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_ This ‘methqds 'quide is intended to assist elementary
z school gyidance workers in implementing a_dogprehedsive,career

guidance program., Three major areas are considered, First, the life .
career development perspective is examined as-a framework for -
organizing guidance objectives and practices so that there is a
developmental, integrative conceptualization. ‘Alsc included are
descriptions -of the following processes which can be utilized in '.
reaching some of these guidance objectives: teacher developed .
activfiies, media packages, and experiential caréder education (Career
Educaticn) ; models and. methods. moral reasoning, and expanding . :
experiences '(Values Education); media prograas and groyp processes
(Human gelations Education). -In the.sSecond séction, 'the psychological '
education movement is surveyed to provide some tasic principles. for
new and intensive personal development goals. Four facets of
psychological education are examined: communicaticns training;
understanding behavior; behavior change; and achievement.m?\ivq&ion
. and resgonsible assertiveness. FPinally, in section three, program
components are presented to aid in establishing comprehéensive career
quidance within thé mainstream of the elementary school curriculus.
Included is a list of gcals and developmental objectives organized by
.grade level (K-6) unde§ the follovwing domains: interpersonal .
effectiveness; work and life skills; and life career planning. (This
comprehensive career guidance model was developed by the Georgia ,
Comprehepsive Career Guidance Project. (See CE 018 130 for a final __
report cf this project.) (BM) , v o
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Introduction //A o .

The METHODS GUIDE is intended to be én aid to guidance workers in
.the eleﬁentary’school as they ndeavor to ipplement a comprehensive
_career guidance'prograﬁ. Elemeptary schoolhtenchers,.eounselorb, and
specialists hayejempioyéd guidance technieuespfor someltime, espe;ially
the iast.decade. It 1is nof the intent of thethTHODS GUIDE to etart
at the bottom line of guidance practices in the elementary school.
Rather, the purpose of the METHODS GUIDE is to provide knowledge about
<
exemplary career guidance processes that will lead to an extension_of

'basic guidance programs so that an elementary schdpl can have a compre-.

hensive guidance program. ' ‘ N

With this purpose in mind, three major areas are copsidered. First,

‘s

#/the 1life career development. perspective 1is examined as framework for

organizing guidance objectives and praeticeh\gpwthat there is a develop-

mental integrative conceptualization. Seéondl&, the psychdlogica{feducation
\n ,

)
movement 1s surveyed to provide some basic principles for new and intensive

—
\personal development goals. Finally, some. program development components

are presented to aid iﬁ’establishing'comprehensive career guidance within

the mainstream of the elementary school curriculu&.
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Life Career Development
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A New Direction for Guidance -~ .

During fﬁe last thrée'decades, society hgﬁ;witnessed draﬁatic,
ever-increasing changes in org;nizafiona{ structures_énx’inst%tutioﬁal
values. Burgeoning technolégy has accelerated the rate éf change to

_ the -point where an individdal'g relationships with other people aﬁd

things are less and less enduring. Urbanization, population mobiiit&,
, - ;l . - . .K ’.’
and emerging groups and movements seeking recognition have produced extéﬂi

sive psychological, sociological: and economic disruptions.. People expres
feelings of,élienation, loneliness aptd deépair. ‘They are overwhelmed

by the , complexity of the everrchanéing world of.work and 6ccupational

~—n
*

Spéﬁialization, and they are particigants in a'sociéfy whose 'products -
are either planned for obsolescence or packaged in throw-away containers.
The whole society’is characterized by impermanence. Note the following:

* Each individual, on an average,~wild move 14 }idbs in a lifetime.
How do people on the move establish roots?
) ! 1 y
Vg * Work patterns age shifting. It is estimated there are 18 million
moonlighters. In’‘a few years about a quarter of the workers
will be on night shifts by choice, and the trend is for more .
. flexibility in the work force some time in their 1 aotime. Hol
- can families mairtain the quality of their nurturing role?
: ‘- . .
* Children spend less time at home, althcughsthe family still holds
financial and moral responsibilities for them. Soon half of
all children under six will go Sp day care or pre-school cénters.
~ Equally important, will these c ntersfbe planned to help children
develop, rather than bey"temporary‘%ontainerp for echildren away -~
from home?" Will children identify.wjith their own families? ‘“]

* Liféstyles are changing. Among young cduples, the divorce rate
exceeds 50% and the separation rate 1s even higher for couples
living without traditional Tifgiaée. How can;indigiduals g%

. .

4
>




AP
. encouraged to. develop a sense of identitx within each changing
en&ironment? oo o . _ . T
:* There are more than 20 million Americans over 65 years of age.
. - In a few ykars, the retirement age will be closer to. 55 years.
y It's, estimated that thete will be two millijon older people in
‘inatitqtiona by ‘the year 2000." How.can homes for senior citi-
n’*be improved go they will enjoy living? . "

-

. JCPenny EQRIM, 1974, p. 24 B

The ‘events and social forcea that have affected the d/amatic alter-

)

é?t;

ing and reatructuring of society have ‘often dierupted and serioualy chal-

¥ .
lenged the inatitutiOns that have traditionally aerved as societal and y
cultural foundatianaq One auch institution, “the educatiqul system, {

D

has responded with’ admirable aucceaif
& .

‘Whether called‘upon to develop scientiata, provide equal education

for all or, prepare youth and adulie for a participating and contributing

role in a complex and‘highly,mohile technological bociety, the education\

system has reeponded with significant-achievemehts ( However, theae auc-"{~
/ ' ) '

-'ceabes and achievemepﬁz\have«resulted in widespre isaatiafaceion and

chievements have . °© . -

\,frustration rather thad approval and supportiigany ;
‘only . served to generate higher levels of expectgtions. For education, > ’ ,
the conaequencea'of success hdve been " [ mands for greater and'faster'l ;\ﬁ
improvements;-ahd nore‘reSponsibilitiea fa servicea. o
Guidance became an important part } the expanded educational sys--‘ S {

tem, and guidance programs ass?med a n/gpinent role in the educational

v

processes dur4ng is period. Although Ppresent to~Some extent’ through—

PO : “: S T
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>of public education;.guidance flourishhd duri:i,the late -

Mr'60's. This gnowth typically occurred in response to

\
an identified societal or institutional need, i.e., a need for scientists
r
. and techniciansw a need’for more efficient atilizatfon of manpouer, a
) N t . . ‘~ ~“ . ‘4 v -
need to personalize the socializgtion protess, a nded to combat drug
* 3§ ’ o .

»

4

abuse and a need . for students to acquire employment skills.
. » ‘

‘To meet the'se needs, professiohal edGEEtors, representing federal *
N 7

-
A -
»

~§~225;::2:5;2gyartment personnel, college and‘university professors, and
- N /

 local school administrators, set out to identify the goals, deve10p /
o /
guidance programs -and train guidance speclalists to administer the pro-
»

gram and provide the services. While this procedure afforded an ade-.
--quatefstarting place, it excluded the student--the direct consumer of-

) the program--from cht"ibuting to’ the development of the goals. Guidj

A
ance consequently became a collection of services txpically administered

by counselors, and services and related guldance processes had tq;be ;J
\

modified or expanded to accommodate/each newly identified problem or
o . N :5

.
. ) , . -
. v . 5
5 i N ’ ) /

crisis.

Guigance produced réSults during this period and the gap Between

soclety's expeptations and the educauional socialization process was
' -

Vappreciably ﬁeduced. *Literacy improved,_talent was identified. and

‘, AN

. . & . v
encouraged, scientists .and mathematicians emerged and more-y:7fﬁ withe
more'skllls~sought post high school’preparation. Ah unfoctu ate conse-

. N L . ' ! T - . Fy

quence of the program thrusts of this period was the disproportionate 4

~ S , * \ . AN

;n—' - ! * , ¥l o~
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emphasis ob higher education as an essential step in pursuit of\career

~ A ,
gpals. At the same time, -and to their creditﬁgguidance workers persise .

-

tently tempered the society-serving demands of government agencies and

~

funding with awcontinued f;aus on the individual, his or her needs, rights

* “and repponsibilities.¢ B o ’ -

Anainherent danger of many of the educational’thrusts of the post-

\

war years was'the, possible loss'of respect for individuals, their needs
N )

‘/\

- and . choices. The counselors bec;me idéntified with the rols of protec-

» ting and promoting the humanistic goals 6} the individual and one 8 rights
to sélf-knowled;e and self-determination. And the primary process of
the-counselor became the.one-to-one counseling relatipn:hips’

i

.

Guidance was attempting to be all things/to -all people and consev
quently sought to ‘achieve too many vaguely de(ined, all-encompass;ng[; ’

goals. Counselors were protecting the needs of individuals, striving

for the accomplishment of such goals as the self-actualization and opti-'
§ e

"mal development of all childrqﬂ resﬁonding o each new crisds with an

1] ~.>

aBdition or modification/of theif program, and“ atfempting to accomplish 3 f
»
- ’ -\
ald: this primarily through a‘one*ﬂb—ﬁhe cbunseling procesgs for 400 or
. 3 . . R .
more students: . . LT e ’

»

‘The social"conditions of éhe late '60’s and egrly '70's pre;«, e

-
Qo

new demands, Lnd expe ations, and education and’ guidance were +
PJ

’ .agafn respOnsive. . However, the strategies of the’ '50's and "' 60's which

(A

had been at least deérately‘Effective'werg no"longer‘sufficient to JEet

-/ /\, T R ~

7 e A . wl ‘ o \
- ‘ ‘ ‘ . 1Y
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N theuneeds. New . strategies were necessary, and” redefi“ition of role,and
1

B fundtion‘Became the . focus of the.profession. More, students needéd help,;.

\ -

. and the one-to-one counseling was not far-reachingh%nough~to provide,.
> h : f N , -8 ‘

. . . C i .-
< ~ the assistance necessary. Thus, the trend was toward group guidance
ST . \ o B : ' : i
and counseling«#miirect strategles such as consultation with teachers
A . Gt S

. 3
A ’

‘ P PR - < Ce <o
-«\\\’~h::d paxents and the develppment of materials apnd activities>£§§ class~-
L “ . B . . C s

A\ < ) - - N [
- ” Y 4 - ‘
. T r=rqom use. T .- e .. G~
’, g | S N
C e " ) P N , ; «"T. ] I4 T ’; .
. Need for Career Guidance * W e ] e N L.
" -, . ' ’ . . : . '

- - - Despite the efforts q?zguidance personnel\i{iredefining roles ahd

- 'S‘\/ f
- in utilizing\ﬂew st¥ategies, Sufficient evidence Hys emerged to indi-

< ' cate that”the needs of students in several'areas of pnrsonal develop-_
L I ' - g v

£~‘ . ‘ment ‘are not being met. - In particular, the Bife career devel?pment " &
~ .

)

: /
\“A.‘ -needs ‘of students. haﬂg ofteﬁ beéﬁ neglected in guidance programs -

whiﬂh haqp focused on such reactive pnocesses ‘as persgpal crisis-

4
v hi s

ey ’
w;orien d counseding and 1A‘I‘éct processes “such as scheduling classes.
SN . ) - .y
. Several national and state s:rveys of students have shown that- counse-.

v L

lors and ot;ér educational personned are’ not communicating well enough
- o , A
o with stgdents to make much d1fference in‘%heir career oiynning and

r / . -

,<:;;eparations The American College Testing/Program (Prediger,'et%,al., )

. "} L o . .
l973) reported that half of the students polled in a national survey

indicated that they had received little or no help with their career

planning, and that’ 75_percent of the students felt that career'plan- m

B
-

’

-
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ning was most . important and wanted help. 'fi.
v . - o
x/ o As a part of their need for*career planning students should receive
Y - enLs

L - - .

g ﬁelpAin deVE1oping decision-making skills. Confronted with increasing
§ .

-
°

A i choices in such roles as studenx, citizen, consumer and worker, they
f need to be skillful in obtaining and evaluating information and resources
to make informed decisions.

Vslue,systems are no_longer}as constant or stable as when passed
along intact'from one generation to the next in earlier times. The
changing and pluralistic soclety has contributed to a value crisis"
foTr yqung people. Increasingly, individuals are lefb to -thelr own re-
sources to find the values that direct and, .glve meaning to their lives.'
. ‘"Who am I?", and "What .do I want to do with my 1ife?", are crucial

questions for which they are seeking answers. :

Students ‘have a need for expanding their "experiential' aware-
ness of the‘working world. Segregated from purposeful and active work
roles as they spend an increasin‘lhgbunt of time in the formal educational
stfucture, students have too’teq,Opportunities to either understand
the characteristics of work and workers/or to develop effective work

habits. Familiarity with their parents' and neighbors' jobs is diffi-

cult in today's complex working insﬂitutions and bureaucracies.

Chénging Pergpectives of Career Guidance

In the mid and late '60's evidence accumulated that suggested

»
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guidance~programs and services available to students were in some ways,

4
less than adequate. Particularly noticeable was the lack of systematic

' efforts to meet life career development needs. The heritage of the

guidance profession was firmly rooted in the vocational guidance move-

-

ment which emerged in the early part of this century. The foéus of

-

. early vocational guidance processes was on providing individuals with

‘

assistance in maiing vocational choices. A counselor met with an
individual to help him analyze himself, explore and analyze occupational
information, and to make a one-time vocational choice which represented

the best fit of the two sets of information. Thus, the emphasis was

- on-a single occupational choice_throughout the early years of guidance,
a view which served as the foundation and conceptual model for the work

- of the majority of counselors. As more and more was learned in the

areas of labor market information analysis and psychological measure- -
ment the model was refined and improved. However, this view of voca-
tional guidance gradually lost its prominence as more recognition was
given 'to the importance of personality dynamics in vocational choice
and adjustment, cofpled with a rising interest in psychotherapy

’ B v

(Miller, l973)." Also, the profession moved from the static conception
of a one—timelvocational choice to a more deqelopmental viev which
emphasized.the need for planned interventions throughout a person's

life in all areas of development. As the two influences of personality

dynamics and developmental concepts merged, school counselors began




© .to fotﬁé less on students' vocational concerns and more on personal-
soclal problems and educational plaﬁning. Guidance processes were de-
« ‘veloped to facilitate student growth and development in these areas.
‘However, the ahéeptance of this view of guidance as serving thé needs
6f stu&ents in three separate areas--vocationgl, educationalz,and per-
spnal-social;éled to fragmentation and dverspecialiiation. Vocational
counselors assumed responsibilities for working with the vocational
» ﬁfablems of students, educational counselors focused on personal prob-
w.lems, usually oé an immediate or crisis nature. As various school

and community pressures shifted so too did the priorities of the guidance

staff.

The Life Career Development Perspective

A new developmental perspective of students' needs has emerged to°

"cause the guidance profession to re-evaluate the usefulness of.v;ewing
a needs as 1if they exist independent from each othér. The new perspective

indicated that in a person's total development all needs are inter-
related and interdependent. |

To represent this 'broad view of human growth and developmeﬁf,
Gysbers and Moore (1973) used the term life career development. The
word life indicaées that the focus 1s first }gd foremost on people, on

all aspects of their growth and development over the life span. The"

word career identifies and relates the many settings

5n which people
. L\f\“
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- find\themselves:-home, school, o6ccupation, community; the roles which

*

. they.play~--student, worker, consumer, citizen, parent; and the events
which may occur in their lifetime--entry job, marriage, retirement

" (Ftgure 1).", The wotd development i8 used to show that people are con-
tinually Ehangiéé.over)gheir lifetime, When used in sequence, the
words life career development bring these Separate meanings together,
but at the same tiﬁé, they mean more than these words put together in ~
sequence, Taken collectively,Jsh?y d;;cribe whole persons—-unique
persons. with their own lifestyles. Life ¢areer dgvelépment is8 defined
ad self development over the life span throﬁgh_the integration of the"
‘role33 settings, and events of a pgtﬂon's total life.

This néﬁ conception of guidance gasea its rationale and processes
on a'dévelobmentai perspective of student needs, A 1life career devgl-
opment perspective offers the view that students' needs are integrated
in the context of total human develoPment, A life career development

{ mbdel represents a natural step in the eyolution of the guidance
| profe;sion because it utilizes a view of student needs as’ a foundation
for designing developmental guidance prograng.
. Life. career development conceptS also can serve as the body of
knowledge from which the content of Comprehensive guidance programs
can be derived. Life career development {s a total enviro;ment con-

cept that will not only embrace all of the academic subjects but also

‘ include preparation for all phases of an individual's life.
Al

\)‘( ‘10»‘




FIGURE 1

Life Career Development

Settings—RolesrEvents

entry job consumer ¢

; B
worker » sister
retirement

parent

SCHOOL

citizen producer

' ‘brother .
learner / . marriage
Vi - .

leisure
| .
. < -
»” - - o . :

Career Guidance in Georgia, 1976, p. 8.
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Comprehensiveé Career Guidance Programs

o The conceﬁt of'Iife_career development offers a new point of depar-
ture for‘improvinéAand extending comﬁrehensive"career guldance programs.

Career guidance helpé the individual understand oneself and relate to

1f 1t;involves only the academic and envrionmental qompoﬂents but omits
- T . . :

o ’ tPe/study of inferpersohai and infrapersonal relatidnﬁhipé. Career gui-

_dancehfocugés on the.l}fe span of individualsuy It brings together the

kN

. . other people. The concébt of life career development ig not complete

past, present and future. Because edudhting only for tggay_would not

I‘.' o give a student a suitabie background for one's life,'§chool-programp

must consider lifestyles of the future. A-life career development

framéworklallows schools to organize educational experiences that are
toncerned with meefi;g‘the persggal needs of today and tomorrow. B a
Career éuidance should be competency-basgd_education{ Skills'tﬁét““
' the studenfs will leafé are those that others will expect ﬁhem to possesq.
" Included inwith the Ngition of these necessary skills will be an
| understénding.hf hy these sbiils'are important. Each student %}11 -

v 3ave mastered the competencies required by society. As a result, the

- individua} will appear more competent to others and will feel more

-

' competent to oneself,
VCOmprehens%ve career'gu%?ancevis open and continuous education.

I Edycattonal personnel at every leve#—-primary, secondary, and.béjond--

" ' should integrate life skills into the curriculum for all students, not

»
I A
1 £
|- L
® d “J
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'just special groups. Career guidance is developmental; theréfore, aware~
; <
ness, exploration, and preparation for life, occur throughout the eptire ;}“
formal school program——kinderéarten through grade twelve. Life career Ty
development does not ena\at grade twelve, however. Entering the work

world in a specialized job, a technical job, or as a professional does

not end a person's educational needs. At anytime one chooses, he or

\/

‘she can return to the educational system to improve one's life develop-
ment. Examples of postsecondary career development may include increas- .
ing occupational skillg or may'focus on leisure activities, daily living
skillsagr interpersonal skills. Because of changing interests, ideals

#
L
and values, man develops new needs. There are no better opportunities '/' : !

to help an individual explore and develop new skills to‘meetfthese new
needs than with aﬁproaches such as dafeer guldance offers.
Career guldance involves education for planning and-decﬁ -aking.
It 18 exposure to all of 1life; le ing fo know oneself--wha. casts,
aptitudes and abilities he or she possesses; 1éarning to unésrsL «d and
identify with other people. The central focus of career guidance
/ to learn to select attainable goals, challenge oneself, chart’broéedures
and ﬁlans, and make degisions along the way to achieving one's goals.
Career guidance ;e a means of personalizing education, bringing
together all that youth should learn in order to live a hapé;, meaningful,

usef and productive life. Education is brought to the individual stu-

dent Instead of the students being brought to education. When this is

[
Sy
e
-




done, education becomes a personal exﬁerience rather than just anot?er
group activity. The major goal of career guidanceé'is individual compre-
‘hension and employment of purnoseful action. A s;udent is not mereﬁ;'
one in'a group(of students forced into the same mold. Withvcareer gui-
,'fdance, the edneation one completﬁs is his or hers alone--it's personalized.
Tee individual student is better prepared_Eo make ehoices. The ghoioes
wiil net be unZducated:guesse; because the choices will be made after L
instvuction in decision makin%, ‘Once the individual\nas acquired the
ability to make wise choices:'onefs life Becomes his or her own.
>Using,life esreer development cqpcepts as a base, person-cenxered'
goalshand objectives{ean‘be'1dentified and programs can be developed
and impiemented so that guidsnce hi-oms . .. o #9d ational prggram.'w
Finally and most imporrantdy, guic ---grams pased on life career:

development concepts provide a uni, .d approach to ‘meeting the guidapce

needs of all people, of all ages, at all educational levels. ' @

The Life Career Development Model ‘ -'S
| . The 1life career deﬁelopment model (Figure 2) focuses on selfidevel-
opm t as effected‘through three basic interrelated domaings—interpersonal
fgzjtiveness, work and 1life gkills and life career planning (Dagley
and.Hartiey, 1§76) An underlying assumption of the mod 1 1s that self
develoment is a function of a person's interaction\with thers in var-
~1ious 1life roles, settings and events. The basic domains are designed

}

{
!

.



/."‘i
. FIGURE
: ‘Life Cares? Devel p;nef_xt Model \
™~ - .
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as representative of identifiable needs and desired outcome‘ and should

‘ not be considered exhaustive. The puypgse oﬁ/identifying such, domains
o ‘e

. [1s to provide a functional fqcu# for the planning of- developmental )
. P - * )
~career guidance strategies; )

\

‘ . e %

. Self understanding and attainfhg interpersonal skills are the

major desired‘?utcomes in' this student needs domain. A central focus

«

3 of this area involves the development of positive feelings' about self

and others. An awareness. of one's ow? chéracteristics of others and
" /

of the environment contributes to feelings of confidence and acceptance,
L .

i .t
B .

outomes which can be .ach eved through va‘Pe development and clarifica-
. < B .
{ [ ] ‘
The changing nature of our society underscores the importancé of
4
: ‘ students' achjevement of goals in this domain. As human interaction

tion a&tivities. f

and interdependence 1ncrease,individuals need to improve their:abilities
to relate with others on both individual and group basds. To be able

. ’ A A >
to.develop and maintain meaningful relationships with others adds greatly

to mental and physical health. Moreover humanistic work and ‘1iving
¢ ’ébnditions can be created or maintained through the developmbnt of —

'
-

« cooperative attitudes and work habits.

.

Cooperation, involvement, commitment and thé‘accept%n:;>éf respon-

s8ibility -are other important personal characteristics considered in this

I . Ly h \ ’ ‘ ) " . > : e ) \’Y’—\J

J

. . R
- ) * . g
Interpersonal Effectiveness : o ! (J .

e,
«
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- domain. The following reyre§Ent student goals\\wsociated with this

Y ‘ Y- -
. v > , N

.\.

domain._'"Q o
’ . . - s iR » y

N recognizing that behavior toward gthers affects othére behav
3 h f“understandlng the process of making and keepihg~friendhships

e f* becoming aWare o( the variousfmethods 'of expressing opinions

J and- -bgliefs T _ ‘
- 4 . - — .
1k identifying socially acceptable behaviors occurring n a group -
situation \k . 3’

A
* becoming aware of thA}effects of competitiéknesa and coop ative<
' ness with both peers ‘and adults.

, * learning the value and. process of establishing anreffEctive
) \ relationship with family\@embers

learning haw to achieve feelings of worthwhileness

*. learning how to éxercise some control over oneself and one's
- environment ¢
* : L : . v
* understanding the uniqueness of personal characteristics and ' ’
. abiMties that may, change from tgme to time._

‘ Work and Life Skills , ko

. V.‘Fi
Work and Life Skills should focus on the knowledge, attitudes and

skilla emphasized in social studies, mathematics vocational education,&

fine arts, language arts health education and consumer educat;tn. Prepar-
l B

ation’ for a full and responsible participation in life is primary :
V "‘
desired outcome fgr students. While a technolog;cal working world re-
/

quires entry-ledgl,occupational skills of a specialized nEture, shift-

ing trends of employment require reparation for a wide variety of
n P

N .

;'17T_




' . y - R . .o ’
oo 0 ; . . doe ‘ o -
\/\) oy ’ "/ ] . : C e )
. g . o e v

\ \ (d e - ‘
v 'AW o’ - . ‘.
jobs. LH coppréhensive career education p%ogram based\on ife’ career

A — . -4
~ gram of actj?ities outlined in this domaina Lo N
?’N A central fOCuS of. this{domsin,is on the students deve10pment of

1
-

‘ an experiential awareness 0f the psychological, 80\ 1ologica1 and econo-’

oy mi;&f'dimensions of work as related to personal’ life career, pi?és} The
‘ /
socio}oa&cal dimension encompasses such components as societal limita- :
Bl . . _

tions on the individua}'s chbice of. occupation-and the purposes of edu-
r _ cation, work anghIeisure.\ Theeconomiccomponent refers to such ponsi-
& S ' | ® o . ! ' * '
“ T
derations of occupational choice as amount of pay, number -of hours,

fringe benefits and the cost of various lejure activ ies. The psycho-

® o — .
’ logical perspective refers to the amount and kind oZ/personal satisfac- " .
% L » . ‘
o tion an individual l‘eceives from education, woxls(fan leisure and the

intern 1 factors which affect this satisfaction. The folloWing‘}epre-
. - b} .
sent s dent goals associated witﬁ‘Lhisidomain.

N a N g
: * identifying consumer skilis that are used in daily 1 ‘ingﬂ
' 7
* becoming aware of the relevancy of subject matter and oWher

school experiences to community, home, 1eisure, and occupa-
tional sﬁttings -

)

: N\
} : l*- recognizing~the importance of people depending on each other,
i ' o to perform certain tasks
~ J ' )
~ % apprecilating the importance of personal rewards that come from
T a task well done :
¢
, * appreciating that -tasks™have.a purpose and that steps are
2« \ ’ ) € - ) :y/ :'. -
L3 ( - A ’ = < . N
- T . c . -
, s h . ‘ \ ) - q" - N ;
\ 5 " ‘ ' *
0y ;
-~ ° ' - 4 ( 5 l\ /
> N
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* ﬁlearning how to recognize pers
related to job - fields

. ® .distinguishing between work a/d leisure time activities

sk vgiVing due respect to others for their work and the contribu-
P ftions they make regardless of” its[nature B . iy

NS . A

Tk becoming aware that all people perform some/type of wor k

, -4

P

* becoming\aware that work roles may change during one's career
* understanding that there are jo families and one{s interests
: wand\abilities caml relate to sevdral jobs. . -

e . :

Kl

Life Career Planning . ’ C
Py O , . L. :

~  The development of decision maklhg skills is .the primary goal for

students in this domain. The complexity of modern society requires ,
A w

a high level of knowledge and skill in making informed and reasonable

®

; choices among the_maﬂy alternatives endountered infdaily life. Unpre-
. . _

of P ) ]
cédented Presslres exist for young peoplf to choosé ‘among an abundance

of educational and occupational optfﬁhs. Responsible participation
| '/" N 'S

» 1in community life also demanys increasing degrees of kn e in de-
1) . . = ! ’ < M i
.ciding on important socfa: d political issues. , S

An uninformed'choice 1s no _choice. Students need to learn how to

P

acquire, evaluate and process 11 formation neede® for decisions in all

-

"y

areas of their lives. Confrontéd with cdnflicting Values, they also

need aasistance in developing and clarifying their,own behavioral stand-

ards and values. A desired outcome 1s for the student to associate




’ . - . Fa
planning t one's future’options in life. . Personal'freedom influ-
&

o N

e/ged by the degree of cOntrol anujndividual has over his environment

) . . B . . .
. - B -~ . ‘
N . . . . . B - .
‘ - ' -, . s ) . s .
g - . [ * - . +
. b . ” ) . 3 ~
S . ) : o
s A, - 4 . : - e
- N * A
cL “r Y ) R

s Y | e ¢

through confidence\in his decision making skills. T \ ‘g:.w.‘
. : :
gprk is an integral” part of lifE, and thys greparstion fo; work
dese;ves najor attentionf\ The development of. basic life skills alsg_,é—
deserves comm:nanate attention in educational prqgrams@ Thereforg,

‘this domain also focuses on skill development in areas of the variouS‘

N —

'life roles, settings and events.which an individual can expect to

encounter. The following areas-represent student needs idéntified in

. N A R , & .

this domain: 4 ' -

* becoming ow attitudes and values affect decisions,
actions and lif‘ tyles

* understanding how one's life is influenced by decis*ons made
° by oneself and by others
* becoming aware that there can be alternative decision-making
courses, with differing consequences ’
A * recognizing that "planning" leads to more effective perfor- /{
: mance than does a chance or "trial-and-error" approach to
- a task

* acquiringleffective study and learning skills

* employing listening and speaking skills that allow for involve—‘
ment in clas\room discussions and activities

* .evaluating one's abflity, progress and methods of improvement
in various subject araas

* recognizing how indivi
different tasks

¢.

* recognizing that learning occurs in all types-.of life situations
. < ) 1 L
1 4 ‘
s/
'j)\. . - ¢
. ! e b4 N [ T
o . . N Lo
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* - appreciating the value of clarifying and expanding, one 8 interests
and. capa%ilities. ¥ .

7

. '.A comprehe ive career guidapce program 18 needed to ineet_the above -

.?eeds. A career g‘t:lli_dsnce‘p‘rogrsm"should be initiated in the elementary

schooi_l and extend into other edtic_ational levels and settin_gs .. The career

. ‘. . : . - J . -
development goals, objectives and competencies to be developed in an

5

eLementary school(ard suggested in Part I1II, page 251 . .

The followi section will focus on the processes being used to

r%ch some of"_-tjle career development objectives in the elementary school.

i : Teo e e

. . e

3
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* CAREER EDUCATION

% Relating the school and its curriculum to the outside world is a
necessary firat step in establishing career education in a echool ays-
tem. Inetead oﬁstelking about the outeide world in the abetract the

outside world tan be used as a major wehicl{ for inatruction. Teachers

-~ ° &
can use  the career world outside the school as' a teaching medium for

transmitting basic education knowledge and-skills.

. . : ~ o . . o . ‘/r .
The career world can be brought into. the school by resource per-
: i T .

sonnel, parents, and the atudegto'themaelvee. . Action oriented, 1earn-

by-doing Processes ahould be used. For example, a teacher can use the
banking buaineaa as one of- the career worlds through which a wide variety
of baaic education objectivea can be incorpdrated. The traditional con~-

tent area skills and knowledges in this instance are correlated and

i

related to the banking buainees. The restaurant business, the conatruc-

\,.—...
/

tion industry, and other work aettinge can be used'ip'a similar manner.(
While a content-oriented teacher may recognize ‘the potential car-

eers as a medium for teaching traditional content knowledge -and akilid’

(S

“the career-oriented teacher will appreciate the medium for tﬂe opportu-

.

nities it affords atudente to develop a personal sense’ of how to relate

‘Present worth to future worth. _ T K

B o RIS
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)
Educatienal Processes and Activities
_ Elements Traditional Education " Career Development
. Instructional process Book contained ' - >Egperiential.centefed
. 3 N ) . ' . N .
- Learning activities  Abstract rich/ . - Action-Abstract balance
-t ’ Action poor » !
- . 4 ¢ P
- Coifent emphasis: * Past , . - Here and now/Future
Reinforcement ! - Abstracting ability Doing/
s . I o Abstracting abilities
“ Evaluationh : Group norms ' Individual performance
r —— T

Through guidéd career explofation it is possible for a student

3

to develop an awareness of one's own potential and worthwhileness in

the present and thus project this in the future as a participant in

.

a greater world. -Through career exploration, the.child will have an
. ¢ . :

e opportunity'tovobsefvé what it takes to be a responsible contributor-

within the adult world. ' : . .

Exploring careé? worlds will help students develop a feeling of
how adults achieve their place in society. Through career exploration,

. .students can examine the meaningé of work and leisure and their rela-

tionships to persbnal life styles. Also, singé caréér exploration is

a péreonal éndeavotéhnd not. a competitive venture, each student' can ex-

< N
" plore at one's own pace in their own'dhique fashion and ‘thus be assured
- of a measure of sudcess., ' e

.

Ad Glassér contended in Schools Without Failure, -self-worth and

o 'A o o : ) ///3%




willingness to eeou;e responsibility for one'e own learning are bui1t

on a foundation of encouragement. The student acrive 4n career explor-

o

ation can be reinforced whether or not he or she possesses ‘abstract

I
I
|
I | echoluetic ekillsy This does not imply that.basic competencies are
' ‘not iﬁpottant, but simply that content;otiented gtoup,achievement tests
are not the only way of providing feedback to 'students about their
' eelf—wotth.
" As one 'school eupetintendent noted, "Pethape the nost impottant
' part of Career Development ie the humane wey it helps each chilf devel-
' " op. " The poorelq readet’in third grade might be the hest with a hammet,
and he wil] get esteem from his peers."” Students with gompetence in
| basic educationléill find that career exploration can be enriching gndu
tewatding and can be pursued without uaitiné fo; other ‘students to teaoh
theit level. ’v ‘ S h
'Hénthedchete not only determine all instructional goals but also
assume totai responsibility for seeing to it.that students ;:tain mini- ‘{
4 . mal content’competency. Careet development~oriented thinking, howevet,///
encourages individual student planning and self-accountability. In
one school, teams of students otganized a worker visitation unit and
made visits to workers in the community. Using recorded interviews of
wotkers talkiq//about their jobs and pictutes taken of these wotkete

on the’ job, they prepared several nattated slide presentations which

they shared with other class members and t%eit parents. .

PR
. .

. v
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§ e U R )
"' Who is respopsible for career development pfogramsvin the ‘school?

- '

The answer 1s that all members of the school community have a shared

responsibflity. Parents and employers expect the schools_to impart
o ~ knowledge ‘to studqnts without un&erstanding that.the home and commun-
- . . K . ! x v-

ity can be a laboratory to help students relate ‘'subject content to

the outsideiworld

v

Career development as a unifying construct in education pro:?aes

_the opportﬁnity for all membetrs’ of the school community to cooperate

and to be responsible. Unfortunately, however, many programs that are /(
' . T, ' ’ .

‘. - o

now being organized around career.development concepts are geallyvtra¥

ditional education programs in disguise. Typically, sych programs

-

emphasize only the world of wotk in the abstract; students are taught

about occugations. . ) .' o B ' -
ﬁven when these activities are done in the context of the work

world, theiehphasis 1s still teacher centered and‘product orienteé ’

rather than student senteyed and worker life style oriented. Other ' .

programs rély heavily on "commetcial‘publishefs who market a fantas-

tic collection of.occupational encyclopedias, file.cases‘of job de-
scriptions, %ilms and f lnstrips; and more recently slide~tape programs,
microfilm systems, and zomputerized occupational information systems—-
all under the guise of teaching individuals about the World of work."

Such materials unfortunately are seen as ends in themselves.

<
K]

When the school builds upon the inherentiinterest of the child

t '




‘businessman, carries some responsibility.

- . . I/’ . ) . . v e

. ‘ ;'. ‘ \\ '."‘ ‘ ] B ]
in activity and explo;ation, enriching his leatning through. appro-

priate experiences which help him to see what he 13 about and tJ'cOnQ

sider what is- most 1mportant to him in relation to ‘the adult world wé

v

then bﬁgin to have the elemonts of a career deve10pment program. With

-

such a ﬂrogram, each member ?f the school staff has a stake in the

child's career development; each teacher, and 1ndeed each -parent and

p

&

o



‘ TEACHER DEVELOPED ACTIVITIES " T
J

"Incorporating career education concepts inte the total echool

‘;program can be done in many ways. A cohesive program most“reedily
- develope when teachere pereonaliae program activities to'meet the inter-
eets, talents and needs’ of their own classrooms The world of work
',) servesgas a vehicle to accomodate a great variety of theee deede.
' Teachers wilJ./ften be using career education activities ‘devel-
;> - 'oped by othe£§ or: adapt parts of,packaged prggrama It is also pos-
| -gible for\teachers and specialists to design units and activities of ,

s .

