to perform in the c1assroom.

 NEAH-KAM-NIE - U.S. HISTORY - SMETHURST

Effect of Learning on Task Pérformance; AppTication Phase and Follow-Up Observation

Instructor's log indicated students were inconsistent in providing out-of-class -
reports for the modules.. The in-class module cheek1ists were completed and did
evidence student understahding of the module ski]ﬁs

Student group performance var1ed conS1derab1y from group to.group. On
the whole, the U.S. H1story groups d1d funct1on as prescr1bed However, this
was usually at a minimum level of acceptab111ty. | |

Students were able to say that they considered'CGIS experienees to be

'va1uab1e to them. They were able teo demonstrate at var1ous times throughout

the proJect keen insight into the need for cooperatvve ski]ls.
It was eVadenced that students in the CGIS class were capab]e of obta1n1ngr‘
a more- profound and sophist1cated understanding of U.S. History top1cs than
were the non-CGIS classes in U.S. History. Top1cs.were selected for all
U.S. History classes. The-same information store was provided a11 c1asses.v

The examination for.all classes was not significantly differeht, The CGIS

~ classes were able to score higher on this exam“than,were the other classes.
" MNo significant differences could be identified among the classes that would = -

-immediate1y account for the difference in test scores. . .
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The assumption that students who cooperatively share and process information
regarding a common set of concepts will derive more from the information was
given some support by the performanc~ of the U.S. History CGIS class.

Student Performance and Attitude.

Student attitude at the outset of the project was described by the instructor
as simple confusion and resistance. There was an immediate risk factor presenf
with the student questionnaire. There was the ubiquitous response of "Why o
us and not the other classes?" _

Student attitude was most positive when context relevant tasks'were
lc]ear]y the focﬁs of the module. For example, "1eadérship and power" was
cast iﬁto a wagdn train traveling from St. Louis to Sacramento in 1870.
Students were asked to define roles of personihel within this type of group
based'upon their uﬁderstanding of the Western Plains Movement, resources
available to the pioneers, and the persdna1ity types they presumed would make
up such a group. This type of task seemed to provide considerable integrity
to studei:t efforts. However, there was the“cohcern that other c1as$es in U.S.
H1story were moving “ahead through the textbook at a more ‘rapid rate. -

It was difficult to denote a growth or degenerative curve in total class
attitude. There were indications that positive feelings toward CGIS occurred
immediately fo]1owiﬁg the imposition of sanctions for noncompliance with.@;w
CGIS directives. However, this trend lasted but three to f1'-vuef days before
many class members again began to feel ambivalent toward their involvement with
‘the modules.

Reasoné for the negative attitudes can be understood, perhaps, from severa1

perspect1ves : |
”. 1. These students comprise the more hetergeneous group of the groups
involved. No common consensus, e1ther.pos1t1ve or negat1ve, e
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was able to evolve from the class as a whole. As with most procedural/
structural changes imposed upon groups, if fhere exists no positive
consensus, there will exist by fiat a negative response. Due to the
lack of group leadership, positive response was severely limited, ' -
and provided aveﬁues’for the nay-sayers to come forth, which they did. |
' 2. These students were in a required course of study. They felt that
CGIS might indeed have a negative effect on their evéh%ha].credit {h
U.S. History, and thus compromise their chance for graduation.
3. These students were pfoducts of a curriculum and an instructiona]
mode that did not encourage cooperative interaction. They had not
experienced a setting wherein thei"': responeibility was other than to
reéeive and emit information, and information‘at a non-sophisticated
level of abstraction.. r
4. These students had spent the first 20 weeks of the school year in the
U.S. History class where the methodology was essentially a uni- .
directional information flow from instructor or text to the student.
If they had not experienced much success through'this'1éarner/instrdctor
"methodology, they had also not experienced much -failure. The comfortab]e
enui of the first 20 weéks was indeed challenged by the cdoperative |

i prescr iptions and the incumbent responsibilities residual within CGIS.

(5]

These students were experiencing a first4year‘tea¢her who had had

serijous classroom control prob]ems,’and.sybject mattef control

problems the first five-or six weeks of the school year. .They had
difficulty defining the inStrUCtor's mode of operation at the beginning -
of the year, and after forcing him-into the uﬁi—directiona] model in
November, “they now saw CGIS'fdrcing‘him‘and‘thgm'out of that mode1;
Students consistent1y‘expréssed negative attitudes toward CGIS ag evidenced  :’

by student comment, work pace (often ragid), and quality of student response '
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on module checklists. Student performances in groups were often noncooperative.
- .-Individual group members were wi]]fqg to carry major responsibilities for
group success, énd the responsibility was willingly givén by other group
~ members. As has been mentioned, greater cooperativeness and total group task
~actjyity increased when sanctions were imposed by the instructor. However,
onte the sanctions lost their immediate threat of failure (students found
they could work around the sanctions), negative attitudes and performance
.fesumed. |
intérviews with students by the instructor and the on-site coo}dinator
indicated that even though students wére not positive toward the activity, they
were positive toward the concepts and skills prscribcﬁ Qy-CGIS. They saw
immediate and long-range value to the skii]s, toward cooperative activity,
and the resulting increase of their own personal effectiveness.

Teacher- Performance and Attitude

The'instructor met all obligations imbosed upon him as a member of the project
staff.v_Hé was quite capable of fo]Towing the required guide]inesland in' |
generatfng module changes where necessary. His willingness to see CGIS
succeed was demonstrated by his input to Week1y project discussions, and the
amount of cdntext relevant tasks he deve]oped for the various modu]és.

The instructor had had prior experienéé-with group training routines of
various types. His aca@emic preparation -in sbcio]ogy, bartich]ar]y his interest
in values clarification, allowed him to readily involve himself in CGIS. It
was noted; however, that he soon found that CGIS as a methodology was alien
to his perspective of group trainiag. He would have perhaps proved quite
successful as a_faci]itator.of group learning if in fact interpersonal skills |

- were the subStanfive domain of the group task. In the test setting where he

was-asked +to use CGJS as a metﬁodo]ogy to teach students <oncepts from U.S.
102
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History, he was unsure of himself.

The instructor had attempted a values clarification routine with all of

his U.S. Historymc1asses'1n October, 1975. He assumed immediate receptivity

~on the part of his students toward this instruction. This experience proved

to be very negat1ve for both the instructor and the students His misassess~

ment of the students' predisposition to values clarification, and to se1f—

!
4

assessment in general, was maJor cause for this d1sappo1ntment

. The instructor's attitude as ev1denced by comments during week1y conferences ‘

was often times quite flip. It was obv1ous to the coordinator that he

was very frustrated not only W1th h1s own level of understand1ng of CGIS,

but also with his students’ performances. The instructor was very success

oriented and the failure of CGIS to meet his expectations was of considerable

threat to his own self-image as a teacher and as a c1assroom 1eader

The coord1nator found the 1nstructor to have a def1n1te 1nterest in -

deve1op1ng CGIS as an instructional’ methodo1OQY. and ‘to ensure- 1ts implementation

in the elementary grades. The ‘probability- of th1s occur1ng w1th1n a short time

frame also bothered him. He saw future attempts to train students to 1earn

v1a cooperative 1nformat1on exchange and cooperat1ve process1ng to be fut11e

until something was done to encourage such a methodo1og1ca1 shift throughout

" the entire formal school system.

Summarx

ThevCGIS experience in the U.S. History class was considered a success for‘the}

following reasons:

1.

in U.S. H1story

CGIS ,tudents scored h1gher on 1nformat1on exams that did non-CGIS

students. ’.\ ‘ ;
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Student checklists indicate an understanding of the cooperative skills
sought for by CGIS. '
The exper1ence presented in this case study 111ustrates the presence
of several variables and their 1mpact upon the degree of Success and
failure of CGIS as an instructional methodology:
A. Variab1éa1:, classroom experience of the instructor is critical
to succesﬁ énd Failure. Such experience as being in complete
command\of established classroom protoéb]s and student awérene§s
is important. . |
B. Variable 2: Pre-experience base between student and instructor
is critical. If the pre-CGIS experience has been productive and
self-satisfying to instructor and class, CGIS will have far gfeater
success rations than would otherwise be the case. It would seem to
méke 1ittle difference what the prevailing instructional/learner
' méde would be prior to CGIS, as long as it met teacher/learner
needs as such needs were perceived by the jnteracfanté themselves.
Con Variab]e 3: In-service study for instructors‘is cfitiea]. Based upon
1nstructors recommendat1ons, a m1n1mum of 30 hours of in-service work
would be required to execute 1nstruct1on emp]oy1#g CGIS sk111s ‘
D. Variable 4: Cooperative Interaction teach1ng/1earn1ng must
begin with the first formal schooling exper1ence. It would appear B
that uni-directional, self-directed, and mediafbased learning
could be accomodated from a primary CGIS methodology. However,
it does not seem to'fuT16w that CGIS can evo]ve,from'or,be‘imposed
upon studénts who have aceomodated;uni-directiona] learner methods

over_a 1ongAperidd of time (perhaps four years).
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PROSPECT HIGH SCHOOL ~ SALES CLASS - GEROULD

 Effect of Learning on TasﬁjPerformqnqg;Agp]ication Phage and Follow-Up Observation
One group in particular fn this ciass demonstrated the abi]ity.to apply
CGIS skills to a practical group task. As part of the Application Phase of
lone module, this group’p1anned_to condﬁét a surVey 6f students at Prospect
to determine their attitudes toward school.
Group members worked together effectively td design the‘survey questions,
to pian, and to carry out the necessary steps in conducting the survéy. After
they had gathered responses, however, they could see that those responses
did not yield the informaffén which they wanted to have. At that‘point;
they were able to see that the reason for the inappropriéte data was becausé
of the way in which they had worded the questions. They worked together to
reconstruct their-survey_instrument so'thét the questions obtained the data
they were seeking. They then conducted the survey, tallied and'analyzed their
resu]tg, ahd reported their findingsi';
The above procedure Ea11ed for the group to use the CGIS éki]]s they
~had been working with in the experimental curriculum. It Was, additiona]]y,'
an excellent experience for them (and for the rest of the class with whom
they shared their experience) in the process of "research". It génerated on
‘their part'a'better.Understanding of fhe process invo]véd in producing the -
CGIS curriculum itself. o o

Student Performance and Attitude

There were several .problems affecting student performance at Prospeéf High

School test site. Attendance was avmajor'png partly because many of the students. 
worked in the school cafeteria during the period a11otted‘to the class (and

as part of their Sales Class experience). This meant that studénts were often

~ absent when a particulakigroup activity occurred.’
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" A second prqb]em was the students' reaction to the amount of reading
and the number of forms to be cdmb]eted. They felt that they were asked to
complete too many forms, and that the wording of the curr1cufaa~ﬁas too
complex. In some cases, the open-ended questions ("Were your ideas used
we11?") could not be handled by the students; their responses often .told more
about the se]f—éoneept of the individual than of the functioning of the group'
("Nobody ever listens to me.") Students also had difficulty relating questions
to themselves. The response to "What was your biggest/problem?ﬁtmore often
than not wes a criticism of someone else. )

The teacher felt that 1t was difficult for the students to verbalize
their reactions in many cases, for example in tre d1ff1cu1t area of conf]1ct
resolution. She felt that when students clearly understood the purposes
‘behind a given activity, as in the labeling and brainstorming activities,
theyﬂgerformed well. |

gtudents tended to see group agreement5rather than arriving at the best
solution as the appropriate group goal. They needed guidance to p1ace more
emphasis upon the process involved in reach1ng the agreement than on the
agreement itself. ‘ _

Predietably, those students who actively participated felt they gained
‘frgm the CGIS experience. The teacher saw these stgdgnts as more tolerant of
others and more interested in listening to otﬁere. She further observed
positive changes in students' attitudes and behavior toward school, teachers,
and stayf. She found students attitudes tdward‘working and getting along in
'groups to be more positive as well. She found it difficult, however, to
-assess whether or not students used these skills outs1de of the c]assroom,

Student att1tudes toward the content of the course were m1xed. 'In

generalg students considered cooperative group interaction skills as partially

-98-

106




’ re]evant and important in the1r daily Tlives.

One problem was that the language used in the curriculum was regarded
With suspicion. Particu]ar]y, students had trouble with the concept of leadership.
They were reluctant to take responsibility for leading others. ("I know enough
to lead mysa}f.") '

Student attitudes toward the small group process were varied. At
first, the teacher'judged student teactions as favorable to the activities of
CGIS but found students indifferent to the sma11 group structure. Students were
not accustomed to small groub interaction in the classroom setting and the
new situationﬂwas apparently diffigglt for some of them.

The actual quality of the communication within the groups varied depending
on the group. One activity thé students found difficult was the evaluation
process. Rating each other. was uncomfortable for them and they viewed it as’w“
potentially threateningfto previousTy established intetbersona] te]ationships.