,their own. First, ‘this can be done by developing activities around

the subject matterfbeing taught. For example, if a aixth grade math

&

~ unit is focusing oh fractions, studenta can’ assume the roie of car-
penters and figure the me ements of the lumber needed for a parti-
cular-building.. Secondly, activities can also be developed around the

-

career ‘education goals and objectives. FOr example, if the objective

]

s ""For the learner to identify five of his .or her personal characte;-
istice" this objective can be related to math gteasuring height, weight),

’ art (self portrait), or social studies (similaritiea and differences

of people) A thij: approach is to plan a l ge unit which centers

 on_and develops from &n "idea" ‘and incorporates a wide<range of cur-
® J

s

riculum and career education goals and content. A discussion of this

last method follows. s ' , ¥

-27 -




. The Orgenézing Center Approach/*\

Wernick, (Project ABLE, 1971) took the idea of an organizingrcen-

this eyetem students progress

‘ S

[

ter" and developed it into e TOCEss which uses the world of work as

rom human - forms (edult roles) to abstract

,en orgenizing center for the’ ::rriculum of an elementary school. 1In

knowledge (subject matter). Thie\eyetem creates actiom, involvement o

and relevance. The vrocese is illustreted below.

7 srxrs

*R*XSTEP ONE***

*

Idea ' Think of a perdbn, a thing,

a place, a skill, an activity, or

an idea around which to develop
world of people activities:

ARRSTEP TWOR** <
As a group develop a list of
all the occupations’which are

involved

AARSTEP THREE*##
N

ACCESSTBILITY What materials,
resources, services are avail-
able to the students to make
their learning experiences of
each occupation more real?

M*XSTEP FOURWR®

* MOBILITY What content areas

(subjects) and skills emerge from
each occupational study?

d

b

. N

e

- . \_gj' -

EXAMPLES
y

Reesgurant

. ," R " ,’

. | . -

y - L :
4 £

{

Manager, chef, waiter/waitress,

hostess, dishwasher | -

. )
Manager: manager, school cafe- 1
teria restaurant, library mater-
ials (filmstrips,. tapes, books)

Chef: chef, chef's utensils,
kitchen, library materials

*Two occupations will be selected
as instructive examples

Manager

" -mathematics (income, expendi-

tures,tallying costs)
—langudge arts (letter writing,



- WARSTEP FIVEM##

. ACCOMPLISHMENT . What perfor—_
‘mante opportunities are open

to. the students? In what ways
widl their learning be demonstrated?’

¢

/
\

o~
4

. EXAMPLES

‘ vocabulary, conversational
" skills) )
~human relations. (tustomer,

employer-employee)

-social studies (governmenthl U

regulations and requirements)
Chef C ' P
-hé—Ith'(hygiene) .
-science (chemistry) ¢
-mathematics (measurement)
~language ‘arts (reading, voca- -
bulary, spelling, abbreviations)
-sqcial studies (ethnic customs),
-geography

. av

- .

Manager |

-Roleplay ordering suppliep,
hiring personnel c
=Visif a restaurant for lunch

-Rep6rt on franchisipg 4

=Interview manager “for news-
paper arg—:ki:%g '

—~Report on trade related to

. holidays, seasons, birthdays'

~Visit school cafeteria and
compare operations with
outside restaurant

-Interview parents about how

- they use restaurants and
report findings

~Construct a model restaurant

Chef

-Construct model kitchen

~Prepare various dishes (mixture,
proportions, size of serving-
portions)

-Make a booklet of menus (appear-
ance of foods, serving classi-
fications, order)

)

e

’
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Y

opers J

ﬁ ‘ -Roleplay chef discue
pations of week's buéineas g

: " , fit, labor)

B

*- - =Write to chefs schools for >
x - information -
. . , - =Report on work in the kitehen

‘ S ~Construct bulletin board on
o, - - L ’ duties of kitchen help
A - ) -Interview parents and other
» , - - . adults. for reaipes

¥

s . as it affécts human feelings . -

s One idea thus expands and explodes. to en&elope a mytied of goale ) t\

and obje‘lvee. For additional inf\'@eti% ut the "Organizing

Center" epproach, Bee Tedching for Career bevelopment in the Elem%gﬂrz

/

i
-

School (Wetnick 1973) L .

Competency-Based Activity Writing

) ~Bernhardt (1977) developed guidance activities for tlé elementary

school. These infusible activities were bne/ed on career guidance compe-

" tencies. Each activity develops skills f £ y ter c riculum -

thirty goals Thus, the activities are integrated with the bar
: g

areas and from the Georgia Comprehensive Cax;eer Gui,

matt_er skills teachers are currently teaching. ‘ 5

The .competency-based activity writing process is outli?éd o the

following page 31, Examples of the activities follow on pages 33
L w e

through 39,

r\

o : by

-
. B ’ . R
v . a

~ :



- NNg

Y
\

; . ‘.

Y .
.\ STEPS IN-COMPETENCY—BKSED ACTIVITY WRITING

<

“.These are not to be used in'a iocked in order, but represent a
'i- flowing process - ‘ RN

// oL . o L .
Loak at a specific COMPETENCY. > ’ .

-D& I need more, information? - i v
—If ‘'yves, see 't '

AN ~ Dict nary S \\

Thesaurys,
! ; .Journal ‘
'-)S o sConsultants, e.g. school CounSelor
Focug on your STUDENTS : . - j B o

~What is the age range?

-What do .they like/’'to do at this age?

qut can they do, at this age? *
/71 JWhat can' t they do at this age?

Consider the PROCESS possibilities. \
-Look at ypur bank of strategies ' Co
—Update your bank of strategies
_Idea books (SPIéE etc.)
. Professional magazines, journals-
" Consider the ACTION involved in the strategy.»
. ~What activities might be used?
; ~How midht the task directions be worded?

Focus on the BASIC SKILLS involved in the action and process.

g gggg\at the possible basic skills uged.

=

-Congider the vari 8 subject matter concepts covered

Look at the INFUSION possibilities, - v
-Consider the completed activity as an introduction4 .
. development or follow up to the. subject matter skillsg.,

'Congider the USEFULNESS of the basic skill.

-How is the basic academic skill used in students'

or adults' work, léisure, family member, or citizen roles?
-~How' 18 the CCG competency used in students' or adults'
work,. leisure, family member: or citizen roles.

Look at the MATERIALS/RESOURCES involved.,, >

,-What 1s needed? . ’
-What is available?

4 £

3 . The foliowing are aspects of” competency-based activity writing.



Consider the CLASS GROUPINGS.
'~ ~How can you give everyone a chance to participate?

Look at the PREPARATION rhsxs for organizing and pregaring/
~Class groupings
v =Materials '

~Resources 1.
™S .- Consider ADAPTATIONS for K . |
R -Fast finishers ' o
« =Slow workers ‘. ﬁ(\. -




EARLY m.DENTARY'CLASSRQQM‘.ACT_IVITI‘ES (K-15 - ‘n‘etnha:dc_; E. , 1977
s - v ',l o

”Aé;nvm ONE: 1 M m TOyCH wrm MANY PEOPLE ‘. . .
‘ Ol >3‘.£. N i

Enuchoxs momnon R el . X

Sugject ’Matt:er "Area Math, Qﬂ:, Language Art\ o 7 ] ’

} : .
Class Ggog%ing Whole class/ ' L R - \f

'l‘otal Tﬁne One or (two clasa per:l.ods . e
Concegts and Vocabulary Circle, re].{at:lonship, tqﬁch tcptc!f
\ing, ‘In touch with' % N

gicator 2] Prepar&:;on Tasks, Pregare for each student a copy -
of page 80 of the Reaource ction. 4 : : 7

' v A
< MaterialgAResources Crayons, pencils

H . .
o Skills L:l.sten:lng, comprehen 1g, relating information to - '
. v~ onesdelf, dra}ing, color : T '

PROCESS (- | R L SN
. , ST " ] -

a. Explajin the melati nship by tal ng about connect and
conn¥erion.- Draw two dots on the chalkboarzk Now draw a
l:l.ne segment from one almost _ o the other. Wsk the chil- -

s fdren 1f the dots are connected. _Have them tell you how to

'draw the line so that the dots are connected. Use the

‘word touch. Yes, now the lLine\is touching/the dot. The <

dots are.connected. Tell the students that we are con-

nected to many" people, not by lines or safety pins or tape', “
) * - but by-talking.” We can ,say we are in touch %ith many ' , .

Ppeople; we have relat:l.onsh:lgs w:l.th many people.

. be Distri—bute copies of 1 AM ™ TOUCH «,WITH MANY PEOPLE (Re-.

. , source Section, page 80 ). This page has six boxes. -In
’ _ the large box each student will draw a picture of h;Lmself
‘ or herself. *In the remaining boxes the students will draw
m they are in touch

. _pictures of five other people w:l.t:h,

w °F which whom they have relationships. \Those who, are able -
(may add names as wegll. Tell them -that tRese five names
represent Only some people with whom they have relation-

shipg. . .
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> . . . \ Lo
e, To ‘process this activity \r&/studen%s to raise their .

- hands 1if they,have illustrated .any of the following

relationships. : < ,
y - you and your' fathet - \you” .and your mather
= you and your aunt- : = you and a neighbor
‘wr. = You and your uncle = you and-a friend ‘
o - you-and your grandmother ‘- you and a classmate

- you n} your- grandfather ~ - you apd your. dentist - °

- = you and a teacher © = you and your cousin
= you and a doctor ‘ ”, = you and the. prittcipal
‘ ‘ ) -
S8 /hk if anyoho ‘has shovn any' -other. relation :l.ps. '
. Pout those telati,(i‘nship ﬂfuattatio 8 in/a space which

you have captioned "I Am in 'rouch wi
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INTERMEDIATE ELEMENTARY CLASSROOM ACTIVITIES (2-4) \- Bernhardt, E., “1977

ACTIVITY EIGHTEEN: WHAT'S MY LINE BT

P . o ’ g' ' ] ' ‘ +

-'EDUCATQRS' INFORMATION R

l Subj ect Matter Area I.ahguagq Arts, Art ' J

Clalss Groupin& Small groups of%two- or three
0

Total Time Two class periods

Concepts and Vocabulary Scho'ql,icomunity, interview

'Educator's Preparatfon Tasks Divide the students into small work
groups of two or three. Read the Methods guide sectioh on L
. interviewin®.- Arrange ahead of time for children to interview -
some school workers - once for this activity and again for
activities nineteen and twenty. _ .. .
Materials/Resources For each group a large piece of poster paper °
labeled TASKS, pencils, crayons, paints, -felt-tipped markers
(optional) for each group, magazines, scfssors, and paste.

Skills Group work ’9&1113, interviewing skills
PROCESS . - , 1

a. Divide the class into work groups. Assign each group one of
the following school workers to interview about their work:

e ___ custodian ' ' ' nurse
____ cook ' , __ principal
;_ music teacher -  ____ student
— librarian | —__ student’ te#cher

i'emedial reading teacher teacher aide

special education teacher - teacher

Ask them to find out the different tasks each one performs. Tell
them that they will then -illustrate this information on charts.

P Charts present more than one idea about a single topic. Postets
consist of one main idea. ‘ : -

Post the completed charts all around the ¥oom. : )
L; 9 . - ' \\
A B
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'UPPER ELEMENTARY CLASSROOM ACTIVITIES (5-6) - Bernhardt, E., 1977

ACTIVITY TNENTYAONE: VALUES AND LIFE STYLE oo N

- EDUCATOR'S rﬁromnim e : | ’? S
Subject Matter Area All gubjeot matter %reas "/
‘ . '
. L Clasa Grouping Small\groups

o R

-~

Total'Time Twa or three éﬁass periods

. _Qoncepts and Vocabulary Rank order, prioriabfse&ting, values,
w . : importaﬁt life style N

o : ) » . 3

Educator's Preparation Task Get planning gplders and storage
¢ and Oocabulary sheet ] -

Lo Q . Meterials/ReSburces Crayons, pencils, 81 x 11 inch drawing paper,
8% x 11 inch -writing paper .
- . . : _
N Skills Listening, comprehending, projecting themselves into the
" future, prioritizing ,

)

P g

[

/| Por the remaining activities establish on-goi%g:n

/ : ' * ‘
.
.1 a

1

. plénning folders. i W

e N Before launching tth activity, have each
" student make a Planning Folder'. . In these
they will put ‘@11 the completed Resource
pages they accumulate from these last 10
" activitidsk Consider re-doing. some of the
activiti3§ at a later date. This will en- : P
able studeits to~see signs of personal o

change /

/

b. dvo,cabulary lists;\vj

Post a blank sheet of newsprint. As you
introduce new words and/or concepts, write
hem on the paper. Let.students choose

“to ise them £0f "bonus" spelling words.

ay
o
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PROCESS "

"Ce

. that is, arrange the strips 80t
their. second choice is iunder thaF, e%c.

.Now ar

¢

s

[

Ask students to ﬁear“a piece-dffﬁaper_in seven small
On each piece they will write one of the following:

—camper- 3 oy

-mansion .

-cabin by the lak

-=city apartment

~chouse ‘in a city suburb

ouse in a small town ¢
!

4

T S
.

\

8

The quest{ion is, "Where would ﬁ@u'prefer to 1live?"
: i

Now aéﬁ’sfudents.fﬁ r;nk order Shese in a'prioritj setting;

-

1 .

explaining their rank order - especiall

last choices. _ “f

heir first choice is on top,

range students in small gro¥ps. Have them take turns

y their first and

Now ask. them to focus on thélr first choices. Ask them to
imagine themselves in the various homes they have chosen.
Ask them to close their eyes and make images .in response

to the following questions:-
-Where is your home?

-How is the weather?

-What do you do ‘for recreation?
-Do you have other choices?
—-Are you married?

-Do you live alone?

-Is it crowded?

-Can Yypu have privacy?

~Is this an expensive home?
-How did you get the home?

-Is it close to your relatives?
~Do they come and visit?
-Where. do you work?

~How far is it from where you 1ive?

..

ér'piegei.

ST

Explain that‘thg way a person lives - 1ife style - is affected
. by what he or she values - thinks is important. We usually
choose what's important to us. . ‘

4 .
X o
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_e:; Distribute 8% x 11 drawing paper and have students prepare
' illustrations captioned, "My Dream House.' Have them fold a
. . plece of 8% x 11 paper in half lengthwisz. On the left side
e they ‘write the caption,“What I Want in My Home." On the other
: side they will write\y{l: caption, "Wwhy It's Important to Me."
Ask them to 1list several features'in their dream homes and the

reason why they want them. .The two papers can be mounted side

;‘ \w‘by side on a 12 x 18 plece of construction paper and displayed.

—~
L ¥}
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so_has the number andgvariety of materials to assist in 1its, imp}e-

. mentation~ The range of objectives, processes and skills employed is
wide and varied.-,gome pdckaged programs are primarily informational

+

in natyre and déal?with specifiC‘occupational or career clusters.
,\

Other programs adqﬁt a more personal approach and relate values, rela-

! t 3. sl
' A — : As the concept of career education has developed and expanded
' : tionships and deé&sion—making to the casgers deve10pment process.

Some programs invalve using ctual occupational matefials or tools

and others simulate job expexiences. There are programs intended to

“a v

help stuEEnts choose;pccupations specifically suited to them and pro- .
- .

grams which emphasize gez:i’} occupational awareness. One fadtor to

keep in mind regarding all -of these materials is that they are intended

t g’ucilitate meeting the'goals of a comprehensive ‘career education’ . -

. vrogram--they are not the program. i
4 : R
>

T~

Chaosing;Materials

‘ How, then, does one choose whieh ﬁatkaged materials to use? The

*  answer to this question 1is directly related to the specific class-)g
room. To choose materials vhich genuinely enhance career»enducation»

. in the classroom, teachers must be clear about what career education is

cheir classroom. The following four-step procedure can assist

teachers in choosing materials as needed.

>
o




- Step 1. . eview the career education goals and objectives for
: our instructional level. )

. . N ) ° ( ,‘.
Step 2, Identify what activities or procedures occur in your
‘ Y classroom- that meet these goals and objectives.

Step 3. Determine for which goal areas there are insufficient
activities or procedures. i'
Step 4. Review the resources 'available as listed in the Media
In Career Education Handbook (Georgia State Department
of Education), or look over brochures describing packaged
programs for purchase, and select program materials to
supplement the areas identified in Step 3.

A few ren\esentative packaged programs have been selected for
review in this section. *While these program materials are very good,

there are many other progrems which can be used equallywell. The

' purpose of the review is to provide some indication of the kinds of

materials available.
’ LY . \ -
’

Big Blue Marble - Career LearningﬁCenters ’
poo
The main emphaeis of the Bipg Blue Marble (Xerox»Corpogation)

series for intermediate grades 1s to encourage an awareness of tha
variety of jobs available in*the worid of work end to stimulate ‘the
‘students to further explore ‘the areas which idgerest them.

The program consists of a series of ten separate kits, one for
each of the occupational clusters defined by the U. S. Office of
Education. These include: Agri-Business, Busiﬁess and Office, Com-
munications, Health; Marketing'end Distribution, Marine Sciences,
Fine Arts and Humanities, Environmental Cortrol, Transportatfbn,an&

Construction. 2

=y

A
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Ea¢h kit uses a filmstrip and a recording to assist the students
ih acquirfng basic information about the-occupational aresg. Each

kit also includes -a set of manipulatives which duplicates articles

'actually used by workers ithhat field and allows the students to

simulate some work experiences. Questions to answer or problems to

»~

solve increases the. gtudents' awareness of the skills needed to be
a competent worker. These activities particularly enhance their
. . {
awareness of the reléchnce of school subjects to career skills. While

the program is heavliy information-oriented, the open-en@ed thinking

k’ encouraged helps the students examine the values, attitudes and

.motives)inportant to workers.

7 . VA . 3
Behavioral objectives ‘are clearly stated for each Career Learn-

ing Center so that evaluations can be more readily done. In addition,
a teacher's guide accompanying each kit explains the ways each_teacher

can use the materials to his ‘or her best advantage and accomodate

, N
the particular needs of his/her classroom.
- Career Education Programs
The Compulearn Career Education Program (. ’) is ¢ .gned for

*
levels K-~12 and is based on a computer programmed approach to/learn—

ing. A battery-operated matrix console, with a black and a red probe,

~

is ‘used with program cards to introduce basic ideas about- the world

of work. At the elementary level, the program includes these speci- *
4

“
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’

fic goa;s:
: 1. 1Introduce 15 career fields, containing over 250 careers
* and career descriptions, through the program cardséﬁﬁ

' Educator and Student Guides, ) v

g) Introduce symbols that représent the 15 career fields.

. ] ‘, ,) ) .

3. Define and explore five major job values (motivatiomal
factors involved in career choice) and correlate these -
values with careers in the 15 career fields.

4., Encourage the student to project himself/herself into a

™ variety of career experiences,—through the use of role-

“); playing, career interaction games, and self-identifjication

with a fantasy character, Mi,

5. Broaden the student's understanding of and interest in
various careers and career activities by using a program
,of supplemental activities and a career bibliography at
the student's level.,

- While the program requires some skill to correctly use the mater-

ials, students can readily learn proper usage with some ihstruction;
The program may Have”specialﬂappeal té,students since it is prq@ably
quite different from other materials they use on a rcutine basis

Some other assets ;f the prograﬁ are that the, program cards c¢an

be used indiﬁidually by students in a relatively short time and follow

up activities can be done individually or in small or large groups.

>

The self-learning approach used in the program means that students are

.

less likely to fear failure and can keep trying various answers until

the correct one 1s selected. There is no recording of number of

‘right or wrong answers or other kinds of formal evaluation. This means.

that group discussions about the card activity and information, or
3
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other types of follow-up procedures, ‘?f necessary if theteacher wishes

to be assured of the students comprehension and progress.

1 .‘ -
The program has an additional strength in the type and sequence

of its goals and activitiés. It begins by dealing with information

i

. about the.family and the child' 8 relationship to the family, eep ally

in the role og\family worker. Interfamily relationships and respoh~
> o
sibilities are then expanded to family and the community, enviryﬁment,
é
and world of work This expansion of contact and i§§blvement increases

as the student's own contact and experi&nces are likely incréhsing.

This approach allows the students to more readily identify wi+' 1nd

thus integrate, the ijé;;;ation obtained .urough the progr;;\

Widening¥occupational Roles- Kit 1/:>
The WORK program, developed by Scien&e Research Associates (1972),
is aimed primarily at adolescents; many of the activities, however,

are appropriate for the sixth grade level. The major goals of WORK

are: P
3 /
1. to-help students understand themselves/and as a result,

others;

. 2. to give the students more information about the world
of work in general and about several hundred occupa-
tions in particular;

3. to give the students tools for intelligent vocational
Planhing—as they mature.

A particularly outstanding feature of this program is the excel-



. - | g : 0
lent manner in which it relates jobs to people and their skills and
P . ] . , : y .

interests, to school activities and school suﬁjects, and to each
8 . - N

‘ “/ other. The student is encouraged to vieW‘the‘information presented

‘ in perronal terms, applying the’ concepts and questions to his or her

. =

'interests, needs and abilities. This process emphdizes a broad->
/ .

y . . -
. . yd
. ) )

ehing of perspectives About career?4 and encourages' an attitude of

. aeceptance taﬁard aiiytypes of jobs as being important and serving a

/} A
purpose, :

Materia,. and activities include filmstrips, WORK briefs, a
WORKSCOPF '* ‘'~nt Rwi idance Series Booklets, a
Atndbook or Job Facts and a Leader's Guide.

: The 340 WORK briefs are especially unique in that they cover 1in

an interesting, person-centered manner the typical activities of a

~

5 ,
job, educational and training requirements, the psychological hspects

of the job, and basic information about earnings, hours, getting

e

9farted, getting ahead and job outlook. The other elements'tg}the ¢

program‘compliment the information in the WORK briefs, stimulating

. . o
the students to examine the diverse aspects of themselves and their

ftlans\for the future.
| The WORK brogtam is designed so that it can be used on an indivi-
dual or group basis and in a variety of ways.. It can be implemented

effettively through subject matter, such as Enélish or social studies,

or conducted as a sepaxate study in the classroom. The program can
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also be set up in a special area in the school, such as the guidance {.

room, and made available for studénts' use as their school time pér-
/ !

mits.

N i .
Bread and Butterflies

Bread apd Butterflies (1974) was produced by a consortium of
; T v ] i
/ ‘ , ,
34 agencies,” including state departments of education Educational
Television §etworks and Commissions, and local boards of education.

Bread and BJtterflies is one .of the most comprehensive padﬁaged

- career education programs available. It is designed to meet the car-
. 7 RN . - RN

“eer development needs of nine-to-twelve year olds.‘ The complete

a

a

‘a comprehensive Curriculum Guide, an in-service teacher's program;

i

an informational program and an Instructional Resource Package . »

.Vﬂé

which provides materials' for in-service training of staff. Théme
elements integrate the cognitiYe, affective and psychomotor aspects
. of learning.

-The foundation for this program's goals and activities is based
on the concept that'careerldeve10pment involves studenqgcenteredwlearn—

v . Py
ing, the“aeveIOpment-of student values and self—conéﬁg;zé information

about the adult world, and relating school to the needs ‘4f the students

- and the outside world. The emphasis 1s on relevancy, successful 2

experiences, student values and respect for the individual. These con-
/

instructional plan includes fifteen 15-minute color television ptograms;;)

¥

.



o

R

. \‘ ‘. ’ .

‘ ) . : ‘- ‘\, ' 4
cerns are reflected in the program gbals dedcribed in the Curriculum
Guide: g

— : v
1. Develop/a clearer, more positive understafiding of self -
* Jtheir #nterests, abilities, values and interpretations )‘
e of the events in their 1lives. .

2. Exert greater control over their lives through de
o making and planning.

sion-
4

3. Develop personal and intéLpersonal skills and attit des
essential to success in school and work. ‘

4, Develop greater respect for other people and the ‘work
they do. /,w

5. Develop a clearefrconcept of successful work behavior _
the attitudes, skills, and responsibilities demonstra-
ted by successful people at school ‘and at work?s ‘

gather, process, and act

in relation to a constantly

6. Develop skills necessary. to
upon information about self
chariging work“environment..

7. Relate their immediate experiences and decisions to their -
evolving careér development.'
z
8. See -the connection between school and the real worldj
understand the relationship between what they learn ‘in °
school and the problems and activities outside the school.

A\ T [

The Bread and Butterflies program goals are accsmplish;d through

hY
the combined use of the television'series and the activities and pro-

cedutig’:uggested in the Currigulum Guide. It is the program's

philospphy that career development, like gsocial and physical dgvelop-
ment, should be a mnatural, integtal part of the school process., There-
fore the prg*ram allows for much of the learning to be done in conjunc-

tion with subjects already being taught. . : ’

\ .>-'47- ‘f
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The fifteen television films offer brief dramatized veteions of.
key concepts (i e., planning, decision-making, self—clarification, etc ).

The curriculum guide provides suggdﬁt?ons/for short- -term and long—term
‘ S S
activities which relate the concepts to curriculum areast This multi—

faceted approach to instruction creates Q!tighly favorable Climate fot -

the students' learning. /They are provided wictra myriad of opportunities
’

for acquiring, assimi 'ting and applying}knowledge and skills.about them—

. . . e
selves and theirwﬁorld.‘ . ' - . e ‘
Inside/Out. "Inside/Out" is a series of thirty lS—minute color

.programs designed for eight to-ten—year—olds“by the National Instructionai
Television Center (l973) A consortium of thirty-threefeducational .'Lv
television agencies™ and, the Exxon Corporation-produced the‘films and
lessons for classroom affective education. The programs dealmwith day-to— -
day problgms and emotions of_ehildren from the children's point of view

e.g. compe%ition between brothers and sisters, divorce, child abuse. A.

guide is available to help teéachers. For each program there is a layout

of tvo facing pages. On these two pages appear a_synopsis, purpose, things'

to consider, activities, and special notes.
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e o : EXPEREENTIAL CAREER EDUCATION

Interviewin
Interviewing is a process which‘helps students gather data and
analyze them for personayppsea Nearly everyone asks questions in order

to obtain information, but the adequacy and\utilityiof the response

2]

is often diminished due to thé“poor quality'of'the questioning. Since*

- information seeking is.a.key.learning tooi‘gprouéhout our lives, it 13 N

4
important ‘that this skill be developed and encouraged.

A wide range of ‘resource persons are available for students to
interview in every community. However, teachers should not wait for

~ students to practice interviewﬂng onwtheir own, butjshould structure
‘ S A Y LY .
. interviews into .the curricului, - Ihe world'of work exploration pro-
' *»I“

vides a ready vehicle for the development of interviewing skills. "

\

Resource persons: can be invited into the classroom or students may

conduct on-site interviews. The interviewing may'be done by an indi-

\/

vidual student or a group may share the reSponsibility. The flex- .
ibility and adaptability of the interviewing process is one of its
: ° )

3 = major advantages.
‘ ' ied

The, four fundamental elements that make up the overall process
of interviewing are: (1) asking, (2) receiving, .(3) revieying,”end'
e
(4) responding. .

1. Asking comes out of tMe need or.desirelto know sonething. Dis-




. . . \
" . - ’ - - - A\ w i il

cusaion of. background information stimulates curiosity and awarengss
\

l

|;;_. \ of 1nformation needs. These information needs can then be composed e

- if‘; .into specific questions. In developing possible questions to ask ‘

' ' avoid a predominance of questions thft are answerable with-a nice yesf

I or "no". It is also a good technique to begin with.broad, general_‘
-qugstions_and move, through the interview to.very specific and_detailed

ouestions.‘ Include affectively Qriented questions és“well as factual

o , .

R \'ones, e, g., 'How do you feel about your job?" ""What satisfaction;

. o e ’ a - ’
. . . . \ : .- \
2, Receiving is an internal process and requires that the interveiwer \

&

'ul o does YOUT Job glve you?" = - P.H»’\’ - o

not only hear what the speaker is saying but also that’ﬁe or she fol- s \

low the thought pattern of the speaker. Careful attending to the

°

‘speaker's words and the meanings‘implied are necessary in order to
‘progress.to the next_gteo in theiintervieying process. ‘ “ -,
,§; o - o,
3. Reviewing is also an internal process and is the extension of re~
. ’,geiving. In re ewing the listener evafuates the information received
| and determine the relevant'aspects and which areas .he or she wants

to pursue further. ) ‘. S
L 4 : R

‘4. Responding to the information receiwgd,is the. fourth steg in the °

‘nterviewing process. A response- may be one of restating, clarifying,




Y . ' ’ A\“‘\ ’ , v A - 4
or verifying the information. Responding_appropriately leads to the

S
—
e .

acquisition of additional, often more specific, information.
\\
"As the understanding of these elements evolve ‘and they ar“e .prac-

‘ticed, they will begin to operate simultaneously in.-the process .of \\\f

EA -,

MR interviewing.,.The fusion of these elements results in a high'degree “\

of sophisticati&n in interviewing and greater sensitivity and under-
standing in the 1nterviewer. ‘ _ . ' -
Two further processes occur when -an individual considers the

'f’*body of the information ?e or she has just received--sxnthesizing and

{: ‘ generalizing. The operation of  these processes leads to the consoli-

t

. .5‘1' dation of the knowledge obtained into the individual's ongoing life
A i Y
T TR experiences. . S
T . . o )
ﬂjyfd Synthesizing Informatign. Once the interview is completed the inter~

'fg viewer must internalize the body of information gained Synthesis,

Kl

. like interviewing, is developmental and the maturity of the inter-
»

viewer will' determine ‘the capacity for synthésis. Relating information

gained to information already possessed by the interviewer 1s omne part

- of synthesis. He or she must Setermine if and'how new information af~
fects old information. Synthesis also includes integration of infor-
mation in terms of current experiences. Deciding what and how-the‘ .

" new information can add to the interviewer's current interests allows

immediate use of information. . After the puypil has integrated'the new
. . ’ .

information, he or she must apply it to the present situation.
. | ‘ | /
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Generaligingginfbrmatidn. After the information gained 1in an inter—

-

student 8 experiences and environment, Notﬁonly must they be able to

- e

lf' L o view has been ptocessed it mhst be utilized in relationship ‘to the

.generalize informatien to-themselves but also to.dthers. As nea"‘tu-
i AR . : ;o

.

I 4gtions arise students must generaliee acquired information to meét
‘thelr neede. The interviewer must relate information gained to his or : U
l o B her pejLonal cﬁ;racteristics and resources. ;nformation gained in. an /,(
- interview might be appropriate for the interviewer but not for anpther |
I 'person or it might be appropriate for another but 'not for the inter- ) /:’\\\

v Y viewer. vIt\is important for the interviewer to be able to generalize

r

. _ the information gained 80 that he or she doesn' t discard some bit of

information ¥hich will be personally helpful or which-will be help-‘

. A} 7

\ful in understanding another person. Jn addition to being able to
. _generalize to other people, it 1s important for the interviewer~tp be T4
, : , . Pk

- . J
- able to generalize to other situations. This enables the interviewer

- i 'S o T } . T ot
to understand more theroughly the meaning of th» informatdon gained.. _ =’
. ) Classroom Visits by Resource Persons .

It is often more effiéient.fo bring representatives from the world

El

of work into the school than to take students to the work settind»it-

k\ self. While teachers are familiar with this reason for classroom visits,
> { . . . . i v i

it is not as obvious that angther important reason exists for this kind o
h , ' of learning experience. Whenever and wherever career education goals




Tt

are addreseing perceptions wdxkers‘have of themselvés and of work,

as opposed to the Baste n@ture\of'the work task itself, it is desir-

-

. able: to use the classroom rathef than the work site as tH@‘primary

leerning environments. In this way the studenyd attention is more

~

readily focused upon the WOrker as! a‘persoﬁ rath r thqn thé\product

\

of the work. Several type9<of cless visitors can be conqidered:

rought in to talk

1. Members of the working commbhigxhcan be

about theif jobs and leigure activitieg’

LM

N: a ea,

* 2, Members of the refired_community can be used in classrooms_sp’*

speakers on careers or satisfying leisure activities.

3. Parentsﬁfgn goﬁe i&;a/the\classfoom with the tools of their

. trade. : /-
] . . ; :
1 ! A ’ l

« 4, Members of the communitf:tepresentihg,alternative lifestyles

(communal living, welfare re ipients, college graduates work- |

'ing with arts and crafts, etc. ) can be brought in the&class-.

room to discuss the satisfactions of that lifest

>
£

5. Members of the teaching staf%\can by surveyed as to other

/ :
jobs they have held or are holding, and can be used as resources.

3
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Politicgi candidates can be b:nuaht in to discuss their poli-
¥

tical-platforms and previous occupations. -

3

7. Members of local unions can come into the classroom. -

8. Personal man agers can visit to discuss hﬁ;ing procedures.
Videotapes can be made of them interviewing applicants.
L

Studentsﬂgan roleplay some techniques.

. A

some special advantages including:'x. g%f
- ~“' + ’ﬁ

.. The spectrum of parental occnpations for members of a given
- class thﬂsome relationship to occupation that in fact

. . ’ : '
' Inviting parents into your class to discuss their occupations has
EU ‘ - are mosf' l1ikely to become available to pupils themselves. .
’ There 8 an element of occu tional reality here that \\
. ' cdnnot be ignored. T\\
\ . LY ’ L]
For the parent to describe his ocgcupation holds po tive
_ potential for enhancing feelings of self-worth on the

‘ part of both the .parent and the child.

PR R .
CREAPREIN DU | -
TR T TE . g.fteﬁ easier to make contacts with the world' of .
'Zi‘w .. .work through ‘Parents than through strangers in" the community.
jiﬁ ' . By involving parents in the career education process,
, parental understanding of and support for that program will
Vo ' likely be en?anced ‘ ;

2

. . Preparations beforehand should be made so that . studenés and*visitors

-~ »

alike are awar® of what 8 expected of them and how to effectively use
]

the visit time. This. is especially true when the resource person 18 a

parent, so that more .direct or poeentially embarassing questions sudh

PO
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as "'How much money do you make?" and "What are your chances for

'l

“advancem®nt?" can be avoided. While such‘questions are essential_
- g - ‘ . I‘.
to consider in the total configuration of the child‘s career.develop-

!

ment, they are rot dppropriate when -parents are describing their occu~
pAtions for members of the class. Pre-visit planning might }nclude-

these details°

A

1. gather background information -

3

2. 1list anticipated questions S (\\
3. decide how the ihterview will e recorded

b4 identify individual responsibilities .

Potential resource persons may feel relpctant to speak to your

N I3
hd . )

class because they feel uncertain as to what ' to say. “ This anxTely

méy be alleuiated by providing them with 4'1ist of questions to use

as a guideline for their talk. It 1is alsonhelpful to tell them abeut

-

how much time stbuld be given to the actual presentation and how much -

.« time reserved’ for studentS'to‘askhquestions. Following 1is a list of

o and be successful at you

questions that could be’given to speakers:

L4

1. What uchial interest or skills do you need .for your
jab? : .

2. What other occupations can you do with your knowledge
' and training?

3. What ways can I get this job--training, college or
experience?

Job? -

-

4. Whay type of pers&n do*ys#’bave to be in ordcr to like

N\
1 N *

& \

4

A

<

N

"



would be for

N

o . ]
_— * Ay .

N . ’ . ¢
What ‘are all the different jobs you've had and "which’
have led to the one you have now? .

Do you think that your mistakes have helped youemake
bett’r decisions" _ i Lol .

What types of things (interests) do you like to d&,; and
how did they help you decide what j ob ,you wanted?

What school subjects do you use in your work and how

How has your particular job changed over the past ten
or twenty years? What do you think it will be 1ike ir
another ‘ten years?

M‘G ’
How does this job support your way of livi
income, knowledge working hours, and le

L
IS

do you get? Do you know o
'should .possess to be suc

“any, common factors a person
ssful in the world of work?"

peakers ‘to come attired asltﬂqy

‘w

or work samples. Explain that this increages students unde;standing

Field Trips

,of ‘their work role and stimulates questioning.

v

Exploring_the"world of work through field trips increases the rele-

vance of the world to students and makgs valuable contributiogs to the

goals of career education in the elementary school.

Field trips have been

a traditional activity for school students for many years, but it is\\nly

recently that the real potential for this activity h7g/;ome to b

L

ized. }

N
» \
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| A field trip becomes a worthwhile learhing experience when it is well
_ ” . ) - ) « ) i
planned and has well &efined purposes and objectives.

There are four 'ma'jor%nsiderations which contribute to a successful
. , > - =8

~
.

field triﬁ experience;
* '

be 1. ﬁhow the Exdﬁt'Purbose of—the Field Trip. While a variety. of"

A [

r, . oo

VA ;_zgi:bjectivesncén be get, the most successful class trips are

"the®e which definefa limited set of clearly understood objec- S

‘( ,& .\ ’ e B .
' j " tives. Some examples of possible objectives include:

. ~

. o’ Aequainting students with the'general nature of occupa-

‘ “ - tional’structure/In the. specific time and space dimen-
’ 3ions of their fowmn co'nnnunities. i N
~ . , Demonstrating how essential the various kinds of work is
-~ ' to ecgnomic or human progress.

Demonstrating tﬁe ways in which different kinds of,wérk\
provide a useful set of personal and societal benefits.

Helping students see how workers in various occupations
make use of the basic academic skills taught in elemen-
tary school.

Helping students understand the need for cooperation and
: . teamwork in the production of goods and services.

Helping students see and understand that different kinds
of skills and expertise are required for different kinds .

of work. -3
} 1 Helping students understand why both "bosses" and "employees"
‘ .. ~are essential in the world of work. '
. ,
,X . Helpiﬂg students see firsthand the variety of settings and

env1?2nmental conditions in which work is performed.

N O

-
~—

e
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*

-2;! Plan and” ( Coordinate Field Tri ‘in Terms-of ngectives, Frquency

Y and iites‘ If the same students are 1nvolved in repeat trips
_ f// with identical objectives year after year, it is likely they
will become "turned of f" and’ nonreceptive&to the experience.
'Planning should involve the teachers as a group 80 that the scope

.

/_and sequence of trips can be proportioned out among the grade

be'avoided' A field trip usually means some loss 1in. total produc-
' tivity for the business or industry and negative feelings can

bé created if the:school is-not careful to refrain from abusingt
’ the privilege of visiting the work site., - o
- . : - \‘\’.‘—/.;.

3. Make a "Dry Run" Through the Field Trip: Prior to Taking the
: %

Class, Some important purposes will be served 1T this 1is done.

_The teadher will know in advanc what the students will be see-

: $

‘ fihg( d\what activities are pla ed for them. Ground rules can

! - / )
be established with .the management concerning the length of the

.

visit, procedpre} to be followed number of students permitted
’r

and special regulations of th

:)\7 2 - ’ — 4=
. confact ‘also provides the op ort nity to educate the managers

éstablishment. ffhis personal = ¢

“and workers regarding ‘the focus of the field trip. People in

the world of work areJécaustomed to students coming in, looking

' . ) TN
( at the product produced, asking a few pettinent questions about
,\. N ’/‘ .
S~ L

S S

AN

o . s
levels. Over use of a businégg\or industrial site should also r

3
23 /:‘\/u
e~ J .



. S { //// : ‘ ' |
' *‘° the production process and leaving. However, they are generally

nnfamiliar with the concept of focusing on the people at work

Ve and may not have made provision for the spacé snd'time for inter-- ‘ \

T

viewing several workers. Some worksites maybnot be able to accom-
odate field trips which focus on the personal involvement‘gf
- ‘ workerss These issues must be discussed with the people involved

and some understanding must be reached fegarding the expectations

Y

‘ - and purposes of the visit. .
& - . 3 :

4., Prior to "the Trip, Students Should Be Instructed as to

: I o - e
Their Behavior and the Real\Objgctivq of the Visit. Clear- . g
My . :

L e

understanding on the students part as to the objectives of

7

I

I

I

I

I

I

I

I

s . the \gip helps assure that those objectives will be successfu11§ ' ' 'l
. met. Students can'enhapce-th ir dwn career awareness by enter- 5J/- )
w/ing into the planning of field trips. - T e |
While visits Sy car or bus to_community work_sitesfhave

always been, and wili continue to be, ippottant infowﬁstion I

I

I

I

I

l

sources, it is worth while to consider additional -alternatives, -

such as: - [ ) R
. .t "‘\ ~2

A walking tour of the community, Some business or, indus~
tries may be the immediate neighborhood or someoneé may

have a business office in their homes.

The school office or library. While students may bx ‘abt{'hainted
with the location and services of these .places, -it 1é“ﬁ%t ‘
likely that they are knowledgeable about the workers. '

R

&
-

Y e

S
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Workers around the school building, telephone repair
persons, power company WorkKers, milk delivery persons and
tyash-disposal people all Provide pupils with the ‘opportun-"
ity to observe workers at Work. oo !
Family field trips. Childfgﬁ&Qan be encouraged to visit
work sites with their families apud then report their obser- °
vations and findings to the cla 84 Students will need some

o time after tﬁey return to the Qlassroom to discuss the ‘
visit in terms of the varioug Perceptions the eceived and
what £hé visit meant to different students. - B systemati-
cally planning such follow~wp acrdvities, the teacher can

hedp correct misimpressions’ psTticular students received

d, at the same* time, reinforCe and more effectively main-'

ain the basic concepts SufYTouNding the purpose of thd

vigit, . ‘ ' <

. -

~

_r Pupil Planned Presentations

e - While pupil presentations have lotig been 4 technique used in class-

4

rooms, the strehg emphasis now in edugatiOn .On Student directed research,

discoﬁery-and learning requires more effective U§e,6§jthis technique. It

) _ . : - i
_ is important that students have the opPor tup ty to.p&Qn and‘gel ver pregépv
tations in the various 3;ea§ 6f their lesTninNgs. This' is no less true ‘in

: . the area of world of. work exploration. A8 gtudents ingyvidualiy and in
S , : L '
. . .small groups conduct interviews with comptnity workers, ﬁ&s;t business

‘and industrial sites and conduct ;ﬁeir owRt ré¥earch, ‘they will better under- °
, , e - :
stand and integrate their observations apd findings if they organize them

1 d

! .
into a prlesentation, Obviously, other studenty will also .grow in knowledge

as this information is shared with them. , ‘ , . : -

5

: : p :
Student presentations are most effective when they are acéurate, o

interedting, and well-delivered. Given opbortunities to learn, support

&‘,, - 7 4 .
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\ students are responsible.for the actual plannin%\and implementation -

of the presentation, teachers continue - to have important responsibilities
ag well,. Partdcularly when students are first developing their'ski!ls
in this area, they need some instruction on factors to be considered in.
splanning a preeengation. They also need the services of the_teacher‘as a
consuitant to check out’ideas and projectedvpians and tg diecuss problems
. that ;rise.. In theseﬁwaye the teacher facilitates the st&dents' growth
< , and acquisition, of skills, : . .‘ ‘
~2)// Students should consider these four factors when planning a pre-

sentation: N ) : . g

1. Selection of T0pic. While almost any topic can.be developed into

a presentation, a productive choice is one that contributes to
individual or group student learning goals, If neither the R
student planning the presentatioh‘\ nor i intendeﬁ’ audience have
'any nformational needs involving the topic, the. development

of ang reception to~the presentation are likely to be very poor
and maybe evci a waste of tifie. The most valuable'topibfchoices.
enhance the overall learning process during both the planning

and the presentation. - A .b Moo

~

) N . “ a . . \
2, Selection of Audience. It 1s often assumed that if a student

-

develops a topic for presentation it should be done for the nhole




proper_éudience. Choic g

€ . PR

L'

? . ;
' ‘ _ A
when the entire class should <

S
class. While there are occasiens

be present, this is mnot always_trué..'The teacher and the pre-

1

sentor should mutually decide for whom the information is appro-

»

priate, 'The’presen;ation may be suitable for a selected small

group or méybe for just phe othér‘persgn. On the other hand,
v e - F
students from other classeilér even the whole sgpool may be the

dppropriate audience contributes as

much to tht success of a presentation as the selection of the,

.

topic. ‘ . ‘ o —

NS *

‘Defermine Context and Manner of Preséntation. Information which ’

o

R
is presented in an understandable, interesting, and creative way

‘maintains the attention of the audience and encourages their .

involvement in the topic.
R I B N
Ideally, the pre%@ntét should review the dnformation he L :

2

. has obtained and selqégiﬁyt the elements which willlbe crucial

to the audffence's understanding. Thgél key points are then

organized intp a logical outline for the presentation. The

N

sophistication with which this can be done wiil.vqry with tbl
maturity of the presentor but with éncouragement_will acqﬁire ’
greater §k{II¥a§5?ﬁéy practice.

itory media greatly increases
"

g v

the interests and exc{tement of a presentatidn. Students should

Yy
)
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be ur;g%\ﬁo illustrate their infbrmation\with charts, graphs,
pictures or slides, transparencies, posters, displays, or tape

recordings. The' presentation. could also involve roleplaying or

A
-~

3 ! . '.;f-\’\ . .
a simulatipn game. The stﬁiggﬁt'can use this opportunity "to
hey

develop their creativity as explore methods of giving their

- N

? presentation. Thé more senses that are involved in the presen-

. tation, the more impact it is likely to havéﬁ ‘

N g ) " - . )

\ : .
= ‘!\ . . . . ~2 e

4 4.  Set the Time and Place. The day, time and place planned for a i o

T -
o presenﬁétion deserves th&G;htful consideration. The nature Jf

tHé audiepce seletted partially determines these decisions. It
is most beneficial to ch06§e a time in;h coordinates the presen-
) tation topic with other students'learning activities having a
similar goal. This meshing/g; learning activities creates a
greater sense of meaning and relévance.

The 1dcat%op of the presentatioryshould ndt only be one
which accomodates the size of the group, bug also one which is
cdnﬂucive to the successful presentation. Th?%;means that there
is adequate space for equipment needéd}a?deprovisions for setting

“ 4D

up displays or other visual materials; factors such as noise

e
level, seating arrangements and lighting are also important to

o

consider, N

i
TN

N

As students experience success in planning and deliverigmg

6.
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- " class. “While there are occasions when the entire class should
be pres%nt thj‘ﬁiS»not always true " The teacher and the preg,

' sentor should mutuai}g decide for whom the inEo_iation is appro-

priate. The presentation may be suitable for a selected small
group or maybe for just one other person. On the other hand,
students from other classes or. even the whole school_mayﬁbe/the

, Proper audience. Choice of appropriate audience contributes as

\

much to thF succéss of a presentation as the seLection o€4i

topic. N .
- . . N
o : Y
| -
3. Determine Context and Manner of Presentation. Information which
| T is presented in an understandable, interesting, and creative way
' v . ]

-~
maintains the attention of the audience and encourages their

involvement in the topic. .

Ideally, the presentor should review the inrormation he
» H 7

has obtained and select out the eleménts which will be crucial

to the audience's understanding. These key points are then

organized intoaq logical outline" for the presentation.  The

0

SOphistication with which this" can be done will vary with the

N "
maturlty of the presentor but with enc0uragement will aequire
greater skill as they practice. /

[
The use of visual and auditory media greatly increaseg

o the interests and excitement of a presentation. Students should

*
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greater sense of meaning and relavance. f

‘the audience selected partially determines these deciSions. 8

be urged to illustrate their inforsdtion with charts, graphé,

- pictures’or slides, transparencies, posters, displays, of(€3p4 . ’

recordings. The presentation L‘ algo involv@lgplaying or -

a simulation game. The students can use this opportunity'tQN

develop their créativity as they explore methods of giving their
QFesentation% The more senses that are inv:lveg in the presen¢
/

—

tation, the more impact it is 1likely to have. e 'q

Set the Time apd Place. The day, time and place planned for a

| -— o . ,.,
presentgtion deserves thoughtful‘consideratlon&\ The nature of s

is most bgegf1c1a1 to ck\ose a time whlch coordinates the presen-

tatiom;:bpic with othég students learning activities Having a ~
~ \ /

N
similar Qoal. This meshing of 1earning activities'creates a

7
: s
* The location of the presentation should not only be one

which ’gccomodates \fhe size of ‘the group, but also one which is

conducive ﬁo the/;uccessful presentation; This means that there
is'adequaté space for equipment needed and provisions for setting ‘* SN
db diSplays or otheg visual materials; factors such as noise

letel, seatiﬁg arrangemen;é and lighting are allso important to

l N, . v

consider.

As students experience success in planning and ;:iivering

4
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‘x 4’
their own presentations, their confidence will grow“and they S

N ‘ . il ey
\ will become 1ncreasingly independenégyith the pro ess., This -
1nformationa1 tool will then become a real asset in efficient )
use of classroom and}teacher time. Pupils begin to assume "7'
substantial responsibility for develosing important content
1 snd the teacher's time is increasingly m;de available for

other responsibilities. — K

Work Experience Programs

© : } 1}

Work experience programs provide opportunities for students to
explore vocationalvnossibilitfés and expand their vocational aspirationms.
Four types of work experience programs have developed in recent years:

(1) cooperative education, (2) work-study, (3) volunteer work experiences,

and (4) simulated work experiences. The first three types of programs {

- involve acgual work in an employment setting and are generally available

W&
at the high school or college 1e3§i€" The fourth type, simulated work
experiences, can be used at allvle3gis andab;ovides the greatest flexi-~

bility s?d adaptability of all the approaches, )

Simulated Work Experience. Teachers can help students experience

work through some kind of simulated activity ‘that) takes place largely
within the school setting. The s&mplest angkmost traditional approach
1s to create a series of specified "jpbs to do" within the ctassroom and

asslgn students to each job on some kind of rotating basis. Such "work

&

('Y .

.......



.
€. -

taskJ" as péssihg“oﬁb wergﬁbokégvpaking rbll, difecting.ﬁraffic within

W
PRVt

the building, superviéing playground time, pigking up class assignment
pépers, and keepiné the coat closets neat gnd>o}ée£1y, are ;xampleé of
kinds of work that are typically assigned elementary studénts.
< Where this approachiis used, there 1is little direct time taken from
in;tructionél activities. - While some eleﬁentary teachers have viewed
"this as an advantage, it in fact represents a potential danger. That is,
simply to assign work tasks in no wa; guarantees that students develop
any real concept regarding the nature of work. They may feel that the
teacher is taking advantage of them. Tgus it is important that the teacher
take time to insure that students understand that they‘are demonstrating,
through their actions, such Wasic work concepts as the following:
(1) social significance of work, (2) the interdependence of workers on
one another, (3) the necassity for workers to cooperate with one another,
(4)- thd importance of completing assignments on fime, (5) ;he principle
of worker responsibility for carrying Ouﬁqassignmen;s, and (6).the way
in wh;ch each worker contributes to some btoadgr objective';han can be
éeen from viewing only.the specific work tasks assigned(tﬁ him or her.
The skillful elemenéary school teacher y&ll find many opportunities to
e;phasize apd reinforce such basic principles again and again during a
school year. How frequently they shOula be emphasized depends upon how

\\ ofteﬁ'students appear to forget them as they perform (or fail to perform)
. .

specific work assignments.

)
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A 'more sdghisticgted approachlto simulated wérk eiﬁérienges; s the.
. "prdduct outcome" techgique 6rientéd°around a‘"company" formédjggéthe stu-
dents. This approach asks théitea Her to help the children think of a
product or a service they wish}to produce or offer, organize Fhé management-
worker system required, assign}yarious students to different roles in the
"company", actually "mahufacture" the product (usually assembly-line ._
techniques), package it in somé form? and then make it availabie either
“to students within the school or to persons outside the school. Such an

apﬁfoach is not only more authentic but, in addition, allows students to

explore the nature of a wide variety of occupations.
- [}

~

~ Examples of "products" that have been "manufactured" in projectsébﬁ
this nétqve includqxpuzzles, wall plaques, artificialaflower arrangements,
note pads, doll flothes, silk screened posters, and games of various
sorts. In some cases, spegial industrial art equipment, including hammers,

: -
saws, drills, and planers, are required (There are a numbér of companies
now producing such equipment, with a variety of safety devises built in,
that come in portable units for use in elementary schools:). 1In such
"companies" students play a wide variety of work roles, including those
of both management and labor.
Students on the assembly line may actually experience the boredom

and frustration that comes with repetiglous tasks. The personnel manage-

ment staff can actually see how ghe making of various personnel decisions
K

affects worker morale and plant productivity. All students can recognize

- 66 -
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' the interdependence of one worker on another, the impostance of combleting

- the wast&hat acc

/

\

assignmeénts on ti ,,nthe rewards éssoqiated with quality production, and

panies slipsho& work. .In some schools, this type of

ied to the point where "stock” is sold, ‘with the
¢.

v riOus'"stockholderF" receiving dividends on their investment ‘at the

3

‘project’ has been ca

@

end of the project, Sﬁpending upen the success found in marketing the ™

A

product. Where several tehchers in a single building are using thig’
' 73

approach, competing cgmpanivs may be establiéhed that ;dd'a still fur-
‘Qher note of req}fégwgo the éqtire simuiétién effort.

There ar?/éiho kits'aAd'games wﬁich simulate some types of work
experience,{althbugh on a more iimited scale than deqcribé&\?bove. Some

_ \ »
/
examples gre the DUSO kit's (Dinkmeyer, 1973) 'Career Awareness Activity

Cards," which include someKsimulation games with specific objectives; and

el

.ious workers

"Workers'Wé RQow," which is one level of the Programgéd Work.Aé;reness
Kit. '"Workers We Kmow'" includes a variety of activizies designed to inée-
grate school work and learging éxperiences with the world of work. Each
student has a weekly classroom job, maintains a job chart, and gets paid/
with play money at the end of ;zéh week for performingrh%s job. The play

money is used for retaining a toy during a special play time. There are

1

games such as "Worker-Payday" which increases students' kﬁowledge of var-

.

' tools and equipment. Games which have long been popular

with children, such as Monopoly and Life, can be used to experience par-

ticular work skill areas such as money management, and marketing. -

My

[
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In any work simulab&sz activity, it is important that the activity
relates to overall career—€ducation objectives and a goal in itself.
. Activities should not be isolated events but rathe?fiﬁtegrated into .the

on-going program of learning. 1

o/ y . '
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VALUES EDUCATION ’

A, H, Maslow once said, "Education is learning to grow, lezfnihg
what to-grow toward, learning what 1s desirable anduundesirable,
learning what to choose and what hét to choose.,"

While the importance of values has been apparent throughout human
history,‘present;day educators have become acutely aware of how inte-
gral valuoes educagtion is to the entire learning process. ﬁéspond;ng
to this awareness, many. teachers have assumed responsibility for{;alués
educ;tion in the classroom. College students report that their instruc-
torg are making wide use of these techﬁiques and--methods in many con-
tent areas. 'High-school s;udents-are participating ih values‘clarif
fication exercises in careef exploration groups, dyug abuse preven-

tion programs and consumer educqtion:@ Middfe schoél agﬂ elementary
4}/ ,school'age.students are engaging 4n some exploratory adpects of the

rocess. In fact, you a dN\our worldly involvemént may be questioned
P i y nd y quest

1f* you have not drawn your owii Personal Coat of Arms or examined the

o~ '

Twenty Things You Love To‘Do.

Why Now? \
\ N N
‘ There are at least three reasons for the renewed interest in values
clarification activities: . )
Values serve as a basis for decision making in a
. changing world. ﬁf/. )
i
~
L
[ Bt ]
{
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’

Values are the basis for achieving identity in a
fragmented society.

. - _ Values are a means of validating an individual's

self worth under the envirommental press of sur- -
. vival, ‘ ‘ : » .
. ‘ ) 5
', Encdunteting;ghqngg _ Py

The complexity of the times has made the act of\choosing infinitely

more difficult (Kirschenbaum and Simon, 1974). Youths o

today are

v
faced with many more choices’ than youths of yesterday.,

A Y

‘situation 1s compounded by their new freedom to choose.

8 overchoice
ey are toid“\' )
of their right to choose and while this has become a cause for concern J
g\linser, 1963) it also has alldwed youth to become more sophisﬁicated,
less provincial and more independent. |

Today, conflict and ambivalence surround topics such as abortion, -

C politics, drggs, religion, love and sex, ?eath and societal change. In

the "last two decadés/ﬁg have sden abortion evolve from being a crime ;T
to being a woman's rightful cho¥ce. Similarly, drug and divouce laws

reflect a4 less dogmatic view. An individual 8 responpibility to bdm~/
&”
self or herself and others has becoS%’more important than doctrine. As
e R

responsibility for behavior shifts f?dﬁftxternal yrces to the indi-

vidual, the values the indivfdual holds beco even more important thanuyp'

\

tﬁey were previously.
ry'efézctive when(indivi— e

S

Moralizing and indoctrination are not

duals are constantly exposed to contradictoty sets. of \values. We 'do

- . Y
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" not have to6 wait until our children leave school to be worried about
: A : : : o
them being 'corrupted by new philosophies of life. ‘The media and con- .

tacts with a mobile popnlatio expose them to contrasting life styles
based upon differing values very early- in their lives. We 1live in a .

culture in whii? older people have to learn to incorporate wha&Nthe

young have learned but which they have not (Mead 1974). ;i’g

v ¢?- In an increasingly complex world\fewer things occur in ieolation,
: “0, A .

and thefte 45 seldom’a simple cause @and effect relations (welngartger,

1972). Theré'are,fewer absolntes,'f xed states, or vne right answer
o fér every questipn. We seem to have’ absolute knowledge about &ess and .
L i . - °
i A Pyiess: . In fact} most of us were brought up with the notion that tokbe: M;
' scientific and ratiolral was' to be able to determine simple cause and ’

N

- & -
SN Y

effect. We/now understand that this 1is not pd&sible and _that wtat is

needed is A dynamic decision making approach. The formulat on ®f hy-
o potheses and the use of faedback systeﬁs are necessarﬁ tools gﬁ tﬁe
®. . - ;
. i 1 B f -~ . .
indivi \al rathﬁf than technological jargos for use in industripl produc-

’ptiont; These thougnts may suggest not only the need for values clari-

: % N s \
fication but values reclarifi%ation. Ao some there 1s the impIMcation
C e

\ A\
. that once we clLrify our values and thus discover ourselves we \have -
- Kis A

‘solved\our problem of cause and effect. It is clear, however, that
el Fer ;

. e
‘values clarification is a continuous proecess.. ' /
\ " - / \_y - & - ) . .
. Many of us 87;w up to the radio strains of '"Jack Armstrong the
. . . [
. y %
All-American Boy.' Behind the virtue of gecoming strong so we could
v - . )
P
[
\ ’ \
\
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help the weak weré other ézesages that suBgeSBted values such as: you
A : , E

X beéoﬁ‘é“b’oxjthy only by competing; ﬁi'oductioti ang- Coﬁsuﬂpﬁiqn are proof
of strength; by helping others you earn elitist rights (paternalism);

crueade{? for our cultdral beliefs are good #n4 all adY;rsaries are
evil; we are ordained to.be leaders in the world, a d, some indicator
’
'1 of personal superiority is always a des \fexgpéﬁfp After years of -
commitmeng to this posture we may nowfbg anfto ed with statements

-,

like the follo&ing: ;
This value strugtute, which pité wsR g8ainst man in
competition over limited resburcﬂs, nust  give way to
an understanding that the eafth 8 ldmited resources
must be shared by all if any are to survive (Hawley,

1973, p. 2). - ’ﬂ'fz >
Q‘!bgrch for a ''new A?efican Wa& of Life" thgt 1nd£;£;ét§\d£mo-
c:acy in a differen£}tradition is in prngégg- .Thé values collisions
“that occurred'during the 1960's have beep Qxﬁﬁ ed té‘the da;ly search

g for meaning found in our, cul{ural institutioa‘\of politics, bus&pésgi/:

4

°

V}aw whlfate and edupation‘ _ g ‘

J&% sﬁﬁhafy, ;ow can ﬁe enéounter chanfe? \our.tapestry of dsgumptions
that was woven so assuréﬂly during the indugrTial era hag holes In {t.
Fa%}ure to predict, overchoice, freedom, conplexity, equaliﬁy, inde-‘; é& .
beﬁd 'csv?nd thevlike have made patchyork ProB8tams ineffectu;IT\>New

t be woven into our reﬁresentationg for the pOstindgstrial\

>

-

" era. Values exploration and development will become a fundameghtal . .
strand in education. It must precede valpes Glarificat{%gﬁl» fjij

Sl B

\ —




»:\ could one afford_‘;o 'bexindepe‘ndent and dwe :

,Act:}eving Identity oL ) “?*‘ _— ‘ o \ L

_trast,’the pre.vious al-,role orientation was based on security and -

A

- before-goal orientation \N{asses eEEnce /-pd‘an opp rtu:((ty to vy |
determine one's/aﬁﬁ'e?yi ] L : ' ‘ o/

) \ . ' b

The basic premise in Glasser 8 Idp_tity Society (l97l) is that /@ {

today's youth ~and,vlnother members of, soc'lety place importance on ,th,eir

r A

.,

‘-‘materialistic concerns. 2 :oal befgre role implied that a dependent l

was necessary 8o goals.cou e achieved Only agter godgs were 2

\or she was, Conversely,,/t‘%day many y th's- ré

éualigy and enrichment of their pe¢ s{nal ins. As ~th

5

world ahout\them they hope\ to digddver the kinds\of livas that will be

most meaningfhl to their ugique h % The eufrent role- - |

/

.y v . . . { <« .- ‘
The i&r-tanc-e of the sear(ch ‘for identity id expr%assed by obser‘{ ‘

vers of current career patterns, ’I'hey suggest tHat commitment to a

\

e d

-

single job, in the same locale has becomé an exception rather than. the‘

© \

expected. Retraining .and continuing education have becoeﬁ: common place.

Our identities cannot be 1ocked into our jobs and our cpmmimiiies _
T g
rd

)
as they once were, Mid-c;lreer identity crises havegbecome ‘as p.revsﬁ%nt
- ! .

as earl\yyr@\:oice prablems, 'I'hus, 7outh and adults ‘will be -con-
’ (, AN

:.sta’ptly confrontin th mselv&s regarding their identities.

}

' jAn 1de not achieved in a)lacuumr Ohé's own values and the -

- / ‘Q’ (\/

~ o,



‘. .. '. . o . . R Cy

~ \ . y - v, ’ C ﬂ
WY - .t . £ N

e values of others are 1nst ntal in this procesn. Glasser (1971) main-

N . »

tains that the two humﬁn qualitieé necessary tifgain a sjfbessful iden-
tity are love and wox\h. Involvement with others’ is basic to-bo:Z of \' .

Y- ) .
Y AN [\ I .
these needs. Yet much of _ education runs counter - to:ﬁnvolvement eds&

.. « -

Submission to authority,/putting up with boredom, s@ecialization and )/"7
o ' .
compartﬁentalization, inﬁiVidual competitioﬁ)for gtades and blue ribbons,

fear of exposing weaknesses and becoming vulnerable, and superiority \

a [ -

- through perfection are sone of -the attitudes reduforced by schoolsf'-; I

These attitudes preclude. trust, openness, and risk- taking that, are 80 . L

23

necessary for huban involveme:t}\ Interbersonal behavior in schools . .
can be depicted as being manipulative and compromising hetween students ’
) ) u R e ° .
Yo

‘ag well as -between teachers and students. / /

' : Schools’hav!(generally_been modeled after an industrial counterpart
P v :
-which assumes that the responsibility of Schodling is to téanémiafthe

- .
great breadtt and dep::/ﬁf content knowledge ih the @ost efficient man- .

ndr possible. Thig burden of effic y has not\@ncouraged'§Eachers‘tgs" ,

o , I T L ' v
become Ln blved with studébt : The press for proof'of.individual compe4
titive str ngth has not allowed stpdents to relate to other studen%pw

# " /
~ Harris (1972 suggested that jealous hostility, suspiciousne533 compe-

. - 7

titiveness, aslfishness, cruelty, dis;espect, and revenge\;:e fos}/red

while friendliness, openneSS, genergsity, coopera&ion, kinduess, compas-

PN |
~sion, forebearance and consideration are atrophiﬁﬁ through disuse:. P

.-
¥

sharﬁggfof values»about common concerns and issues will allow for the

- 74 -



involvement that all'students 8o desperately’need for confirming their

>
\

identities. . o .
One way to assist youths in achieving their individual identities

is to assist them in developing tentative life plans ‘that would help
1 .
orient them to the world qutside of gchool. Individuals-who do not feel -

.

J ajsense of pbwer or responsibility for their existence tend.to be pas-

sive and dependent.’ The development”bf personal planS,dhowevér tenta-
v : :

tive, immediately f rces the question of values into- the foreground.

.Making plans encouraghsgyoung people to questidn their own personal val- -

C g
¢

~; ues or to make them explicit. Their daily life %ctions become linked .

A

S .
.to their pIanning. Exploration of personal and public values that under-

lie successes and failures belps them cope with decisions of today and -

S

. An the future.' The falge distinction between work and school, and be-
Y
tween g&hool and community cannot be’ maintained or justified. All of
" \
us are faced with the question of wheth E our lives are taking us in

-, freely chosen .directions and whether the directions we are taking wily’

lead to achievement of goals we valué most.

¢ . 0y

* Self~Validation | . e o

e
oS

Critics of education in the last decade have focused on the failure
) ‘ . i .

' orientation of the schools. Various movement® in education are trying

to contend with this indictment. Simon (1973) speaks,of the red pencil

w O 5

menthality of teachers. The vaifes of educators seem to perpetuate this




posture. lt is frightening that we send chfldren to school to be cob#-
. b q ° . ' .
stantly criticized and constantly rejected€ Simon's values éxercise .

fe
' [ 4
“ v

called IALAC illustrates-the situation. A teacher wearinglg\large sign.

“with letters‘IALAC on'it tells the story of a little boy who arises from

his bed each day to begin his long day of,rebuffs. @ince TALAC stands

o
for "I Am Lovable and Capable, each time he is criticized, ignored

or neglected a sma/i\piece of his IALAC sign is torn of f “leaving precious

little of the sign 1ntacx>%y the end of his day. Each morning the lit—

tle boy begins a new day with a new IALAC sign, but, due to the damage ’\}
- \
of p‘&t neglect, there 1s a very small piece forever missing. Students

understand this exercise and can recall incidents that have torn pleces
Y ) ‘
from or added pieces to their signs.,

‘ ¢
Our indoctrination against seeking self validation 1s so strong

thax ﬂ&w people‘can admit that they are wearing an TALAC sign ‘We often
p, ,

W

o

blush, or. day, "Oh, it wasn't much " But all the time, in subtle ways, .

we try to prolong this delicious moment. @hluing people and especially,

expressing what you value about them brings the love and Worth that

.v t o

everyone ngeds. Glasser (1969) noted that Vhat one chooses or states
i§}wo5i%§hile mustv sooner or, later, be, considered of value by someone-

else.\'"‘ person mgy lgbor afhne’as an artist*or‘scientist for years, . -~ °
. ’ ) . o ' o

but eventually what he produces must be recognized by others or he will

b

not gain a succesgfulridentity."” T

On therother hand, anomher aspect of the proof'of worth 1s ‘'the dagire

A . v L . L L BN

-

-

e

Y ¢
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~to do something‘useful,iptoductivé‘and respected. We all have that
desire to change the community, ,to maké a dent, if even a small one, on

~reaiity. The job of being a cause: Affirmation of one's values into
d ) & ’ ’ IS
> action programs prove that our existence has some power.' .Such .activi-

ties as campaigning for environmental legislation, doing research for

a service organization, or serving as a nursery school aidgkmay prévide

proof that we can make an impactrgn life. This activity helps clarify‘

v -~

and establish one’s ow$ identity; The validating proce’gbfan lead us

' : 5 e
to'admit and affirm our worth.. Eventually, we may expres our;:ﬂves ,
in the manner suggested by Simon (1973), "Yes, I am a beautiful person." S
M ] R “ ‘ ‘ 5 \_'q,‘ .
, : . LY . .
e
«




.~ 7 + % *MODELS AND METHODS,
. . '- - » ‘a M -
Definition of a Value: - ' { - F

During the past decade a great deal of attentionﬂhas.been given
- a R ] N ]

to values education. There are a:number of different, though not neces-
sarily opposing, viewpoints regardi the'process of vathing. Rucker,
Arnspiger, and Brodbeck (1969) discuss values in terms of categories;

Ojemnnn and Campbell (1974) concentrate on teaching moral judgments.

by

For the sake of brevity it ia imposslble here to fully describe each of

the existent viewsgof values education. In the remainder of this section,:

x

however, several viewpoints are further explained.
In the pProcess of decision making i& is important to*know what L

.

guldes our choices. The emphasis is on individual goal setting and com=-

mitment which is aided by explicit knowledge of one's own values. In '

this sense the values clarification process enables the individual to

i
act relative to his own needs rather than to group needs or’ universal

4 Y
doctrine. In this case valuesuhave a relativity and neutrality‘flavor,"'
Values take on valence-only~as the individual beholdsrthem: ‘Raths and

Simon (1966) contehd that values evolve within the individual--somérvalues

are always in the process of becoming. 4 ’ ,f&‘ : Cos
, - o ‘ » % \

; ‘ X : R ,

Characterf!lics of a Value : ‘. CT i 5
T g s -

There are seven features {characteristics) which combine td*form a
. - ' ST . " ’
value.” If an expression (statement or action) of .an individual meets /)/
. : . (
. < - a




N Y

all;séven of the valuing criteria, then that expression may be considered

part af the inaiyidual'é valﬁe system. A

. . COGNITiVE 1. chosen freely
"(Choosing) ; 2. - from among alternatives ..
S ' : e 7 ’ 3. #after cons;dering consequences ’
s T AFFECTIVE 4. ' happy with the cheice:
\ (Prizing) 5 publicly affirmed
B " BEHAVIORAL . 6. édigﬁn the cholce -
Te (Acting) 7. +rep tedly -

. i (Bétﬁs, et-alf, 1966, p. 36)
’ o ‘The pracess‘of values,clarifiﬂrtibq is‘based on a'full understand-
¢ :ing of thé seyen_charactefisgiqé'of a value as described abave."There-
Qr’t . ;ore, it is ﬁélpfulago e*??ine these chafacferis cs as stages in the

- A

development of vaIUQs. - -

1. Choosing freely.’ If ther is céercipn in choosing, the re-
.sult is not likely to stay)with one for long. Values st
be freely selected if they are te be really valued by the

Andiyigual.

2. Choosing from among,alternativeéz- Oniy whgnﬂa choice is
possible, when there is more -thamgtg altérnative from
> _which to choose, do we say a value .can result.