Student attitudes toward the mater1a1s themseives woie also mixed. Some
agreed with the teacher that the program .was genera11y good but often too
abstract. It seemed easier for them to.become involved in 1n-depth_use of
CGIS skills with a specific and concrete project or exercise. This was.a

factor in the success of the evaluation methods as well. Students felt they

) TR i
HE O 2R .

f
»}
s

needed to be actively involved with- a proJect before being asked to evaluate . = 1
: ,

their performance. Many students fe]t that the modules could have tapped the1r

personal resources more fully’

Teacher Performance and‘Attitude" R

N :’
\QJM
i

~In implementing the CGIS curriculum, Ms, Gerould encounteréd no problems in
scheduling, space a11ocatioﬁ?h6r staffing. She fe]trthe.curricu1um could easily
be 1nsta11ed'{a”the school program using normally avai]ab1eﬁkesouréé$g She

<suggestéd,-howeVer, that teachers receive sovie "badkground training in groupé,“‘
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if only four to six hours worth. Most mater1a1s she felt she had to exp1a1n,
using her own knowledge of what was wanted. Generally, there was "not enough
direction provided in the curriculum," she felt. She found the course
.required the teacher to utilize persona1 expertise, knowledge, and teaching
strategies. However, she was sensitive to the experimentaTinature |
of the program and attempted to follow instructions carefully, altering the
program as 11;;}&“55 possible. She fopnd the program worked better for students
who were already working well in school because those students were the better
readers and were more willing to follow directions.
Ms. Gerould had a specific recommendation to make about the piiot
curriculum: "A lot of the materia1s are very good. The differehce“between
| success and weak answers had to do with the 1eve] of the mater1a1, the Tength
of the activities, and the repeated type of eva1uat1on quest10nna1res A
major research project should be part of a modu]e |
She found the qua11ty of content of group dascuss1on varied with the
group. One or two members of the group dominated, she believed, "because
they are natural 1eaders.“ Some students were resistant to the program‘
and ehose not tobpartjcipate, but of the-four grodps:
e One group got along smooth1y and focused on the task;
e One group let competitiveness/friction interfere somewhat with accomplish-
ment of the task; and '
e two groups had some frietion/apathy butvdeyoted most of their time and
energy to-—-task. |

Generally, the groups worked adequately together to choose their leaders but

took a bit of prompting from the teacher to keep on task

Ms. Gerou]d has nine years of teach1na exper1ence however,-"w1th the o
f» except1on of sett1ng groups up w1th1n the c1assroom, I have done no work w1th -
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h;f_smaTl‘groups." 5he volunteered to use CGIS Ms. ~Gerould is‘now enrolied»in a.
Group Counseling Course ++ =~an Jose State.' She 1s working on- her counseling
‘ credenfial. She feels . waches used in that course could have been very helpful
" in the CGIS course. . Specifically, CGIS teachers should know:
oaboot expectad reactions from gv
e ways to lead groups in a part re ;
e more about how to motivate groups; and,
o more about how to anticipate how turned-off high school students might
react to anything new.
As a result of taking the Group Counse11ng Course and 1ook1ng back on
her exper1ence with CGIS, she is convinced that teachers should have a training
w“course prior to teach1ng the CGJS curr1cu1um ~This could be a course such as
the one in which she is enrolled, or it could be the CGIS course itself done
with other teachers. In_any case, she feels the training should contain
practice in the group interaction process, as well as follow-up evaluation and
analysis of what happened in that practice, and instruction in how to apply
what has been learned in the above processes specifically to the classroom
. The teacher's attitude was generally positive w1th certa1n qua11f1cat1ons
She sz the ab111ty to interact cooperat1ve1y in task-or1ented groups as the
most important of the main. 0bJECt1VES of the CGIS curriculum. She also felt)
“the materials were very relevant to the life chances (career -and  occupational.
-.goals and p]ans)_of her students. As wr1tten, however, she found some of the
content boring, overly sophisticated, and repetitious. Shie cons1dered-the
reading level more appropriatekfor”college than for high school students. .The
1nstructiona1 methods too she found somewhat inappropriate and ineffective for |
high school students. Nevertheless, she remained enthusiastic about the

goals of CGIS and ma1nta1ned that on the whole CGIS act1v1t1es were 1nterest1ng
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" In fact, she indicated then that she would use thé maféria]s again if they
“were rewritten on whatrsheACOnsidérS>a~high schoo]~1eve1wbeéausé~sheffeeiswtheﬁ~» ~~wmm;;:
1nformation is valuable. Further, she said she would recommend the CGIS :
“curriculum to fellow teachers were the modules rewritten to her_satisfaction.
She had several specific suggestions.- For one, she stated that she "would
Tike to see more in-depth projects so that the students‘would héve more experience
in a giVen skill area before they are asked to eva.uate themse]Qes,and otheré |
in Eﬁat area." If additional content/experience were added‘to the modu]es;.'
each-one would take much longer and would probably constitute a year-long.course.
She felt that if students had more practice, they would be better able to assess ¢
themselves in a given skill area. o
gy e e e ' , R
While there were some problems in using the CGIS curriculum with this class, |
students and teacher seemed generally to fonc]ude that those students who
involved themse1ves in the group process set up by the modules gained from
it. The success of the program would have been less: had the teacher not
provided support for the program and interest and sensitivity to hef individua]
students and to the groups in which-they worked
Although Ms. Gerould expressed disappointment that she was ab]e to.
complete only four of the modules, she indicated that she was glad she had
" agreed to test the program, and that she will use it again in the revised form.
Her main concern is that students be provided the opportunity to experience |
the app]1cat1on of the CGIS skills to problems in which they are~1nterested
Her main recommendations are that the curriculum be geared more to high
525001 students, simplified but with additional content, and that a teacher

training component be included.
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MT. DIABLO HIGH SCHOOL - LEADERSHIP CLASS - SETENCICH

mﬂﬁ?fééfmbf"[éérﬁfnéudﬁ'Téék'ﬁéﬁfarménce;iApb]1éétfbﬁ Phase ahd”Fofibﬁlﬁp"dbséfvgfion

The Leadership Class and their teacher, Kathyrn Setencich, agreed that they had
successfully demonstrated their ability to apply the CGIS skills most effective]y-
in one total-class job which they undertook near the end of the spring semester.’

It Was traditionally the responsibility of the Student Body Officers .
enrolled in the Leadership C? to plan and conduct tﬁé Awards Assemb]y,for
the total student body. 11s ¢ . anoly had genefa]]y been a very lengthy one,
due to the fact that all schoui awards were pregented at that time; and most
étudenté considered it very boring. | -

The Leadérship Class expressed the wish to imprbve the assembly and,»for‘
the purpose -of planning it, requested that the CGIS small groups be suspended =~
and that the class function as a total group. As a tbta] c1ass‘ghoup (éixteen
students), they dembnstrated many Qf the CGIS skills and uti1{zed suéh'specific
activities as brainstorming, which they judged to be especially productive fn‘
generafing new ideas. The assembly planning process constitﬁted the Application
Phase of the Planning module. | |

The group p]anning.prbcess resulted in such changes as presenting the T 1;{
© . assembly "in the round"*in the cafeteria. This physical re-structuring allowed ' |
“more péop]e to'be closer to the stage thanahéd a1ways'been thé Case.in.fhe |
traditional arrangehent of all studehts facing fhe stage at one end of a - -
large gymnasium. Other changes in the process added humor and 1ife4to‘fhé“
assembly and shortened the time required to make the awards preséntatibhs;

The Léadership Class was pleased with the results 6f their planning’and
received very positive feedback from the student body as a whole. Everyone-
agreed-that there had been substantive improvement in the Awards Assembly.
. Th: teacher expressed satisfactiqn that the class had éxperienced positive,
111
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practical validation of their group skills. ~ T . T e

Student Performance and Attitude - : ' v ‘f

Students were concerned about being asked to remain in the same small groups
for the entire semester. They felt that the restriction caused them to

miss working with all the students in the class. Their request to work in

one large group (sixteen people) to plan the Awards Assembly proved successful,

perhaps partly because they had had some influence in determining the class

structure.

Both tea. . .nd stuuents were bothered with the large number of forms to

be cpmp1eted They felt that many of the forms asked the same quest1ons and

that students consequently lost interest and stopped tak1ng the quest1ons o

seriously. In some cases, their answers became fT1ppant~and~sarcast1c.~ They¢~www»ww~'

also felt that questions needed mope,specific alierhatiVes as possible answers;
they were uncomfortable with open-ended quest1ons

The students also seemed to prefer to have the wajerials. in self- 1nstruct1ona1
packets, rathar than in a worksheet-by-worksheet appro~ch controlled by the
teachar. The. wanted to "move faster" on the materialix and found some of
them "too simmie". ébme activities, such as note-takdir , they felt they
"already knew how to do"; others, such as seeing the o .ical illusioens. many
had already done in other classes. These materials then Tost thei- impact.

th1e, on the one hand, the course content was viewed as too long te:
complete in one semester, students also felt that to work directly on group
ski]]s every day was too difficult. The consensus seemed to be that, if group
skills were going to be taught directly, two classes a week was about tpe
right amouret ¥ time to spend om them. . .~

Studen: ;: seemed nost interested in, and got the most out of, activities

which were crallenging and new to them. For example, they responded positively
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- to the diagram activity. It seehed simple to them at first; however, Whén
only one student "g?t it" during the first>round, they took the activity much
more seriously during the second round. ‘

A second activity to which they responded enthusiastically was the
mystery story which‘required the group to cooperate in order to solve the
problem. Their positive reaétion to that‘activity.prompted Ms. Setencich to
place ft first in next year's course.

Students were generally insightful and were able to draw appropriate
conclusions from the activities. They saw, fok example, that "we all label
each other and this blocks a group's activities."  Students understood and

nvkespeéted the'value ofi]éarning group skills. -

By far-the most successful activities for this class were those-which AMQmW+§§

called for the group to take specifics, réa1 aétion. “However, the problem"
dealt with in-theﬁagmfiic?'Reso]qtiam Application Phase broVed fo be f¥u§trating.
*. It concerned a campus mrobleﬁv(thé incorporation of -a large group of students

from another school 4n tihe district which had been phased out, and how to deal
with such problems as chigues, integration of the two»schooléf éfhletiC'teams,
ye11.1eaders, stutemt bgdy leaders, etc.). The problem seemed to be too
amorbhous.and'distgmt (it would not occur unti]fthe f011ow1ng school year)
for them to be able to deal with it in any clear-cut way;

On the other ‘hand. the App11cat1on Phase of" theaP]ann1ng modu]e (the
prev1ous1y described task of planning the.Awards. Asmumb]y) prov1ded the:
kind of challenge %o whicn the students could resposd.

As students contributed q1gn1f1cant1y to their group, their 1mages of
themse]ves became more positive, and the teacher observed that there was
definite improvement i® @roup functioning over the course of the semester.

_Teacher Performance .znd %ttitude

Ms. Setencich made several modifications in the CGIS presentation in order
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T to accomodate needs of her class. She found that, because of other demands

©on the time of the student leaders (the class was created to give those students
time to do the work required by their off1ces), it was not poss1b1e to cover

as much material as she had hoped. It was also difficult to conv1nce the
.students, especia]]y at the beginning of the semester of the’va1ueﬂof the

materia] F1na11y, she found that 1t was eas1er to use the mater1a1s w1th ’

the more verba1 students in the c1ass than it was. to use them w1th students

who were not comfortable speaking and wr1t1ng.

Modifications in the presentation 1nc1uded the fo]low1ng

" work1ng with the total class group for planning the- assemb]y rathér
h than in sma11 groups, N - T e

2. d1str1but1ng 1nstruct1ona1 materials -for! two modules- (P]ann1ng andw» e

Cooperat1ve Effort) in se1f-1nstruct1ona1 packets rather than handout
. by handout; |
3. ba]ancing the amount.ot time spent in groups and the_amount.of ttme
spent on individual assignments; and,
4. rearranging the order in which some materials were presented S
CGIS goa1s she considered important and compat1b{e with the school's or1entat1on
Further, she found instructional methods appropriate, effectjve, and well
matched to her and her students' capabi1ities and needs. She found many of
the activities 1nformat1ve, challenging, and 1nterest1ng ‘
She fe]t that some of the activities - such as the 1abe111ng activity -
required careful hand11ng on the part of the teacher in order to respond |
‘sens1tive1y to students' feelings. The teacher must be able to work effect1ve1y
with the'group process.
Students, she felt, saw CGIS as somewhat inportant and relevant to their
114
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Tg»dafdy‘11ves Wh11e she was ab1e to- observe 1|tt|° pos1t1ve change in student |
| att1tudes and behav1or toward school, teachers, and staff, she d1d observe |
that- students worked together and got along better in the1r groups.

Ms. Setencich said that the curr1cu1um made students aware of prob1em

‘areas in their interaction sk111s and they were able to recognize- the1r own '

negat1ve behav1ors However, they weren 't a1ways made aware of how to get" out o
| of those negat1ve behav1or patterns, and that is one area in wh1ch the o
' »curr1cu1um could be deve1oped further. »
" While the small group structure of the course bothered some students
who saw it as taking time away. from spec1f1c tasks re1ated to the1r offices,
‘students did seem to accept the CGIS curriculum we11. on the whoie, and the1r
overall reaction-to the. activities -was- Judged favorab1e
Look1ng baxk on the semester, Ms: Setenc1ch fe1t that student 1earned
to integrate their persona1 goals and va1ues w1th the1r work group S goa1s'
and values most of the time. She found.. that students performed their group
tasks*adequate]y and that ‘theay ma1nta1ned un1ty in the1r work " groups a1beit
_w1th some difficulty. She found them to be very- ski]]fu1 in task—oriented .
communication. |
Her impression of the curr1cu1um, in genera1 was. favorable. : - he- |
1npress1on of others who knew- about the. curr1cu1um (teachers, adm1n1strators,
parents, students not in. the c1ass) she'be11eved to be favorab1e; She fe1t'that .
the sma11 group 1nstruct1on in group process was the most 1mportant aspect of

the curriculum, and felt it could be - 1ntegrated 1nto other subJect areas (such

as psycho1ogy and soc1o1ogy) o
‘She cons1dered the language level appropriate, but the word1ng sometimes
stuffy The curriculum, she suggested, meeded condensation to e11m1nate

repetition. 11
_ 5
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Ms. Setencich indicated that she intended to adapt some of the CGIS
materia]s and actiQities for usé in othef*EWasses, and that she would use the
(revised) curriculum in the 1976-77 Leadership Class. Further, she intended
to deve1op a CGIS course which would be offered to student body officers
during the summer session after they had been elected, but before they had =
aCtua11y served in their officesu‘RShe hopes to‘develop the~course in fime for
the.1977 summer school session to ﬁ;e with the 1977-78 Cide Lady officers.
Presenting the material to the new officers, she felt, wou]d give them the

group interaction skills they needéd&from the very beginning of their tenure.

She invited ‘the cooperation of Far West Laboratory 'in developing this course.

-~

Shmma§x
The CGIS materials proved effective with this group of<academicallyeoriented,JﬁfﬁiQQ¥f;;
“highly-motivated student-body?meaders in providing them"ﬁith eXpé?ﬁenCés
which enablad them both to fumction bettér'in’gfoup§ and to ]obk‘at~the,group .
process itself. Since most of these students were already reasonably proficient
in interaction skills - as demonstrated, perhaps, by the fact that they’héd
been elected to student body offices in a large suburban school - they seemed
able to respond to the materials in more depth than other groups in theé%i1ot
.,pfogram. They thus provided an-insightful response. to the materials and to
the research project. Both their negative and their positive évé]uations
were very useful, for example, in the revision of the student and teacher
materials. -
Students in a class such as this one tend to demand that their time be
. well-spent. It xan serve as a strong validation of the CGIS matéria]s‘thaf
UMMs. Setencich has -elected to use them again with her LeadeYshiva1ass, and,'

in fact, intends o develop a CGIS course for future student body officers to

take during the summer session.
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‘.SUMMARY INTERPRETATION

A summary. of the p110t program results shows. that the cooperative group
interaction skills curricuTum is valuable for secondary students in a variety
of settings. |
Findings include:
e On the average, students who completed the CGIS modules felt that R

they had a "good" ability to apply the skills presented in those

modules.

e Teachers, students, and administrators judged the Tearning ef
cooperative group interaction skills to fe impertant and vaTerTe:f

o Based on observation by teachers and other adults, students who
‘completed  the modules app]ied skil1s they had -1ea|rjned..the|r'e,tos,...~
other tasks required by'groups in which they.participated. |

e The skills in this area-of competence are difficﬂ]t to.teach-and
Irequire‘intensive involvement over at Teast“one school year, and
preferably longer. Ideally, cooperative group interaction skills
would be taught throughout the total school program, K-12.

e Success of the program depends to a signifftantndegree.on the
interaction skills demonstkatEd by the instrﬁctor; Innservice |
teacher tra1n1ng in LGIS 1s therefore cr1t1c31

“e CGIS proved applicable as an—instructional me*hodo]ogy as well as
a course of study V | |

e CGIS proved valuable to students of varying ab111t1es-—from under-
ach1evers to average students to student leaders, and in a var1ety
of contexts--from alternative educatien to vocational education to
more traditional academic smbjects.

e Students were most successful when they were applying cooperative group
interaction skills to real life problems of sufficient complexity to
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prove'cha11enging,,but not so difficult as to prove overwhelming.
Thus;the pract’ 1 =pplication of CGIS . ~uld bé emphasized.

o The CGIS cuir: .‘uii can be successfulls iipiemented in a regular school”
program.
The Tanguage level of the pilot test modules proved to be somewhat
difficult for some students. T . |

Further Reflections on and Implications of the CGIS Curriculum

The Oregon on-site coordinator, Dr. Don Langan, speculates further on the
implications of a CGIS curriculum within the larger context of education in

genera].'
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.Aw1th a pilot test}ng of a Research Curr1cu1um The student and teacher mater1a15'
" that have been rev1sed based on the p110t test;‘hould now be f1e1d tested, as

W¥a cont1nuat1on of the research effort

" B. The Design of Teacher Tra1n1ng S o -
jd The ana1y51s and 1nterpretat10n of the p1Tot test f1nd1ngs c1ear1y 1nd1cate

that in all settings the va1ue and effect1veness of the curr1cu1um 1s greatly

” in group skills. Therefore, we strongly recommend the deVe10pment of a

CHAPTER NINE: RECOMMENDATIONS

~ An interpretation of research findings and an assessment of the program- -

matic and product outcomes of the project lead us to make a set of recommendat1ons"f,f

for cont1nued research and design and development WOrk

A F1e1d Testing of the. Research Curr1cu1um

The current. proaect must be conS1dered as an 1n1t1a1 research effort coupled

The curr1cu1um should be’ tested' (1) to determ1ne 1ts va]ue.as a cTearly

def1ned doma1n of the ‘program- of the sch001 w1th 1ts own set of;goals and
objectives, content Tearning experiences, and assessment means‘and methods,
(2) to 1nvest1qate the effect of learned sk1115 on task/job oriented performance
If the results of the field testing warrant it, the program coqu be aga1n iliﬁff

revised, tested nationaTTy, and then d1ssem1nated

enhanced: (1) if the teacher hashad previous tra1n1ng 1n group sk1115, and

(2) 1f the teacher is competent in the p1ann1ng and 1mp1ementat1on of curr1cu1a '

teaghen tra1n1ng_program to spec1f1cale prepare teachers to use the résearch

curriculum. Teachers in the pilot test felt that any tra1n1ng 1n group work
_ -111-
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Ld_ benef1ted them in present1ng the curr1cu1um, in know1ng whac to ant1C1pate in
‘terms of general group dynam1cs, and in haV1ng the sk111s themse1ves to handle
group situations. They felt the need for this tra1n1ng not on]y to hand]e :
prob1ems, but also in order- to be supportive foruthe positive aspect-of the
group. process. | _ |

~While. they fe]t that any. tra1n1ng in group ‘work wou1d be benef1c1a1,

s

the1r preference was for spec1f1c study of the research curr1cu1um in a Vt"»v-~-:-n~a

sett1ng which would a11ow the teachers themse]ves to ‘ per1ence the curr1cu1um

Since the research curr1cu1um is exper1ent1a1, 1t is a hand1cap for a teacher

- to present the material w1thout hav1ng part1C1pated 1n the act1v1t1es persona]]y,a

Be1ng a skills curr1cu1um, CGIS shou1d be 1ntroduced through problem :
”exposure,"1mp1emented as skill 1earn1ng, and pract1ced through sk111 app11cat1on”*

o
It should be presented in the functional context of in--and out of-schoo], ewf

real- 11fe s1tuat1ons and ‘tasks which are. re]evant and mean1ngfu1 to the 1earner B
Teacher training in CGIS would a1so prov1de gu1dance and structure » S
for teachers to prepare and try out (w1th the teachers 1n the c1ass) group sk11ls§¢r»3
activities re1evant to their subject areas, and to eva1uate the resu]ts :
The reasoning developed above leads us to suggest that training research
be conducted which would Tead to the design of an in- serv1ce/pre-serv1ce programf_;‘ﬁ

for vocational education profess1onals in planning, conduct1ng, and eva]uat1ng

the - effect1veness of a curr1cu1um in group skills or1ented toward task performance

C. Fusion with Subject Areas

The CGIS curriculum can be integrated with other domains of the schoo]‘sa,
program, such as the cogn1t1ve techn1ca1, and Tlife skills, the’ att1tud1na1

domain, the 1nformat1on/know1edge base, and other adaptab111ty sk111s

120
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If the program of the schoo] is structured 1n subJect matters the

. CGIS curr1cu1um'shou1d a]so be fused with those. The p11ot test program

La series’ of student worksheet masters which cou1d be dup11cated by the teacher,

~ demonstrated. that such fusion was definitely possibTe However, us1ng thev»
existing separate CGIS curriculum. 1t requ1red sk111 on the part of the e

' teacher in integrating it W1th the ex1st1ng course content It a150 requ1red

teacher time. to adapt activities, t1me wh1ch 1s se]dom avai]ab1e An regu1ar
teaching ass1gnments -Design and deVe1opment of 1nteract1on curricuTa fused. “ﬁf’
f.w1th SUbJeCt content is an area in wh1ch future research and deve]opment N
act1v1t1es can make an 1mportant contr1but1on These materia1s cou1d be producedif

Adn, packages s1m11ar to the Research Curr1cu1um deVe10ped by th15 proJect, 1 e

' a]ong w1th teacher mater1als 1nstruct1ng how the curr1cu1um can be 1mp1emented

Spec1a1 effort shou1d be made to deVelop‘mater1a1s 0 1nt_grate the INTER-

ACTION curr1cu1um w1th Vocationa1 Edu” tion prAgrams.r Since peOp'e require

‘*cooperat1ve group 1nteract1on sk111s espec1a11y 1n work s1tuations, and- since
 the trad1t1ona1 WOrk preparat1on programs ‘seem toO over]ook this requ1rement;e o
such ‘materials would be especially useful., |

. Figure'A | at the end of this chapter shows how CGIS can. be p

‘ 1ntegrated 1nto the genera1 curriculum

D. DeVelopment of Curricu]a at Each Grade Leve]

fResearch conducted for th1s progect has shown. that 1nteraction sk1lls can befif
isolated. and taught and that they shou1d be 1ntroduced at a very ear1y leveii
in the educational process B :‘ “ ~J“_
It is espec1a11y important that group sk111s be 1ntroduced to ch11dren as
early as possible so that the related know1edge, attitudes, and sk1115 can be 7‘

o vexperienced in da11y life at school and -at home over a Tong period of t1me
-113-




h1s'wou1d suggest a 1ong1tmd1na1 scheme for the CGIS curr1cu1umato be

;51mp1emented 1n a sp1ra]1c model, rev1s1t1ng the sk111 areas and expand1ng he:

Cskill and its app11cat1on. Learn1ng w111 take p]ace in 1ncreasing]y more

”3fdepth and at a h1gher level of competence. The curr1cu1a‘1mp1emented from

"hﬂthe very f1rst day of schoo] on, throughout a11 1eVels 'thh ‘special:.emphasi

s ntroduced.

skp]aced on 1t whenever career and vocat1ona1:educat1on

It WOuT .

\ffwork on a tota] CGIS curr1cu]um..
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APPENDICES

Appendix A: The Curﬁicu]um Map

Append1x B: - QOperational Definitions of Effects To Be
Tested in Task-Oriented Groups

Appendix C: Summary Charts of Selected Fva]uat1on
Items L

Appendix D: Some Reflections on and Implications of
The CGIS Curriculum
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Appendix A: The Curriculum Map
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i[ . altel.'rnative strutcgies and :I gfentation of fthe aroup
! o : goals - .
: . 1 aie:to identfiy tmse
! * know the resources of the i acalsicthat ame:attanable
§;v . group Py the: group
' - . ~-understand the: problems that . able ts facilitate £ul)
- . time can craate for participation in decision~
! ind{vidual members: making .
. hpprec!ate tie variety of + know ant sources- for -~ * able:to:collect a variety
sources for information | information are avnﬂable I of pertinent information
Information * value good {nformation « know what kind of 1nfornlt!on ’
} is neede - -
Processing: D B S
* know how to collact uxe .
Collection various kinds of ‘information
: * know the’ !mrtance of good
L__ L . 1nfonut!on

* know hpw to retain infomuon * able to understand
(interpret) information

Information ' * know what 1nfomt'on 's B . . .
' useful . able to reta!n {nformation
Processing: ’ '
* know how to use information . able to 'dent!fy useful
Analysis ' information "
and * seek to use 1nfomt!on in
" . _crnt!vely useful- ways
Synthesis . :
....... ‘ seek relationships, under-.
: standings, and meanings in
- the !nfonnat!on
Information * appreciate the power exerted [°* know how to access {nformation |- establish procedures for
oy control of information I almady collectad - sharing information
- Processing: : : : AR
|+ value the snaring of . + know the dangers of stoppage
Snaring 7| information . of information flow

willingness to evaluate self + know how to coord'nata able to guide activity of

and others several tasks group toward goal - I
[ ' a-.mevement C

* open to criticism from * know nhow to control via B .

fellow members consensus rather than N '}able to develop group - ewems
Group : authority process ‘such that group s ’
* willingness to make ' self correct!vc ’
Guidance adjustments in plans as * know when adjustments should

needed . . be made , + able to coordinate several

! i  tasks at once
* know how to use the.resources . o
of the group able to make adjustments

when necessary

willingness to function as . know how to explain avnlnb to"tea"ch'or ‘!‘nstruc't
2 leader or member ) a positfon or idea ouxar group merfbers .

open to suggestion able to exp'la!n decis‘on.

- position, etc.

willingness to assume i
responsibility : * able to share leadership
Responsibility e R 1 - decision-uking

; willingness to share skills . [

witn other members :

Shared -

willingness to' share
~ decision-making and
leadership

ERIC

Aruitoxt provided by Eic:




‘Appendix B: Operational Definitions
of Effects To Be Tested In
Task-OrientéH’Gboups
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APPENDIX B

Operational Definitions of Effects To Be: Tessted

in Task-Oriented Groups

(a) Adjuszment to the work setting is defined operationziils as the student-

worker's amility: to get along with co-workers and supersi=ors in @ '
cooperative manner; to be flexible in taking oh 1eadershiptamdumemharship
roles in his/her work group as‘appropriate;.to communicates @penly and
effectively with others; to participate actively in the acromplishment of
the group task.and in the maintenance of group cohesions; o fol1uw‘imst?uc-
~ tions and to accebt éonstrhctiQ;Wé;&ticism; to demohstrate re1iabiﬁ11tyz~”
self-direction, drive, and ]oya]ty; to éontribute'his/her unique'resources, h
knowledge, talents and skills; to cohtribute to‘the resolution of conflicts
that arise in the work setting; to extend he]ping relationships and |
counsel to work-group members; and,.in general, to identify with and partic-
ipafé in adult roles and responsibilitiés in a rea]-]ife‘or'simu1ated work

setting.