3. Chdosiggggfter'tﬁggghtful consideration of the consedﬁéﬁces
of each-alternative. Impulsive or ﬁhodﬁhtless choices do
notuéead to values as we defime thidiy. nly when the con-
sequences of each of  the altgrnatives e clearly under-
stood can- one maké ingglligentAChoices. . “

B . / f. .

4. Prizing:and dhgrishing. We are happy with our values.

ice, evey when we have made it freely and - thoughtful-

choice we are not happy to make. Values flow

/

;—/ 4 T - v "
Affirming. When we are proud of our choice,” we are likely.

o - ‘ L : ‘;'/bl

B
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to affirm thar cholce whet{ agked about it. If we would K

‘ not make ouf pPsifion known when appropriately asked, we
¥ would not b& dealing with values but something else.
o a
6. Acting upon_th@ice8., Where we have a value, it shows u

'in aspects Pf Our living. For a value to be present, life )

itself must be aff@cted. The person who talks about some- £
¢ thing but peVef doSs ‘anything about it is dealing with
- something o'f:hef than a valye, . :

s
%

*.,” 7. Repeating. We Would not think of something that appeared

'+ . onte in a 14fe &nd neder again as a value. Values tend ‘ .
.=t have a petgiSteNcy; ténd to,mdke a patteérn in a life

(Center. foy, Crearive Communications, Inc.).

3

\ . ] . * .
- -‘.' ~ . E N ‘ . : Nrﬁ. - R ¥ v’a ' .
Values Cla&iﬂcat:lon- Techni i : L e
. ;?."-,:. - v‘! - K} - g ’ ’ B} Wy : ’
What are the ways thar é&ssro‘om teachers can help their students @

.‘experiehce, and devglop 8killg, in thege dimgné‘ions of the valuing

Sosa

process?: The f.:'olloxsi,ng ChgTt sdrveg ag a simple org zer for thq“\ﬁ'

. " .typed of Valug}' tt{fhﬂiques which can conbtribtute to this end.
CoE ! S T -

3

- Clari‘ijing} Activities or Three-Level :
Response | - __Strategieg Teaching ’
' C - * Ra l

o
q ex_g‘ les - ' ekamplegé - ) : e’xamgles

’
- o < 1

%ty VarUks CLARIFICATION APPROACHES

4

[

SR i3.questions. : n;:()ting : history
LT ‘j'.'-;,m,,in-tg_fvtiaws T ordering art
BTN ? S . q ‘ Ciat Vof atms music
& A i " R \;alueacﬁntinuug“n : soclal sfudies
R o e o unfiAigheq  Sentences, language arts
S TR e Y ) Value guction : spelling
vt o >\ fantagy exploration mathematics . i
o ' e = journal writing ©, biology '
A : - Ylues wheel ‘ physical education
’ L value digcussions . religion ' v
. ” o, - - health ( o
‘ Yo ‘foreign languages
- e o ‘
" ) - Ra o
g‘;ﬁ: ot o, - S
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Clarifying Response . o -

A?clariinng response 1is a pgrticular way of responding to a person
that helps that person to clarify their tﬁlnking and behavior and

\iherefore clarify values. ,Jt ﬁ@ﬁg brief 1nt§rchangé designed to raise

\ - ‘ - R : L : Co-
quéstions and to stimulate a person's consideratjon about one's life,

3 actions aﬁd ideas. It is not a‘formal procédune énd it 1s not intended

. to get the petggn to believe/g;/;;zz:stand or feel a particuiar way.
According to Raths, Harmin and Simon, it "is usually aimed at one stu-
dentlat a time, often in.brief, informed conversations held in class,

in hallways, on the playground, or any place else wheretihe teacher .

comes in contact with a student who‘does or says someghfng to frigger <
-+ such a reéﬁonse." ' . {
. The cIﬁ:ifying response usually Fakes“the‘form of a qqestioq oriented

P
toward a st

ttitudes, aspirations, purposes, interests and

activities, ~Jwo sample interchanges are presented below.

r$  see you're hard at work on that project, Jimmy."
Stddent,u,f’; s not good to be lazy,.you know."

. Teacher: ' "Haw do you know it's not good?" \
Student: "Everybody knows that,- My parents always say 1e."
Teacher:. "I see. Is working something that you value, then, Jimmy?"
Student: . "Huh? 'I suppose so."
Teacher: 0. K., Jimmy.; Thank you."

v » >
Example #2 . - RN <
Student: ''Miss Jonés, g‘%? to ,&ashington D c. th\% w&kend
with py famil

Teacher:” "Going to ﬂashingten, are®

you? Are you glad you re\gping?"

-

. . AR PO . \
& k T el ’ s
, (N ) ! U,._(’ a . / ! N
. . R . » [ o - &
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Student: '"Well, yeah. I like to visit places with my family - But
: - I'm a little disappointed that I'1ll miss my Little League

game - ';, )

g
.. Teacher: "Well, 1'll see you on Monday - I'1l be interested to &now
5 if you enjoyed yourself." g '

'CIariinng responses can be uséci‘to help individuals clarify their
ideas at each of the seven stages which.combine .to form a value.
L b 2N
1. Choqsing freely ' '
a. Wheré do you suppose you first got that idea? .
b. What would people say 1f you weren't @ do what you say,,
you mugt do?
c. Are you getting help from anyOne? Do you need more help?
" Can I help?
d. Are you the only one in your, crowd who fee)\s this way?
. e. 18 there any rebellion in your choice}éh
Y f. How many years will you give to it? at gll you do 1if
‘ " you're not good enough? o
. 2. Choosing from alternatives &
a. What else di¥ you consider befor&ou picked thisg?
b. Was it a hard decision? What went into the final decision? ©
Who helped? Do’ you need any further help?
¢. Did you consider another possible alterdative?
d. Are there some reasons Hehind your choice?
o . e. What's really good abO)Z this choice which makes it stand
- out from othler possibilities? Y
* 3. Choosing thoughtfully and reflectively '
a. What ®ould be the consequenc of each Qlternative avail-
T e Y
b. Have you thought about this very much?  How did your th;l.nk-
. ing go?
. c. Is this what I understand you to’'gay. (interpret his ,‘§
statement)? h
d. Are you implying that,.. (distor.x h:Lﬁ statement to see if
he 1s clear enough to correct thé' distd‘rtion)? S
e. Defipe the terms you use. Give me an example of the kind
: bf job you.can get without a high school, diplonm. v
* P, Where will it lead? & g
* g. For whom are you doing. this? S - v
h.: What willAyou have to do" What are your first steps"
Secohd steps" . ¢ . A2

”
? s )




» ‘ ° B ‘ '.t 4 -
4 .
e >
4, Prizing and cherishing .
a, Are you glad you feel that way? o
B b. What good is 1t? What purpose does it serve? Why is it ¢
important to you? ° ) . ” .
c. Should everyone do:it¢ your way?
d. In*what way would life be different without 1it?
5. Affirming \ ’
: o a. Would you tell the class the way you feel some time?
b. Yoy don't mean to say that you believe... (repeat the idea)?
. c. Do people know that you believe that way or that you do that
) thing?
N ' d. Are you willing to stand up and be counted for Rhaé? .
6. Acting upon choices - ST
. a. I hear what you are for; now, is there anything you can
do about {t? Can I help? : 9
b. .Have you made any plans to do more. than you already haye > 7
.done? e
c. Would you want other people to kﬁow ,you feel this way? . 7/ ‘
_ What 1f they disagree with you? 11
‘ds  How has it already affected your 1life? How will it affect
Mt in the future? - ' vy
Y 4 .
- 7. Repeating - ' SN A
. a. Have you done anything already? Do:you do this oft n?
" . b." What are your plans for -doing more of 1t?_ ° = ‘
) : ci Ara there some other things you cando which are ike it? .
d. What did you not do when you went to do that? Was that 0.K.?
b e, Did you run into any difficulty? :
A : .+ f. Will you do it again? s @ "
(Raths, et al., 1966, pp. 63-65)
Clarifying Interview T o v
. N ' g b
& \ A clarlfying interview is a more in- depth extension of the clarlfying N
A .- response, A series of the same types of* questions are used to help
K::rs‘on examine a particular ‘lue area in one's life or to explore a
specific decisicbn or, choﬂ:e ?eing faced _Thi’s ﬁé‘an be done on an indivi- o : »
oy Lo c) ) . . : 4 h' ' . e “ . . N ] . ’

o
~7 N
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dual basis or with others observing. injfheufatter'case, tne technique
becomes somewhat morg formal. The Jé<son:volunteers to be the "inter-.
viewee' and ground;rules are established.- One person asks the questions,
the int}rviewee may ''pass' on any‘questions he or sheivishes, and the . .
interviewee may./end the.session at any time by saying JThank you for

your questions." ) e

S | “ o

Activities or Strategies

A trénendous variety of challenging and fun activities are possible 17///

>

use in values education. "Some companies have packaged programs which
use’ visual aids, posters, value sheets, "and stories to initiate activities.

These are\Very convenient but not essential to a values education pro~

MY

E4

.
gram. Some of the activities invplve processes which can be applied to

o\, ' e -

situations in the classroom and require no special materials. Some'of>
tne more widely knovn activities and strategies are described here.J j' ) \
Behaviors - relating to the expression of feelings, interpersonal
relationships, feelings of adequacy and‘personal awareness are enhanced
- by values exploration by individuais and groups. Krathwhol s (1964)
taxonomy of the affective domain is helpful in sequencing instructfon
o from-this point of departure. In addition some groups use the. helper-
1earning models employed by counseling psychologists. Trust, empathy, N

and openness are typical concepts stressed to allow for more honest dis-

closing and genuine feedback and sharing. Sensitivity and T-group goals

T
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; of the 60's'h?ave be?\ in&agrd’ted w‘th th‘q respodsibility—oyfnership -o‘f_

70's.'.-‘ﬂ
'l Acceptance of self and others are other common goals that follow
trust building Risk taking and self-diétlosure are encouraged. Feéd-A
back exercises prqmote ;:e yaluing of what others say and do and, as a
Jresult ofAtheLorocess theg;validate the _person. ‘Self expression skills

-:x

increase as the activities are carried through. : ’
h .
Putting values clarification strategles into action requires care-

s ‘
. w

ful attention’to the reagons for doing so. It is important that a

L4

clearcut and systematic plan be developei‘ “The fOCUS"thhiS plan qill
be the students and what they as individuals and a group need in order

to facilitate their making of life choices. If they are new td the val-
Juing process, it is important that stretegies.be planned in a progres-

si6n from those that require the least.amount of personal risk to;those

which require a great deal of personal risk. In this way students will v
\ - . b

be able to experience the safety of the group before they have to explore
" too deeply. | .

lhe follo ing actiyitie; are grouped accofdgng-to'those which're-_
» - quire little pefksonal risk, those which require a moderate'risk, and

/

. ) «
.those which requird a commitment -to acLiona |

r\ . ® - A i ' /
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1. Have students make a poster showing different things about thém-"

-

‘graphs., "The following -are ideas for things to include."

selves, Illustrations ﬁéy be hand-drawn from magazines or photo-

favorite toy -

,ﬂunfavoritg" food -

dream pet

favorite game : .
Keep the number of things gmall--perhaps 4 or 6. After they each
have made thier poster,_.divide class into small 4roups. In groups
have students take turns sharing their ME posters, Depending .-upon
the maturity of -the group, ask them to tell why they chose what -
they did. H

o
B

End session by having students think about tyo new things they

learned gbout other people in their group..

Occassionally ask students to vote on a‘iﬁpic. THE PURPOSE IS NOT

. FOR DECISION MAKING OR TO DISCOVER RIGHT OR WRONG ANSWERS. In
* this kind of voting students are able to.téll others where they

stand on something.  Start with things like ’
How many have red bikes? !
How many like chocolate ice cream?
How many saw "Kojak", last night?
You may tally results or not, whichever is right for your group.
After a few iimes; ask students to conduct the values voting.
1}

Have stud respond to an "If I'were..." statement in writing
or orally in a small group. Examples are:
.If I were a rose... ’
f I were a horse...
f I were a big red balloon...
This offers the opportunity to find out a little more about the
things they value or consider important. The question "Téll ke

-a little bit about why you wouldn't have thorns if you were a rose"
-helps students ‘to begin to put clarification with their statements.

P

b, '“Qﬁve atudents drawfa big'ou€1iﬁe of their house on érbig plece-of

paper. Inside the house have them draw their favorite room and .

what they do there. Have students group in fwo ways-~first by

finding someone with a different room. Talk togeﬁher’about why
they chose the rooms they did. .

~

-

o
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5. Make emotion books;: ' Using hand—drawn illustrations or magazine
-photos, havé students devote 2 page | to a different. emotion. - _Have '
* them title the pages " _ makes me happy", " " makes
me sad" and 8o on using any @emotions -they ch ~ WHen books.are -4
' complete in small groups have them talk toget¥er about their books.

- Moderate Risk Strategies. 0
- ‘

1. Utilizing value 3hting strategy, have students sharé how they
 feel -gbout certain topies. If they,feel ‘sttongly in favor, they
raise their hands high; if théy feel strongly agaiﬂ';, they turn
‘thumbs down, if they don't have feeling one way or another, they

fold their .arms in front of them; Qy‘they choose to pass, they just

*sit, Some possible t are: S
How do you feel abou
--not getting any.alldwance?

H o

A,o). --parents choosing what you wear?
--brothers? _ . ) I
- ~-gisters? i A - - .

- - . ; )

--no more school? A o .
During this process’ watch for sgddents who consistently pass or
. do not take a stand This is an indication that some special
.+ _ assigtance is’ needed...perhaps a tonversation or a return to
strategies requiring less risk. - : .

2, Have students react to what happened to them the ;\} before. Ln
writing, orally, or through illustrations share ,the high point of
the day; the low point, qomething they learned about themselves.

3.. *Ha&e students think of three people they admire. " For each per-
son have students identify two actions ox characteristics about
him or het that they like. Make a big class poster or chart
"Things we 1like about others."

-~ ‘q
X3

4, In s%all groups have~studentsrshare things about themselves of .
which they are proud. It may take group stimulation to begin
their thinking in this way. The teacher or counselor can serve
as a model to lead the way. ,Have each student complete the sentence
"I am proud that..." Plan a way to share "prqud.things" with the .
. total group. - S . . . T .

5. Have students write a commeqcial or an ad selling themselves.
.Encounage creativity. What benefits would be derg{ved from pur-
« chasing them? Any cautions,thé purchaset should know abaut? . «

/ ~' ’ < ' . " sy
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f 'It if's right for-the group, display finished products without "
names -and have’others guess who commercialﬁor ad is about.s Talk .

together about ease/difficulty of advettising self, *+_ .z ;}

e
-

Values into Action?Strategiésf . e . RN &

- v ' - . Y LIEPRITIN R
ot v Tt - v R T .
' L . . % ST “ ¢ e, 14:_‘ oY,
. . N . v - - . -
- . .

1. Using admired pergan list. (activity #3 moderate risk list) have'-
" student rate the six actions they admite in relation to’ them- ..
selveg by the following- rating - :
I-do ) S _
"I doh't gpd won't - o - .
I'11 tryQP , . ’ \ ‘
From the "I'11 try" list haveostudents select ane which they will
_really try. Identif plan for trying the new behavior for one .
weék. - Plan ways for éyaluating with. students their effoftsy, '
Was it easy/hard? Do they want to try again? How can teacher/
class help’ . - Y S * .

” - s . N '_ R

v

1 .

1

2.. (For'upper elementary) Privately*have students draw a big square.
Inside the square-have them write words that tell what they, would
. do if they could do anything:-at a}®with no worry about mbney,
' space, ‘time.’ Outside‘the box have them write all the words that
tell what keeping them from doing the things they wrote inside
.the box. er they have*wrixten them all Hown,- haye them eval-.

- uate the w&s to see which ones they, thr& act on, couldJ
eliminate. For those who'chobse,to do so, plﬂg'togetHEr ways to .
take action. This activity 1s. dasigned to help- 1ndividuals eval—'
%ate constraints on their action# in & personal way. It 1s not
necessary to have them share unless they so indicate. o

3. On Monday, tell students théy are going té give themselves a gift .

each day for 'the next five days. -Talk about how receiving and .

giving gifts makes us feel. Share with the group a gift you ' ..

would give. 1if you could give yourself anything at all.”. Ask others
to do the same. When all who ‘care to-have shared something -
they 'would give themselves, give -each student a* bookIEt with five «
blank sheets of paper.in it. “Ask each.person. to ‘think of . a really -

special gift to give themselves and - draw it on the first page. ' .

gpext day have them do t ame thing ang so n. ﬁo%‘five days.

Aftér all picturesd ‘have Been mpleted, ask ‘students Yo logk T

through their bdoks. toﬁsee what they can-discover about themselVeé. “

Have them then completefthe sentence "I discovered o hbbut me.'

S
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4. , T€éll 3tudents that they wid
: c?ing they wish .to do. , The
lustrate what they will «

~eyening ‘of each day. When

hdve them look over their «

dg 1f they rearranged thei;

halp them becgme aware of {

Ve choices and be able- tosc

. L3 .

5. que students select one pe
That person can be anyone=-
changes would they make? }

. own lives? "Why did they ct
. the changes? How can they’
' they would like to see then

6. A constructive dialogue wit
familiar strange and the st
ation ,allows one ta begome
therefore confront:§§fégﬁic
ing an object, and dreams &
non-threatening exercise ey

-~

Exper

Give.each participant

at it carefully, hold"

gently between fingers

being a raisin. What

. that? Place the.raisi

~ around with your tongu

and then swallow., Sha
otherg.,

—"/Eantasies provide a means o
projected into the past, pr

various settings, roles and
become preparation for acti
o .

7. Scavenger Hunt. The class
students.> Each group is gi
scavenger hunt. In additio
they all li¥z and something
category. ey recelve one
. (Each group will need a sec




. Scavenger Hunt List . Liké“ Dislike
1. . food SRR : L . : ' L
2.. game (indoor) b e o
3. TV show
4. game (outdoor) . ' ’ ‘
. . 5. gift received - ‘ o
6. summer vacation o i : v E
: . 7., school subject
U 8. .- chore at home
9. hobby - :
10. “‘a way to Spend a Saturday .. - '
-0 - ) ’ :
' o In the second half of. the activity, students '"search" for experiences.
' Ca- \\uthey have had in common. They recetive three points for each exper-
Ce iences they decide they have,all had. Examples: .
- . .- 1. "a time when their parents made them very happy
! Co -2. a:time when they were uneasy’ in school: ©
. T * 3, -.a time.when they felt left out /
< ' . 4, sonething they have done jwith their friends about
. ’ o ‘which they “are proud -
. ® . T -5, a time‘they got' away with something they shouldn't have

* .The teacher must 'stress honesty ir 'all discussions. Suggested

time limit for the activity is- 30 minutes. Once the groups have
. completed .the "Scavenger Hunt," they might choose two items to

&  .share with the ‘entire class, perhaps those ideas that were most
' fun or difficult. Then the scores from both activities should be
' added to determine which team accumulated the most points. (Curwin,

Geri ang Cutwin, Richard L., p. 32)
f 4 e

—~ : i /
N I

Evaluation - oo v

4 4

Taking a look éver what haazbeen accomplished through particular:

—_~ . v

activities is an important part of growing, Unfortunately, most of

the growing which takes place in school is appraised by the educators
‘who in turn infdrm étudentazand their parents of progress being made.

What is needed 1s more real appraisal of their work by the students

themselves. With regard ‘to pﬂagresa made in the area of values




. ) .\l . | . \\
v . ~ ‘ ) - . : '\\
clarification there is no ques‘eon of who will be responsible for eval-!

1
=

uati§9.' Each student must evaluate his or her own growth. The respon-

.
'sibility of the ‘educator is-to ﬁrovide the time and the means for effec--

-

tive asaeésment. :
One of the most fdcilitative ways of helping séudénts maimtain - .
awareness of.ghei? develophe;t.in the valuing process is-to post the., -

following "I Learﬁed Statements" in a_visiﬁle spot in the room.

| ;5 I learned’that E... ‘ 3 '
1 relearned that I...
I discovered that I... B
I‘found ghat I... : ‘ PR k\
I felt good when I...

~

I was proud that I...

.2 ‘ i

yl

I was disappointed that-I...
~ | (Curwin & Curwin, 1974, p. 80)

After working -through-a clarification strategy or after a particu-

-
%

larly effective class discussioq, provide ‘time for students to* complete
the "I Learned Statements” in their own journals which ;hey should 5e
encouraéed to mainf in thréughgﬁ% the semester or fgar. Each student's
journal 1is his or her personal record of progress and it need not be

shared with anypne unless the student desires to do so. This method of

evaluation helps to further personalize the values clarification activities.



N

. Points to Remember.

-2 :

BecauSe of the impacp that values educdtion can have on students‘

'+ working with values clarification exercises.

*

*

*w

Y

.

and educators, it is ﬂqcessary in ending this section to re-eﬁphasize

several points. The following list of ground rules ‘are essential in

N

Every answer is a right answer. ’
Values Clarifiﬁation,exercises glve the participants‘thei
time and gpace to examine their attitudes and values, Time
means exactly what it says. Space means the ‘latitude, the
room for movement in a non-judgmental environment which is

- conducive to thoughtful self-examination.without the fear

of censure.

| ' .
Everyone has the right to pass on anj exercise at 'any time,
without being expected to Justify hi% or her passing.

-

_The facilitator is a participant;-a model for the others.

A philosophy basic to Values Clarification is that individuals
are responsible for the position they are in. They are respon-
sible for their own feelings. They grow and react in terms

of their acceptance of their personal feelings and their own
life situations. N

There 18 no closureéﬁgr a Values Clarification exercise. It
is open-ended. 1Its purpose is td open doors for the individual.

N

’

Three-Level Teaching

|

Harmini Kirschenbaum and Sim?n explain that school subjects can
be taught on any or all‘thrée levels: (1) the facts 1e§el which includes
- the tgaching and learning of épecific information, facts,‘details;-(Z)
the concepts level which explore; the principles behind the facts; and

(3) the vdlues level which_relates the facts and concepts of a subject

™~

<



area to the students' lives. Real learning in;egrateé all three levels
y .

-

-and’ meets the goal of helping students discern facts,/make sense of

-

them, and finally live by the meanings they perceive. \ The use of this
T . 3 '
technique of values education has two distixct advantageé. (1) No

separate time must be alloted from the lready crowded curticulum and |
. ! »

(2) both cognitive and affective‘}térning are enriched and made more
. 7 .

effective as a result bf the ’ tégration.
y
A spelling lesson ii/ﬁgéd here as an example of how to incorporate
all three teaching leggi;:
FACTS LEVEL:
1. Mix up the drder of the fbllowing spelling words, then\ask the group‘ \\)'

to figupé out this puzzle: These words can be placed into three

a like groups., What words should be grouaed together‘
{ ‘yés : _ attention ‘ probable gnaw ‘ -
'déyf/ action ‘ | Vegetéble ' knob
. intersection ramble | - pneumonia
/" dictionary

When the puzzle is solved, point out to the group that gnaw, kgép,

and pneumonia are alike in their sound patterns. The others are

alike in their spelling patterns.

This approach can be used with spelling groups at different levels
by varying the words for each .group. Often the members of a particular

spelling group are in the samé reading group. If this 1s so, a good

- 93 -
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‘timé_for spelling may be just after the group has finished the reading (
. N ’ . ) ’
-lesson for the day. A week's plan for implementing this lesson might

~/
work out 1like'this:

Monday . Tueédaxu » Wednesday
Factg level: act{yities Concepts level: activities Values level:
1l and 2 1 ang/f2 (overlaps into. activity 2
~ ' Separate Spelling Groups = values " Spelling Groups
' , : " ' i Separate Spelling Groupg together
- . . - 3
“ ' Thursday . ) Friday
w» « Facts level: test for Facts level: retest
memorization . for those needing it

Separate Spelling Groups -
{Remedial help for those _ .
‘'who need 1it) . ’ \

Bear in mind that this is oniy a sample format and the number of \

. ) \
days spent, the amount of time and priorities for teuiching spelling are

left to the discretion of the individpal teacher.

. _ ‘ - ' \
: _ 2.‘_ Have the students memorize the spelling of each word. NOTE: Many

students do not know a process for memorizing words; a Very heip-
ful tool In the classroom would be a poster displayed in an easily
seen spot which lists theée five steps: (1) Look at thewword.
(2) Say the word. - (3) Write the word. (4) Close eyes qgapope’l

[N
the word. (5) Open eyes and check.

Is ' -
2

CONCEPTS LEVEL:

1. Divide the spelling group into smaller groups of 4 or 5. Give

each ‘group a_portibn of Eﬁe words and tell them to have one per-
. A

son record all the meanings the g. o r each word.

» Y (




~

Encourage them to use a'dietionsry'if.they need help. Bring the
group together again and share the meanings, developing a fuller
understanding ‘of the words. -

- VALUES LEVEL: ' - , } N

1. Instruct each student to make up a sentence for each word, telling

sokething about themselves, who they are, what's important to them.

' ~ (Concepts and'Values levels).

2. . Havq each student £111 in one of the following incomplete sentences
and use one or two of-the spelling words.

1 liket..

I feel...

s . I wonder...
I thought....
y I don't like.(i
I don't want... |
+ I wigh that... /

As a class, share these sentences, commenting and questioning as

apnropriate.

=95 -
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' . ‘| ., MoraI®Reasoning
T a ] -
Lawrence Kohlberg, at Harvard_UniversiﬁyJ has -

-

donetextensive research in the area of moral developmént. ?is ‘work
can be of great help to educators concerned with halping students to

clarify un&erstanding of’ their values.
/l . ___/ \
Kohlberg and his, associptes take a\dEfinite cognitive stance’

L
Kohlberg ha% related values education to moral development. Kohlberg
view 1s in the cognitive developmental tradition”of Piaget and Bruner.
For him,_developmental stages are important to undgrstanding values:

Like Dewey; Kohlberg prefers to stress the interaction?betﬁeen the

~—

environment and the internal cognitive structures of an individual

The individual’ {decision making or problem solving ability is
Kohlberg's primary fociis. "Therefore, the essential condition for cumu-
lative elaboration of cognitive structure 1is the presentation“of'exper-a

iences which "stretch" one's existing'thinking and set 1nto motion thig
searcbfand-discovery process‘for more adehuate ways to organize exper-
ience and action" (Rest, 1974). Similar to Piaget Koh! rg's stag¢s

H
“

suggest concrete orfconstricted'behavdor on lower stages of development.
Conforming to persons then conforming to rules, and final Y, begpming

a principled” autonomous person reflecis higher level abstraction and
individualism. Kohlberg 8 stages of de 1opment have implications for ~,

values curriculum sequencing and teacherstaff knowledge:

- ‘ . . .
- 4 - RN
o - 7

¥ -



({‘ e Fe B ’, . . . . ‘
. 4 . . . : " v .
I , { ‘
Stage 0: "Good' is that which is agreeeble or pleasant; "bad" is .
that which'is disagreeable or unﬁleasant. o \ <y
Stage 1: “Good“‘is that which an authority figure rewards° "bad"
. ;s that which authority punishes.“.
Stage;h'& A "good" tufn deserves ome in return° one "bagd" deed = . -
t X 'deserves another. h - B
" "Stage 3: "Good" pleases others “and they think highly of me; "bad"_///
. disappoints others "and ‘they ‘think .lowly /t me. N ‘ v
. 4
Stjge 4: MGood" 1s upheld f5r the benefit of the social order‘which \—}
. has. been established LI
- . Stage’5: "Good" "right" can be personally determined except .- . .
A _When it has been previously agreed upon democratically . S
- hy;a group or society.! o ‘J :
Stage 6: "Good" or "right" is determined according to personal
\; ,.ethical principles upon which conscience is based. . <o L
,Kohlbé:g hflds these tenet? about a nerson's_development through

these stages',

f

-

, Q. N . . o
AN { Y . "
" «An inaividual re’sons\gredominautly at one stage of thought
P but uses adjoining’stages as a seconda
Tl N
; their _own

-PéOple cﬂz;understand mora1 arguments

at alllsta es "beneath -their own;
P j

7‘ at ‘one (and very rarely

-Except

—

uydfr extreme durek

higher stages although an ‘ndividual may cease developing »

,at any szage.

/eoplijprefer to {eason at/%he ‘highest level of which they

, ’
N <

are capable,

. [ /
R N ! .
- P
; 7 ,' 1-"/U /I;Jv\ !
. £ .- ‘.' ’ .‘ “ K\;
Y o N " .
vl : .9,7}/ ‘ /j ¢

thinkigg pattern..
"y .

<lthe§ can- sometimes understand

wo) stages’above their own.u“

8 mnlovement is always forward'to*j

=

‘stage and"
f.
L

P

-
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Unlik cher valﬁes approaches, Kohlberg belieyes that some judg- :

-~

ments are b\tter, more appropriate than others, these jud nts base '

on universal principles of justice are best. Kohlberg also maintains

. - i ~

" that moral growth is'faéilitated as people inte;7ct with others.: When P

students gre exposed to discussion and; thé conf icting views of. othe%s,

-/ ¢

they have the opportunity to“compare and drqw new moral conclusions:
This led to the rationgie for using "qual dilemmas", Kohlberg's plan
for helping students to-move to a higher stage of moral development.
resumably the teaqher provides +l modeIing (thinking modeled at/
one. developmental stage above a student s current- stage) for the most.

mature student in the group. Additional +1 modeling would come from

< ~
v

within the group itself o - . B .

fhe’Moral Dilemmas Procedure ) ' . ' - . .

s j'" ' .“‘, ' . PN J A
PR A dilemma (conflict situation) -is prese?ted to the

‘group.l Check to, see that all terms and words are undev?msf 'f~l

stood. Students then discuss how the dilemma might be L
resolved, explaining their reason for suggesting a ‘par-
icular resolption. It is’the reason, not the resolution,
/"

thdt. reveals the moral stageaat which a student is func— .

. a#“ ‘
tioning _The teacher intervenes appropriately to stimu- .
»

late thinking at a higher stage, "why" and "how quejyions
—
’are preferable to those answerable by a yes or‘"no

» X - . . 4

. N %



¥ The chﬁg is on the student's 'search rather than the oo
N ‘ L Coen e - '

. teacher's answers. Summarize comments frequently, and

' ‘ . v SR o N

iddntify the differencescamong the positions exprESsed

) by'group members. Al;yw sufficient time to explore/the
| . f. .‘ s?bject and encourage alternative considerations. 4 ) “ '}
Beverly Mattox»£197§) has published a very p;actidal book on
Kohlberg 8 approach which: includes dilemmas for use with different school*

i

TN
. ] 1evels. _Thé following is an example oﬂ'a dilemma fdr elementary level:

- » _./ R . \ "" N . " ).._ Jf

s N . .- THE PLAYGROUND FIGHT .
¢ .
. OBJEbTIVE: S E ot
- “ ‘ N =4
To examine integrity and responsibility. 3 v . .
N v - 4- . - < ’ { .
SITUATION' : _ . T o
_ . - . S A oo
A\ o You have been wrongly acqysed ofoightin on, the playground\\ our .
- teacher tells you to go to the office to see the principal. You've
been in fights before 86 you re sure the principal won't believe ,
you re innocent. You not4ce that it is just five minutes unti
’ uﬁ\, the end-of school., /You are,tempted to sngak out-the back door and
. . o
. go home since you know you wgiep t 1n the fight anyway. ‘
FéCUS S A
</» l ' { . - ° 14 . , .
-ﬁo yoh'stay and see the grincipal?
ION: \ L NN ‘ -
. g PO
. Explain your-decision.’ . 4 *
. I8 o o - .
2.+ What wif; happen 1/ “you go home? o o . 3
v 2 » ! . ‘ N ° o
. A . ’
// - . ' .
. rJ | ‘ ) -
. i x‘.\ 4 .(\)m

N

Py

.




f3. Does thegfact that you are innocent (and your teacher is 'f;f:

wrong) give you the right to disobey your teacher's Zrdérs?
s ,

The ' teacher slso encourages class members to take a stand and ex-

plain dhy; to confront and probe other-members thinking without persondl .
) : v .~ . » <.
*assaults to listen and pay attention td discussant 8 pbints; to probe,.

A

question, agdﬁ:;aluate argumenfs' to reflect an& summarize\group deliber-

ations, ‘and to facilitate gpod group discusLion processes‘;;%st;*l974).

T

3 Verbal reasoning skills are the qajor o#tcomé athieved:; - ° ~ A ‘J;‘ “oy
) ..-"- . A i ' ;” (“,‘ -' —\// “-v,’ i .
Similar Program e S - : f S Cos
A Togram e , . B R
',The\iﬁéa ng to Jecfde Program" develqped by Ojemann and Camphell : ¥y
\ » ' (o
(1974) is aimed'ht teaching moral judgmentse The program is designed N
- - . ] o
for tﬁe following: * .
1. pe!rning/tb use the process of ;hinking of aeveral alternattVe35 T
/ 4
, 2, . Learning td’examine the. probable consequences of a1ternatives
Sl » in commdn social situations, including immgdiate and remote O
consequences and the effects on others as’ well as on self, S

/ \/ L

3." Learning to make a value decision whigh takes. account of the
the long range as well as the: immediate cqonsequetces of behavior
,as]it affects bowh oneself and others, ." = oo

’//‘ L [ - ' » o
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' Expanding Expériences o 8
i

: ' : -

Roie is the'term'applied to a person's palterned,way'of evaluating
824 PShaving toward the wotld of others and toward himself Part of

gfﬁwing up is learning and developing this role. As we become adults,

" 1‘!)1'?- becomes increasingly meaningful and Spmplexﬁ

.Bole playing is a method of taking on unfamiliar roles or the

; r?1¢# of other people and acting out the others' feelings, thoughts, and

béhadiér- It is a useful tool in the classroom for many purposes since

1 epables studeﬁts to examine and to try out a rangé of approaches

a9 blternatLQes to situations. The risk of personai sanctions or re-
pf1sala is reduced; studenté‘know they are acting dut‘a part and so v
09 ftger to express a vafiety of emotions and bghavior.

There are several depths or levels at which role playing can be
WS4, One level is called "ps‘ odrama” and is most often used in a
I y4Ca] setting as a psychotherapeutic technique. On this level, a
p#TyoR plays oneself and acts out a particular problem he or she is
e;befi&nCing. With sdmeone who 1s trained, tge person intensively
e#%yiNeg the behavior and outcomes.

o

A vgociodrama" looks at general human. behavior and may be done at

a? interpersonal or instryctional level in the classroom. At the

N1ﬂthPe;aonal level the émphaais is on typical roles, problems and

. .
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situations that ch@ldrén ushally face; for example, shyness, aggression,

4

or rejection. At'the 1nst€pctionalilevé1, gﬁudenta poft;ay'll;grary or
historical events aﬂﬂ.conCths éuéh as justice, honést;jor fear. The
issue or problem to be enaéted may be a real-life situation or a ficti-
tious example of a real s{tgétion. As with'an&'o§her educatidhgl tool,
role playing ﬁas‘its gréateét’effecf when 1t is ﬁot an féslgted'event
but.part'of a‘larger‘instructiénal pr;gram.
fhe following princiﬁles concern the basics of conducting role play-

ing in the classroom: k$?

|

1. Role playing atmosphere. Students should be presented with the
!

idea that many sitqgtions or problems are not easy to solve,

|-

and there’ may be né one "right'" solution or answer. After
! ’ . A

i
h

presenting a prob#em Situggion, the teacher can help the stu-

dents explore pos&é@le alternatives and solutions by asking

questions guth as ''What did happen?" '"What is the problem?"
Ry

"What 1s the situation?" "Why do you think the person did

that?" 'What might be a different way to handle this situation?"