(b) Job Satisfaction in the work set@iqg}is defined operationally as the

— o — e T s =

student-worker's ability: to experience personai and professional devg]-
opment in his/her work group; to be motivated to fulfill his/hz=r goals and
needs by integrating them with the goals, needs, and characteristics of.
the work group and its members; to experience and participat= in warm
task-oriented and socio-emotionally oriented reTafionships and intsractions
in the work group; to utilize his/her own unique.ta1ents, knowi#edge,
resources, and ideas in contributing to the accomplishment o :the gmoup

task and the maintenance of the group's cohesion; and to fulfiTl Wiz/her

e emmCareEP-aspirations. ' . ' e




-
-—
]

(c) EFTactive Group task performance zrd group maintenance ‘is care) defined

oweratimnally as the st‘udentswr xar's ability: to engage in refffectivé

problem—so1v1n:g, decision-makiszy, planning, evaluatmn, communieztion,
conflic= resolution, coordmat'mn of group work functwna] "."wﬁsrshm;
cooperazive .gwoup interackion,.and ut¥lization of group resmmEss, with fhe
members. of dris/her work group such that tthe.gro@pv as well as t#e -individual
members-attaim shared goals,‘ accomplish gmﬂp-’taéks, and maimtain cohesion’

and ‘sotidarity in the work group.

A .
D
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Ampendix C: Summary Charts of Selected Evaluation Items
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Moduile T ~ Communication

Mesa Verde ~ Cimino SSE 2 - Item F -
N =14 Overall Awerage

3.0

For each of the 6 statements beiiow. circle the phrase which best describes
vhat is your l=vel of understanding or skill.

Very In— IVery
Good |Adequate |Adequate |Poor ]Average

1. Presenting ideas and
faalings to others in
such a way that they
.are taken seriously 5 ;
‘and. responded to. 1 mn i 2 0. 2.9

2. Listening carefully to
the ideas of other=
and taking them inZp
consideration whem
formutating your fdeas ;
to Mefle a group acom- ' S
plish fts task. . 3 n o o§ oo o 1 3.2

3. Being sensitive to
feel'ings and non-verbal

cues: from others,. 2 a i 2.9

)
Q

4, Encouraying ooeers by ‘ -
- beding nor—=iEwmestanirg
and rreceptine - oo their
jdeas and sumges:thons. 2 m - 1 0 3.1 -

5. Storimg information
either in your:mind or
with notes:so that you
can :use = later in
helping azgroup: accomplish

its task. 2 9 3 40 2.9

6. Readizing that:weach person - ]
s hisfheer own walueszmd 1 1
m"mﬂﬂh'ﬂ:h will
“foluence what informatimm
‘hefshe liswens to, rememhers,;

et e i o W et et foipttussth e A S

‘and:presents. £< T I (VS N ¢ < P A
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Module I- Commumication

Masa Verde - Cimino | I5E 2 -~ Ttem £
N=14 . ‘Overall Averzge = 3.1

-

Under each of these same 6 statements in the followina table, write the letter
of the phrase which best describes what = the level of understanding or skill
of each member of your group. Use the f@llowing rating stale: A - very good

‘B ~ adequate . C - inadequazes D - very peor ’ h .

ery o Very : _
 Good | Adequate : Ingdequate ~-Poor |- Average... o
1. Presenting Ideas § 28 28 8 o L £ 3.3>,,,-"
2. Listening 24 28 9 b2 | 32
3. Sensitive to , ?E ’ )
Non-verbal Cues 17 i ZF v ‘ 2 2.9
4._:En;quragim@ 15 I 7 4 3.0
5. Storing 23 25 13 0 3.2
6. Values | @ g 3= 8 2 3.1
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Module III - Conflict Reso]utionh

Mesa Verde - Cimino
N= 10

SSE 2 - Item B

Overall Average =

3.3

For-each of the statements below, circle the phrase which best describes what
is your level of understanding or skill.

Very

Good | Adequate

Inadequate

Tvery

Poor .

Average

. - Determining the different

sources and types of con-
flict present in a given
group situation.

3.1

Assessing my own unique
abilities and skills for
coping constructively
with conflicts in dgroups.

3.3

3.

Determining other people's
skills and limitations for
coping constructively with
conflicts in groups.

=1 3.0

Clarifying my own values
and those of others‘as

of conflicts.

they-affeet—the~resolution—

3.3

. Expressing my own feelings

honestly and sensitively
in dealing with conflicts
within groups.

3.3

Selecting and using

. appropriate strategies to

resolve conflicts in group

~situations.

3.2

Evaluating and adjusting
decision-making and plans
of actions to ensure
successful conflict
resolution.

3.3




Mesa Verde -~ Cimino

5

Module II1 - Conflict Resolution

SSE 2 - Item C

N =10 Overall Average

3.4

cevenels
~a

Under each of the same 7 statements in the following table write the letter
of the phrase which best describes what is the level of understanding or skill
of each member of your group. Use the following rating scale: A - very good °

B - adequate C - inadequate: D - very poor.
Very - A Very ;
Good Adequate'4‘ Inadequate | Poor | Average |
1. Determining types _ R
of conflicts. 24 27 3 0 3.4
2. Assessing own skills. | 31 19 4 0 3.5 .
3. Determining others' ,
skills. - 20 31 2 1 3.3
4. Clarifying values. 29 21 4 0 3.5
5. Expressing feelings. | 32 20 2 0 .[:3.6
" 6. Using appropriate o SR
strategies. 25 24 5 0 3.4
7. Evaluating ahawm’ ———————————— T
adjusting action. 22 29 2 1 3.3
134
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Module IV - Planning

Mesa Verde - Cimino | SSE 2 - Item A
N=12 - Overall Average = 3.1

For each of the statements below, circle the phrase which best describes what
is your level of understanding or skill. g

Very . Very : ,
Good | Adequate TInadequate Poor | Average .

1. Considéfing the nature ' B o R |
~of the task. o 0 12 0 S0 3.0

‘2. Considering the resources o _ R . L DR DA
available for the task. -0 12 0 0} 3.0

3. Considering obstacles
which may hinder the
accomplishment of ' ’ j S
the task. : 1 N 0 0 1 3.1

4, Considering alternative _ v »
‘ ways of accomplishing : _ Coe b -
the task. - N - 1 - N ' -0 m,Q; . 3.1‘g

" 5. Considerinqwzhg

¢riteria forselecting

an alternative. | 2 B L L T
6. choosiﬁg in alternative. | 2 | 10| 0 | 0 | 3.2 |
7. Considering the details | ‘ . g
of the plan. 2 10 0 0 3.2 -
1 8. Evaluating your 4 : . o
: planning process. 0 12 0 | 0o - 3.0
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Module IV - P1ahnin93

Mesa Verde - Cimino v _ 1 SSE‘Z‘? itém:Bv. o
N =12 S Overall Average = 3.4 -

Under each of the same 8 ttatements in the fo11ow1ng tab1e wr1te the 1etter of: ‘
v e:acﬁhrase which best describes what is the level of - understand1ng or:skill’ of ;

member of your group- Use the following ratin sca]e A =V
B - adequate C -~ inadequate D - very P°0r ng. ehy good

Very | - - »;17g,j;  B ‘Vehyy;lﬁkﬂgjﬂfﬁ
Good Adequate " | Inadequate- |Poor: .

~
e

1. Evaluatims | 33 [ 27 . 4o
2. Details T oa | 36 7 &

w

. Choosing 1 S
~ Kternatives f 20 37

Criteria | 26 | 30

Altermatives | 31 | 28

slolol|~ |

Obstacles. 1 23 : 37

‘oflolofaiy

N e o~

Resources : _— o P BRI
AVaitabre |27 T3 T 3= |0

E "8. Natur‘e D'F v . . I ...ﬂ..mh‘,.___,‘,,.....‘.___«M.‘,,ﬂ;; e PR :,;.,,',7"._{;”_.:,;.
" The Task 2 | | & o o )
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Module V = EvalUdtion

Mesa Verde - Cimiho | 58k 2 - Item A
N=13 Overall Average 3.4

For each of the statements below, circle- the Phrase which best describes what -

is your level of understanding.

"have happened in a

Very | | Cvery| oot
— ‘ Good | Adequile | Inadequate |Poor | Average |-
1. Determining what should |

2. Determining what did
happen in a

situation. | s 7 .| o | o] 35 -

situation. - - 7] 6 | 'wofs,“j¢ Qw0m‘V.a3.6w¢4;;ﬂ;

3. Determining the
similarities and
differences between
what happened, and
what should have

happened. 4 8 - 1 0 3.2
4. -Determining reasons
for similarities and o o L .
differences. : -3 10 . 0 0 3.2
v - .
5. Dec1d1ng wh?t to do o L - _
future. . 4 { 9 0 . ] 0] 33
e e —— -
c-7
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Module V - Evaluation

Mesa Verde - Cimino |  SSE 2 - Item B
N =13 . 0Overall Average = 3.5

Under each of the Sume 5 statements in the fo110w1ng table- write the 1etter of
the phrases which best describes what is the level of. understanding or skill- of
- .each member of your group. Use the fo]]ow1ng rat1ng sca]e A - very good

B - adequate C - jnadequate .D - very poor « o

Very - T ;'1f7fg Very |~ |
Good - | Adequate . | Inadequate |Poor | Average |-

1. Detenn1n1ng wﬂat shou]d

~_have happened. . 56:. ‘ 243’ N lo } 3ﬁ7 >*“'“
v Detenn1n1ng what did PR R P .:1;" N
3. Determining differences |
. and similarities. 35 45 -1 N 3.4
4. Determining reasons. 38 e 0 19 3.6 -
. . BN
5.- Determining ways _ : o
to improve. 32 47 2 o | 34 |~
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Wodule I - Commumication

a Verde - Veatch ' SSE 2 - Item F
4 ‘ _

tes
N =1 Overall Average = 2.9

How well do you comnun1cate7 Below are six commun1cat10n skills. For each. ohé; :
';'c1rc1e the phrase that best describes how vell you have a]ready 1earned that sk11

Very | S overy |
Good | Good Poor | Poor | Average

1. Presenting your ideas so R B ‘ viffiw
that others will respond - -| ~ | | B L
- to them. v .0 2 2 o b0 :».-z;gcr

2. Listening carefully and v
trying to undeystand the- - SR E SR I
ideas of others.. . 1 12 1 .0 ] 30

~ Understand1ng o fee11ngs” T NMW“UMWFUWHU.:iwfm.thW fm“mu;“wwfiff
of others. - 1 0 9 5 0 | 2.6

4. Encouraging others by
listening to and- acceptlng o : B B
~ their ideas. ‘ 0 10 4 0o 2.7

5. Keeping information in : ‘ 1 N T
“your head.or in notes. "~ 2 "o Voo o0 3

6. Knowing that different
people- have different
_interests which affect
the way they act in‘a

group. | 4 g ?‘]‘ . f 'Q N TR

c-9
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Module I - Communication .

Mesa Verde - Veatch ‘ SSE - Item G

N =14 Overall Average = 3.0

S

The chart below will show you the same*six communication skills which you used - '
as guidelines to describe yourse1f. Now use these skills to describethe o
others in your group. On the left side of the chart, write the names of:the--
other group members. In the buxes of the chart, show how well the different . -
members have learned the communication skills. For each member, write very =~ ="
good, good, poor, or very poor under each skill. » =

Very o ) c R P
“Good | Good | ~-Poor - | Poor . | Average..
1. Present ideas. 2 66 | 7 0 b";; ?{fo“f?,
3. Understand the ideas o : ‘ o o o
of others. 2 66 7 0o 2.9
4. Encourage others: 3 51 21 | 0 2.8
5. Keep information. s | o s | o | 3.0
6. Understand why people | . - ‘ 5
act different ways. 6 66 .2 1 3.0

- | 140
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Module II - Resources of thefGroup'

Mesa Verde -~ Veatcn o SSE -~ Item A.
N=29 ~ Overall Average = 3.1

“Below are five skills that people need to wWork in groups.  After:each dhe,xtirCTe k.
- the phrase which best describes your understanding of that skill.

.

| very o fvew )
| Good | Good | -Poor - | Poor | Average |

1. Figuring out the resources -
~that will help the'group - '} ° ...}
stay together and’ do 1ts , SRR PR IR I A I
job well. S 2 7 o | o of 3.2}

2. Recogn1z1ng'the’resouréeé ; : ‘ S
certa1n Job ‘ 2 7 060

3. »Recogn1z1ng the-resources
" that oiher group members ' ‘ N e
have to do a Certajn:jpb, 2 7 0 0 S 327 )

| 4.-vagufing‘6ut the best way - o
" to.use the resources of R » ' 1 | B R
the whole group. - .8 1 o] 0 { 2.9

5. Dec1d1ng what to do if the
group doesn't have the .
“resources it needs todo |\ . b bl
its job. | 1 6 2 "0 2.9




Module II - Resources of the Group

Mesa Verde -‘Veatch
N =8

Below are the same five skills which you used as gu1de11nes to descr1be yourse]f.; i
Now use them again to describe the other members of: your group. o
" side of the chart, write the name of each group member.
group member's understand1ng of the sk111s

good, poor, or very poor.

SSE 2 - Item B

Overall Average .=

3.1

On the left

. Then. describe each - o
‘Under each sk11] wr1te,verz good, - .

Very

_ : Very R
Good | Good | Poor | Poor | Average |
1. Figure out resources : i S
neededi 3 30 e 0 3.1
3. Recagmize others' skills. 2 31 0o | o 3.1
4. Figure out-use of resources. 5 28 o | o 3.2
5. Decide how, to find new : _
" resources. 2 31 0 0 3.1

142
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Module III - Conflict Resolution

Mesa Verde - Veatch

N=29

SSE 2 ~ Item B
Overall Average =

3.1

" Below are seven skills which play-an. 1mportant part in conflict reso]ut1on T
After each-one, circle the phrase that best descr1bes your ab111ty to do that ’

skill.
Very Very.
‘Good Good | Poar | Poor | Average
1. IKnowing the different kinds
:0f conflict. and:mauses of
conflict among gwmup o
rmembers. 1 7 1 0 3.0 -
2. Knowing how-well:you can o \ S SRR IS
deal with group conflicts. 1 7 1 0. 3.0
3. Knowing how well the others . | o
~ can deal with group conflicts 1 8 0 0 3.7
4. Explaining what you believe
"~ or what others believe in
order to resolve group , - _
conflicts. ' 2 7 0 0 3.2.
5. Expressing yourself '
~ honestly and openly while L _ o
dealing with group conflicts. T 8 0 Q S3,1
6.  Figuring out the best way |
to resolve confliéicts among
group members. 0 9 0 0 - 3.0
7. Knowing when ideas or | ' '
plans will have to be’
changed in order to ‘
resolve group conflicts. 0 9 0 0 3.0
143Mwwmmmmmwmwwmmwmdm.”
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Module IIT1 ~ Conflict Resolution

Mesa Verde - Veatch - , SSE 2 - Item C

N=28 . Overall Average = 3.3

The next chart shows the same seven conflict resolution ;kiJJs,which you used
as guidelines to describe yourself. Now use these .guidelines: to describe.the
others in your group. On the left side of the chart, write the names of the

other group members. In the boxes of the chart, describe gach’member's}abilitY‘ff§‘7
to do each skill.  For eactrmember, write very good, good,. poor, or very poor .-

under -each skill,

Towery | fvew | )
Good Good | .Poor " Poor | Average. .|
1. TDetermine t pes of | e - o o
.conflict. d : 21 . 4z T va 3.3 =
2. Assess own skills. 21 | 43 0 0 "°3§3” ;» B,
3. Determine others' skills | 14 50 0 0 - 3.2
4. Clarify values. 18 44 1 "0 3.3
5. Express feelings. 1 20 38 6 0 3.2
6. Use appropriate - , S
strategies. _ 17 46 1 0 : 3.3
7. Evaluate and adjust o ‘ : . '
actions. 21 43 0 0 3.3
c-14



Module IV - Planning

Mesa Verde - Veatch

N

8

SSE 2 - Item A

Overall Average

3.2

For each of the statements below, circle the phrase which best. describes what
is your. level of understanding or skill.

Very |
- Good -

‘Good

Poor

“Very |

Poor

Understanding:the'job

~ ‘that has to he «done.

~ Average |

't 3;5h;ff

~Knowing what resources.
‘ Hyou.w111»be~ab1e“to use.

N

.~ “Thinking.-about the ™~ "
’prob]ems that 11e ‘ahead. -

fTh1nk1ng about d1fferent

3.1

‘Studying these different
©Ways.

3.1

‘Choosing the best p]an

.- ofaction.

{3

Working out the “details

of your plan.

Stopping andl th1nk1ng

" about how. well you have

done the first seven steps.

'13.Q”fh;'f
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f'The chart below shows the-same eight: skills you used as guidelines to descr1be
’1the others in the group. For each member, Wr1te very good:, good, poor, or.
' erz goor under each skill:

Module: IV - Planning

Mesa Verde - Veatch ' SSE 2 - Item:B
N=28 o o ‘ Overall Aversge = 3.2

[

Very Sl very ] |
1. Good | Good | = Poor - | Poor - Average
1. Nature of the job. s 2|1 o e |
; 2.';ReSGUrces:agai1able;' 0| 16 SR o 5."3'3;97;¥1i
- 3. Problems. 5 | W7 h 5 o '”;;§L9fL€;;'f
Different ways. 6 | = | 1 o 32 |
5. Studying plans. 1 s 19 | 2 0. 3.
6. - Choosing best plan. | 10 L 1 0 3.3 -
7. Details. | 7 | 1 0 I
8. Evaluating ARV I D AR
““““ - 141(3
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Module V -~ Evaluation

Mesa Verde - Veatch o SSE 2 - Item E
N=28 : - Overall Average = 3.1

Five skills that you use when you evaluate group performance are listed below. . =
Far]?ach skill, circle the phrase which describes your.own understanding of , that -
skill. L S BN

Good - | Good - Poor - Poor - | Average | .

1. Deciding what should | | |
* fhave ‘happened in a _ : . v o
situation. - 0 7 1 o0 2.9

2. Deciding what did - - o L
. situation. ] 700 ) o | 31

* 3. Noticing ways in which
what did happen was
- 1ike or unlike what . o e
should have happened. 0 8 _ 0 0 - 3.0

4. Figuring out reasons |
_for these likenesses | R , :
-and differences. 17 0 .0 3

‘5. Deciding what to do e
to make things better v N ) R N E RN P
in the future. 2 R | o | o)

147
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Mesa Verde - Veatch
N=28

“wdule V - Evaluation

SSE 2 - Item F
Overall Average

= 3.0

The chart below shows the same five skills you used as guidelines to describe
yourself. Now use these guidelines to describe the other people in your group.

For each-person, write very good, good, poor

3 ]

,aorhvery.poor.under,each ski]i,- -mﬂffai

T Good - Good- Poor. “Poor Average |
1. Decide what should 1 BRI
have happened. 8 | 17 6 0 "-3f]fff‘
2. Decide what did R R N T SR I
_happen. 6 | 2 4 N I
3. Notice likenesses | : XN S
and differences. 3 22 5 -0 2.9
4. Figure out reasons. | . 8 18 | 4 0 3.1
5. Decide on ways to |
make better. 7 18 6 0 3.0
c-18
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Module I - Communication
Veah Kah-Nie - Arthur SSE =~ Item F
= 11 . Overall Average = 2.9 -

How we11 do you commun1cate7 Be]ow are’ six. comnun1cat1on sk11ls. For each -

- one, circle:the phrase that best descr1bes how well you have a1ready 1earned;wjli;

that skill.

Very N "IJVeﬁy

,1.‘vPresen£1ng your ideas so - :
- that others W1]1 resnond to SUNR RN IR I
- “them. 2 4 | 5 1.0 | 2.7

Good | Good. | Poor ‘| Poor- | Average |

trying to understand. the ‘ 1 S e
ideas of others. 2 8 . 0 37

“Z.ﬁftisteningftarefu1]y,éndww,“.A R I R R T

3. UndekStanding the feelings ° : o S
of others. © 2 9 U o - 3.2 .

4. Encouraging others by
“listening to and accept1ng

‘their ideas. - 2 SN 0
5. Keeping informatidn in, : T DT N
your head or-in notes. 0 6. N 5 ,;,0 x _._2;55f5~a
6. Knowing tHat different |
" people have different
interests which affect _
" the way they act in a . : N _ ' S
group. ' 2 7 22 1 0 . 3,0:“ .
c-19
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as guidelines to describe yourself. I Now' use these skills‘to- describe ;the
. others..inyour group._ 0On:the: 1eft_s1de of : the ‘chart, write.the: name_
. other group members.. In the boxes 0 " the Chart, show how:well™ théT_”' y

Module I - -Coimunication

“eah-Kah-ilie - Arthur = i8SET - Item&
=11 . : . Overall Average = 2.5

The chart below will show you the same six commun1cat1on sk111s wh1ch‘you'used

members. have learned. the" conmun1cat1on sk111s For each member,
9299_ Eggg, or __gz_gggrrunder each sk111 R T

RS Very |:oi
: Good. | Good -
‘jﬂ :Pkegent:ideaé.,f/ o :;4:9' '718; 
~2;veuisten»toJideAsrfrg.w; 5 |22 e B
3. -Understand the!” R VR .f o
‘1deas of. others. | 3 | 18- 6
4. Encourage others. 1 14 | 14
5;_ Keép informatioh.' 4 8 | 8
- 6. Understand why ™ |
' ‘people act different al o
viays . 1 '} 10 .10
- 150




Module II —vResourcesvof‘the Group

" Neah-Kah-Nie - Arthur
N = 11

SSE 2 ~ Item A
Overall Average = 2.7

Below are five skills that peop1e need to work in groups. "After each one, c1rc1e_if

I the phrase which best describes your understand1ng of that. skill.

c-21

Very ‘I Very :
- Good Good, Poor, Poor Average

. Figuring out the resources {

that will help the group. ,

stay together and do its '

job well. - 0. 8 -3 0 2.7
. . Recognizing the resources o o

that you have to do a : :

certain job. 0 8 3 0 2.7
. Recognizing the resources ,

that other group members

have to do a certain job. 0 6 5 0 2.5

-Figuring out the best way .

to use the resources of o -

the whole group. 0 10 1 0 2.9

Deciding what to do if the

group doesn't have the

resources it needs to do , o

its job. 0 9 1 1 2.7
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iodule 11 - Resources of the Group

Meah-Kah-Nie - Arthur SSE 2 - Item B
N=11 - Overall Average = 2.7

Below are the same five skills which you used as guidelines to describe
yourself. MNow use them again to describe the other members of your group. On.
the left side of the chart, write the name of each group member. Then describe

..each-group- member's. understanding ofmtheWSkills.mqUndenweac{wskilld writeu;m;v”,ﬂg;;l

very good, good, poor, or very poor.

Very _ . Very ' 3
Good Good |  Poor - Poor ~ | 'Average
'hi. Figure out resources : - ' N : '
needed. . 2 29 10 - 1 2.8
2. Recognize own skills. | 3 28 9 {2 | 28
3. Recognize others' o 3 o
skills. e 21. | 16 3 . 2.5
4. Figure out useiof - |
_ resources. ; A 4 27 | 10 1 2.8
5. Decide how to find :
new resources. 1 24 13 4 2.5
-C-22
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Module III - Conflict Resolution’

Neah-Kah-Hie - Arthur SSE 2 - Item B
H= 12 , Overall Average = 2.9

Below are seven skills which play an important part 1n conf11ct resolution.

A£t$¥ eacn one, circle the phrase that best descr.oes xour ab111ty to do that“ S

; -Very : Very - '
P Good Good | Poor | Poor | Average

1. Knowing the different kinds
- of conflict and causes of
conflict among group
members. 4 6 -3 o . 3.1 °

2. Knowing how well you can
deal w1th group conflicts.

-t
~I
[T
o

2.7

3. Xnowing how well the others S SR
.can-deal with group conflicts. 2 -8 2 H»1-‘ 2.8

4. Explaining what you believe
or what others believe in
order %9 resolve group - : .
conflicts. ‘ 0 12 1 0 | 2.9

5. Expressing yourself
honestly and openly .while , ' : : |-
~. dealing with group conflicts. 2 10 .1 0 3.1

6. Figuring ouvt the best way:
to resolve conflicts among . 1 o _ v
group membeis. | 5 3 5 | 0 1 3.0

7. Knowing when ideas<or
plans will have to be

........

changed-in_order_to

resolve group conflicts. 1 8 | 2 | 2 | 26" °

. ¢-23
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...others_in your group. On *ie left side of the chart, write tne n
other group members. In the boxes of the chart; describe each member's ability

Module 1II - Conf]ict‘Réso1ution

Neah-Kah-Nie - Arthur | | SSE 2 - Item C
Hoe=12 Overall Average = 2.6

The next chart shows the same seven conflict resolution skills which'you,uséd] ”

as. guidelines to describe yourself. Now.use thESé'guideljnes'to’desCribeﬂthe" 

¢ left side of the chart, write the names of the

to do each skill, For ¢ach member, write very good, good, poor or very poor .
under each skill. ’ - . ‘ -

it pemanate

Very | - . _ T
Good‘ Good- _qur‘ Poor‘; Average -
. Determine types of conflict. : 1 24 | ‘17‘  ’11 .'Z{éﬁ
2. Assess own skills. 4 | 25 | 13 | 1 | 27
- 3. Determine others' skills. 3 |25 [ o 1 | 27
4. Clarify values. 2 | 29 | 6 | 1 2.7
'5.‘ Express feelings. -3 ‘23 16 1 2.7 -
6. Use appropriate strategies. 3 19 17 4 - 2.5
7. Evaluate and adjust actions. 1 26 13 3 2.6 | -
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Module IV -~ Planning

Neah-Kah-Nie - Arthur SSE 2 - Item A
N =13 ' - Overall Average = 2.7

For each of the statements below, circle the phrase which best descr1hes what
is your level of understanding or skill.

Very Very : L
Good | Good Poor Poor Average
. Understanding the job -
that has to be done. 3 10 0 0 3.2
2. Knowing what resources . | - ,
you will be able to use. 2 10 1 0 . 3.1..
3. Thinking about the 1 | |
~ problems._that lie ahead. 0 8 5 1.0 2.6
“4. Thinking about different | et -
ways to do the job. 0 2 10 1 2.1
5. Studying these different . | ‘
ways. 0- 2 10 1 2.2
6. Chonsing the best plan . ' » -
of action. 2 5 6 Q 2.7
7. Working out the details SIS )
of your plan. 2 10 1 0 3.1
8. Stopping and thinking
about how well you have | - 1. iR
done the first seven steps.|” =~ 1 | 7 4 1 . 2.6.
i55
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" Module IV - Planning

Neah-Kah-Nie ~ Arthur o SEE 2 - Item B ' | '
N =13 _ ' , Overa11 Average = 2.6 ‘

The chart below ‘shows the same eight skills you used as guidé]ines to describe
yourself. Now use these guidelines to describe the others in the group. For
each member, write very good, goods poor, Or Very poor under each.skill. ... . ..

Very - Very o

Good | Good - Poor Foor Average
1_1. Nature of the job. 5 32 10> - 2.9
2. Resources available. 11 28 | e 1 9 2.6
3. Problems. 3 21 29 2 2.5
4. Different ways. 3 7 24 o |22

5. Studying plans.’ 1 26 21 0 2 6-'
6. Choosing best plan. 5 22 20 K 2 6
7. Details. 5 20 22 1 2.6
8. CEvaluating. 3 19 18 1 26
;
.'C-26
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Module VIII - Decision Making

" Neah-Kah-Nie - Arthur |  SSE 2 - ItemE
N=28 , Overall Average = 2.7

Below are six skills in helping cooperative effort. For each one, circle the
phrase that best describes-your understanding of that skill.