2. Select}ng the actors. Choose for actors those children who
voluntéér; never férce a child to role play. Avoid selecting
aétors whose natural role 1s like the one to be portrayed~-
théy become too personally involved and may be deeply affec£ed
by the response of others.

t '
3. Setting the stage. Use minimal props--table, chairs and space

' 5

-

R ]

o
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: for action. Encourage the students to develop the idea of the

- :setting by asking questions such as: "Where will this take

4.

Eplace?" "What time of day is it?" '"What should the characters
"be doing?"

: _ ) -
Enactment. The teacher degides which solutions are to be enacted
.and for how long. The children ;ct out thelr parts spontaneously
" ]

- (that is, there 1s no' "script” to work from), but with under-
Estaﬁding of the roles to be portrayed. Should a child wander

s

éin his role enactment or become silly, the teacher should inter-
Evene by asking questions sﬁch as: "Are you really playing this
;haracter?" "Are you working on shbwing a soiution to this
;ituation2" These*questions should néf‘bé saiﬁ in a sdolding
?anner;:£f the role playing 1s not working out, bring the %fs-
;ion to a clase by saying "We'll discuss- this late;", or "That
'@111 be all for now."

ﬁiscussion.~ The discussion-After the enactmeht is crucial.
ihrough-discussioﬁ the children can analyze the situation and
éeigh the possible alternatives and consequences. Enpouragee

-

@he children to identify and explore the feelings, ideas andi
Qalues presented. The nonacting children, the observers,
play an especially important parg~in this discussion as they

c@n be more objebtive and see the ¢onsequences to the solution

more ciearly. "‘

44
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\ ? . 6. Reenactment. New actors are selected and the situation is
reenacted with a different solution--as many times as desired.

- A discussion should-follow each enactment.

“7. Gemeralization.  In drawing the role playing session to a close,

help the children to broaden their understanding from. the speci-
fic situation to general 1life situations. In this‘yay they can
discover principles for social living.

Some examples of value tqpics for role playing are: family conflict
over.yhdﬂtion choice,"rules, or behavior; school issues such as cheating,

responsibilities, and curriculum, friendship concerns such as fighting,

rejection, making friends.

A Brainsto:ming,and Consensus Formation

Brainétorming is a technique with ‘a specific purpose--the generation

l

of new id%gs and alternatives. The goal is to obtain a quantity of ideas,

there is no concern for the value or quality of ideas. This is important‘ugm

P to remember, as it is tempting to get sidetracked into evaluation anu
o decision making (consensus fcrmation stage) before the'breinstorming
process is completed. Brainstorming is appropriate to use in situations
where the issue, question or problem presented is open to various solu-
tions. It can be used by two people (maybe even one) or a group of
twenty or more. The essential elements of a brainstorming session are:

1. Specification of problem issue or question. It is important

3
¢




that everyone in the group clearly understand the subject
of the brainstorming. | '

2, Recoraing, A persoﬁ (sometimes two Eeople) 1s needed to
write down all the ideas mentioned by the group; It is
most advisable to recora in a way that is visible to all.

¢ ~
This can be done on a blackboard or on large newsprint,
] i .

he)

using & felt marker.
3. Time 1limit. Three to eight minutes'is usually sufficient.

A time limit helps to maintain the focus.of ?ﬁg session an

-

quantity rather than quality of ideas. It also helps to

create an air of fun and excitement. .

4. Contribution of ideas. Eseryone is encouraged to give'as

many ideas as he/she can think of. All ideas are accepted.
' Calling out is preferable to hand raising and heI;s maintain

a free flowing of ideas. No interpretation is made. of a

P2}

person's idea; write down exactly what is said. SR
At fhe end of this prbcess there should be a large list of possi-
. ‘ [

bilities visible to the group. At this.point the group 1is ready to \

begin evaluating these idepsfgn'a process called consensus formation.’

s . v w

Through the process of consensus formation, ideas are evaluated

18 terms of thefr quality, desirability and apglicability. Tﬁe

- best one 18 selected for implementation. It is importanf jo‘ndte the

«

meaning of the word consensus: agreement among all group members.

N4
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This means that majority vote in choosing is not acceptableQ-all mem-
[ ‘ .

bers must mutually agree upon the selectioq/' Obviously, serious dis-

cugsion and consideration of the pqssi?fe/ﬁlgernqtives is required in. e
: /

- - R N 13

order to reach the goal of consensus. / )

/ . f
/ [

There are two phases to conSensu§¥Tormatioh—-evaluation and selec-

Ao / L]
tion. Thomas Gordon (autﬁhx of Parent Effectiveness Training and
oo 7

®

Teacher Effectiveness Training) proyides these sever guidelines to fol-

.low during the evaluationlﬁfocess:‘

1. Start the evaluation process with an gpen-ended question

. o . )
e.g., '"What do you 'think about each of these ideas?

.-

" Which are the best?"

3t il R B ‘ )

N 2. Cros% off the list any solution that produces a negétive
i .

t
rating from anyone for whatever reason.

i
!

3. Usefa lot of active listening to be sure that éll parti-

cigéntb accurately understand the opinions. and feelings
, ) ) . .

express--’

\-

4. Do not hesitate to state your opinions and -preferences.

—

Vo not permit a soluZion to stand if it is not really
"acceptable to you.

5. Use I-messages to state your feelings, e.g., "I couldn't

accept that idea because...”" or "I don't feel comfortable

with that solution because..." ,

.

6. Now is the time for dodumeh%ation and analysis. _Encourage

4
-



' . : .
v participgnts to advocate their proposals, to tell the
grodp,why their ideas have merit. Yoﬁ can argue the
case }q; your favorite ;olutiohs‘toof
7. Do not ;hsh! Unless it is obvious that everyone agrees
N to one §Qiution, take tle time to let everyone have‘his )
say. Lf some of the participants have not spoken,,
encourage them with an I4messagg, e.g:; "I\hd@ven't heard
from everyone and I'm curious about all our e;ings."
If one best sol;tion has naturally evolved at this point, yéu're
ready to decide how to implement the solutioﬁ. If several ideas re- /
main seeming equaliy éffecgive, thé phasegof sélectiogais the next step.

1.” Test the proposed sp}utions; Ask students to imagine how

each solution would work if it were chosen. "If we

+

tried this idea what do~Jou think would hap: roufd-
(everyone be satisi..d?" '"Do you think we wou._ ve 'solved
our problem?" ""Are there any flaws?" ''Where wou.d we

possibly fail?"

&‘]
2, Work toward consensus. Do not adopt a solution until

A

everyone agfees to at least try it. Try to sense when

agreement is close. The best way to tesf'for consensus

! ~ .
is to say, "It seems we all agrée on number three. ' Does

e - \ s
anyone not agree?'" And keep the decision tentative.

[y

’
Ask the group if they would be willing to try ouf No. 3




A
t - ’ -’\
t4
to see if it works: "I‘m wii}ing to'try this out, how
about you?" This helps students'onderstand that their
decision will not be cast, in bronze, that they.can .~ '
‘always reconsider and change it if 1t turns out. that it

3
is not the bestﬂ

3. Write down the agreed-upon soiution. Some teachers ‘gsk
all participants to sign a written statement, much 11&e
a contract, to indicate‘that,they understand its condgb‘
tions and terms and agree to them. If somgone hesitates

" when 1t comes time to sign, you know tha% you hawve not

"yet achieved consensus. If this happens, tune.in to the

b4

student's feeling . % "™ .one to give in to
grour nregsure, . _w.dCe, €O become submissive. 'Be
sensitive to stud. messages that may indicate less

b
than positive feelings about a solution. Get feedba&c.'
Check them out. Grudging submission is not consensus.

It is possible that on some occasions a consensus nay still have

/

not been reached after using these procedures. If this should occur,

‘

Jléonsider with the group the possibility of modif;ing the alternatives

in some way. It may be necessary to brainstorm some addi{%ional ideas.

‘

Sometihes the issue should be temporarily tabled while group members

S

have an opportunity to think over their positions in greater depth.

It is important not to become discouraged and give up, because a

- A

»
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;- “mutual decision can be raached. While first attempts at using this
—— ~ /’
_ . R -
e, processemay seem time consuming and maybe\ev%n frustrating, the "pay-
5 .

.’ offs'" are tremendous. Group memberse experience genuine commitment to

-
-

the decision and consequertly-the implementation will occur with greater‘
* . . . ‘4 " ‘

ease and sucgess, often saving time’ and effort. As the group becomes

. actustomed to ysing thdse procedures, they will operate more‘e{ficiently

r
8

and.effectively.'x

[}
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HUMAN RELATIONS EDUCATION v L

’ . . "R 3 . '

- y _ In recent years, thé ﬁo%gs of- critichm against schools has shiggéd'

. > ’ n A\
. from academic and curricula tb the-atmosphere in the schools'and thé )
\- o - C. NP
) relationships among students and betweeh students, teachers,,and arent%\. v
- e

) (Leonard 1969 Holt, 1969 vSilberman, 1970) At the sam; time as this !

/ . shift.in criticism has orcurredﬁ knowledge in ‘areas of developmental

psychologyyguch as cognitive development, moral development, and ego </

develOpment have become increasingly well knewn and publicized. .The
. wofk of such researchers as Jéan Pfagét, Lawrgnce Kohlberg and Jane
’ " , . o/
A ) .
Loeyinger has increased our ugderstanding of the school aged person's N

osychologicsl'develop ent to the pointhhere it can te ,used- to plan
. i ,
) ’ 8 ‘
devélgpmentally sound prosrams to facilitate the normallchild's.
. oy . ) ‘ L * .
psychological growth through normal léfe stages. We are now able to

I . « - : 3 ; )
" pay attention to when we present what to children for their mdximum

\ R
i 3

gtowth. € o . _ *

The knowledge gleaned fram developmental psychology can certainly

* “beused to good"advantage in academic areas, but it can surely also be
‘ applied to ohanging school atnospﬁeres and(toward theldevelopment of
¢« 7 self-esteem and good interpersonal relationships. In essence, wé now
) have the tools to enhance the developnent of the whole\%S;ld in terms

o ! " N Y [- g
‘. of development in all areas.- We can implement John Dewey's conception

of human development as the proper aim of educapion. ®
\\ T 4 . 4
( ’ " ‘ﬂ’
N S .
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.. Jn 'view of the Eruicism sc%ools are: r%iving, it seems that

. some attantion must be paid’ to the deve-lopment of skills in human rela
N o /' . R
‘tions;- skills in getting along together ¢{)1‘ attaining cultﬁral comp

(Ivey, ,1977).- We. have~ given 1lip, service to the development of sel =

~

esueem and mterﬁersonal skills— in /schdols because we lackeh ‘a planned ’
. ) A
R &ganized means to achieve this in our échools.» We' just did net-know
. what to teach or how to teach human relations sq we left‘-}ur children

I ) . A ‘ . o
to learn what they might abgut gettipng along togéther and devel@ping-
RPN . s '
.‘seff-estsgm¢ Skeptics of the notion of teaching hunxan relg.tions skills
o o .. R
as ‘>art of an-elementary scho&.‘g"curriculum might well examine what our

) “ children have learned on their own from the "hidden curriculuni‘ "It

is not a question of whether children are being taught but l\ow, and

- v . B
. & , .
‘ 'to what eﬁﬂe. R A ‘ . L ol

. PR Giveft that we accept the idea of '"educat,ion t_)f the whole child"
N . e . N ‘ -

or commit ourselves to teaching chbldren tQ become more effective

people at their dev‘elopmentai levels, the what and how to teach are
,A » “ ‘e
still problems. In addition, the who to teach such skills hecomes a
- . ' rooo ~ \ : §
concern since special services personnel such as counselors are still

Iy

rare in -elementary schools and (flas_sroom teachers are Q@fxsually well .

S

trained in huinan development and human relations akills. L

y . L
“Since 197/0/, several packaged human relations skills programs .

\\, -

have been publisned to support implementation of instruftion in the class-

'

’

B -
1/'oom by classroom teachers. Techniques for the use of group intexction
¢ , . . ‘ \ \ C

/ ) ’ ‘
S ( . P

{
|
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. . . S
in FF teaclging of self understanding and effecj:ive fn erpersonal

LS I - A\ .
T l&tions have aIso been evelo ed ‘and adapted to ,the developmental
£ P )

~needs of st'udents. Each progra.m or techn’ﬂue has u_sed a deveiopme ftal
po”~ Lo

P e

framewor%:s -its pointf"f departure. The~Focus program (Sn/ienc

sociates, 1970) 1s developed around THe Taxonomy of" Educatiopal
VAT »
@jectives, Handbook 11: Affective Domain (K}{yohl et al., 1964), the ~

\ ) Research

- ¥ TAD pr.ogram (American Guidance Services 974

designed ound the
/cognitive and moral developmental theJries of Piaget and I(Jberg;‘ the
DUSO‘program (American Guidance Services, 1970) is based on the psychol- .,J
Oogy of Alfred A.dler‘{and Rudolph Dreikars. The group technique}s include
.‘%}xe Human De&logment .P\rcrgaram {Bessel and Palomares, 1974), classroom

meetings, and transactional analysis grj The developmental frameworks

. are 1ess we11 defined but include Krathwoh).l's Taxonomy of Educational //
\
Objectives, Affes ive Domain (1964), the reality9theory -of William
d(

Glasser (Glasser, 1969), ego psythology and an ?eclectic combin.ation of

-~

. Drei ers' (1967), encouragement "oce‘ss, and Carkhuff's }numan relations

trai ing (Carkhuff, 1969).

\\developing specific skills in humanrt relations for elementary school

w / 3 -
ageéd children. :
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Focus on SeIf-Development

. objectives are to*lead the child toward an undergtarding of%&el;, an

3

~ Foeus on Self—Development (An&/rson, et al., 1970, 1971, 1972) is
. 5

an audioviqpal program for the elementary grades designeg for use’ in
“ 3 / e ! - o
the classroom. .It consists qf‘three levels in,three kits. Its oveérall

\ — "
understanding .of otﬁEss, and an understanding of the environmgnt_and

-~ -

its effe&ts. Its purpgpse is to bring\out children's i&eas_and feelings

(2 .
and to get them to think ‘about them and act on them. It is.not to tell

them how to think or what to ‘do. The concepts in FOCUS ane;preéented

and developed through three. different stages, each with increasing

Ay

"involvement. All three stages use the Taxonomy of Educational Objectives,

Handbook II: Affective Domain (Krathwohl, et al., 1964), as a guide q%
) 2 ‘ . \

. of objectives in the T omy, This category, calléd 'Rec:

8 i

the degree{of.affective growth that can be expecged of children partici-~

¥ o B /S
pating in the program. <. '
. P
Stage Ope. ﬁi level of FOCUS begins with the first category .

3. ying”, is

. divided into three Yevels: Awareness, Willingness to Rec ive’, and Con-

trolled or Selected Attentign. Stage One of FOCUS is- concerned with
: 9

all three of theselevels witp emphasis on  awareness. There are twenty .

a

r

units concerned with developing in the child an awareness of the physical,

-

intellectual emotional ,and soclal aspects of people through relation-

ey . -
/ . (8

Lo



@ - - R ¢ " g ..
ships,‘ﬁeeling, environment, sharing and pxoblem-soiving and decisiod:

-
. . . ' \’\
n ! \

’ N

-

making.. Stage one is for use th grﬁde one. .
neling:. spde ore.

—— ’ ” .l . .-
. ' Stage o.S\This stage is concerned with the second category,
i \ N
"Respondingw? wl'bich ranges from a child" ;}oing something bgcause it 18 - ¢

) 1 )

expected to pursuing\It on' his owmn - and getting satisfaction frgg_iév '

1

s
The units in Stage Two are designed*to stimulate act;ve response to the .

\ N

concepts presented the actual 1eveL/of response will vary withethe
- S v —

developmental base of the individoal child. There are nineteen units
in Stage Two of FQCUS}isix of these deal with the personal seif,'three
vith environmental inflpencés,landgeight with the social self. The
first.unit inttodﬁbqe the ide? of—active responding; the 1fSt provides
a framework for summgrizing the year 's activities. |
: A

Stage Three. The third stage of FOCUS 1s based on‘mValuing , the

third gategory in the Taxonomy. In this stage, titled ”Involvement",
| o ;e )

studen}éﬁiook'at their involvement with self, others and their enVifon—. 1&
ment/énd discover what they think is important, that is, what they value.}
Theg/see that behavior is often determined by values, or what ig impor—
| tant to people, and that the involvement of other people may be different

I
/from or similar to their own. There are eightegn units in Stage Three

of FOCUS. The first unigjintroduces the concept of involvement and glves
an overview for the subseqd&nt units. The next two units are also aqver-

view units concerned with causds of/behavior and with problem—so/ying,

techniques. Aside from the Summary, each of the remaining units focusegt




I4

on aiéoncgpt or topic that is typically of some concern.-to children,
;ughﬁas honesﬁy; Fompanignsh?pg‘resbect, acceptance, gﬁd rejection;
Pugils are enkouraged to think about these.concépts and-to assess their
own feelings and involvement. :They als§ learn‘ﬁbout the feelings and

-involvement of their peers and can compare and reevaluate their own.

° -
They are not ask%fjpo change; they are asked only to examine. théir
\i ot Vvalues, what té?& think is important.

. Throughout the FOCUS program, extensive use is made of materials
o ;%
~ and techni&ugs such as filmstrips, story Eecords, roleplaying, wgiting,

. PR . 3 X
-pictures; and. discussion. While each stage builds on one another,

. they are self-contained and can be used independently. The Guide book

for each stage includes a bibliography and a section on "Group Tech-

niques for the Classroom iéacber" which offer additional helpful infor-
. M) .

matiori ' )

W

. . ; .
Toward Affective Developments (TAD) .

Toward éffeéfive Deveigbaént (Dupdnt, ef al., 197&),or TAD, is a
program ébr use with gr;des 3-6 in the development of students' social
skills. Ihe-prégram reflects a cognitive-developmental theory and is .
Based on,fke premise that there 1is éq interactive relationship between
cdgnitive ﬁuocesses, such as labeling, classifying, problem solving,
and reaéoni g, and the affective processes, such as motives,'inter;sts,

*. values, and&feelings.’ The program philosophy holds with Piaget,

o

1 Lo

#2115 -
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Kohlberg and othere, that affective development, ‘cognitive development, {
" t
and social development strongly influence one hnother and develop along %
v'parallel lines. A child's acceptance and eocial;relationa tend to
' B | . - )
influence the child's hehavior and achievement in the classroom.
. . _
The TAD prOgram also adheres to te belief of theorists who say ,/

. ‘/lﬁ_' l i
that developméht and learnin‘ qf the affective domain are achieved through
participation,,experienqn, d:reflection.. Consequently, the activities

) ‘ .
. - 1n TAD are designed to simulate real-life events and relationehipe and ”%?/
provide the struCture for student participation, experience and reflec-
tion, )
The TAD program is oriented toward these five major goals: ) .
g 1. to extend students' openness. to experience
2. to help students learn to" recognize, label, and accept
~ feelings and to understand. the relationship between
. feelings and various interpersonal everits ‘
. 3. Jto help students develop skills of social collaboration
through awareness of feelings and actions that weaken -
- or strengthen group effort ’
.
4. to help students become more, aware of their unique ',
characteristics, aspirations and interests and the
adult careers open to  them ' - :
. » 7; m
5. to help develop a thought process model which will aid ‘
students in choosing behavior that is both personally e
satisfying and socially constructive.
.
While these five goals apply to the prog”am as a whole TAD is
organized so that there is & section primarily devoted to each goal
. area. The five sections are comprised of 21 units or 191 lessons }
T~
f A
. s - . ‘\\ : :
h oy -
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designed for integration into the classroom schedule.

-

The lessons in TAD‘emphasize'students' active involvement in their
. o !

3

own aocial development. Because peer‘group interaction.is eSpecially

'1nportant in the development of 812 year old students, the lessons

“ate deaigned and aéQuenced to involve students actively with ‘each other.

K -
The activities are varied to include games and simulations, modeling,
»

h

acting out, imitating, roleplaying, brainstorming, individual and group
tasks, gnd small group ddscussion. The TAD manual clearly and‘apecifi-

- cally preaente the legsons so that teacher preparation time is minimal.

Developigg;Understanding;pf Self and Othcra (DUSO)

- Developing Understanding of Self and Others, DUSO, (Dinkmeyer, 1970)
is a program of activities, with an accompanying kit of materials, designed
to help children better understand social—emotional behavior. DUSO I
.is designed for use with;kindergarten and lowen“primary aged children.

_.DﬁSO II is for use_with upper primary and,grade 4. DUSO may be used by

o _ ; :
tegchers, elementary school counselors, and others as a developmental

~

;guidance program. The program can be presented effectively without special

training.
The DUSO prdﬁramiis'rooted in the philosophy of Adler and Dreikers,

which asgumes that ?are all social beings attempting to establish our
\.
- place in sqclety. We q¥perience the need for power ‘and for significance
0,
and we seek to attain completion or perfection in our: lives. This com-

i ' 1

~ .!'u : *
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bination of fo¥ces égéses‘each of us to experience feelings of
inferiority at some time or another, since pe#fection is not realistically

attainable. Because feelings of inferiority are unpleasant, we are

A

. _ ) .
motivated to réduce or eliminate them. This concept is very important

because it leads to the conclusion that all behavior is therefore pur-

posive. Our patterns of behavior reflect‘our attempts to reduce our

) feelings of inferiority and increase our feelings of significance and
P?Her. o ; : \ ;,/"

\ The DUSO. progrgm has as its primary focus affective and social de-:
velopmen and it systematically explores feelings, values, and attitudes.
Guided'ac ivities encourage children to experience success .and to develop _

feelings of adequacy. As understanding and¢ acceptance of self and

4

others grows, so does the children's self-esteem. Learning never
s ! ' - . 08

occurs in‘a cognitive context alone; few factors are more relevant to’

<@

children's academic success and social development than their feelings

of personal adequacy and self-acceptanca, If children have positive
feelings, ‘they tend to be motivat;d toward learning. Children parti-
cipaté eagerly and are more likely to gain meaningful permanent benefit .

1

from their efforts.. Conversely, if feelings are negative, children
tend to bi/poorly motivated They participate reluctantly and are
less likely to obtain permanent gains from thefr efforts. The DUSO

' program emphasizes that, consequently, developing and understanding of

self and others 1is central to the educdtional process.’

1 Yy
R .

~e o
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- The DUSO -1 program for kindergarten and lower primary grades, fo-;

-

cuses on eighE themes representing the major deﬁelopmental taéa; which,
confront children in the process of theif development;' ok

1. understanding and accepting self .
.2. understanding feelings P o - J
3. understanding others °
4, understanding independence’
5. understanding goals and purposeful behavior . - .
6. understanding mastery, competence and resourcefulness
. 7. " 'understanding emotional maturity .

. 8. understaﬁding choices and conaequences RN ,
Although the activities of the program are organized into eiﬁﬁz—”"‘j;"

/

units, each representing one of the'themes,'tﬁey are all integrelated o f?,
. CT . :_g-
and in¢lude elements of one another. Cutting acrosg these eight themes L
aYe three specific objectives which DUSO D-1 experiences foster:
1. learn more words for feelings
2. learn that feelings, goals and behavior are dynamically -
related \
3. learn to talk freely about feelings, goals and behavior
The DUSO D-2 program for upper primary and grade four is organized,
' L
in a similar fashion orienting activities around these eight major unit ,
themee: l> . .
: N )
1. Toward 8e1f—Identity: Developing Self-Awareness and a ’
. , . : Positive Self-Concept
! 2. -Toward Friendship: Understanding Peers
v 3. Toward Responsible Interdependence: Understanding Growth -
‘ ‘ from Self-Centeredness
g ] . : to Social Interest
4. Toward Self-Reliance: Understanding Personal Responsibility
5. Toward Resourcefulness and Purposefulness: Understanding
. Personal Motivation
6. Toward Competence: Understanding Accomplishment
7. Toward -Emotional Stability: Understanding Stress ‘ v
8. Toward Responsible Choice Making: Understanding Values
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L R The: DUSO D-2 program is based on five goals which ehallenge the o

child to develop:. o : ’ S o <T

. ' 1. understanding and- posftive valuing of one's unique self N
- , 2. understanding of interpersonal relationships ot
3. understanding of the purposive nature of human behavior *
4, understanding of dynamic interrelationships. among ideas,
) C : feelings Jbeliefs, and behavior in order to express -
' ‘ one's feelings aceurately

5. understanding of competence and the components' of
acqomplishment.

e

An experiential learning process 1is nsed to stimulate the childrqn‘
: v
to become emotionally involved in t;; lessons. A variety of activities. '
~\acc6mpanies-each unit: stories, di cussion} problem situations, sing-

ing, roleplaying, puppetry;-and‘;uggested supplementary'dctivities and '
. . . . '-vt
reading. "‘ : L

K """ The unit themes in the'DUSO'program helpuchildren become more aware
/f' of interpersonal and intrapersonal relationships-—relationships between
P - _ themselves and others, and‘relationships between their own needs and
. 'goals. Children are helped to develop awareness of the causal, purposive,

and Consgquential nature of their behavior. Through alertness to the

purposes pr goals of their beéhavior, children become. sensitive td the

-

‘choices available to them. A variety of developmental tasks' and social
expectations confrogt children'and they approach these in terms of

their need to be;perceived as a significant people.. Consciously or

|
otherwise, children decide hQW‘they wish to be knoqﬂand heir behavior

Yol
. . ~ ¢

eventually becomes generally consistent with their self-c ncept. Through’

7/ / .

1 Yy
<. <2

- 120 -




’
[l

the BUSO program, children are

153 %0 méet their needs for significange through an active-constiuctive

éppréach to life.

LA

L]

providéd wi}h opportunities for learn-

v
_\\..1\
e .
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' GROUP PROCESSES " .- -,

/ . -t . , '
3 . R .
S , 3
- . ']

HDP and Magic Circle , : ‘.

. Opment Program in the classroom. - i)

ing mental health dgd well-being is‘thrOugh the process of vérbal inter--

action. The HDP c¢mmunication\system is carefully designed to encourage

ypontaneous in&hiidual expression.‘ Students and their tegcher share
their thoughts and feelings daily, respOnding to aeqUEntially presented

topics that ‘are related to affective deve10pment. ‘The "Magic Circle"
™~

4

or circle session is the basic strategy for implementing the Human Devel—

r

! The circle ‘session begins with'the presentation of a topic that -

v . - ’ v ' ! '
focuses on the personal experieeiC: of the children themselves. As Ty

they respond, children find that they do have the "answers." Since .

.the process model is one of acceptance, no one 1is eve:.donfronted, inter-

-

!
preted or coerced fo speak. Children are encouraged to share their feel-,

ings genuinely and to learn to.listen and give attention to each other.
Everyone>who wishes to speak is listened to. Throughout each twenty

minute session, an atmosphere of trust and respect prevails. As the

. o
program progresses, teachers and students become increasingly aware of
M o

how thoughts and'feelings motivate behavior and they develop confidence

in themselves as theyvimprove their social iéteraction skilis. Progres-

N
A

/ ) ,
/o 10 .
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sively; the teachei says léss in each session;'giving more of the respon-

( . sibility to the childre? as they learn to assume iF. ' Child leadership . )

'; . traindng begins 3hen the children are ready to take responsihil ty for

leading their own gircle sessions. ‘Their leadership’is then graduall{Yi

<

. N
expanded as the program progresses. A i : ' ?\K

LY
s

Leading a Magic‘ @ircle Session A . ., “f . g »

CN . ) . , — A C ' : ,
The'féllbwiné information is adapted from the HDP.manual and explains -

the major phases of conducting "Magic Circle" sessions. . i 4\ -

Setting thevSt e. Theré are several elements to consider in ordér

. - 3 .
e to create a climate‘conducive to personal growth through the circle sessions.

| s (1) Attitude is very important. The key'process is relating; not f o
14

. ! N . \; ’

%, teaching or learning a lesson. Con:egyently, "those attitudes and

[y

b!haviers which support effegtive rélating are.crucial. This includes

N ~
. . .

A using each personﬁs name when speaking to him or her, maintaining

.goqd eye contact, showing genuinevinterest and attention, acceptance \

and respect for each person. ' o v

2) The physical arrangements for the circle session can enhance,

or détract, from its' overall effectiveness. The best physical
9

'arrangements permit easY'visual access for all group members, such

¢ .
as in a cifcle‘of gsemi-circle. Where possible, use regular chairs. -
.’.‘ - 0
rathe;)than desks, since desks create a sense of having barriers

{

)

betweén group participants. It 1is also advisable to conduct the

b

—
<
)
i
.
)
. .
‘1 .
-
S S SaE S




. tessions in an area of the c1assroom which is less exp

‘ways. The firsr is to begin child leaFership,;raininé.in a group

" with occasional "visits" from you. . You ar free t

d*to viaual

nge J

’

and auditory dist tions from other students and has 8
..... - ® o p

‘of privacy. This can be created by positioning of bookcases, igreens‘

-
s . . a

or“tables. . T !

l- A . - . " » < ¥
(3) The size of the group algo affects the prbcess. The group will

need to be kept relatively small (8-12) in order to accomplish the

‘purposes of the session. It takes time _to.focus on the feelings

of each person who wishes to speak and ét 1istén;ref1eptiVely to. -) Ti:i& “+

each’other.w In the early sc;\éav J%n, hose|childfen who are not

!
participating in the session should haveractivities, materisyp or

...«
~

/
seatwork for the period. They have their turn for "Magic Citcle"
at a different time or day. It 1s possible to eventual&f'include v

all children on a ‘regular basis. This g } be done\ig one of two

épendently, -

you have well established so that théy-csn erate

v

conduct

anotﬁer‘group. If you-have enough cldss members_to-requ re three
until you are again free to begin another group. The gso 8 can

The second way is- to establish one group and latgr agd ano er to

listen and observe as an outer circle. These two groups then

4

begin to alEE;Bhte being in the, inner cireié, which reSponas ver-

N~

EROE | >
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bally to the topic. Later a third group may be added to this alter-
' N E : \ . '
. \‘nating cycle. The end product of this arrangement is the involve-
. me'nt’of‘,' everyone in the class in geparate groups, but ‘Jhich'di-l meet -
' ‘together at the same times.. The figure below illustrates the physical _
. S . . ' . , ‘ &
K 4 / " . 'arrangement for this plan. - . S &
[ ' : O O ‘-,
N * o U O L/
, - e -

@ = tedcher L : | ) '
_6- child participating verbally

v

\O- child observing, listening




‘ ) ‘.. : < Y . ". « ‘ . L ’ ‘ . ) , . ' 47,_,_
e e . _‘ : o @ ' d .
: - ) C . - N . ) ) ’ N e
: 2 Ty PR | o C e
(4) The amount of time devoted to the program\isalsoiimpprtaéi. \(

-Thc.progran should be carried out daily, or as close to that;ideai . \
s ‘_ . ~ . . ) ‘. 'v T
as possible, in order for the most benefits~to occur.” The more

exposure to the* process and “the iasues -being disc ed, the be'tter..' '

! N
' ’ ' Gcnerally:\each circle session lasts approximately 20 to 30 minutea\ .
S .

-3 | } .+ * though this 1s variable depending upon the age level and interest -

of the group. ' ’ _t i
1‘_‘;(», - T . Lo
Participation Phase. ﬁhile many things will be happening'durqu~

A

.the course of the HD?vprogram, thére are four elements which are common ///
L i - .

B ﬁ' - ‘to,all.sessions. The first of tHese is LT Y ‘\\\\\
) -
1) the ~\HErstanding and acceptance of basic ground rules. These

- ruleg of operation are key to the successful usenoﬁ the circlegzon-
; :

_ cept; they are o e . o ‘ tj';"
. ) - Ll % -
. " *each pers may ha\g a tu if desired and a fair@ gshare R [
' ‘ ~ of the. tiﬂ J!% IR
*everyone listens to one another without ntefrupting R S?!%
. +  *each person rémains in his/her, own place \ & ,
M7  *no destructive behavior is permittéa (such as’ put-downs, ‘
1 disrupting, pressuring) A o
T - 4 Tyt
v ) Participation in- the circle is considered aﬂérivilege and
4 3those who do not wish to operate byﬂthe rules may withdraw from
S the session. It is important to, communicate to each person that
r
his or her presence 1s desired, ‘t pa;tiiipati\hx in the group. hinges
‘ LV
z .., On acceptance of ‘the ground rules.
(2) The topi¢ is introduced at the beginning of eacn session. -
' /
\r - '
\ 1
~ °
’ . \ -
\ . . ‘ 1 .
f' :
N
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:‘. ‘ .i'l'ell the childr%n about the activity or topic for the day and ex-

. - tend a general invitat(on for Volunteer;s to begin by saying "Who o
would like to ,go first?"‘ If there are no volunteers, respond to K . boo 7

-~ R N

g che topic yourself, such,as\ "Something that\gives me a good £ee§1- . vy
ing_ is my ’Jitar. I feel gdod when I play ic." Your response

provides a model. for the childr;n as \}o what is expected of them. " -
)ﬁ / - It is\ not necessary for. you tot your tur:t fir::t bu be sure ’ B D
. A ~ to do 80 sometime)dt:z;ing /the session. . v - o " .
?) M or Sharing/ ideas, opinions,, andéfeelings 18 a- cé}m e N \

-

st ! part of dhe program. 4'he children should raise their hands when

\

they are, ready to sp7/ak thou no one should feel pressured to

-

N
- speak. If they Sfl:odld have tr uble. xesponding to the topic, ask’

d think aljout .-. ." then try e
ES . . ¢ !

v again {e;ryoluntéﬁﬁsa Only’ one “¢hild. should speak at a time. It

ev{ryone to "close /,youwe

i “
is also important;/ that the shqriv center ort pergonal feelings

{
and ideas and nq/t intimate details\about home and family whichés

v ‘ ‘ . . (

"none of. our business. : . . ‘
' Q -(4) List‘enin& and responding complete the commuﬁication cycle. ’ .

¢ o ,,The teacher helps by modeling good listeriing and responding, skills

-

y C

T e for the children. Listening entails full attention to the verbal: o I
" - ] VN ‘ A ' 7 . ) . -.- - . -
_ ; and non-verbal messages of the speaker. . Listeners should remain
e ) open and accepting to what the speak,er is t ing{ to say without - ~ I
i‘terruptin’g, probing, or confronting. -Appropriate respondinf. e /‘
L ' , {
< ' . .
¥ ' f/—m / PR
L “‘_/ o : B .
{-..'Ni‘ 7 ) \ .
I - -
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- o focuses~ on the yerbal and nonjer%l fee&ings by éonunents ‘and ) ;@.é,‘

queatione such as "Tell us how "you. feel about it" or "!ou sm:l.led

. . . ¥

~and sat up, 'atraight whe;} you gaid:that. Would you tell us what
. < . ~ .

.~ . made you feel so happy “about 1t?"

| : f Childr should be encouragedS to- respond to one another eo. | -
\ that the‘ "interact\ion is :o: all" teacher :-> student. | If children 7, ‘é: |
Q dg.rict questions toncerningr anotzher chi1d to you, Asx them to o .
« ‘ %" redirect it‘to the ‘jndifvidual who can answer P You can a,ctively '
: . . N
'encourage student student interactio requests such as ) .. oy
- N "-HelenA would you tell Jake*s any similarclties you r‘oticed .
s " about his feelings and Henry s feelings about schoolwork?" : " o <
_ ReﬂwingJase. ~Once or twice duri?e ses@ion, ?eview what
) has thus far been shared by each child. - is’{ cgn be done by asking t;he
| . R children r"(Who will tell (Sally) the main part of what she saild a;zd Llhat ’
o "he feelings were?" Reviewing need not be done in the order of contri- - k
g bution and can be held off until the end of the session. 'It serves the - :

' “‘,p r&aes of encouraging careful listening and assuring ea%mpeaker
Qv

\ h. */‘Qythat he or ahe was heard and unde?ﬁt\qod : 4 77 b .
@#‘ ,EQ& » . . » ) . .
” o Ty Culminating Phase. Culminating questions help the children\to oy &
T . integra-te the inform}ati-on from the segsion into something meaningful
. . ) u - v 9 ) -
‘ ] : 4 .
"" . ‘for them. It is at this point that the affective experience is meshed
. . o » “ .2

. v b - ) »
: with-dgcompanying cognitive lessong) A/e»l( such questions as "Who wants
Yo ' ’ ’

‘to say why we talk ‘about these things? "What was this all about?"

2

H - 4 . W : . K ¥
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ﬂ’
"What did wve learn today?"

G

Prgparation for Next Session. Before the children leave the circle,

‘tell them what topic you have in mind for tomorrow. This will give them

7

time to think about it and consider what they might want to say. The
sequence of topics can be posted on a bulletin board or chart to provide

the children with an idea of the scope of subjects. to be considered.

Classroom Meefings

Glasser has developed a process for conducting classroom meetings ‘
which encourages positive stgdent self-images and positive student rela+
tionships. This‘proceas,evolved from the work of Giasser and G.L. Harrington
in the i950's at the Ventura School for Gif?s in California. Thelr work |
based itself on a behavior change approach called "Reality Concept."
This concept holds that a successzI idéntity is found only through
responsible behavior. Responsibility is defined as the ability to
fulfigg one's own needs in a way that does not deprive others of the
fulfillment of their needs. Responsibility is brought about through

.
an examination of goals, values, and behévior, and followed up by planned
belfavior changeé. ' The goal of th;‘Reality Concept 1is "to help those
who identify with failure learn to gain a successful Identity and to
heipﬂthose already successful®to maintain their competence and @elp

4
otders become successful."

Applying Reality Concept principles tou the classroom, these ele-

Iy
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ments are crucial: _ ' FEREE , _ :

qCrvolvement. This begins with‘a'sensitive, Undérétanding and honest

teacher. Teacher;student relationships cﬁatacterized“by these qual-

.

< ‘ -
ities are essential; only when égfeeling of care and concern is

AN

~ 1

established through involvemernt can progress occur. S$his care is not

hlind acceptance of all the chiid's actions and feelings. It is a

. concern vwhich 18 shown through enpouraging_accéﬁlable behavigr and

reject.n3 unacceptable behavior. +In this way, the teacher's concern

15 muci wore real to the students.
F-‘\ .

furcent 3ehaviov. Although the child's past and feelings about it

o ;ch;quédged in the Reality.Concen&, the_i?ﬁhasjs is on current

-

bDetarlor. Trdis hODFd that this will discourage the srudent fron
. .

. r=',in; o the post, or accompanying feelings, as excynas fop present

]

-~
m

’ dctions.  The emphasis 1s put on '"what” (referring to tehavior) and

"how' o referring to reactions and feelings about behavior), ‘rather

<oaa earUoocfhis helpe che 2hild become aware of iig or aer iehavior

TN “rererand thot aekavior tg a4 self-involvement “har ha or

Lo thag Feoav'oo. Aleloupgh the toacher servesg o pLide ond suesdest
. L e - e — oy A)e v -
pos fudeerment an the vatue of Lehavior {e v o

e student Do e gpensLhie Tor o critienlTv el

e b e e e o onese st and te ot L o o i ]

. . ‘ t . A 2 P )
o R o s hiemal o wWodt v o ae o b oty
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o must be adviaekaof the'likely_consequences of the actions and.be

a - .

. PR , . : )
willingjto accept them. The responsibility is in'the ¢hild's hands.

Y  Planning Responsible Behavior. Once a va}ue judgemfht 1s made about
. ’ ' ¥ t ' ' )

- -a particular behavior, the teacher and'the student work together to

- | plan future responsible behavior. Often the student is at a loss in
- S this area. The teacher guides and suggests appropriate behaviors, but
w the student makes the final decision as to what is best for the stu-

dent and for others involved. - Plans must beg}ealistic and appropriate.
They are revisable if found to be unworkable, bdt a good effort should
| be made to ca;ry it out. ' ‘ !

. Commitment:‘ hither verhally or Yritten, theistudent must be truly
committed te the pian. Because of the involvement‘established'with
another individual it- is.easier to maka a commitmqnt. Someone else
cares whether the . individual succeeds or not. This fhvolvement'is

. especfhlly essential at- thiq point in t . Written commitments are

encouraged as they often seem stronger and more real to the student.

Accept No Excuses. If a"ﬁlan does not woxk: out the values’ professed
: - i,

must first.be examinéh. If they are .. ill valid, the plan must be
N

re-evaluated. If the plan%is reasonabfe,'the individual then must
become either re-committed orfcémpletely uncommitted to the plan '

‘and devise a new, more approprfate or feasible one.

. If thg student decides,to re-commit to the plan, the teacher
~ & . K

‘must never excuse the stulent from the responsibility of the commitment.

”




.

. [ _
Excuses let the person, off the hook, and deny oneself responsibility, -

«

or lack of responsibility, for the behavior. - » o,

No Punishment. Punishment breaks the involvement necessary for the

person to,suECeed. Encouragement, on the other hand, solidifies involve-~.

- ment. Thus, good behavior is encouraged failures are de-emphasized.'V

14

Punisﬁrent tends to reinforce one's failure identity and increase.

the sense of loneliness and hopelossness, often resulting in with-
N - .

drawal or hostility It does not allow the individuals to’ judge their
A}

N -
i

own behavior. : -
» ) ’ \ s
Consequences of behavior are different from punishment, which
tends to be punitive. Consequences give individuals feedback on

their behavior, allow them to experience the natural or logical .re-

sults of behavior, and create opportunities for redirecting their

yac tion&.

The classroom meeting serves as a vehicle for implementing the prin-

iR

ciples of the Reality Concept. Some important purposes serned by class-

room meetings are:

~

'-studemts can experience Glasser's three components of atademic
succes--involvement, relevance, thinking -

-8uccess experiences are provided. No one in class can fail
because in a class meeting there are no right Or wrong answers

~the more capdble and the less capable students in a class can
interact on an equal basis

-cohesiveness of the class is promoted

&

‘. ‘!

C ’
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Procedures and;Principles i A

-many classroom problems are solved

-

(]

L]

' N
\___gﬁzthgse fundamental procedures and princip1e8°

/ A

L

Educators interested in using classroom meeting should Qf aware

1.

l 2.

'Visitors to meetings are welcome.

r
the large-circle, seating arrangement has been proven to

"be most effective in stimulating communication

teachers should sit in a different place in the circle
"éach day, and should make a systematic effort to arrange 1

the students so that the meeting will be most productive.

“subjeCtg for Open-ended discussion may be introddred by
.the teacher, or by the class

meeting duration should depend upon the age and meeting
experience of the class. *

-primary students may find it difficult to maintain atten-
tion for more than 15 minutes, but the time might be
increased to 30 mihutes

-30 minutes is 1 meeting time for intermediates and
higher grades , .
- ' .
—probably better to hold meetings to a specific duration
than tb allow them to vary in time from day to day

-teachers should be allowed to cut off a meeting

—meetings should be held before a natural cutoff such as
lunch or recess

-meetings should be regularly scheduled and consistent: -
daily -1f possible but at least once a week?

Children seem t~» respdnd best if they are given an oppor-
tunity to raise their hands. May be possible to run meetings
in which children politely wait their turn to talk, but ¢

, this 18 a difficult goal to accomplish. Older students
* should be allowed to speak without what to them seems child-

ish hand raising. '

L 4

SN \
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6. a teachev shoﬁld never interrupt .a student to correct bad

N . . - grammar, bad usage or mild profanity. Teacher may inter-
/] vene when a gtudent goes on endlessly and i8 boring the
* class
A — ", 7. students may become very personal. Teacher should accept
. . _ ‘these comments, but may ask student to discuss something
e ’ r . else if the child starts talking of intimate family details,

etc. .

There are three types of ciassroom meetings. A Social Problem—-Solving

\

meeting is concerned wifh stﬁdents' soclal behavior "at school such as
playground probiems and disruptlions.é All problems relative to the class

are eligible for discussion. The diBcussion itse}f.is'directed toward

8qlving the problem énd shéuld never\inc;ude punishment or fault-finding.
A second type is 6§En—Ended meeﬁ;nés. These meetings are concerned

with intellectualiy iﬁportant subjecfs. Students are asked to discuss any

thought-provoking quéftions related to their lives, i.e., ﬁWhat would

yau ﬁﬁy 1f you had a'thousand dollars?" This type of meeting should be

used the most often.”.

J
An Educational-Diagnostic meeting is&the third type of classroom
t . . R . : )
3 meeting. This type is always diréctly related to whét‘the class 1is

%

studying; i.e., the class is disappointed that after working on a new
math concept, the students gtill did not feel they understood. The class-

room meeting can be used by the teacher as a quick evaluation of the

&
~ffectiveness of teaching procedures,

e
[

o




- Tr&néhctiog?l Analysis
IfahSactional Analysis (TA) is an approach 'to social psychiatry
' developed by the late Eric Berne and popularized in several books, such

as Games People Play (Berne, 1964). While transactional analysis was

developed primariiy for use in psychotherapy, it hasAbeen found %hat
psycholog gally healthy people can use many of its. 1deas to more fully
o understand themselves and fheirlrelationships with othefs; aﬁd ultimately
. to beéome happier,vhealthier, and more productive in their daily 1lives.
Tfanéactiénal analys{s helps these people understand where their feel-
ings“and gehabio;s originate, andvproyides them with guidelines for
happier and héalthier ways to behave (Phillips et él.; 1975)..
The TA model for use with children in small groups offers a social

confext in which to use a simplified version of TA theory for development

’ ¥

of the affective,areas of personal growth and awareness. Small groupg seem -
to be most successful with this model, however, groups .consisting of all

behavior problem students are strongly discouraged. . A mixture of some

quiet and some verbal students works well in a TA group.
Some of the goals of a TA group for students might be:

. 1mproved communication

. ., appreciation of differences

. becoming aware of self and patterns of behavior
. becoming free to choose and to\ act

. becoming open to experience (intimacy)

VYW N

These goals can be reached through understanding of (1) the ego states,

(2) one's interactions in terms of these, (3) transactions, (4) strokes

e .
P i
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and , (5) the-appreciétion of knowing what opennéss can bring to the quality

of .life. This requires,the learning and understanding of at least simple

TA concepts and the Opportunity to practice transactions and interpretationa

—_—

in a safe énvironment, the group. TA groups’ can best be used with upper

elementary students.
Thé theory of transactional analysis is digcussed below. A trans-

action is defined as any qumunication between two people (Hannaford et al.).
\ .

'

Communication may be.
verbal constructive " Y
nonverbal : ' destructive ‘ ¢

An analysis of transactions between two people reQeaLs the kind of
coﬁﬁunicatidn occurring and may suggest changes to be made to encourage °

v ’

i

growth in more constructive relationships. » -

In analyzing transactions, a person must. first know who he 1s. One

-

of the strong points of TA is that one always has the‘option to change, .

and it is important to re-emphasize this frequently, perhaps as each

. o , . '
concept is presented. A person may look at the 'ay he 'r*“she was at

five years of age or the way he or she is at 1t 1is not
necessary to stay that way forever. There 1. oport 1y to make pew

.

decisions, to grow, and&to keep changing;
In the TA (transactional analysis) system, each person has three

2

personality parts called ego states. The three ego states are called:
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Parent Adulf Child ' 1

¢

‘. These ego states are identifiable realities, observable-%:

1. posture--very rigid, standing on tiptoe, leanigiﬁiorﬁard, etc,
' L8 , ) o - - )
2. gestures--pointing finger, shrug, rubbing hand across forehead

_ . .
3. voice quality--coaxing, whining, scolding, shrill, controllea
even S , ' '

4. choice words--ought,’ never, wow, reasonable, why, huFray

-

There are certain behaviors, characteristics, beliefs and person-

-
ality patterns attached to each ego state. Sometimes people act in one
égo state, sometimes in another, ‘and sometimes in two ego states at the
: N . ‘
same time. ' ' -
. “ ‘
'ﬁZrenthgo State. The Parept ego state 1s a way of thinking, g Z
acting, feeling and believing similar to that pf'our parents, This state
develops during the first five years of 1life, -
. ) .
@~ | ' o
¥ stablishes rules of conduct
4 NN APnd sets limits in ¢ !
supports and helps commanding tone of voice . |
others by reassuring :
d doing things for them, 2
: : enforces the rules by
5 T ' 7 quoting them in a confident
judges who and what are . or demanding tone of voice A
right for self, according to
{the admonitions and regulations 3 :
stored in the memory. C o teaches manners and
’ i : socialized by rewarding
i d punighing
aintains traditions and
rules of culture by
teaching, preaching and
iving advice, .




>

) ya) ‘
> 17 ' : ; S/
. : . ' <|protecte the weak, fearful
. B Iand ignorant by.standing
«up for them,

- B : *8 ] . , 4
’ restrains Your Child.

.

ChildFEgo State. The Chlid ego siate contains a person’s basic-

desires a‘ neede, and the recordings of the feelings and reé ions he or

she had as a child This state develops-+during the - same tim as ‘the

- -

Parent state. We will discuss two parts of thefthild' the Natural, or

.

Spontaneous, Child (that 'is, the Child as it naturally feels and acts
‘upon its heeds, desires, énd'impulses) add’thé;Adapted Ch*{"(that is,
the Natural Child responding to parer 1l requests and ;a%on)cionsj. Then
spontaneous dim;nsion;.ofﬂthe Child provide the joy, Fation, and
natural creaFivity of tﬂe personality as se in piay. ,\ggizdapted ele-
atents of the Child are expressed in the feelings and patterns of respopée

31

to parental stimuli--responses such as rebellion, procrastination or

compliance.
L
< > 7
1 e I \
uncensored; apt to have joy o ' creative; filled with
and energy leak out at any - ‘ -new ideas an! ways of
time. 13 doing things
energetic; always
moving, exploring
and doing things.
2 e . : 6
spontaneous; apt to break affectionate, adven-
conventions and rules, turous, and fun-loving.

to act without thinking
about consequences. . 4

sensuous; glways
feeling, touching,

‘and smelling things.| o
/ h

l VI N
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" Your Adapted Child:
™~

1
makes its response
when others are acting

like a parent to self.

sometimes fears people 4

and things and seeks
protection or nurturing,

<

A

4!

.someizﬁ}s procrastinates| .

when/given directions,
orders, or deadlines

.

~ \

2

is filled with feelings

in its .-sponses to peou-
le, objects and events

Liémetimés conforms to
d

3

emands

3

sometimes rebels against
authority, '"parenting,”"
and rules and regula-
tions

-

‘-

§

sometimes asks for per-
.mission and for what is
the right: thing to do.

¥

el
2

R =
believes in magic and
feels that some pedple

6

sometimes withdraws,
sulks, or harbors a

grudge toward-people

who give orders, make
udgments, and 'parent"

I

have mdgical power “over
self.. o
RS
& 4«‘
.<?
\ \
“

Adult Ego State. The Adult part of the personality develops later

[ 4

than that of the Parent and the Child. According to Berne, it starts at

‘about ten months of age.

In a healthy person the Adult continues to devel-

op throughout life. This sets the Adult apart from tEé Parent and the

-
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_ . ' ' .o
. : : .
. i . / . : \
~ality. The Adult processes current and objective information gbout the

ES

world. fhe Adult does two things. First, the Adult part e person- ' .
' ; )
\ ' ality is responsible for most activity and work, such as driving a car,

'folving aeproblem, or iearning a skill, Second, the Aoult edits the
recorhings_of the Parents and the Child when they.cOntain‘inaccurate \
data, This 1s a most crucial Job because it 1s often through the Aduilt

that a person roots out old beliefs, feelings, and behaviors and replaces

them with new, more effective ways of behaving, feeling and reacting.

The Adult ego state is a way of acting, feellhg, and believing

v ) that ts objective, in the present, computding and managing new data , -

Y ——

N . 2 ] ‘3 oo ~\\ l
‘ .acts in a controlled - gathers informatioh, i N
, and measured way based ‘sorts, stores and uses £§>
i 1 g Ion consideration of ) 1t when appropriate,A x
' 'the facts _ =, iconsiders alternati 3
ibased on facts befor

U P

1 4

is thoughtful, solves problems in | = '
using the logical la systematic way.
processes of T o
analysis and reflection 5 a i
" o " lreacts to situations

°

11 lprimarily in the here-|,
is creative, seeking y N 'and-now rather than
new ways to see and ——— —_ with old feelings eor
intérpret things . beliefs.
and events / : ' L
Wy e
10 b ]judges after consi-
brings together the beliefs; /' deratign of alter-
feelings and responses of ' nativ s and _consequences.,
the Parent and Child - - )
A T 17 !
9 7 ) thinks about,diffefﬁnt
. |turns off feelings of \ # possible futures for
fear, insecurity and ' self and others

rejection when they
are unrealistic

®©

i

. ’ 1 «'in Parent and - .
el | ‘ *lchi1d ty w

‘- s
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The awareness of the opefhtion of these ego stétem.is important.

Sélf—knowledgé is‘ the starting point for gaining control of one's life
and Yearning to rg¢late constructively to others. .,

Transactions occur from one person's ego state to anothe

-] .
! : @
ego state. There are three basic kinds of transactions: mp .
crossed and ulterior trahSactionsj_ ) BN ' . ) i

A complementary transactifon occurs when one person addresses o .

another's ego state, and then that person responds in th®.same ego

>

state. / ' X b

Some examples: ‘ ‘ 7
S et @@ 0 00 . e® )
20 00 s @\@" |
e 0 ©0 . 00 ©O0

A crossed transaction occurs when the respondent reacts from a

;

~ different ego state than theinitiator aimed at. The .crossed transaction
. . s - g ) 2

is‘intereéting and often leaves the—initiafor with his mouth hanging

-open iﬁ ;stonishmént, anger, or pain.

Some examples: - _ BN

Y 20 oo’ ea
| ®/o

0 ©© 00

An ulterior transaction occurs when one or both parties are ’ 4

R

, functioning in two. ego states at the same time. The words send one

' { 7 L
; Y’ . ! 4 4

B3

{?‘ff{‘ ( SRR \ ' | S



@ a

message ﬁhile tﬁe voice'inflection and gesturing send a different one.

\]

Often a statement is made in order to ask a quest{on Jor a question is

aaked in order to make a statement.

( : : ,
T Some egamples: ‘ //*

.

. Understan ng-transaction egubles one to identify what is happening

in- communication ‘and to better deal with negative feelings aroused in

some communicatiohs. This knowledge sets the foundation. ﬁbr consciously -

creating mote positive, accepting and uhdetitanding relationships.

4 "
&

While ego states and transactions are core’ concepts in transacttonal

\ ’ T B
analysis, there are a number of other important concepts in this theoryg

\ ] Ainciuding strokes,'games,lrackets, scripts, stampsI and time structoringf
vA1¥,o{;these concepts are imoortant and provide yaiuable tgpls'for nnder7
Stand;ng relationships.,:Onlﬁ one other element will be considened |
dfurther here--strokesg‘\
Strokes are verbal or nonverbal ways of responding to a person
’ + which satisfy that person's psychological hunEer-for recognition. There -
'/are three kinds of strokes:. positive, negative and discounting. Positive

stroking 1s recognition that stimulates and 1 agéto positive feelings -

and beliefs about self and others. Negative stroking makes one feel

rejected and leads to "Not-0.k." feelings and beliefs about self and others.
Kl . - - A

v




‘» Dilcountingls'tnokee diminish. a person's sense of yalue'and worth; they
reinforce p_sychologically toxic fe_eiings and beliefs.
It is important to remember that every person néeds strokinéh
Obviously, positivejgfgoking provides'the greatest benefits for self
and for others; ‘Hoﬁeyer,’if a person cannot get sufficient positive strok-
ing,ahe or she will seek. pfter negative'or discounting strokes:' People
need to learn, then, how, to give and to reoeive positive strokes., J
This TA concept is easily teachable and adgptable to the classg-
room. The teacher can serve as a good model for positive st;oking in
his or he communication with the htudents.‘ Discussion groups znd class-
‘room dcti:§¥%es can béJd;signed or adapted from already published mater-
ials to stimnlate the ‘students’ thinﬂing about ways to give each other

'/

AT strokes andjto obtain the strokes they need for thenselves. : ;!
! ‘Intﬂnacy"is thé ultimate goal of TA.. To beiQ.K. is toﬂbe open

to the O0.K.ness of othétfs. This is to touch the }elationship of Inti-\
macy. Intimacy is‘the ability to give of oneself to another ang to al-

LS

-low the other person to give back. It is learning to onlock eacﬁ other's
lives by sharing oneself. , , | Nad b
Intimacy is the process developing the capacity for being able '
to take off the mask and increase awareness of the adult, keeping in
touch with the joyous spontaneity ofrthe‘Child. A8 a person travels

Lo the road toward intipacy, games are dropped and the risks gt coming into:

another person's, "space' are accepted. The risks are recognized‘as




- ) . o
ponlible hurt, rejection, or posséssion but the person feels capable of
handling theae——willing to take the risk for the sake of an’ experience

with another person which defies descrtption.'

. | .
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School counseling is being given away. School counselors functioning .

as consultantﬁtrainersgsnd psychologicalieducators are transferring

counseling skills and funtions to students, parents, teachers, families,:

and members of the community (Pine, 1974). There has been ev“ce of
A
this movement for some time, although it has not been specifichlly

identified " The Parent Effectiveness Trainiﬁg (PET) and Teacher Effect-

ive déss afhing (TET) programs developed by Gordon (1970, 1972) used (

»

,basic interpersonal communications techniques that are taught in counselor

\

Carkhuff (1972) and the microcounseling\techniques of Ivey(1972) have
\ .
been used to train noncounselor personnel\eg. teachers, nurses, correct~-
\n
" ional staff.' IVey and Alschuler(1973) proposed that we demystify the
e T
nature of helping. They said - b
We must” help individuals and institutio s by directly .
facilitating growth, health and intentionality. We need ) S
to pass on this knowledgé as rapidly  and coherently as
“possible.” Psychological education offers an important. .

way to demistify our profession and reach these goals. (p. 597)
Psychologists have been acknow{edging the same need. Using the schools
to turn psychological knowledge over to the "unwashed" was promoted in

1969 by the American Psychological Association president, George Miller.

‘ |
He suggested that the schools were an excellent place to give psycho-

logy away as a means to promote human welfare. Counselors and psycho-
X \
logists have come to realize that the greatest payoff in terms of helping-

- 146 -
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.education programs . The Human Resdurce Development (HRD) approach of o \\
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! o
3 ' 4

ﬁeople'to'achieve their human ﬁotent¢ai.ié to share and proiiferate

bsychological knowledge and hﬁman relatipns skills.( By translating

'psychological knowled e to a form that ca be used iﬂ‘ﬂaily living and

by teaching counseling skills to teachers, \parents, students, paraprofess-
ionals, and community lay peoplé the '‘greateat -number 4; people can be
‘served_with greatest effectiveness. ’ Pine-(19 4) noted:

Under affective or psychological.educatign we are witnessing
the return of the teacher-counselor as assroom teachers are
J being trained to use and implement, thestechniques of gestalt
therapy (Brown, 1971), reality thefapy (Glasser, 1969), sensi~ .
tivity training (Hunter, 1972), ratfonal-emotive therapy (Ellis,
1972), transactional analysis (Fréed, 1971), client~centered
LR therapy (Rogers, 1969), Teacher Effectiveness Training (Gorqqp,.
1972), and behavioral therapy (Krumboltz & Krumboltz, 1974) '
(p.. 96)

Pine further stated: _ . .
The training tools and programs are available. Some school
counselots have ready started delivery of pervices through
training. We cannot afford to wait any londgr It 1s time
to give schpol coupseling away.. (p. 97) ., +

“e
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o - A Psychologié!{ Education Curriculum

. ¥

Personal development has become a central focus of education. ‘Tb

achieve pefsonal development, a curriculum component built around "psycho-
»logical education" 1s needed to systematically teach and relate basic oL

concepts regarding the understanding of human behavior to all students.

L

The mainstream of schooling should include,a cu¥¥iculum of personal -

growth that all:ys behavioral science to be integratéd with purpose

" rather than as an ancillary or- incidental condition. The focus of the

‘.-

school curriculum can be broadened to include basic human development

~ goals to'enhance the growth ofﬁpeéjonaliéy and human relations skill. , : .

Lo As’education'yév;s back to the basics, behavioral science should~also :

[N
%

| - become bagic to the personal growth of every‘individual. P

require that the psychological education ‘content and proc 8s “of instruc- \

‘f; ) ':~§ tion be examined and implemented withgequal comprehensiv ness and
“ ) -n attention as. withgﬁther curricular objectives. Likewise instructional .
L; ¥ | skills, resources, and materials will need .to be develobéd to achieve the

& . gpecified objectiveif | |

’ There -have been some-significant efforts directed gdward psycho-
logical education (bed&xioral science) curriculum‘development'and
instruction. The program tor teaching causal thinking developedsby

; 0jemann (1967) in the early'60s,1s the most energetic effort undertaken

in'tbj/elementary schools. The elementary i;hool‘level program was

Id

\

\
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~ . RO
'intenékd to! help children understand some of the general ‘principles ” - :

v

. ' ( :
of human behavior including their own.« The causal thinking approach

/-

’ e hd L .
- focused on the "causes" of behdvior. This was an attempt to provide an i -
.- . . .4. P . ‘1'
i .

explanation of human behaviorvfrom a complex, multiple causation point

{
often simplistic explanation, that most’ teachers aei parents teach inci-

of QieW. This view was contrasted with ‘an arbitrary, judﬁnental and,

dentally in our every day 1iving. The causal thinking curriculum relied
4

. T 2
on an open ended, non judgmental perception‘of,human bfhavio . Many of
the methods and procedures @urrentli'assoo;ated’with valde$ clarification

utilize the same basic tenents.

Can. children'béiexpected to understgnd human behavior, 'iciplesé

Even though the elementary- school aged child is esgnitively {ftoncrete ’ ' i

{operations in terms of Piagetian 1evels of developmen‘, available evi-

L L

dence indicatés that children can think’ about human behavior as a series

,
art”’

of causges and'begin'to‘appreciate some of the complegities ofymotiZation' -T;\

both in themselves and others‘(Ojemann; Maxey‘anuf!hider, 1965).

~ of ‘the teaching® skill in such a curriculum requires-that the teacher

¢

prevent premature closure by concrete thinkers. Likewise, children ¢
7 . i e - /
nFed'help in going beyond the obvious in understanding surface behavior [

and the more complicated dynamics of why people bghave in certain ways
- ~ . - ~ 2 o

(Sprinthall and Ojemann, 1973). ) N\ :

i

Students in the progrzn become more aware of people's feelings and
ideas and more able to experiehce vicdfiously the feelié%s and v&ewpointn

Y 3

s \ t,/’—\\\\
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of others. They also become more proficient in nnderstand g and appre-

ciating their own development needs. Thus understanding 8 lf and others

v

¢
reprﬁsents a duJ’lobjective The program is concerned with such topics .

l» ! i * )
as: :
. - ’“.)
- 1. Why people act as they do.
) N . ’ X
#’/ 2. Where people“get~their ideas, attitudes, and values. L i

/3. How different expetiences affect people e

¢
-4. What the human _potential is.

L] “

3

The program has two aspects One aspect involves helping teachers, \«éﬁ—;

administrators, other school personnel, and parents to extend thei!

undetstandlng and .appreciation of human behavior so they.can provide,
: o~ : = -
through daily interaction, demonstrations of what it means to work7with
. i ‘ . e
( . ¢

’ “ LS .
~¢. The second aspect of the program-involves teaching the human behavior
c}

people in an pnderstanding way.

curlricular materials to all‘children. A scope and sequenge'chart has been
developeﬂkthat oitlines the ] program beginning in the preschool years and
buildin sequenéi ly through the senior high school. Another earlier
programmatic viewpoint was presented by Roen (1965). Roen began appli-
cation of his behavioral science cusficuIUm program in 1963;64 with a

d

class of advanced fogrth grade students. He taught weekly lessdns in

applied and experimental general psychology along with some sociol\‘y

N

and anthropology. Roen found his students to be o7é4: not inhib

by preconcéptions; and eager to experience and learn more about them-

AN

- 150 -

o



4 . .
< ’ ‘ : >

. . . '

selvesandlife around them. He also became convinced that they were

-

s ]
indeed capable of .grasping these concepts of'psycholOgy, sociology,

and anthropology and Jl‘e able to put these concepts‘/nto their own-

' - . L

lang?pg and within their own frame of reference.

G

Roen has exg}ored how_such behaviora% science curriculum can .

-

‘i Lo regularly be inCorporated into the classroom. “He poses .questions about

¢ “who sh ulgyteach" Such a curriculum the reorganization of teacher prepaz

: rati;n Aand the reactions of. administrators, teachers, pupils, and
parentg. He has found, for )xample, that personal questions and self-

» concept concerns are more/ceziral'to grades four through six than'the

- : / .

' earlier elementary school. hy the fourth grade there is a definite

!
need for materidls and teaching methods to respond to those neecs. -
Angther major 1ssue is the,need\for a continous curriculum for‘}buer

+ grades through possible high school--a curricutum that could take simula-

- - ]
.tion and discussion and enable the student to make it relevant and use-
ful to his own life and development.
" A program by Long (1971) uses behavioral sdience as a framework
"for teaching upper elementary school students. Long emphasizes that
this could become a'means of establishing a program of mental health
}educltion within the schools. This would be a means of systematically“

A leading the children to positive self perception réther than continuing

to alloYBthat 1éﬁelopment to oggur haphazardly, if at all.

format\that she found mogt successful was one based on exper-

IS4
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- - - ' o : s ‘
ience and action. Students conducted unique psychological experiments

- . v

. Va . . :

-(/ pldanned for them by the teacher. After experiencing the principle, there

> was discussion to examine outcomes of the experiments and how the phenomena
would apply to real life.” Subject matter was developed from experimental

.. . psychology and social concepts, e.g.y, communication, social facilitation,

[N

social pressure.,
; oo & o .
A final example is the developmental guidance experience (DGE)
\\

approach (Gum, 1973) “created for the elementary school grade levels.
Y
DGE's are structured experiences based on Havighurst s developmental

.

= tasks and designed ‘to promote(healthy sociopsychological development.
Gum believes that these developmental tasks may serve as a bridge between
an individual 8 needs and societal demands. -

\ DGE's are designed to. encourage open, frank discussion about all
o 5. - , .

L e Eides of ethical'or value‘issues“related-to>developmeﬁtal tasks rather than
impose some "official" view on studenfs. DGE's are also intended to

. . oL .

~;help studﬁ taxbecome more aware of thelir feelings and t? practice g;-

;pressing tnem. ‘The toéal framework of such tasks provides a compre-

»

* hensive network of imp)rtant psychos cial ledarnings essential for

healthy individual development in ou

-
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COMMUNICAIIONS TRAINING

. ’ ’ . /“T . R
The quantity~aqéquality‘ﬁf our interpersonal relationships greatly

iﬁfluenges our whole life experience. Assum}ng that each of qa‘wishes'

-

that 1ife experience to be éuccessful, fulfilling, and_ productive, 1t 1is
important to consider what contributes to satisfactory‘interpersonal—.

‘relationships. . . . i} \ RN ’ .

‘Coqgunications skills, thé abflity to listen and reépond effect£$ely

"
s . [} ] .

A, : . , . : . oo
to others,. are at the core of the relating process. Through communications

.

‘'we are able to share our humanness and to facilitate one anothérs' personal
growth. Comm;hication is more complex, however, than hearing and talking.

Hearing words a d talking does not_nedessarily mean’ communication is

P -

occuring.- There are keytelements wich comprise a genuine act of commhéi—

cation; ese are the skills that brinf us cultural competence.
Cultural Competence. / -
u :

""" The concept of- cultural competence (Ivey, 1977) is cent;al to the
‘notion of psychological educatioﬂ} Aééording to Ivey,'fhe pé;son who
is agle to relate with self, and othefs, and’soéiety iswéﬁg>indivfdual
who hes "cultural expertise' (Ivéy,'1977, p. 297). His:modeI provides
a way of measuring the effects of péychological educa;ionson§§ﬁﬂfbiduals
as well as a téxonomy-of skills ﬁécessary to the cultq;ally;éompetent
person. An outline of the Ivey Taxonomy of“thé Effective individualk

e

follows: | ‘ , - _» , L

\ 14,

P
- 153 -



| ? 1. Basic Skills of a Culture. \ :

-Th;se are. necessary for minimum operation in a given culture -’
) - N 3

and include spch hehaviors as eye contact, body language, voice

- .~ tone and speech rate. j
’T:;%” -2 Cpmmun%cation'Skillsf . . ?
e ’ ' Peoplg)who ar® fully active will be able to listen to others
L i : NN S
. fiuence their behavior. They can also use these skills,
r » e hS . o
. ‘1fstening and influence, on themselves. ' J
. , 3. (Qualitative Skills. . b
, o s .
The quality of the use of the various listening and influencing
/° : ‘ . '
skills may be determined. ' 7
_ 4." Focus Skills. D
. Focus refers to the subject of ‘a senteﬁae. Effective persons :i"ki “
. ’ , \ s ;/
. may use such subjects, as self, o;her,éﬂggopic, a groups, etc.,

e in their communieations. . e .

K?he'behafioxal indicators of achievement of é}nimal lével of func-
tioniﬁ§~as‘a culturelly competent person are define??belqu. They are

Grgénized around attending, liétening, arid responding or influencing
skills. Definitions of significant communication behaviors are given

alongfwith an éx§mple.of the behaéidr being discu;sed./ The definitions
X ) .

are closely related to the level three responses of some of the Scales

’

for Assgésment,of Interpersonal Functioning found in. Appendix B of

Cark@uff, (1969).

-
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* Basic Cultural Competency Skills

Attending: To* attend to another person means to give full attentibn and

consideration to him qr her both physically andifsychologically Physical N

-y M -

attending means each person in the interaction demonstrates by body
. . * . 1] hd . < .

’

posture, eye contact, and facial expression that he or she 1s interested
¢ . ' ¢ ..

‘and involved. Specifically it means faoingvtne other squarely, main-

N : ‘ * - )
taining good eye contact, maintaining'an '"open' posture (uncrossed arms

&

and legs), leaningwto&ard the other¥and remaining rezatiwely relaxed.

fsychological attending means being aware of and understanding the other ,'
. . [N . P d

person's verbal and nonverbal behavior. Nonverbal messages are carried
. . - ’
. _ o
by the person's tone of voice, silences,. pauses, gestures,~fac%al -

expressions, and postures. Verbal,messagesphre the actual words the

other person is using .l N

Minimal Levels ‘of Attending

e

Emgathz:- Individuals' arétable- to give?ck the n‘lye‘aning and emotion

of another's message in their own words. . . ’ R

»

Exa;%le: Paraphrasing the speaker's statements demonstrates listener .

attentiveness and yinderstanding. /It also "feeds back" to the speaqu;;#ﬁ;

message he or she is sending and allows him or her to examine and(clarify

& ~

- ' '. ) ' \!./

~

the message.
Joey: '"'Last week dad was complaining about_ my hair and the way I

dressed; this week I heard_hinntell someone how nice I look.