Very ‘Very
Good | Good Poor | . Poor Average

1. Blending togethar the work
of different parts of the . ' A
group. 1 7 . o .| ‘0.

2. Watch1ng how well the - ‘ . S
group 'works together 1 | 6 1 1 0 .

3. Finding out why problems T g
' ‘come up. , 1 2 4 1.

4. Talkinhg about group o v
fstandards -and goa]s -0 6 2 0

5. Helping other group . ,
members to do better work. 0 6 1 1

6. Setting a good example - : _— Sy
by your ovn work. 1 | 5 B Q

Ve




Module VIII - Decision Making

Neah-Kah-Nie - Arthur SSE 2 -~ Item F
N=28 . Overall Average = 2.6

¥ ¥

‘The chart below shows the same six skills you used as guidelines to describe
yourself. Now use these guidelines to describe the other people in your group.

For each person, write very good, good, poor;~or very poor under each-skille - ww

Ver‘_y. N . —Very: S
Good Good Poor Poor ' AVerage
1. Blend the parts. | 3 ‘ 12 | 7 2 | 2.7
2. Watch how group works. 2. 13 7 2 Ztﬁl_
3. Find reasons for | . i , .
problems. 11 7 9 7 2.1
4. Talk about standards. | 1 12 9o | . 2 2.5
5. Help others. = 5 | 7 9 3 | 2.6
i 6. Set a good example. 8 9 5 2 3.0 |
158
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Module'I -~ Communication

Heah-Kah-Hie - Smethurst SSE - Item F
N=19 Overall Average = 2.8

How well do you communicaté? Below are six cdmmhnication skills. For each one, )
circle the phrase that best describes how well you have already learned that skill.

Very | Very :
Good - Good Poor . Poor Average.

&

1. Presenting youfwjdeaé . ;
so that others will ' )
respend to ‘them. 1. 8 8 2 2.4

2. Listening carefully and
trying to understand : . L ' o
the ideas of others., 1 1 7 0 2.7

3. Understanding the -
- feelings of others. 6 9 4 A 0' . '331

——

4. Encouraging others'by
listening to and ' . B
accepting their ideas. 3 13 3 '0 , 3.0

5. Keeping information in 1 - RE :
your head or in notes. 4 9 6 ... O 2.7 .

6. Knowing that different
people have different
interests which affect
the way tiey.-act in , ' 1
a group. . , 4 11 3 1 - 3.1,
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/
Moduje 1 - Communication

ileah-Kah-MNie - Smethurst SSE ~ Item G
N=19 Overall Average = 2.8

In the boxes of the chart, show how well the different members have 1earnéd the .
communication skills. For each member, write very good, good, poor, or very poor

. B

Very ' Very
Good Good Poor | Poor Average
1. Present Ideas 8. 49 12 .; 4 1 2.8
2. Listen to Ideas 6 | 58 13 4. 2.8
3. Understand the ideas '
- of others : 4 59 3 2 3.0
4. Encourage others 4 o 53 | 15 . 2.7
5. Xeep Information 8 - 55 5 S 2.9
6. Understand why | '
people act o
different ways 3 49 13 1 2.8
c-30




Module II - Resources of the Group

Heah~Kah-{lie - Smethurst S SSE 2 ~ Item A .
N =20 - ' Overall Average = 3.0

Below are five skills that people need to work in groups. After each one,

circle the phrase which best describes.your understanding.of. that skill.. ... .cooiv

Very | Vény~
Good | Good Poor, Poor | Average

1. Fiduring out the resources
that will help the group

stay together and do its '
job well. 2 . |_15 -3 0 3.0

2. Recogn1z1ng the resources
that you have to do a

certain job. 4 12 4 | 0 | .30

3. Recognizing the resources
. that other group members , N .
have to do a certain job. 2 17 I 0 3.0

4. Figuring out the best way
to use the resources of

.. the whole group to do a N
job well. 1 15 3 0 2.8

5. Deciding what to do if
the group doesn't have
the resources it needs :
to do its job. : 1 17 2 0 3.0

_ C-31
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Module II - Resources of the Group

Neah-Kah-Nie - Smethurst. © SSE 2 - Item B .
M= 20 ' . a Overall Average = 2.8

Below are the same five skills which you used as guidelines to describe yourself.

. ._,NNOW.usemthem,againmtofdescribeutheuotherﬂmembehsmofmyourwgrgupimenwthﬁwlﬁftwﬁiﬁﬁp;N;

of the chart, write the name of each group member. Then describe each group - - .
member's understanding of the skills.. Under each skill, write very good, good, .
poor, Or very poor. : ' .

Very | ‘ "~ Very
Good Good Poor . Poor Average
" 1. Figure out resources v _ IR
needed. 13 58 20 N B 2.9
2. Recognize own skills. 14 57 21 o0 | 2.9
3. Recognize others' s . .
skills. 6 60 25 w1 2.8
4. Figure out use of A S
resources. 13 63 13 3 2.9,
5. Decide how to find
new resources. 7 58 23 4 2.7
f
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Module III - Conflict Resolution:

Neah-Kah-Nie - Smethurst SSE 2 - Item B
h=18 _ Overall Average = 2.9

Below are seven skilis which play an important part in conflict resolution.

that skill.

- Aft::r.each one,wcjrc1evthe"phrase;thathestpdescrjbesﬁzourwabjjj;yntpmggmpwmgwwmm;;A

Very Very

Good Good Poor Poor _Averagé

1. Knowing the different
kinds of conflict and 1
causes of conflict among | - . : ' - o
group members. 3 12 3 0 3.0

2. Knowing how well you
can deal with group

“conflicts. | 2 |12 4 0 2.9

3. Knowing how well the
others can deal with v S
group conflicts. -1 10 6 . 4 | 2.6

4. Explaining what you
believe in order to . o o -
resolve group conflicts. | 2 .10 - -6 -0 - 2.8

5. Expressing yourse]f
honestly and openly
while dealing with

group conflicts. s 2 - 12 4 . ’0. V: 2.9

6. Figuring out the best
way to resolve conflicts - . ‘
among group members. - -1 12° - .5 -0 - 2.8

7. Knowing when ideas or
plans have to be
changed in order to . -~ |. - N . : :
resolve group conflicts. -2 . | 14 S 2 0 - 3.0

c-33
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‘Madule III -~ Conflict Reso]qtion

Neah-Kah-Nie - Smethurst j SSE 2 ~ Item C
- N= 18 . Overall Average = 3.0

: Tne next chart shows the same seven conflict reso]ut1on sk111s wh1ch you used
i3S -guidel-ines.-to-describe. yourself.  Now-use these gy1gej1nes to describe: the
‘others in your group. On the left s1de of the chart, write & the names. Cof “the

_other group members. In the boxes: of ‘the chart, describe.-each member's ab111tyj

to do each skill. For each member, wWrite very good good, poor or very ppor

under each skill.

 Good | Good | Poor |- Poor | -Average

1. Determine types cf S S B
conflict. . AR 58 18 2.9

2. Assess own skills. 18 54 _15".fi"'gf]e: | fiféégfff

3. Detennlne others' skills. | 16 51 20 fdeg | ?_3;05:_

4, flarify values. 12 55 - | sz oL 52;§?ﬂi}'ﬂ

5. Express feelings. 18 55 15 | 0 e  3}0}_;

6. Use appropriate o ' L
strategies. : 13 60 15 0 3.0

‘7. Evaluate and adjust ! N BRI BT
actions. 20 - 49 19 0 3.0~
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" Module VI - Leadership- and Power

leah-Kah-Nie - Smethurst

=28

SSE 2 - Item F
Overa11 Average =

3.0 .

Below are five sentences that tell some ways in which a good leader helps a -
After_ each one, circle the phrase which te11s how we]] you th1nk you -
do the things- -described.--— e

group.

"'Very

Ne]]

Fair]y
|Well

A
Little -

tot At
AT

Average| .

1.

_Help the group s work by _
starting, giving direction to,

: sett1ng ~§tandards. for, and
" organizing the group 'S action

"3'.1. "

‘group members'

Help group communication by
encsuraging others to take .
part in discussion, by listen-
ing .carefully, by explaining -
points of view
to one another, and by seeking
and- giving informat1on and
opinions.

ments between ‘group members,
blending together the work of
different members, and finding

compromises between opporing
‘ points of - V1ew

.’“He]p'to‘reso1ve"ﬁfohb”éﬁﬁfTHétS‘”" — .
by easing tension,. building
“trust, working out disagree-

2.9 .

. Help %o bring together results

of .the group's work: by watch-

....ing,_studying.and_explaining_ .

the actions,-ideas,'and
decisions of the group.

2.6

[P

Help to evaluate group perform-
ance by studying how well the

. group's ideas work, helping

others understand the valué of
different solutions to problems,

" and finding better ways for the

group to carry out its decisions

" and reach its goa1s._

3.0 .

1
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Module VI - Leadership and Power

Neah-Kah-Nie - Swethurst
N=8 : :

The chart below shows the same five skills which you used as guidelines to

SSE 2 - Item H
Overall Average

2.7

yourself. Now use these guidelines to describe the others in your group. For

each person, write very good, good, poors,

or very poor under each skill.

c-36

Very . | Very
Good ‘| Good ‘Poor Poor
1. Help group's work. L2 a9 o | 28
2. Help group communication. 4 . 20, i‘ .8 0- 2.6
3. Resolve group conflicts., 1 | 21 0w |- o 2.7
4. Bring together results. "0 | 23 | 9 0 2.7
5. Evaluate group performance. 0 21 11 0 2.6
L3
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Module VII - Decision Making

Heah-Kah-Nie ~ Smethurst
= 15

SSE 2 - Item F -
Overall Average

= 3.0

Below are five skills -that can help you decide who should make group de¢1sions;A’
- For each one, circle the phrase that best descr1bes your understanding of that

skill.

Very
Good

Gobdf

. Poor

Jvery
| Poor

Average -

Knowing the good .and the

bad points of each of the
seven ways of decis1on—
making.

 ?;8':

Knowing the kinds of
situations in which
each way of decision-
making will or will
not work.

VKnow1ng what things in
a situation help determine

which way. of decision-
making should be used.

2.9

31 |

Deciding which way of
decision-making is best
for a particular

decision.

0.

Evaluating a decision or

a way of making a decision | .
.to.see if. it was effective. | ..

20 |

167
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Neah-Kah-Nie - Smethurst

" N=15 | T

* The chart below shows the sa
"Now .use these gu1de11nes ‘to-

me sk111s ‘you u

Module VII - Decision Making

§SE 2 - Item G

. Overall Average =

person wrlte Very good good, poor, or. erylgoor

3.1

sed as;: gu1de11nes to. descr1be yourse1f¥
describe the’ other; peop]e in.your . group.- '

For ach
under each sk111

“«fi‘LVery,
-] Good.

Good |

Very
Poor

1. Understand ways..| 14

points.

2.&mKnow good and bad . ».6-‘
‘ N

'/43?'f

3. Know kinds of.
situations.

14

50 -

4. Know things in
situation.

14 .

42

is best.

ST

‘, 5 -Dacide- whi‘ch»:way.-. I (U ISUUN (O
\ 42

6. ;§951ﬁate decision.

16 -

4

3.0

c-38
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Module I - Communication

Prospect - Gerould
= 14

SSE 2 - Item F
Overall Average

3.1

How well do you communicate? Below are six communication skills.

For each one,
circle the phrase that best describes how we]] you have already learned that sk11i

Very

Good

‘Good

Very

1. Presenting your ideas so
that others w111 respond
-to them ‘..“'ﬂ o

Poor

1 Poor

Avefage

2. Listening carefully and
trying to understand the
ideas of others.

10

3.1

3.1

3. Understanding the feelings
. of others.

3.4

4. Encouraging others by
listening to-and accept1ng
~their ideas ‘

.........

5. 'Keeping 1nfonnatioh,in
your heaqvgr‘inﬂnotgs.

2.9

6. Knowing that different
people have different
interests which affect
the way they-act in a
group: :

3.3

c-39
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Module I ~ Communication

Prospect - Gerould L . SSE 2 - Item G g
= 14 - “Overall Average = 2.9 -

#

The chart below will show you the same six commun|Cat1on sk111s wh1ch you u5°d
as guidelines to. describe yourse]f Now use these sk111s to’ descr1be ‘the, others
in your group. On the left side of the:chart, write:the names. of the: other N
group members. In the boxes of the chart, show:how well ‘the: d1fferent members h
have learned the communication skills. For each member, wr1te veny gpod, good
poor, or very poor under each skill. L - R

very | | Very e
Good | Good | - Poor " “{ .Poor. - | Average.

1. Present idess. ’ 922 |720 ] 9 vﬁfv“]Lgf-: .

2. Listen to ideas. | 15 | 32 | 5 0

3. Understand the ideas. o B N D
~ of others. 8 33 n 0 | 2.8
4. Encourage others;, ] 1B 20 16 o 2.8

5. "Keep information. = ]3 - 20 17 SO IR R N 2','

6. Understand why people : ' —_— T -
act different ways. 19 22 n 7 0 3.0,
, 170
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Module II - Resources of the Grdup

Prospect - Gerould - : | SSE 2 -~ Item A .
N=1N " Overall Average = 3.1

Below are five skills that peop1e need to work in groups. Aftef'éééh oneg? -
circle the phrase which best. descr1bes your understand1ng of that skill.

- . . e ~—
. - Very SRS | Very . S
! I Good . | Good Poor .| -Poor | Avergd®
. e — , 1t ~— 1
1. F1gur1ng out the I e
- resources that will o
help the group stay L :
together and do its e ( o SR &
2. Recognizing the '
resources that_you
-have to do a‘certain ‘ . : ,
job. s | s 7 o | o | 34
3. Recognizing the resources ' S
’ that other group members o 1 1 . .
“““*have*to*do“a*certain“job:',’f2”"““ ;fmwngﬁffmmokmww,TWmowmmmeqw3:Z\ff@w .
4. Figuring out: the best ' L ‘
'~ way to use the resources ' -
of the whole! group to do . 1 o
a job well. 5= ""[" 3. | 7 | /B A WY
: . , . ]

5. Dec1d1ng~what1to do if.

the group doesn't have: . e

the resources it needs. . _ - o .

to do its JOb . 0 8 3 0 2,7
_ .

171
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Module 11 - Resources of the Group

Prospect - Gerould
SoN=11 :

SSE 2 - Item B o :
Overall Average = 3.3

Below are the same five skills which you used as‘guide1ines'to de

~ tlow use them again to describe the other members of your
side of the chart, write the name of .each gro
group member's understanding of the skills.

good, poor, or very poor.

up member.

group.
Then des

scribe yourseif.
On the left
cribe each’

Under éach"skill, write very good, -

Good - Good | Poor '} Poor . Average: | .
171, Figure out . - R - " f' R
~ Resources Needed 4. 1. 25+ 3 0. | 3.3

WZ;' Recognize Own
-"Skills

w6 | 26 |0

1osa

3.W'Recognize Others' ‘ - .: E o RN
Skills 14 . | 25 3 "0 3.3
4. Figure Qut Use : : R
Of Resources 13 27 2 0 - 3.3
Find New Resources 7 28 A T30 e
E
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Module IV - Planning

g Prospect - Gerou]d o o SSE 2 - Item A -
N=29 . _ Overall Averige = 2.9

For each of the statements be]ow, circle. the phrase which best descr1bes what
you feel is your level of understand1ng or skill.

Very ‘ ‘Very;t Lo S
Good | Good | Poor | Poor |Average |- -

1. Understanding the job A . S B
that has to be done. | 2 7. 0 0 32 SRR

- 2. . Knowing what resources 5 S EEEE AR R T
" you will be able to us2. . 3 | 5 . RECEER B TR B I

R Thinkiﬁﬁf;BOUt»the o ST I . , 3 ERENE &
problems that 1lie ahead. 12 6° 1 10 | 3.1 .

4. Thinking about. different . - P PR
: . ways t0'do the job. 1 7 1T 0 | 3.0

5. Study1ng these d1fferent :
G WAYS .ZJW_ o B T

B B T T B [T T = T R T PRSP

[ |
w
o

6. Choosing the best plan - B D

co of act1on - 0 7 -2 K 0

7. Working out the deta11s . : - B 'ff ‘5")f§i1  ;§
of your plan. * : 0 7 2 B o | 28 |

8.  Stopping and thinking
about how well you have -] g S
done the first seven steps. 0 5 4 "0 | 2.6

S s B it e LS e N e et . T L I TR IR PNOU I N . e
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Module IV - Planning

P

Prospect - Gerould | . SSE 2 - Item B
N=29 : Overall Average = 2.9

The chart below shows. the same eight skills you. used as gu1de11nes to describe
yourself. Now use these guidelines to describe the others in the group. - For

'each member, write v erz good good poor, or erx poor under each sk111

Very '; o very ERREREE N PO
Good . Good . .| Poor . -fPoor - jAverage | .-

B
IR

K Nat;ym"egof the job. . _ S| 31 4

. Resources available. | 5 | = 14 - B YA

. ;Prob1ems. ' o 7“ :«'. 24."";5'*?£e\5ffiv

Different ways. ’ 10 - 16' "10 ;‘"

. StgdyingAb1aﬁs. b3 19 - 114 2.7
3.2
E——

sueervme Lom SO ipa e e

| 3.1

Choosing best plan. 10 - 23

petails. . f.oa 1ol oo b

o|l~w|la|a|ls]|lw]|mM

lojlolojolo{lo{o{o:|

Eva1uéting; o 7 26 L~;‘3
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Module VI - Leadership & Power

Prospect ~ Gerould SSE 2 -~ Item F
N=3 | Overall Average = 3.0

Be low are five sentences that tell. some ways in uhxch a good leader helps a
group.. “After each one, circle the phrase wh1ch tells how well you think: you do »

.the th1ngs descr1bed

oy

o

Very - - L Very
Good | Good Poor Poor .

Average -

1. Help the group s work by
starting, giving direction
~ to, sett1ng standards for,' v
and organ121ng the groun s 1 : : . SRR

2. Help group ‘communication
by encourag1ng others to
take part in discussion,
by 1istening carefully, by.
explaining. group: members'
points of view to.one.
another, and by seek1ng
and giving information
and opinions.

3. Help to resolve group o -
~conflicts by easing SN B L N E )
“rtensiony-buildingztrust, - oo P gl P fee e e e
- working out - disagreements . T B
between group members,
blending together. the work
of different members,-and
finding cempromises be tveen 1 = . )
opposing. po1nts of view. 0 1 ] 0 2.5

4. He1p to bring together
~* results of the group's. work
by watching, studying and’
explaining the actions, ideas; o ~ _ : . »
i decisions 6f the group: | o |2 ol 0 e

5. Help to evaluate group
performance by studying how '
well the group's ideas work,
‘helping others understand the
value of different solutions-
to problems, and finding
better ways for the.group
tv carry vut its decisions _
and reach its gOﬂ]S : ‘ 0" 2 -1 0 U . 3.0
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MODULE I - COMMUNICATION

HMt. Diablo - Setencich SSE - Item F

= 1 : Overall Average =,3f4.

How well do you communicate? Below are six communication skills.  For each one,
circle the phrase that best describes how well you have already learned that e
skill. . - : ' '

Very L | very .
Good . | Good Poor | Poor | - Average

“11. Presenting your ideas so that. .| 3 | 8 T o |+ 0. 3.3
{~  others will respond to them -'° : EREE (AT PR BT

2. Listening carefully and trying | 6 | 4 | 1 o | 35|
to understand the ideas of ' ‘ D H L
others , - S

3 Underotanding the feelings | 8 | 3 {. o [ o fTTwm Tl
~ of others ' ' , S S -

4. Encouraging others by Tistening | 37 | 80 0 3.3 0
to andhqggepting their “idéas : :

- §KWWKeepiqg ipformatioh ih'yourQ 3: 1 :8 N 0 0 3.3

6. Knowing that different people . 6 5 0 - 0. 3.5

' have different interests which I I S
affect the way they act in a
group
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Mt Di
11

commun
under

ablo - Setenc1ch _

ication skills. For

each-skill.

Module I - Communication

each member, write very good, good, poor, or v erz poo 'vif

~ Item G

Overall Average = 3.0

- In the boxes of the chart, show how well the different. members have 1earned the -

A T e R A =

et R —

Very
Good

. Good

"~ Poor

Verv

Poor* .

Present Ideas

1%

14

" Listen to Ideas

m. i{Mw —

'iéui

.Understand the Ideas"

of Others -

- Encourage-Others

YT

~Keep Information

Lo

“Understand Why

People Act
Different Ways

26
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Wt. Diablo - Setencich SSE 2 - Item A

Module IV - Planning
N=11 ‘Overall Average = 3.4

For each of the statements below, circle the phrase wh1ch best descr1bes what
you feel is your 1eve1 of understand1ng or skill. SOSNEE

Very'
Good -

].A Uﬁdé%stéﬁding~théfjob
.that hasvto be‘dohe;,

© o ekt b e TR [ESSEITES

7*2. Knowing ‘what resources. -
you will be able to- use.»~~~“

3. Thinking about the '
- problems that Tie ahead. .

4. Thinking about different
ways-to do the job. -

;6. Choos1ng the best p1an
' of act1on.

7. ,NOrking ‘out the details
- of your plan. -

8. Stopp1ng ‘and th1nk1ng
about how.well you have
done the first seven Steps.x,;fgf




Module IV - Planning

"Mt..Djablo ~ Setencich | SSE 2 - Item B ,
N=T Overall Average = 3.3’

The chart below shows the same eight skills you-used as guidelines to-describe
yourself. Now use these gliidelines to describe the others in the group. For
each member, write very good, good, poor, or very poor under each skill.

Very o _ : Very ' B
Good |  Good Poor Poor | Average
.| 1. Nature of Job | 10 23 - | 0 0 3.3 |
L D L
37 Problems 0 | 1 s | o ] sa
4, Different Ways | 18 | 12 2 | o | as
5 5. Studying Plans | 10 20 |3 | oo | 32
6. . Choosing dest . o o .
Plan 9 22 | 2 1 .o 3.2
7. Details noloa - o AT“0"£-~ EEERE
8. Evaluating | 12" | 2 . | 1 T - W I
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Module VIII - Cooperative Effort

Mt. Diablo - Setencich SSE 2 - Item E i,
N=6 S Overall Average = 3.0 "

abenegy

" Below are six skills in helping cobperative effort. For each one,'gircle-thé'
phrase that best describes your understanding of that skill. -

Very | '”%E”HHﬁA'UVery
Good | Good | Poor | Poor Average
1. Blending togethér the
work of different parts. ‘
of the group: | 0 ] 6 - 0 - 0. 3.0 .
© 2. " Watching how well the | - ‘ , o I P
- group works together. 1T |5 -0 0 3.2
| 3. Finding out why o o : ' , ;',:‘ s
‘problems come-up., - | 1} 3 | .2 -0 - 2.8
‘4. Talking ahout group ';j - , ' . 
' ‘'standards and goals. ~ | 0 | &5 | 1 0 2.8
5. Helping other g oup | |
'~ members to do better ' '
work. - - 1 4 o 0 - 3.0
6. Settihg a good - |
example by your own : : .
work. 1 4 1 0 3.0




Module VIII ~ Cooperative Effort

Ht. Diablo - Setencich -  SSE 2- Item F
N=6 Overall Average = 3.2

The chart below shows the same six skills you used as guidelines to describe

yourself. Now use these guidelines to describe the other people in your group.

For each person, write very'good, good, poor, or ve_ygpoor under each sk111
=NA (1 =all gopd; 1 = all very good)

Very ' - Very

Good Good Poor - Poor Average
1. Blend the Parts 9 15 1 o B U - 13.3
5 Watch How Group .. :
~* Works 5 15 ' 5 ' 0 -1 3.0
3. Find Reasons for E . . }' R S

Problems 8 17 = o - -0 - 3.3 .

4. Talk. about : | ' o .

- Standards 5 19 ] -] 0 : 3.2
5. Help Others 6 6 | 3 0 3.1
6. Set o Good | | S |

Example 10 13 .2 0 s 3.3
!
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Appendix D: Some Reflections on and Implications
-y of the CGIS Curriculum,by Dr. Don Langan

4y

The following is a discussion of: 1) scme implications of using the current

CGIS Curriculum as the basis for generating a teacher/learner paradigm; 2) a
'probable paradigm design; and 3) some implications such as a paradigm}woqu
have for further 1nvest1gat1on

The eight modules current]y ava11(h" h~ough CGIS can'be"understood to

be a curriculum, the models themselves foriuiating what can be understood to -

be a course of study. The CGIS modu1es have been pilot tested 1n two vashions.
In one fashion, the h1gh school students involved experienced CGIS as.a course
of study,fprimarily in a vocationalfpractical education setting or context' 'The_"
modules ranging from group 1nteract1on through cooperat1ve group effort d1d "
' 1demonstrate success in the vocational/practica] cOntext. | .

The second test s1tuation that these modu1es were. subm1tted to was that ;1;‘;;
they were examined as-a potent1a1 methodo]ogy for 1nstruction at Neah Kah N1e | _
High School in Oregon ~In this case, “there was no context imp11ed or zrescribed%jf
,for the CGIS modules. They served as an 1nstructor/1earner methodo]ogy w1th
context being supp11ed by the curr1cu1um 1tse1f For examp]e, 2 n1nth grade
Hea]th Education class, a n1nth grade Geography c1ass, and a ninth grade | _
'Eng11sh c1ass were taught using the cooperative”group sk111s methodo]ogy imp]ied‘:

© in the current CGIS * This was a|so¢done w1th au. S History class. composeo

‘ of 17-year old h1gh school Juniors These students a]so went through a

"”'>cooperative interacting rout1ne where 1n the context U S.: H1story concepts,:

" information and data were processed by groups ofsstu~ents, three to f1ve.members;d*

ffnyp and these groups were eva1uated as to how we11 they 1earned the history

: T1nformat1on Upon ana1ys1s of both of” these sett1ngs or contexts, the U S

g . . o £
" D . B N I ) . . !

» ’1 _/.r‘ ' ” .

—
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History class and the Alternative Education c1ass-«which~inc1uded the ninth
grade Health, Geography, and English--it was cone1uded'that,.as a methodology
for instruction and as a methodology for learning, CGIS can help students |
process more information'with greatequuantity’and,greater effect than they can
through traditional, uni—directiona] teaeher methodology of the one-too-many
N ‘ interaction. l | |
Based upon the :current state of CGIS, it appears at this time that five
rather general hypbtheses can be offered:
(1) students will process (i.e., receive, analyze, evaluate, and eutpnt)-
greater amounts of context-re]evant information through cooperative
group interaction methods than they would thrOUQh»uniadirectfonaI;,
one-too-many, information flow characteristicAof'the'lecture/1isten
method of teaching and 1earn1ng,
=“%” (2) through CGIS methodology, students will process content~re1evant
41nformat1on that is more abstract more sophisticated, and more o fﬁ
comp1ex than that processed through ‘the’ trad1t1ona1 1nformat1on g |
flow methodology;
(3) through CGIS methodo]ogy, students will generate more ancillary" and
support. -information related to current,1nformat1on ‘pools than they
would throughy traditional informatton flow methods; T
(4) students will develop evaluative strategies, assessment strateg1es,
and synthesis strategies wh1ch w111 a11ow them to process post-task
1n;ermat70n to a greater extent than they wou]d through ‘the trad1t1ona1
learning experience of sitt 1ng, listening, stor1ng, and respond1ng, -
.~ (5) students will deve1op 1nd1v1dua1 and group percept1ons more congruent

w1th operat1ona1 task group expectat1ons than they wou]d if the1r
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. ;7bd'between 1earn1ng and doing, between learners and doers that w1th1n a soc1ety,‘

formal schooling experience emphasized the traditional pattern :

wherein the teacher and textbook provide the basic information:poo1

and the teacher directs the information to the student.