‘

He yells at my sister for some things that he igﬁéres when

~

~J

L4
4
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my younger brother aoes them. I just don't understand him."

'l AN

\Reflection of Content" "Your dad 1s so inconsistent _that you can t

really understand him.". : ?

i . - .

Brenda: "I just finished.all my homework and my household chores. -

It's great ‘to have free time.

i

Reflection of Content: "you ve]finally'gOtten everything taken care

~-of so you éan.hawe' 1for yourself." -/
e -~ . -~

Respect: Individuals are able to convey a#positive ‘regard for,

 anothér thrOugh body posture, facial expression, and verbal
.oommunication. - |

“

Examp;e:, Maintaining eye contact with the speaker,and showing

interest through leaning forward and nodding or saying ' yes s

"hmmm", "gou seem to understand that," etc._are all ‘ways of
'conveying respect. o A ) . . v ‘
Sue: "I went bowling for the first time over the week-end and

thought the balls wexe just too heavy for kids."

janet: "Yes" (lookingfgt*éte and showin ,interest).z

-

Sue: "For ‘the first half hour I thought I would never want to go
¢ bowling again ' ’ ~ .

- : o
Janet: Hmmm" (looking questioning and Surprised) . // .. g
Sue: "After a while, I got interested in keeping score and learned

it that two teaﬁ;_asked me to keep’

r

& ' . 1
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Janet: "It sounds like you really understand that."
Kistening: Listening 18 an active and concentrated process. Total
listening means listening (1) for the content of .the message, (2) for the

person's feelings and (3) for posiiybé hidden messages. The content of

(
the message is the actual words that the person i{s using - the thoughts,*
ideas, opinions and feelihgs he or she is talking about. The feelings
are the emotions that the person is experiencing as he or she 1s talking.

Johnny: '"Tommy won't play with me today. He won't ever do what I
“a
want to do!" ’ “eap

Content: Friend's refusall to play..
\Feeling: Anger at friend.
Linda "l hate school! Jt's terrible! Everything {s too hard
the teacher must think we're in high school or something."
Content: Hatred of school; difficulty of academics.
Feeling: Discouragement, fear of tailure.
sometimes a communication has an underlving or hidden messape.  The

g

message 1s not spoken outright or directly but reveals itselt in the

i
tone of volce, emphasis and manner of expression,
Herman: "Those guvs think that theyvire so cool. Well 1 think
E ’
. b
thevire 1eally dumb) Who'd want o fofn o famb proup Like
s . that !
Hidden Message:  "1'm teeline lott our
* In order to penuinely andersrand ther people, and oot the talld
», | |
.
Q N T

ERIC '

Aruitoxt provided by Eic: -
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meaning of their communications the receiver must attend to and listen :

for all three Heuels; fg;tent,.feeling, and'hidden message. -
] \ : , .

Genuineness: Individuals are able to attend to End respond approp-

riately to another's message.

Example: " In order to respond appropriately to another person's

. 7
communication, it is necessary not only to attend but to listen. ~One way

-

of showing that one is listening is to respond on the game topic or to

]
" answer in a way é&at shbwé one is listening.
4 “ Jackson: JI:went to the baseball game Saturday and almést caﬁght a
A 155 DA, o -
' | foul ball."
'Billy: "Hey, that's great. I was at that game too but didn't see

you there. Where were you sitting?"

Concreteness: Individuals are able to encourage another person to

speak in specific terms about feeling and\pohcerns. _
a
Example: A person who {s listening to another person very carefully

- 1s able to epcourage the speaker to be cleater and understand the fuller

meaning behind what is being said.

K Sharon: ''I' got @eme bad grades on my report card and I really-don't

want to téake {t home."

~

Tanva: "You're worrfed and maybe a little atraid of ‘showing your
report carvd at hnmvi” >

Tony: "My mom fust told me” some preat news! She s dadetddd to
marry Jim. He's sach a neat Ruv. - I really ke him!"

¥

ERIC | | N

Aruitoxt provided by Eic:



Phil: "You're excited and pleaséd- about having Jim in your family."

- Responding or Influencing. Responding can be done in diffFren’ ways‘

and accomplish different purposes - .er negative owqitive. Some
: )

ways‘of responding close off communication and can create withdrawal,

rejection or hostility. Dr. Thomas Gordon, in Parent Effectiveness

fféining (1970), describes twelve categories of responses which can

$
credte negative results: y 4
1. Ordering, Directing, Commanding
"Stop Complaining!"
"Don't gaff’iike that!" ’

2. Warning, Admonishing, Thréatening

-
"If you do that, you:ll be ‘sorry!"
"Yould better not do‘that i1f you know what's good for you!' ~
3. Exhortiné, Moralizing,t?reaching
"You shouldn't act like that." .
"You ought to do this\,‘ "
4. AdMsing, Givng Solutions or Suggestions
"Go make frienés with some other girls."
"The best thing to do Is talk to your teacher about that."

"\
S" Lecturing, Teaching, Giving Loglcal Arguments

"Chiildren must learn how to get along with each other.”
“"School 14 a wonderful ®pportunity tor iprivhing your life."
6.  Judging, Criticizing, Disagreeing, Blaming

"You're not thinking thulrly"

\ 1

: ol )
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K ~_; N
' ,
. "That's the most ridiculous idea ‘I've ever heard!" :
, 1 . / N ("
: k 7. Praising, Agreeing & "
. ' \

"Well, I think you're right."

"I think you're right."

8. Name - calling, Ridiculing, Shgming. ‘ | s
' | " . | |
"You're a spoiled Bfat." °
, 9. Interpreting, Analyzing, Diagnosing - -
: . r
"You're just saying that to bug me." ' 7
"You feel that wa} because you're not doing well in school."
10. Reassuring, Sympathiiing, Consoling, Supporting
. "You'll feel different tommorrow." '
"Don't worry, thingé'll work out."
11. Probing, Questioning, Interrogating
.,fﬁﬂm put that ided into your head?" ’
"'qu many other peo;}l}gave yK told abf)ut thig?" .
12. Withdrawing, Distracting, Humoring, Diverting
Sy "Just forget about it." _
JCome on - let's talk about somethin% more pleasant."

This is not to imply th?t none of the ab&ve types nf responses are
ever appropriate and should not be usedg?ﬁ any circumstances. Caution
should be used, however, in evalunting the communication situation. If
the goal is to encourage further communication, to build understanding

N
\ 1¢
> ' T
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and show acceptafice, other.teghniques are more suitable.

Minimal Levels of Responding

)

Self-Disclosure: Individuals are able to add persoﬁal informétion
of interest to another person in keeping with the topié at hand.

Example: A cultﬁrally competent person is able to judge when
bringing personal material into a conversation will gnhance it and make
communication or understanding easier.

Bev: "I really get tired of having my brother blame me for things

that go wrong."
Lori: 'My brother used to do tht but I just quit paying attention

to him and it's better now."

Confrontation: Individuals are able to recognize and question

discrepancies in another's message or behavior.

Example: There age times when aqother person is distﬁrbing us or
infringing on us and we want something to be done about it; often this
confrontation with the person occurs in a way that results in his or her
feeling put down and having negative feelingﬂ.' Dr. Tho@as Gordon has
developed a technique of communication for such situations that is less
likely to provoke resistance and hostility. This technique is called
using an Yl—message."r An ''I-message" communicates the effect that a
certain beha;ior has on you without suggesting that there is something
bad about the person because he or she is engaged in that behavior.

"I-messages' also place the responsibility within the person for modifying

1y
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( .
his or her own behavidr. . / L 4
Situation: You are‘veéy t%réd from a full daY's work aﬁdjgiﬁ need to

sit down and'rest awhile. Your five-year-old son keeps

pestering y04 to play with him, getting on your lap,

pulling on ?éur arm. y

Ineffectiverﬁesponse | "I-message" .
"Why don't you éo outside and play?" "I don't feel like playing when I'm tired"
"If you don't stop, I'll ;cream"v "1 cannot rest when someone is crawling-
on my lap." | |

"You gfe being very thoughtless'' "I'm feeling very tired and need some’

[

time alone."
The ineffective responses imply an evaluation 05 the other person and

are likely to evoke a response opposite to that desired. An ''I-message',

on the‘other hand, is a statement of facF and communicates that you
trust the other person to handle the situation constructively and to
respect your needs. While this technique will not resolve every situ-
ation satisfactorily, it can have remarkable results and is an tnvaluable
communication tool.
Immediacy: Individuals are ablegto recognize the current dynamics
between themselves aﬁd another person. 9
Example: Being aware of the comfort or discomfort, good feelings

or bad feelings that are going on at the moment as two or more people

interact is a responding skill that denotes cultural competence.



-

Brent: (as Brent and Ed work together on a mo%Fl plane) " really feié
gobd now working with you.because we seem to know what the

othkr is going to do next."

Self-Exploration: Individuals are able to introduce appropriate
! .
! - . ¢
4personal materialtthat may lead to new understanding of their feelin&ii\
\ ¥

their *world, ox fg;Qselves. had

Example: Belng able to appropriately self-disclose can lead to more
: )
effective respondin ommunication. Abpropriate sel%—disclosure oo

e
-~ . hinges on the/ﬁhqluwhat, and where of)the disclosure or exploration.

/ Moderate se;faﬁisglosure seems to be a good indicator of effective cultural f'
competencé/ ‘ \\\
f . |
Chiﬁd to a teacher in private: "I am having trouble learning to

{
. multiply. I think/it is because I can't study at home when my
brother crys all the time." 5 J ) .
; ) " \\ . kS
An effegptive person in any society is able to communicate well with i
others. Good communication involves many skills; these skills can be ‘ -
&

taught and learned. Relating to others requires efficient communicatgﬁn
skills. Communicg%ions traiﬂing can help children he more culturally:

competent which includes being able to attend, listen, and respond to or

influence others. '

The following small group lesson is included to illustrate a specific

goal, specific objective, and accompanying performance objectives and

how they may be taught to children in an interesting, organized, sequen-

- 163 -




tial manner.

A complete 1listing of goals and objectives for communication traiﬂiﬁg

¢

-
for grades 4, 5, and 6 completes the discussion of communication ag/it
o 1 : . /
//) relates to psychological education. ‘ Vi
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A Can of Feeling Makers . -

Goal: C. Individuals will develop skills in effective verbal expression

Developmental Ob1ective C.1.3 a.b.c. Individuals will be able to demo- ,
strate appropriate self-disclosing gw
techniques in interpersonal inter-

. actions.

Performapce Objective: a. Individuals are able to identify their own
immediate feelings. '
b. Individuals are able to appropriately verBalize
their jmmediate feelings in a variety of inter-
personal interaction. 7
— S c. Individuals are able to indicate their immediate
feelings appropriately in a nonvérbal manner
in a variety of interpersonal interactions.
. |
Materials and Resources: 1) A Can of Feeling Makers for usé in a verbal-
non-verbal game of identifying feelings.
- Y (the feeling makers may be cut apart and -
P - ) placed in a large tin can that has been
covered wlth fabric or adhesive paper.)
2) log sheetlfor partners to fill out on friends.

.

Procedure: 1. Discuss hidden messages. Be sure to have the situation in 1
‘ which the hidden‘hessage occurred described.
2. Discuss the "why'" of the use of h;ﬁden messages and the
‘ effect they Mave on communication between people.
3. Review\some feeling words before doing the Can of Feeling
Makers activity. .
4. Have the children form a eircle on the floor with the Can
of Feeling Makers in the center. A volunteer may select
a slip of paper from the Can, read the situation and express
the imﬂediate feeling he or she might have in that situation/
\ either verbally or non-verbally as indicated on the slip.
5. Have each child choose a partner to whom he/she is to
express feelings for the next few \days. The partner is
to keep a log of feelings expressed by hfs/her friend;
that is, the partner writes down the situation and the
feelings expressed, either verbal or non-verbal for his/
her friend over the course of a few days. Tge logs are
, to be‘used{fn the next group meeting.
v

dEgaluationéE Built into tfie game. #;/f /-

1 =,

. &
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Situations for a Can of Feeling Makers
| | . '-.. ‘ 1 o
Someone calls you a bad name during recess. , . '

How do you fe€l? (verbal)

Your father comes up the drive with a new
bike for you.

How do you feel? (non~-verbal)

A

Someone tells you you did a nice job on
.your English report.

/ How go you feel? (verbal) N

Someone tells you to shut-up.
- How do you feel? (non-verbal)

B¢
. / . ’
~ B Y

3

. 4 . - P
Your dog gets hit by a gar.\\ q %\\ f .

. 2
How do you feel?  (verbal) \ ST
-~ - L, )
. A . b
¥ : . ’
N ™oL )
PRs , \

r) 1‘
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Sityations for a Can of Feeling Makers con't.’ R N
v/ . ‘ .
- ’ . . B j v ~
The ball game 1is stopped jus: as you A o . -
come to bat. J . : _ « I
'How do you feel? (non—verﬁal)‘ L o Y

= ’ °:)

, ‘ o p
Your drawing 1is selected for display , ~an DR \\\\ )
1n ‘the main hall -bullentin board <

AN : | W
v \) . ' : . e
’ How do you feel? -(verbal) ' o \ T A{
) - ’ ’ ) g 'fg‘\‘) ‘ /‘
. A ) . ) - //
Your brother w ns a prize as. best broad ; . .
jumper in hi -grade - o " . I
’P » B ’ \x
>  How o ‘you feel? (non-verbal) o :
e -
! 5N RS . - . P I'%“
Your best friend sees you in thé store { . ' i A -
. and bringp his/her mother to meet you. ' ‘ ¢ ‘{ . o~ L -

o3 ‘ . ’ ' . \ o . . ,

How¥da you feel? (verbal) : : . .

= . - S
.. e ' ’% ' . ' ha |
. Plans for your family to visit.an A
\ 4 vamusement park are cancelled.
Ay M ~ , e
’How do youﬁfpel? (ngg-verbal)ﬁ‘ . , -~ . ]
f\ L . \\\,_\ \ ‘c '
. S~ _ A - . . i
\.i’«‘"‘ . . a .

—
Y
v
ES
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\
- Situations f@r A Can of Feeliqg Makers, coricluded
™~
( . \--——— L
~ ‘:‘ The new pup tears up your favorite d
’ ' space poster. . -
) ﬁo d- feél?- erbal '
. e do you fel?  (verbal) </
- ‘ S p

T - Someone you. know from school sees ~I~
Y + .- you but ignores youy. ’ /

oo . -~ PR ’ ’,‘( .
~;-' - : ~'§ow'd% yo? feel?' (non-verbal)_ gi:fi)
i . A . P . .

[]
3
1o
JA‘ *
1 i
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g . -
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LOG SHEET R S
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. Td{ be filled out by a partner on the fpiencl,/w

. 51cuﬁt18n

)

Example: fell off swin(

\ dcraped knee
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/QOMMUNICATION TRAIN}NG

v

: . A. Individuals will develop basic cultural skiLls mecessary to effective

[
communication.

.Grade 1.1
Level 4

2
;

. ° 9
Grade 1.?
Level 5
4 -

("-_) L
< Grade 1.3
Level 6
Grade 2.1
Levellé

e 4

Individuals will be aware of appropriate. physical
behavior nnc;ssary to effective communicatién in’
a group. e .
a. Individuale are able to define physical behavior.
b: Individuals axe able to recognize appropriate
voice levels in .a classroom an® on a playground.

c. Individuals are able o0 recognize appropriate

' speech rate in a group -

Individuals will understand appropriate physical
behavior necessary to eﬁ{ective fommunication in
a \group.

.

a. Individuals are able to provide examples of

appropriate physical behavior fn a group. °

b. Individuals are able to interpret physical

. ‘behavior as'appropriate or inappropriate in
an example situation.

Individuals will demonstrate appropriate physical

behavior necessary to effective communication in

a group. ‘

a. Individuals are able to use appropriate voice
level in a variety of group situations. ’

b. Individuals are able ‘to use appropriate speech
rate in a variety of'ﬂtéhp situations.

c. Individualg are ablg»to'dse appropriate physical
posture necessary for effective communication
in a group.

Individuals will be &Kvare of ways of attending and
responding in a group situation.

a, Individuals are able to name ways of attending.
in_a group situation,
b. I duals are able to name ways of responding

° 1n a group situatiocn, ;
o . ' ]



: c. Individuals are able to recognize when the‘ﬁ'
" 8someone else is attending to a speaker in a
group situation. . -
d. 1Individuals ‘'are able to recognize when someone 4
. 18 maintaining eye contact with t them.’ -
.e. Individuals are able to recognize.when they are
maintaining eye contact with :someone else.
f. Individdals are able to recognize body posture
) that denotes attending. A

Grade 2.2 1Individuals will understand ways of attending and
" Level 5 : _responding in a group situation.
, A N )
T i!; Individuals are able to provide examples of
->%ays of attending in a group situation.
b. 'Ihdividuals are able to provide examples of ways.
of responding in a group situation. ")
- - c. Individuals ‘are able to explain the meaning
e of eye contact in attending during a group
situation.
L , d. Individuals are able to provide examples of
K ) physical attending and responding behavior
) in a group. situation.
. .

E::Z; 6 ﬁé 2.3 Individuals will demonstrate ways of attending and .
Ly T responding in a group situation.
S ‘ a. Individuals are able (u use eye contact when

speaking to someone and whe:n being spoken to
in group interactdions.
b. Individuals are able to use attending postures
) - while listening during group interaction. '
° . .- €. Individuals are able to use appropriate responses
during group interactions.

@&ade @ ° 3.1 Individuals will be ‘aware of their own response,
Level/Q . and. cantribution to~Eroup interaction.

/\ 3 ¢ . 8
g d. Individuals are able to define response.
b. Individuals are able to define. contribution.

- ¢. TIndividuals are able to récognize verbal or hour
. verbal responses they give during group interactions.

-
N

4
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- ' d. Individuals are able to recognize a verbal or
nonverbal contribution to group Interaction.

Grade 3.2 Individuals will understand their own responses and
Level 5 contributions to group interaction.

a. Individualﬁ'are able tq provide examples of their
own respons8es to a group situation.

b. Individuals are able to orovide examples of theilr
own contributions to group inq§§actionw ’

Grade 3.3 Individuals are able to demonstrate responding and
Level 6 - contributing during group interactions. '

*

a vamiety of group situation
b. 1Individuals contribute positively to group inter- o
actions in a variety of group situations.. ‘-‘ﬁg-

ya. Individuals are able to resﬂzzi;appropriately in

B. Individuals will develop active listening skills necessary o,

¥ effective Iinterpersonal interactions. - . ;"
Grade . 1.1 Individuals will be aware that they can listen
Level 4 to what angther person is saying.

a. Individuals are able to define listen.

b. Individuals are able to recognize the basic
. content of what another person is saying.
c¢. Individuals are able. to recognize when a person
has not Gorrectly repeated the content of what -

another person: says. : ﬂ

Grade' 1.2> Individuals will understand that Qhefaﬁan listen to
Level 5 \\\ what another person is saying.

'gél, a. Individuals are able to interpret in their own
words that basic content of wha& another person
1s saying.
b.. Individuals are able to provide examples of .
. -# situations when a person does no correctly
/ ’ : -repgﬁt the content of what another’ person says "_

o

i o~ . .

5 J o4 . ! ¥ .
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Grade = 1,3 Individuals will demonstrate that they can listen
Level 6 to what another person is saying
a
a. ' In a vafiety of situations,,individuals are
‘able to repeat the basic content of what another
person 1is saying. .

b. In a variety of situations, individuals are able
to verbally indicate when a person has not
correctly repedted the content of what another
person sgys and what was incorrect in the repe-~
tition, 7

- —

Individuals will be aware that a speaker may express
feelings

rade Z"l
Level 4

-

a. Individuals are able to identify the speaker in
. interpersonal interactions.

g b. Individuals are able to identify whether a .
speaker 1s expressing feclings of being happy
or of being upset.

c. Individuals are able to identify whether a
speaker is eypressing feelln os of happiness,
* - sadness, anger, or fear:
d. Individuals are able to identify a variety of
words that describe the feelings a speaker may

——

- be expressing.
- F -
Grade . 2.2 Individuals will understand that a speaker may express
Level 5 " feelings. ;

a. Individuals are able to interpret whether a
speaker is expressing feelings of being happy -
or of being upset. _

b. Individuals are able to interpret whether a
speaker is expressing feelings of happiness, .
Sadness, anger, or fear. ¥

c. Individuals are able to provide examples of a
variety of words that describe the feelings a
speaker may be expressin T .

” 1 i -
Grade ! 2.3 Individdals will demonstrate shat they cin listen for
Level 6 ™~ a speaker's feelingd. - iy .
¢ e ®TN "
Y - . . -
' <
- -
- ' q
\\‘?' 1
e ke "
< e . >
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5 ‘ , ' L ) b. For a variety of situations, individuals afe L . B o

a. For a variety of situations, individuals are
able to indicate 1) ,whether a speaker is ex-—
ressing feelings of being happy’ or being upset o
and 2) the reasons for their decisions. ™ '

- . - +able to indicate 1) whether a speaker is ex-
-pressing the feelings of happiness, sadness, anger,
‘ or fear and 2) the reasons for their decisions., - .o
c. Individuals are ible to present a variety of - _ ”W
wprds that describe the feéling a speaker may o ‘

b&(press ing. . . -

Grade - 3.1 Individuals will be’ aware that!E speaker may express
Level 4 »hidden messages in a communica

a. Individuals are able to define hidden messages.
b. Individuals . are able to recognize when a speaker
is sending hidden messages.

Y

® Grade © 3.2 AIndividuals will understand that a speaker may express
Level 5 =~ -~ ®° hidden.messages in a communicatign.
Y . .
AN ‘ 1 .
a. Individwals are able to explain what .is meant I
..+ by hidgen messages. e
‘ "b. 1Individupals are able to prov1de examples of
situat¥Yons when speakers were expressing hidden
. messages. - ,
. - o . . . ‘
Grade 3.3 Individuals will- demonstrate that they can recognize .
Levelé6 hidden messages 1Q>a;speaker s communication. o .
N B ee’ ’ :
a. In a variety of situatidns, individuals are able
C to ‘indicate when a speakervls sen@Jng hidden
- messages. $ .
} b. In a variety qusituatlons, individuals are . o
| able to state the Zyﬁden meséage a speaker is ' .
; sending.* , " b o
. “iig

C. Individuals will ,develop skills in effective verbal expression.

Individuals will be aware of appropriate self-\
disclosing techniques in interpersonal interactxens.
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v ! grade 2.1

0

. a.- Individuals are able to define self- disclosingﬁ

b. 1Individdals are able to recognize that identifi-
cation of their feelings is preliminary to self-
disclosing techniques. - &

c. Individuals are able to recognize verbal self-
disclosing techniques. '

d. Individuals  are able to recognize nonverbal

self-closing techniques. -

" e.  Individuals are able to identlfy situations .

where and when it is appropriate to disclose
their feelings.

. ¢
Individuals will understand appropriate self-disclosing

" techniques in interpersonal interaction.

(™% .
a. Indiviguals are able to explain why identification
" of théer. feelings is pre]iminary to .self- disclosing L.
tegbniques. SR
b. In iduals are "able to provide . examples of verﬂgl

self-8isclosing techniques.

c. Individuals are able to provide examples of
nonverbal self disclosing techniques ..

d. 1Individuals' are able to proyide examples\ék sit-
uations where and when it éapproprlate .to dis- . =
close tfheir feelings. . ‘ -

- Y

: w7 .
Individuals will ‘be able to demonstrate app;oBriate
self-disclosing techniques in interpersonal interactions.

N .

‘a. Individuals gre able to identify their own immediate ‘(°.

feelings. : 2

»b. Individuals are able to appropriately verbalize

their immediateée feelings in a variety of inter- ‘
personal interactions

Igydividuals are able to indicate the1r immediate
feelings appropriately in a nefiverbal manner in

a Variety bf interpersonal interactions.

.t

..:,.

Individuals will be aware of appropriate technlques foy,
reacting to another's communications and to their own
feelings and thoughts in interpersonal interactions.

A
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- a. Individuals are able to recognize ‘that stating
' the geelinge of another in their own words is
an appropriate reaction, technique.
b. Individuals gre able to recognize that communi-
o . " cating concerfi for another's feeling, statements,
and uniqueness as a person through integration .
“,oﬂﬁﬁody posture and accurate verbal response is
‘ant ‘appropriate reagtion technique.’

-T c. TIndividuals are able to recognize that helping
- ' ' others discuss" their feelings in concrete
3 ways is an appropriate reaction technique.
~/// . d. Individuals are able to recognize that the volun-
teering of personal jgnformation can be an appro-

priate reaction technique

e. Individuals are able #0 recogrnize that responding
in a manner that communicates understanding and

- respect 1s an appropriate reaction technique

’

Grade - ‘ 2.2 Individuals will understand appropriate techniques for
Level 5 reacting to another's communications and to their own
feelings and thoughts in interpersonal interacbions

-

P

o a. Individuals are able to explain why stating the

" e ' feelings of another in their own words is an

. . appropriate ré€action technique.

™~ _ { b. 1Individuals are able to explain why communicating.
N concern for another's feelings, statements, .and
uniqueness js a person through integrations of
body posture and accurate verbal response iS an
appropriate reaction technique.

) g c. Individuals are able to explain why helping
v ) K others disduss their feelings in concrete ways
: ' is an apprgpriate reaction technique. *i
d. Individualy} are able to explain why the volunteef-
. ' , o ing of persbnal information cdn be an appropriate
T - ' reaction technique.
- ; e. Individuals 'are able to explaln why responding .in
iy a.manner that communicates ‘understanding and re-.
’ :spect is an appropriate reaction technique.
. i ] _ ‘ h
Grade: ’ 2.3 - Individuals will demonstrate ‘appropriate techniques.
Level 6 ' for.react to another's communications gnd to ‘their’
’ - " own. f eltn Lgiand‘ghoughts in 1nterpe'&onél inter-:
b . N actio .
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4 L4

a. During a variety of interpersonal. interaction,
‘“ : : individuals are able to state the feelings of
another in their own wqgds. T
:b. During a variety of interpersonal jinteractions,
individuals are able to communicate concern for
! another's ¥eelinigs, statements, and unlqueness
’ as a person through integration of body posture
and accurate verbal response.
c. During a variety of interpersonal interactions,
individuals are abd to help others discuss their
feelings in concrete ways.

‘. d. During a variety of interpersonal interactions, .
» individuals are able to @olunteer personal 1
information.’ ! °
€. During a varféty of interpersonal interactions,
LR indiwiduals are ‘able to respond to a sifuation
" and feeling’ ip a manner thataaﬁmmunicates under-
standing and respect. 4 HQAA
. Grade ' 3.1 Individuals will. be aﬁare of the"Basic ability to *
r Level 5 ' question or refufe, or’ challenge another in inter-
¢ . . personal interactions.
o | ’ x

e

a. Individuals are able to recognize that there -
are times when it 1s appropriate.to questipn
another in, terms of "wher"' and "how". - ‘

bs Individuals are able to recognize that there

' . . are tima7}when it 1s appropriate to refuse
' % another's request. o

c. Individuals are able to define '"I-messages". ™ -
! . X d. Individuals are able to recognize that there

s are times when it 1is appropriate to challenge ¥ A
T another by stat%ng theirown feelings and posi— kN ’
tion in the for® of an: "I-message =° ‘ \
. . v A A%
Grade ©13.2 Individuals will undergtand the basic ability, éb' - % R\
Level 6 question or refuse, or challenge another in’ infer- .
' personal interactlons B \ . o o : .
¢ ~ "»' : » co P

a. Individuals are able to provide examples’ of " v
" times when it is aopropriate to question another

’

. -y . in terms of 'when®: "how"'.
e -, b.q During 4 variety oﬁ ifterpersonal interactioné‘ _
© - A, indiviéﬂals are able to appropriately refuse : "
. another’ s Pbquest. % ey
> q ) d Fi ;) * M "‘;
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, c:"burigg a variety of intéfperso ;l:intqractions,u
- , N J individuals-are able to appropyiately state
-their own feelings and pogitiohs by giviné

X an ''I-message" to anotler. } '
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e - UNDERSTANDING BEHAVIOR - R R v

! . ¢ . : : .
. N N—

When children are asked raiébmly what special problems they might

>

1like to discuss with a counselor or in a counseling group, they frequently

\ - - .

asfr "Why)does . o keep'hitting me? How can I get them

2
- B ° -

to stop? or What makes keep bothering me in class? or,

I wish people liked to be withume. How can I make frien@é& Children are

begging for an efficient means of understanding behavior and"an effective

h y of responding to misbehavior. This'second part of psychologicsl
: * ' ™

e o ' education attempts to help children understand why other;; particulsrly
their peers, act the way they do and eventually why they, themselves‘actl

the wéy they do. A section on understanding hehavior shoulq not stop at '
. I'd
) . that point, hoWever. Children can be given the means to understand how-

-

* they contribute to misbehavior and how they might change their actions’

from fostering the misbehaving person's false beliefs and eventuslii

4

encourage that persoh toward more positive behavior.

¥

Understandinngehavior: Adlerian Style ' : » P

It has been found that of the many explanations of behavior the

Aolerian-basedvphilosophy is most helpful and effective for‘chilaren.
¥ This viewboint explains;behauigr in terms of pstterns and'ourposes

rather than in terms of"ciuse and effect.'~The search for causes'in‘
past, experience.to explain'gurrent ;ehavior seems neither useful nor

r'.-;':.:F ) . . K . ‘
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&

.‘ha.._ * - ~ . - . - "

nproductivé. The” cur;‘ht Uehav’br of\ghe individual provides the expla-

. /
nation for the a tion since it points toward or achieves something for

°

the'person; it brings about a certain benefit. Find the purpose, the

goal or benefit, and you will gnderstand why a person is behaving in .

£,

" a certain way. Becognttibn that a11 behavior has a purpose develops from

PR
R

wins <
'the fundamental beliefrtbat/we are all social beings whose main goal in

1dfe is to belong Each.of us’ strives continually to find and”maintain

a plaqe where we feel sgignificance. In our search, we select beliefs,

,
-

feelings, and behaviors‘that help us feel worthwhile. - =

’

Another- important tenet of Adlerfn psycholog)’ﬁs that everane

is equal in human worth and dignity.  This is not to say that éveryone
. . .
is the same. We vary in physical abilitiesuﬂknowledge, experiences,

opportunities, and responsibilities. However, we all are equallyuentitled

to respect and are neither superior. to, nor inferior to, any other person

regardless of age, sex, race, or social status. * ’ oo
N i . v\ &L .
In summary, the key elements to remember in‘using this psychology -

to understand human behavior are: : /
The main goal in}life is -to belong to and
maintain ‘a place of significance.

. All behavior has a purpose and is dirécte&
. to‘lard that goal.

i 3. Everyone is equal in worth and.dignity. )
Applying these principles to individuals, people choose behavior
) " s ' |
with the conseidus or uncenscious belief that it will‘brfhg them a

o g0

&

'
<

o
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- Two techniques can be used in goal identification:

- -

. s~ Lo ) 1 - ' . . L - .
a0 C
féeling of sigpificance or importance. Generally, positive behavior

, : . \
is the first avenue of choice. 1If, however, ifdividuals find that they

.do not experience significance through positive- behavior, they become

discouraged and may begin trying negative behavior to achieve feelings
) s >

‘1 of worth. The belief, consciously or unconsciously, is "I can't make it

by being good,'so I'1l make it by being'bad " Thie develops into a s
faulty perception that they can belong, have a place of significance,
[ ]
z through negative behavior. . v -
) ' 4

Ident;fication of the goal or purpose of'a child 's behavior is
necessary in order to understand the beha%ior, and to develop alter-

natives for making behavior changes. Since all behavior serves a purpose“

goals are revealed by the consequences, the reSults, that they bring:

<

L4

i

. 7

3 . \bserve your own reaction to the child's
ehavior. YOUR FEELINGS point to the
child's goals

e 2. Observe the child's reactionuyour attempts _
at correction, THE CHILD'S RESPONSE TO \
YOUR BEHAVIOR will also let you know what,§he }
child's after. T

" . .
2 % K ° '
K S
- .

f & . ' - - :
th#t' just the behavior. The results of the behavior reveal its purpose.

‘% In summary train yourself to_look at the results of behavior rather

1

3



. Dreiku;s, a prominent psychiatrist, has translated this informattan
-, "into a practical format for understanding the m1sbehavior of children.

. » % )
He has classified misbehavior “Into four broad ?&;-gories or goals. 4

-

These goals remain present in the behau}pr of %;d}r children and adults,

but additional purposes. influence misbehavior ‘as a'person matwfes. ]
‘ - - / 2 5 R
. s A N N . i o

}S Goal of Mis’behavior : At tent ibn o7 ‘ ,

- .

The first goal Dreikurs identified is the goal of attgntion.
. All children desire attention nd prefer to get attention in
) useful ways; but ey cannot get it that way, they seek’
’ attéention in useless Xays. If a &fild believes that  one can
' only belong by receiving attention, the child will prefer
. °» negative attertion to being ignored. ._ :

' To help attention seeking childréﬁa focus on const;uctive
behavior and either ignore the misbehavior or pay attention to
it in unexpectéd ways. Attdation—seeking ghiidren should come
to éxperiencg, through our responses,‘that they can-achieve
significance through useful‘contributions rather than through

. useless bids fexr attention or serv1ce. : \\%

L.

‘A Goal of Misbehavior: Power
» - . IN
The goal of power is sought by children who believe: they are
N g\“xksignificant only when they are boss .4 COnsequently, they do only
what they want to do. When dealing with power-seeking children,
. it is important to disengage oneself. from the power struggle and
' to refrain from getting angry. Children with this goal must come
- ™o realize that power is not_a solution- fbr attaining significance.
VYsing power tactics to counter their bids for power only reinforces
Ty the children's power-seeking. They become impressed with the values
) of power and their desire for: it increases. '

-3 L3

G e -

A Goal of Misbehavior: Revenge ~ ' R

N . N ) *

- . _ N - ,

o - Children who seek the goal of revenge are copvinced that
they.are not loveable and-are signficant onli‘when they are
.ablerto hurt others as théy believe they have been hidrt. -'They

~ ’ LJ

' r_ ) .. . 7 .5

A . . [N
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*"“the child in sp&@ of it.

. ' . _— ) ~' ____-{ S ) . 5 \ ‘...

,» “‘l Lo P

find their place by being cruel and disliked R e

[

w
©

-

‘To helprthe revengeful child, avoid retaliacion, remain
calm, and ‘show good will. (It 1is- important to build a-good

‘relattonship with the chil\\sf that the or she can .chingé the

- self-~ ~-image. of "unloveableness!'. Thishdoes not mean: approval. “ﬁ‘
of the behavior, but copmunicating acceptance and eoncern for

. . A .
B .
, ~” c
v
R

\ N . " . lﬁu,n . B . N
L] ‘ .
A Goal Of Misbehavior. Display of Inadequacy

N Childreurwho display inadequacy, disability dr helplessness
are extremely discouraged. They have-given up; they believe’ they |
g have no hope of-being succegsful. They attempt to Kkeep others
from expecting anything  of -them etther. This may be-true in all,
-or ‘some specific areas. ¥ ,
In order to help children who feel inadequate, confidence
must be reinstilled. This is,done by avoiding criticism or
. ridicule and encouraging the children through recognition of
asgets. and strengths. :

» 4 “

.- . . N vy
: e o
- . N B .