These five hypotheses, although very ambiguous and vague, imp1y avnumber

of things. The first impiication is that there needs to be generated“a“mode1.
.or parad1gm--probab1y a paradigm--that would: 1ncorparate the assumpt1ons '
1mp1|c1t within CGIS curriculum as either a course of s*udy or as a teacher/
learner methodo]ogy The second 1mp11cat1on is that, once a model is generated;‘
' 1mp11cat1ons from the mode] itself can form a 1earn1ng 1somorph where1n the -

varlab]e processes of learning can be determined and understood, and greater

efficacy and efficiency in ‘the teacher/]earner 1nteract1on can be deve1oped
The third- 1mp11cat1on is that once the model has been evo]ved and once its |
-learning isomorph has been deve1oped 1earning can‘be conctructed as a ho11stic
By understanding 1earning as a process constant to bas1ca11y a11 persons we
can break down soc1a11y—1mposed cu1tura11y-1mposed and 1nst1tut10na11y- e
1mposed boundaries between forma1 schoo11ng and genera1 educa*ion }vhr

" The concept of learning as a ho]lstlc wou]d a11ow for the deve1opment ‘1""&”
‘of a total systems parad1gm,_where1n the needs bf 1nd1v1dua1 persons wou]d be "h
better 1dent1f1ed and agenc1es to meet those needs wou]d e1ther be deve]oped
or directed W1th much greater eff1c1ency than at present The u1timate con~'_:;&;
sequence would be, hopefu]]y, a cu1tura1, soc101og1ca1 sh1ft toward 1earn1ng -
in genera1 It wou]d appear that~ a poss1b1e consequence wou]d be someth1ng ‘_IFVV
like the following. | K | -

An apparentmmyth -in contemporary SOC1ety is that there is a d1fference fi‘*

-“on]y a certain number of 1earn1ng persons can be accommodated and that
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generally these arebsupported by the doing persons. What is proposed here
is a dissolution of that learning vs. doing construct into a ho1fstic'frame,
where, in fact, learning is doing and what one does‘is what one learns. This
type of a holistic has the potential of being developed as a forma] 1earn1ng
1somorph which cou1d evolve from a generated model based upon the pract1ca11ty
of CGIS as it current]y stands. B

CGIS is comprised of eight modules which address e1ght sk111 areas re1evant S
to group 1nteract1on communicating, using resources, reso1v1ng conflict,
planning, eva]uat1ng group and 1nd1v1dua1 performances, sharing 1eadersh1p
and power within groups, dec1s1on mak1ng processes w1th1n groups, and coopera-~
tive effort of groups toward common group tasks. Those e1ght constructs of .
cooperat1ve group 1nteract1on are not new. They have been 1n the soc1a1

......

psycho]og1ca] literature for several years But there 1s a need at th1s t1me

to prov1de a system1c that wou1d take those e1ght constructs, and perhaps
'gothers, and provide a systemic ground where1n they cou1d be, if necessary,

1nserted and perhaps somewhat redes1gned and deve1oped so that all e1ght or -

“n" number of cooperat1ve group constructs wou1d form a/system1c comprehens1ve -'"”:;

explanatory system of what we mean when we say cooperat1ve group interaction.
It is interesting to propose that the very terminology we use7to expTajn'

cooperative. group 1nteract1on is- utter1y redundant Cooperat1on has 1mp11ca-‘

tions for group, group has 1mp11cat1ons for 1nteract1on and 1nteract1on has f'ﬂi

1mp11cat1ons for cooperat1on So the actual term1no1ogy 1tse1f 1mp11es thattil

in fact, underneath somewhere is a parad1gm that could do a number of th1ngs

It could: (1) prov1de an exp]anatory ground for the presentat1on of coopera~ o
t1ve 1nteract1on, (2) prOV1de a def1n1t1ve ground where1n cooperat1ve group

interaction could be operat1ona]1zed ina spec1f1c fash1on and (3) prov1de



for a predictive ground whekeih--from the tenets of the model, the assﬁmptions
of presumptions, and the concepts and constructs of the model for CGIS-éa‘set"
of predicted sets and conditions could be developed whérein the destintes of
the interactions themselves could be plotted.

At present, one particular school of thought has done a great deal of
research and theohizing in modeling. The school of symboltc interaction,
beginning with Mead and continuing thhough Duncan and others, has created a’
set of propositiohs that in its own system explains much, if not all, of human

~behavior. It would seem that particular school of thohght, and the mork that:

" had been done there, could be readily applied to the problems facing CGIS—~ '

what 'is a mode]? and what_is a systemic model that will explain this construct. .”lf

of coogerative group interaction?

The second school of thought would be the 1nformat1on sc1ences, or,
} .
the cybernet1c analog schoql,_with the empha51s on 1nformat1on;as a resource
in human interaction systems. A working generativeimodel can bé deve]oped by

using the symbol structure of the symbol1c 1nteractionist and the methodo]ogy:

of the cybernetic analog school. If, for examp]e, such a model can evolve--
based upon the empihicals wé hame on hand for‘CGIS and the theoretics that
are available from the’%nteractipn and aha]ogica1<systems'schbols-We_WOuld be"
in a position to extmapolate from that and formulate.the mUch:needed 1eahning.
isomorph. | | |
In a rudimentary systems sense, we can say that the model the phehomehon;
" must be as complex as the phenomenoh”;tself This 1mp11es that if a 1earn1ng
: 1somorph is to evolve--in other words, an 1somorpho]ogy of the mode] 1tse1f-— N fg”

that wou]d be a weplicat1on or.a-. s1mu1at1on of what we mean when we say

h 1earn1ng We m1ght then be in a posit1on to prov1de a 1earn1ng ho]1st1c
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Once we have gone through the process of goneration'from the model to its
isomorph, perhaps we would be in a position to start talking and doing some3>
W1tn a degree of soph1st1cat1on that would lend 1tse1f 1mmed1ate1y to
environmental test1ng from the start-up of such an endeavor, two th1ngs must '
be kept in mited.  Such test1ng must apply to.the individual and 1t must app]y
to groups--~two, -three, five, or two and a half million. In'other words, 1t :
must have a genera1 system It must have mammoth explanatory, descr1pt1ve,
“and pred1ct1ve power. It must do this because of where it is to be app11ed
and what is to be expected of it. 1t would appear that to go through the
process, the 1abor, and the resources that would be 1nvo]ved hereof deve1op1ng

models, 1somorphs, and “generating holistics--without having app11cab111ty

to three essential subsystem components in the human system-~wou1d be a terr1f1¢]”

waste of t1me The three subsystem components which come to m1nd th)ugh they
tend to over1ap, are se1f fam11y, and commun1ty ' '
If one can presume at this time that when we ta]k about humanﬂsystems "ﬁstL
we are us1ng terms that others of 1like backgrounds can .understand, then the ;
concept of se1f as a subsystem within -human systems becomes meaningful. It
becomes far more meaningfu] then if we talk of suif in a Freudian, or Jung1an,
or anthropo]og1ca1 view.. Self becomes a‘totality, and at the same time part
of something else. It is not an encapsu1ated or 1so1ated phenomenon or by-
phenomenon. The learning holistic that we are look1ng at here would utterly
declare self to be a product -of learning, and learning is, u1t1mate1y, | _
essentially, and initially a product of 1nteract1on Interact1on is u1t1mate1y 8

;.eventua11y, and 1n1t1a11y a product of language, symbo11c exper1ences that !

- ’prov1de the. 1nteractants w1th cu1tura1 baggage or. soc1a1 baggage, and produce




“their self- baggage So se]f.is a consequence of-interaction, and the person
who lives w1th that self functions only as well as he is abie to 1nteract
with his environment, and that env1ronment is essentially other peopie
The second subsystem which would be directly affected by such a 1earn1ng
holistic would be those other peop]e in. the sense of fﬂﬂll! . The traditional
concept of fami]y--prov1d1ng the youngster with 1dent1t1es ,»wspectives,
and phiiosophies--has perhaps degenerated to the point now, in many 51tuations,
where the youngster is .actually seeking to 1nteract w1th h1s env1ronment |
(other people) without the benefit of self, in a very reai sense. It ‘probably
would not be too much of an extension to say many youngsters today are, in
point of fact, se1f1ess The consequence.of the 1earning isomorph and learning
holistic wouid be that fami]y wou1d perhaps be redefined, rather than the
bioiogicai socia] un1t, it wou1d probab]y be that p1us something e]se The
oncept of family has changed whether or not change was designed or 1ntended
At yet there seems to be no undergirding, direction, or prediction as to -
where this change is u]timate]y,901ng to end, and what will be _ |
the u]timate consequences of this change in fam11y for the peop1e produced by

fam111es “When we ta1k about irners and 1earning, teachers and teaching,

1t seems we must a1so ta1k about parents and chi1dren. chi]dren and chi]dren,
and parents and parents, That 1nteractant cycle is for most 1ntents and

purposes the ‘genesis of any given soc1ety This brings us to the th1rd sub— j B

system w1th1n the human system hoiistic, and that is the subsystem of- community

It s not by acc1dent,,1n fact, that community (communication and communa1

- and communicant) have a semantic re]ationship that probabiy goes beyond Just N

‘a 1ex1cant definition The current modeis of 1earn1ng we now have, and the

current understanding we have of education, seems too very 1itt1e toward ‘
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eTevat1ng, extend1ng, or perhaps improving the subsystems of self, fam11y,
and commun1ty When these subsystem categories are left out of the educat1on
efforts of a people, then the on|y consequence one can expect is that the
total human_system is the loser. This is just probably more metaphys1cs than
science. : “

The concept of schooTjng and educati.a or schooling. varius educat1on
would dissolve. Lf-wefunderstund that schooling is bas1ca]Ty prescr1pt1ye,.
for learning, ar f we'understand_education'to mean Tearning,.then.there
really isn‘t too much of a problem. Schooling is what schooTs do, and to
become educated is mhat youngsters are supposed’to do. .FrOm'this'typevof .
development of a Tearn1ng 1somorph and a Tearn1ng hoT1st1c the need" for not
revolutionizing educat1on in its generaT sense or school systems in the
current sense, woqu ‘arise because it is doubtful that the r°v01ut1on woqu
ever work. However, one does-see an evoTut1on occurr1ng~-a graduaT break1ng
down of school boundaries and of territorial doma1ns of profess1ona1 educators
There ex1sts a greater 1nput from environmental groups, (pressure groups, ~-'f
poT1t1ca1 groups, interest groups,) than has perhaps been in the past. These f,’
are far more legitimate act1v1t1es today than they were ten years ago, by .
1eg1sTat1ve mandate as well as by pub11c 1nterest " What woqu occur with the
whoTe~schooT1ng—educat1on concept is a recognition that 1earn1ng is more than .
the recept1on and emission of 1nformat1on The words student and teacher woqu -
probabTy drop out because by def1n1t1on all peopTe would become students as

well as teacher. But we .are currentTy unabTe to prov1de stud f‘w1th-the

g

~
adaptation apparatus that a compTex soc1ety demands

In oroer to function in soc1ety, in a free cho1ce 1s,f n, 1t has - to be "f”

v

presumed that the individual can’ estab11sh severaT 1nterfaces w1th a var1ety i
. SO ‘ -
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of subsystems within the environment. This would mean that the individual
could cooperatively interact in productive fashion with several types of
other people, rather than having plumbers talking to plumbers énd not .to
dressmakers because of the dinability to establish an interface. It could be
foreseen that, through a learning Ho]istic, pecple could develop the idea

that learning does not stop at age eighteen, that you don't go through the

v "te of passage at graduatibn, and are matriculated aé'a finely hohed,,
finished, Jlearned person. Rather than that, the student would understand
that his or her essentja] task is not to receive andAemit the stuff of"
current education, but to develop a processing apparatus that'would'a1]ow

_ﬁim or her to handle information from a variety‘of ﬁources'and variefy of.
types to process this information into data, and gglf§é1 as though what he
or she emits back to the éthér‘ihteractants_ié'vaTuéb]e and needed. If this
were to occur, we.would-not end up with a homogenized stéte'dr condition,vas,:
others have said. The homogenization would not occur for'thié.reasoh;

because people can fnteﬁact.wifh a-variety of subsystems, theyigah, iﬁ fact,'}_
~interface wifh‘aIVariety o% 6ther information sources. Thé?e\;6ﬁ1d'§éfho; |

stress toward homogeﬁization; there would be no stres: toward breaking down

impermeable boundaries. There would be thefidéntification of territory based

dpon what some people know. It becomes a symbelic territory, The jndividha]

must constantly learn; the fndividua]'must constént]y seek to become:more
proficient, to beéome more competent in estab]isﬁing re1ati6nships {or 1nfer—
faces) to exchange across that interface in a produ:tive,.worthwhile, satis~
fyiﬁgimannef. Once thjs would occur; theh the evofpfion of an educatidn

‘system would be well under;wéy.