Summariziﬂithe Goal of . Misbehavior

-

. \t o \‘
The~folllowing“chart, taken from Sys E!a c ;raining for
Effective Parenting (Dinkméyer xand McKay 976) summarize the

®faulty beliefs children may acqfire about themselves, the goal o

served by the misbehavior, the eeliﬁg and réactions of others
to the misbehavior, the, typical response of the children

attempts . dt correction, and alternatives for the adult to '
consider. »

. 3 ‘ .
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Child's
qulty Belieff

Child'a
Goal

THE GOALS OF
S

<
L8 z b

"l'-
Y

Adultq* Eeeiing

-

.
-

and Keaetion

o -
’ . da
. c ey ~

(SN

‘MISBEHAVIOR
L F
: SN N
'Child"s Response
. - .
'to Adults' Aftémpts

" at. Corréction ',

’ - ,
;Alternatives . -

for Adulgs'

[ belong only
then I am being
1oticed or
beryed.

E‘. .
Attention

.
FEELING:
ﬁnnbyed £

REACTION:

v"

Tendency to

- remind and co

.

B ‘
r 2 : : [

. 7 B
s b -’

Tempogarily stops mis-
.beHavior., Later resumes|

_same behavjor or dis®

turbes in andtﬁér-%ayf

3

Ignore misbehavior
when ﬁ0551ble '
ive ait?ntlon for,
. positive behavior
wheﬁ’child is not

s . )
o .- y 7‘ making a bid for ~
' - ' te Avfid undie

S “service Realize

{. that remindlng,.
4 punlshlng, reward-

irrg, ooaxing, and.
sg;iicg are undue
kattent4on.

v . . L

b L i - B ’ -
I belong only Power FEELING: . Active- or ﬁasé??efl With graw from
when I am in ) ‘ Anpry, provoked agpressiveness mis- conflict, Help
control or am as if one's behavior is intensified,| child s how to
boss, or when authority is er child submits with use’ paﬁ?$ construc-
I am proving . _ th?éﬁténcd" "defiant compiiange.'' . | tively by appcaling|
no one can boss | - V . - ~ ' for child's help
me! REACTION: and enlisting

/

Tendency to fight
or to give in.

%

ccoperation.
Realize that
fighting or giving
in only increascs
child's desire for
power.

I belong only by
hurting others?
as I feel hurt.
I cannot be
loved.

Revernge

“FEELING:

Decply hurt.

REACTTON:
Tendency to re-
taliafe and get
even,

-
Seeks further revenge
by intensifying mis—
behavior or chooslng
another weapon.

b

Avoid feeling hurt.
Avoid punishmént
and retaliation:
Building trusting
relationship;
convince child that
she or he is loved.

I belong only by

convincing
others not to/J}
expect any-
things from me.
I am .unable; T
am helpless

‘
¥

O

Display

nade-
cy

FEELING:
Despair; hope-
lessness. "I
give up."

REACTIOW
Tendency to agree
with child that

nothing can be ’
R SN !

- : \
o
4 N N

“Passively responds or
faily to respond to
wvhatever is donc,

no improvement.
: d

Shows

Stop all criticism.
Encourage any
positive attempt,

no matter how kmall
focus on assets.
Above all, don'ui be
hooked inpto pdty,
and donft give up.




The Goals of Positive Behavior ‘ . . : S

Children:aléo need to know that behaviors which are helpful to . !

N

themselves and others are goal oriented. The emphasis qn~p031five ﬁehéviogs'

'is‘encoqraging_in itself. For children who are beginning to recognize
- 14

~why their-misbehavior takes placé, the goals of positive behavior repre?

sent concrete replacement behaviors to be concentrated on. The four
s ’ T . » ' . ~ ‘ i
goals of positivé behavior are summarized in the foliowing chart.
SR / .

T < & ’

- . N -

‘THE GOALS OF POSITIVE BEHAVIOR
. . L L P . How to Encourage
Child's Belief . ~ Goal . Behavior Positive Goals °

‘I belong’ by contri- Attention Helps. Let child know the
buting: - - | Involvement - ‘ . contribution counts
. : Contribution .Volunteers. and that you
° - ~ - & - | appreciate it.
/. W o
“| I can decide and be |Power | - , Show self-disci- Encourage child's
responsible for my e pline. . decision making.
behavior. Autonomy - :
. ' . ' Does own work. . ‘Let child experience
i S ) Responsibility both positive and
N for own behavior ('Is resourceful. .negative outcomes.
. ' ‘ Express confidence
v in child.
s_._ = v ! P . . . L. . s _v.._...v._.._. -
I am interested. in Justice - ' Returns kindness Let child know you
cooperating. : , for hurt. | "appreciate his or
§ % Fairness \ her interest in
/ ' Ty . Ignores belittling| cooperating.
. comments. '
//
I can decide to-with-| Wwithdrawal from Ignores provoca- Recognize child's
draw from conflict. conflict tions. , effort to act '
’ matureﬂy
Refusa} to fight Withdraws from
power contest to /
Acceptance of | decide own be- ’
™ | others' opinions havidr.

- 186 fo; .




Guiding Students in Understanding Behavior.

The key to teaching -the previously mentioned theofies and beliefs

- . ;

. to students is to intersperse discussion sessions with ahtivity—
oriented sessions. This will encourage high interest and enthusiasm.
The imaginationlbf the leader is the only limit. The charts describing

the goals of behavior may be adapted to the students’ language and level

of understanding. "Homemade" games based on such examples as the
. }

Ungame or the Can of Squirms can be developéd to reinforce the goals

of behavior or to learn about encouragement. Role playing can also be
) "
especially effective in reinforcing this type of learning. As students

become mpre and more familiar with understanding behavior, they may be
’ / ' ' ’ .

given homework assigmments where they can apply what they have learned

i
’

“

ggring group session. "

Stu?énts usuail; follow a predictable pattern when learning about
why people act the way !hey &o.< They are enthusiastic about this new
knowledge and often are able to supply examﬁles of misbehavior. Even-

tually tbey-learn.to“exaﬁine»the béhavior closely, describe the goal the
peréon is seéking, and what the be§t way to réspondyto that person
would be. As time goes on thex/are ab%é to pract1ce‘that response wfthA
more and.more ease. ‘

Characteristicalii: however, it is always easier to look at the
other person than at ourselves. A skillful leader is able to guide the
s}&dents in an objectiye and’ndncondemning way to také a closer look at

P
et

s
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their own misbehaVidgs.;,An atmosphere of acceptance and care\will soon
put most students at ease and enable them to be candid with themselves
b ) : B .

and others.

Practical Applications.fiTeaching students a model for understanding
behavior is really not enough by itself. The maximum benefit will be ex-

perienced when such premises as equality, cooperation, realistic expect-

l

ations, and encouragement take place in the classroom, in group meetings,
and hopefully in the home. ' How much more will students allow this new
knowledge to become a part of.themselves-if they are able to see it

actually working in their world around them. : .
: ‘ N . .
Practical Applications: 7Equality. Mutual respect is basic to
¥ .
developing feelings of equality in human worth and dignity. In the cla7s-

i
room it means more than seeing a person of value as a resource to be \

LA developed Mutual respect means treating members with respect, recog-
‘

nizipg the worth of- their ideas, accepting their plans and contributions,

/

and also, when necessary, rejecting some contlibutions as being of no
value in a particular situation, while at the same time fnot rejecting

.the contributor. ' , ' o /

M

’

Respect implies that the other person has something to offer as
¢ well as the right and ability to offej\it: Mutual respect is based

i upon acceptance of the. quality of human bexng, independent of indivi—
dual differences, of knowledge, information, abilities, and position.

The following suggestions promote a posture of mutal refpect and

;

o




foster reciprocal equality behavior’in others,

1.

Lo
-

n pE

Disclosure of feelings demonstrates faith and trust in the

i

relationship and in the strength of the other person.

Genuing'fear and concerns can be shared along with optimism

‘and ‘belief in the person's ability to overcome ptoblems.

: ' »
Commitment of time and effort implies worthwhilenesg. A

" willinghess to take away time and effort from some other

pleasureable or desireable activities demonstrates caring and
respect for the relationship. This willingress to invest . .

also relieves the pressure for instant success and expresses

confidence in future growth. |

-

Exploration and risking together dévelopg a sense of belongifhg

@

that.éomes from struggling together. Exploring situations, -

‘problems, and tasks Eogether éxposes humanness (imperfections)

'and‘integrities (strengths).- This shared exploration builds

the foundziﬁon for nonthreatening fnvolvement in other situations.
' '

An accomplishment reached together also provides eviﬂencg/of

strength and justification for further involvement. ™

1

Providing opportunities for choice manifests confidence in the

individual's ability- to behave fesponsibly. 'Individuals are/(

permitted, within limits, to‘maké,decisions and to be account-

4

able for these decisions.
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W \\¥

. Faith in the benefits of personal and social interest encourages

s : ] .
acceptance and appreciation of the uniqueness of individuals.

. Approaching individuals with the attitude of "what is there about _

'this person that;I‘éan find interesting' results in natural,
honest, no-manipulative,réaction. _Faith in-thé premise that. -

every human being ‘is interesting and worthwhile allows relation-
° ) - . ’ - )
- shipg to be'natural and role free. i '

'CooPeration, an Alternative to Competition.
The belief in the quality of all is often distorted if not com-

pletely destroyed by the highly competitive nature of the educational

system. Competition is,uﬂually Justified as a necessary means to motivate

a0

children ‘to learn and to perform. Competition does motivaté; it serves

‘to motivate the elite few to higher achievement and reinforces the
~

students' toncern for selfish interests, personal glory and status, and
diergard for the next fellow whHo is pushed down by the ambition of the

successful. On the other hand, competition.motivates thé loser.to with-

draw, avoid,,hate’school, and drop out. __— <

- L. [

"Grading, promotion, ranking, tracking, and labeling in ‘schools all

pits one person against another. This competitive relationship is not

necessary in order to educate children and, in fact, maf be détrimental

to the educatdon and mental health of the majority. The failure exper-

*

ienced in competition leads .to .ii v~ , in turn, leads to
problem,behavior and - further disc. .. emen! Feelinggs of;mistrust,
7 S~ .
s .
JEE
&
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hate, and suspicion are reinforced.

Céoperation is an alternative te competition. In the classroom

£y

this means consideration\fOr the rights- and interests of others while

standing up for one's own rights. It also means accepting responsibility

for one's own behavior and achievement, regardless of what others do.

In a cooperative classroom, teacher and students pian and work

¢

toward ind{yidually established goals. Achievement is measured through

\fzhek}ndividual child's rate of progress rather than through .comparisgon

\
™ -

* with ;Eﬁér\childreﬁa ‘Lapeling and rank-or&ering are eliminated and’

~ ~. o

- ‘ Ve
mistakes and ''wrong answers' are Teplaced with a nonjudgemental "try again"
' .

climate. Children are eﬁcouraged to be- supportive and helpful .to each ’
N ‘ . .

/ ’ - . 3
other- and are given opportunities to assist one another.

A cooperative atmosphere develops feelings of trust, respect, .

commitment, and confidence. In such a climate, ildren find significance

A <

in positive behaviors such as involvement, contfibution, and responsible-
* » B £

"ness. In contrast, if we permit; competition to be our primary means of

motivation, we will eventually pay the price in persons attempting to be
significant in non-productive ways such as illness, vandalism, suicide,
dgopping out, and drug abuse. ‘

A}

Practical Applications: The Right to Mak: Mistakes

The concern for perféction leads to discouragement and often to
. problem behavior. Intéllectuallyfap may acknowledge that perfection is "

not possible, but practically we continue to expect it, and strive after”
. 4 .

.
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it especially in our schools. This unrealistic expectation mdnifests
v ¢ M - - 7

itaelf in the fear of making,mistakes: Making a mistake is interpreted

as a,sign of inferiority, not being/good enoggh, and not meésuring up.
Cop

This leads to feeling degraded a loss,of respect f%r self and loss

v

belief in one's own ability. A preoccupation with the importance ofqi

mistakes develops, and we cah no longer take errors in stridej Con-
. ‘. ‘. . N ) 2 K
seqpently, we become more prone to meking mistakes. - Our overconcern
£

with’ making a mistake and our fear that we might make a mistak , set

¢ —_—
the stage for doing 80, reinforcing the probability of mistake making B .

e - .
-

in the future. , v e
.. L

& L ‘ ! ' L — . .
Intentionally or unintentionally,’ the routine of our Schools rein-

14

forces these false beliEfs. In the majority'of tests given to students,

the final mark-does'not,depend on bow much the student knew, but on how

many mistakes were made. If a mistake was made, the student is expected
Al
to fqcus on it regardlessrof how much was contributed oun other

~ , >
-

parts of the examination. Mistakes determine*the value. Both at home .
< b

L]

and ‘at school, children find that what they did ong and what tpey could .

do wrong are constantly being pointed out to fhem We impress upon
i 2

them their ‘deficiencies and their limitations while at the szpe we wish
to drive them on to be much more than they can be. In this way we‘ug; . ﬂ{

wittingly add to the already trempndous discouragement of our chlddren.

'
-

L
.Por every one child who studies and growst and learns and applies him-

-
self, driven bylthis fear of not being good enough, there are literally
4 - ! - .
) N ®
. ‘ . ; ; |
L g
N SN ,
. YA,
. . < . .
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thousand~who give up trying to be good andfimnortant as parent and teacher

: want, and swiuch tog useless behavior. Society\suffers the COnsequences

? ‘ 4 )
. .

‘1n vandalism, {ailure' violence, noninvolvement, and crime. L

; \ I |

A qbanée of focus is needed to- offset this prqblem. We’ have to
) L
minimize the mistakes that children make and emphasize all the good
+ -* r

things, not which they c0u1d do, but which they do do. //Children need to\—/

. s
d% provided with ‘ample opportunities to experience their own- strenths.
Iqladdittona teachers and other adults ggn promote positive attitudes"
‘w : ..‘
toward mtstakes through personal example and thtough direct teaching.
\*ﬁ -

When an adult is ;unafraid to adknowledge his or her own mistakes and uses
i - b

them as opportunitiesafor further learn{ng, children may learn to accept

\A

Jtheir owr-more readily and to‘iake advantage of them. This philosophy

Ashould also be fostered through teaching the concept-nhat ‘mistakes -are

.

v *

Al

steppingstones far gJowCh \they indicate the appropriate direction for

~

g .
future learning. When this phil_sophy cha

cte{izes teacher-child dnter-
[ v

- /4 . ’ . '
.actions, and when achers use the process f encouragement in the - .
1 . L. ‘A . ‘ 3 . " [y $
classroom there will be less failure and fewer behaviér problems. .
. S y E . : ' "
7‘_ oy . 7 3 4 . oo o ‘& s
) \ ‘
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¢ BEHAVIOR CHANGE * . - _

, . . i . .

, B . /S S L
3 Psychological Education provides children wiqh th%/tools to get :

)

with others, ‘to understand their own and others' behavior, and

. ', ) : . - . o
to hange their olm behavior.- In. order to,:Z&n these latter tddbls ovet
. “. : ‘ ' Ty : ) ' . .“
o children for their}own’use, we &s educators need to undeEstand the _\

. R
‘techniques of behavior change.

[ L4

-

.
B . 3 o

t -

.
.

- -Behavior change i{s a major focﬁsﬁof education. For exampley we -

-
- S

attempt,tojchange children's behaviorgtbward books by teaching them to
' réad. We'change their ;ttitude:touard the world around them by'teéching N
K them‘éciencé. We also attempt to'teach children to behavé differently
tovard %ach other, ourselves, and\toward.the tasks we ask them.to tr;.

- This latter kind of beha%ior‘change'is often the most difficult to accom-

1] - ) . :
ind of behavior change would be encouraging a

- pliéh. Examplesgof this
\

* { v N e B -, b A
child to stop fighting, to stop lying, to b in doing homework, to sit

in d chair long enough to complete a written assignment, a%d to ugp

non-foul language.b ' ) ‘ T
- / . R N a
Whenever we attempt to change a child’ s behavior we are modifyiﬁg

o

3 . “ r

b%havior.' The means. by which we do this is really behavfor modific tion
~ 4 'I‘ 7

, Whatever else ve might’ call i e.g. teaching, reward, punishment, etc.” \\<

’ »

-

] N
In ordfr to bevreally effecfivq behavior changers ourselves, or to be

~ - / ] o .

. effective behavior changer teadhers we need, the basii/understanding of
some,behavior change or modification,concepts. ‘;ﬂ

R o

. ' L \ - - ' ' s
~ " No attempt is made here to completely exp%ain behavior modifjcation; o~
' ; . \ \ ‘ a ) ,,\‘ .
e | N - -
/" AN : , . ( ~
r ! ) " T ’
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Co T
W . .
thefe are many good sources of reference for the person who Wants. a total

discussion of behavior modification tﬁg\ry and techniques What is J,. ~

. ST P

presentedqhere represents the basic understanding necessary for the edu-}

_cator who wishes to use and teach behavior chanée techniques to cliildren,

. € //‘ K]
/Reinforcement . . . y 7
. ! . S

- - -

i AL LI R . . .
N The terh‘"reinforcement”‘is broad since it”refers to any process.
’ . . . i .
or consequpnce of a response ‘that is likely to affect its future occur-
\ a/. “ " ,
t;\ce There are several kinds ‘of reinforcement: positive reinforceme i,

- -

\ ‘e
Lundshment, and negative reinforcement. There are primary and secondaty
s - s - . - - o )

-

<l * . & /
reinforcers and self-reinforcement.

-‘.‘J . . - ) . . .
( - a desired -behavior. 4 -/ : : o

e ' o ’ . \,
/ Punishment ' occurs ?hen~$ reward is-wiqﬁdrawn or when punigh

N

j spanking, is presented. o N ’ ‘//
r - ,
’ - !
‘ Negative reinforcement occurs when punishment is withdrawn ' : " -
S -y N » % . . Y
1 ri ] 2 4_) | ’ /

Primary reinforcers. are“%ubstances or activities that meet iologica%‘“‘ E:
- ‘needs such as food watlr, freedom of‘mqvement, eEc{; ‘ }
N . - .
Secondary reinforcers’are thétandes or activities that have acquired N
N ‘/:‘ N -

4 . N

5 . - .
! 'reinforcement <a1ue. ~.These ean be aﬁ&thing since any stimulus that
‘is paired yith and o{curs prior to a primaryrreinforcer can acquire

) . ) v -
reinforcement val%g. Money is a good example of a secondaqw

e
i f,; ’ i I & 5 *
v reinforcer . . ) . '
{ 0 ./) ‘
Self reinfdrcement réfers to images thoughtsn and ecalled ekper—
o~ . ," T ) ' .r“ ) ’ ‘ - )
N L ] = ‘ ; .
. ' {
ﬁ\n- , ' ' :
L o, ] Pz
3 . ] / N
» : . ‘ v / '- . '
2 ®
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J ‘ N . ‘.'.\_" — <L ) o | ) . . \ . .
4 iences .that have positive any negative aseociations-for,:he ingivi-
o o ' RN . U

dusktr ' o _ o -

—

e. following section ort punishment may help to make c}nér/the distinc- ,
. 3 ’ -

tion between positive and negative reinfdgsement and punishment .
- Punishment , - ' 7.' ot ( 75
T Punishment or the threat of punishment is viewed by most pd?ents

and'teadhers as a bonafide method to be uted to- motivat hildren While

a

this may/be tbe expresdeé\purpose for usin7 punishment most beneﬁits of-

\ 4,

. punishment relate directly to éhose dging the unishing Following ane
s i

> 7. v
ésome direct benefits for teachers’ and\parents to use punishment o
7,{ ) A [
. -t { -t
. , o -We ﬁet-rel ef érom current discomfort 4 B i
A by R -
' - - \ - !
—We.can see immediate effects., o . h v
el - ’ "
T =We can take less time '-9 D .
i ' 2,
. Ve get a feeling of being in cbntrol ‘ P - - .
/e ~ ¥ . " ‘ .
) -We have a simple, concrete action plan B
- ™y °
' ®Parents and teachers get reinforced for*using punishment becagge
] e . .
- 1 prévides temporary relief from uncomfortable situations and it allOWs .
) on; to maﬁntain a feeliug of wdrth as we become & gr ary locus of con-
.- Jro » R
t 61 féften we use: punishment as a mfans of’ gett}nézfven (retailation)
- fo; phe pain, frustration, and threat that we adults are su%fering
. P k
. What does punishment orﬂthe threat of punishment do for the child?\
7
. Imagine the situation of theAparents who try td teach their: child mainly
by scolding rather than,by~encouragement. fh//ghild misbehavss they
catch him or %er ‘and scbld him or her,’ and he or she stops for now.
‘ \
: - b
.
. | \
“ 64
§ q - 2(, j .
g N 7 ’ !
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‘ _" ‘ N ' ’
Scolding and criticizing deem to_ypék. The parent is reinforced for

scoldigg. hy the child® stopping his or her misbehavior. for awhile. " -

A}
!

Parénts>ére bedng reinforced for scolding. The Very same bBhaviors they

do not'WAnt’mAy be'ihqyéased. It will then.be necessary to scold more.
Hollering, naggiﬁg, and scr;;ming ére ways that parents are p;ying
éftentioq to their phild. If the child wants "éttention”, and nagging
‘18 "Qttention", then th% chfld is being reinforced for his or her mis-
behavior. This fulfills the child's purpose. Remember, all behavior,
whether’ apéropriate or inappropriate, if reinforced, will tend to be
repeated. |

There are other negatives associated with the punishment process.
Négative reinforcement results from the threat of punishment. Negative
rein}orcement is'@hen a person does something to remove the possibility
or existence of an unpleasant experience. If you say to the child,

" "Stop that or I will spank you" and the child knows you mean 1t, he will

stop whatever he or She!&‘ doing to avoid the unpleasant and painful
-~ .

experience of spanking. Negative reinforcement encourages avoldance

behavior. If the child knows the threat of punishment exists for a cer-

tain behavior the child will avoid behaving that way; he or she i{s thus

indirectly reinforced for thils avoldance by not having to experience un-

pleasant consequences. v

Negative reinforcement is obviously different from positive reln-

forcement. The former encourages avoldance behaviors which may or may

l)'
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not be good (i.e., 1f the child avoided the unpleasant consequences by run-

.'ning away from home this  would not be good), the latter encourages thﬁ

desjred behaviors because of predictably nleasant n?nsequences whlgh en-
‘courage'éhe behavior to be repeated. ' )

Negagive reinforCemen; is the result.of thé threat of. punishment
while’punishment %s the actual presentgtion of an'unpleasant consequence

for inappropriate behavior. Punishment leads>to escape behavior (i.e.
after spanking, the child.may decide to escape the whole affair by running
away Sr withdrawing from social contact to another part of the house or
‘neighborhood). Now both negative reinforcement and punishment can lead

to another, undesirable consequence~="defensive reaction by an individual
(i.e. the child may learn to lie or blame chers).

Thus,;the wrong use of negative reinforcement, or punishment can lead

PN

o

to:
1. avoidance behavior
2. escape behavior
o 3. defensive reactions
Parents and teachers should avoid physical punishment such asygitting
.their chi;dren because they want to teach their child to come to them when
he or she needs help or has problems. The major effect of punishment'isq
to teach children to avoid and escape from those who punish. Some of the
avoidance and escape behaviors leaned by children are:
CHEATING: anoiding the punishment that goes with being wrong.
TRUANCY : avoiding or escaping the many punishments which go with

school failure, poor teaching, punitive administration of
school.



. . -
4

RUNNING: = escaping the man&,punishﬁents parents and teachers can use.
LYING: avoidiﬁg the punishmént that follows doing something wrong..

SNEAKING: avoiding being caught "misbehaving.’ ’

[l

The use of ph¥sical fo?ﬁs of punishment sho@é a child how to be
‘aggressive to ot:‘heréT Chiidren imitate or model whé;qthey see adults
doing. Scientists haQe shown that childrep whose parents show much
agéression toward them in thé form of punishment are more aggressive \

with other children. " In summary, punishment teaches negative attitudes

(hate and fear) toward the punishing person, as well a¢ teaching ﬁhildren

v
o

to avoid persons in the future.
Re;nforcers

- The use of reinforcers with children in behavior modification
techniques‘zﬁ schools is mainly concentrated on ‘secondary reinforcers.
These reinforcers can be concrete objects such as toys, gum.or candy,
praise or affection, or a generalized reinforcer such as money or
tokens which can purchaseBZoncrefE\Teinforcers of varioﬁs values or such
non-concrete réwards as time with a/person, pdtrticipation in.an activity,
etc. The %ﬁiibying ékampleilof use of reinforcers té change childréﬁ'g“
behavio; make use of bpgh attention and tokens for.behavior change

purposes. Examples of the use of reinforcers in changing ch#ld;gn's

behavior follow. ~-
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- . Modification of Aggressive and DisruptivélBehaviors

» Purpose: To divert attention to the children who h?ve been assaulted.

Age/Grade: 4 and 5 year old youngsters.
: young

) pescrigtion: N ~ : f C -
Materials: A card to record a boy's frequency of hitting, kicking,
spitting, and running off with other children's toys.
Method: 1. On the first day of modification the teachers were instructed
‘ : to give their undivided attention to the child who had been
assaulted, while keeping their backs to the misbehaving boy.
Nine episodes of aggressive behavior were tallied on this day.

2. During the next 11 sessions, there was a marked decrease (an
average of three per session). :

3. Durlng the twelfth session there was an upswing to seven
L episodes. There was then a gradual decrcase.
4. A zero rate was recorded for the remainder of the session.

Yo

&
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Token Reinforcement Prbgram

"Purpose: To reinforce the following -of class.rules, quality of par;;)—
ipation in class discpssiq? and/or accuracy of spelling and
arithmetic work.' - .

.

Age/Grade: Applicable to many age 'groups by changing types of reinforcers ysed.
- . o L E
Description: d ’ -
Materials: 1.. Points or tokens for each child.

2." A variety of reinforcers such as candy, pennants, dolls,

comics, etc. so that at least one item would be a reinforcer
for each child.

Method: TJJ Establish classroom rules ‘nd work standards to be reached.

2. Child chooses reinforcer he wants to work for.
4

3. Performance rated at set times during the daf;

¢

4. Points or tokens given according to rating achieved.

5. Child is given chosen reinforcer if he has earned it or goes
on to work for more points or tokens. <:ij
Commeﬁts: Before instituting this procedure the teacher must establish
methods she will use ih evaluating behavior, values to be' given
tokens and prizes and times during the day when ratings will °
be taken and reinforcers awarded: A chart stating all the
terms involved might be- posted to avoid confusion. Care will
,need to be taken to avoid as much subjectiveness as possible.
Token reinforcement programs are more effective for some children
than for others, but they are relatively easy to modify to
meet different situations and different groups. '

¥
d

N
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7 Token Reinforcer System

Pugnése: " To improve reading skiil

Age/Grade: Junior high age. /°
_ . . /. :
Description: For each reading lesson successfully completed the student
is rewarded with tokens. Three types of tokens suggestedk
Blue: 1/10 ¢
Yellow: 1/5 ¢ent , ®
Red: 1/2 cen ,
Tokens may b/ used to purchase desired rewards: candy bars,
soda, fruit, free time, library time, games, etc. K

Materials: 1. Tokens , , .
: 2. 'Reading lists or words to learn. (flash cards) . e
3. Stories using words learned from reading lists

Method: 1. For each neY«)Prd learned: blue token 1s given.
.2. For each word usgd in sentence correctlz. yellow token.

3. Each reading lesson successfully completed: 10 red\tokens
&

Comments: As the word list becomes more difficult, a greater number of
: tokens may be‘given as a bonus. Caution should be taken to~
specificall definK what.is meant by "learned.'" For example,

might meén that \the child recognizes the word on a card-

five days An a row. Be certain-the teacher and child agree

on what.is expected of the child in order to edrn ghe token.



Self-reinforcement

: -

Self—reinfo}cement meets th;)goalg of psychological education the
best of any kind of.;éinforcement since it turns the power of control
over to tbe pérson being cbntrolled, the child. 1In addition, it appears
to bé effectiv; in that seleBdministered reinforcements seem to increase
or inhibit the performance of behaviors. Researéﬂers have shown that self-
administered reinforcements may be\mpre'influential, in Fome'situations,
than externaily administered ones. An effective me;;s of teaching'self?
reinforcement strategies to children is through identifying ret?forcers;
charting behavior, aq@ contracting with groups, individuals, and éelff

Step one R . '

Identifying reinforcers is accomplished by several means:

1. havifsomeone observe the child to determine what he or she will

work for
. v \ -
2. have the child ' -erve'" him or hers®rlf fo .ne what he or
she likes to do or will work for  ~

3. 1interview the child to determine what or who rei: <orces him or her

»

4, 1interview the parents or Enyone who spends time with the child

. -

concerning his or her preferred rewards

Step two —k )

Identifying behavior to be changed 1is the next step. This can be

done by allowing the child to set a goal or by allowing a peer or adult

to make éuggestions for behavior that needs changing. Then the behavior

~

must be charted to determine how often it occurs and whether or not the

@ v

proo e
“ -0
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reinforcement is working. Sometimes merely charting the behavior will

. toe '
decrease it. ' > . , :
)/ 7

4

Charting is doneiby determining exactly what the behavior is and by

, . v e \ —
counting its occurrence over a specific period.of tiﬁé. The following

lesson dn charting will serve to illugtrate its use: =
'_l\ | . o ’ ’ ~ ’ b . ’ . - .
! ~
1 S e,

&

~l
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Descrigéion:

Counfing Behaviors That Occur at High Rates
!

(1)

- (a)

(b) .
(c)
(d

(e)

(f)
(g)
(h)
(1)

(a)
(b)

(c)
(d)

(e)
(£)

(2)

(3)

(4)
(5)

<O

£ ) RN

Categories should be defined, ahead of time as concrete
or observab®e behaviors. }

.

Cpncrete Behaviors o

tardy to class - oL o -
not completing assjignments .

throws away incomplete papers i \\;‘

talking out e

banging on desk o . .

gets out of his seat - t ",

throwing paper ,
poking others -
smart talk

Not Concrete

day dreaming
sloppy work

frustration @ .
inferiority complex ' Y
lazy !

1nsecure behavior

Arspecific time during the day is set up to observe
behaviors. (Accurate recordings can be made by recording .
the first five minutes of each hour, fifteen minute
blocks three times a day, or 1/2 hour each day.)

Recordings of the number of times\bé,aviors are taken
during this specific time. This fs/done for several
days (baseline recordings) and are recorded.

Treafment procedure is used by t e teache;.
Recordings are ain taken and rate is computed to
determine if t count is lower.

A
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] a ..,
' Directions: Think of a person you see often either at’ school or at home
ﬁﬁB‘HBEE'Ebmething that seems to Interfere with being liked or qSKQg a
« good job. ‘Be sureto. select %abeh ior you can see because you will be’
. adked to codnt how magy times it Happens. Examples might be:. interrupt-
"ing others, hitting, king~faces, talking back, arguing‘ putting peoﬁie
: down, being bossy, being bossed*by others, etc. ) .. -

P a.\\/"

\ f} N

When you have chosen a person and a behavlor, choose- a time of the da

when you can ‘watch them every day; thaéxgould be at recess, mEaltime, I“EL‘

bus ride, etc. . If you can find more than .one timewa day, that would
> be very helpful., .

" What you are learning to do is take a baseline of ‘the person's one ini;'
effdctive behavior. Remember, you can only deal with one behavior at
a time. .

@ ,
e o

“Watch the person during the times yau have chosen for at least 10 times
Make .a mark in the box for fhe observation,éach time your person ‘does
the thing you are watching for. There Is an example done for you.

Example: Person being dbserved  Jim . Behavig;{ hitting %‘
& LIRS ( E /. P . 1 :
! .. I II ‘ III IV - . )
; '; X4 . B B - :g.:
T e i . AR
8 a “—*r—"
1 / .
A L s )

VILi, VII VIII IX X .
)’ / ] A Wi

The next step is to make a baseline chart like the one shown below.
Simply record the number of times your person did the behavior you are
observing. on the graph and connect the lines.- You have a pattern of
the person's ineffective behavior.

v

| —
. i . '
Baseline Chart N /
. ; / N
10 7 r
) ' g N S i .
A b 1
67; - = L 1
s N 6 ] . ] / :
SN ‘ AR WEN/ $
- 4
X g 4 VAR /
SN E S g =
- 1/(. o » I’s
> 0 1 2 3 4 5 6.7 8 9 10 ‘
Obgervation fumber : S &
. o~ )

oo
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Contrac{ing for hshagior éhange ‘can be accodplished through mak;ng
.

v

an agreement with a group, with anothen individu?1, or with one’ s sel
-« -

The iatter type‘ﬁf con?ractigg'is most consistent'ﬁhth thé\goals of
. , . 0\ | -
~ s

‘psychological education ‘but it i1s efficient to use, the others to eadh

eontractin% to stpdents The suppoft of a. group effort iey (ten advan-
. § A -

. tagedﬁs in.motivating studentS'tg enter,into contracts. .Once the student
S . B 3 . : \ ' a

understands the power and control he or she has ov his or her own be-

\\ - N
‘ havior such supportive motivation is usually not neceSsary I : . -
¥ ) P a‘
The sample group’ contract is included to 1llustrate the use of
. P
group contracting and. group suezort for behawior change
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agree to
- I

At agree to

I, AT e s - timed in .
./ Wember o .
: o '
I, L | Q agree to. N times in
, HE%EP‘ X | o
I, 3 | j' agree to- - - times in
: Member ° B f
| " . Qii {
B\ . J

' ‘f 4 . “

- Sample
B

" GROUP CONTRACT RORM '

)l

4

t

»

—~r.

agree to 4

- times.dn

L —— 'r .
t‘ . ‘.\\ 3 i . |
¢« ' , oy
agree to . N

times fn

sin‘-#—

o

1‘7(
minutes.lxn.

. tinutes. |,

» " ‘
____ngpﬁtes.
Fa '

[ ' .

minutes.

2 minutes
’

minutes,

)

/:

, !

Ve

Ll
\

We ‘understand that when each pf‘us completés his}her agreement, helpidgvothers complete -

’

theirs is expected Ve understand fhat if eacﬂ\of us comple?

the time agreed upon, we may all

Al
2

N

r

Name the agreed upon rei

'

K minutes.

th[:R\ﬂjird tipe is

ﬁforcer here,

, agree to provide Efgroup revard ﬁhich~;he group will

és his/her contract within

[

\
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The followiqg copfracpid 1esson and Kit specify thq goals- of coptract-
. - “ ! 1 \‘

°1ngein performance terms and'ﬁroviAe tﬁé matergéls??or:

EIN L
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traéting. . . .“[; I VA B AU - v
‘ R B . N - ") . . ' ' '
~* The main criteria to remember for contracting are stated in the Kin
A oo / - H
3 . . 4.

Vi
and are the keys to successful contracting Fqllowing fhe coutraqt making, .

[
L

1esson “and Kit 15" a sample self~contract thaé Ls fﬂledm—lnJ j? ,oe 0
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S PR : Contract Makingtin Small Gfou§s>

Goal: C. . Individuals will- devg&op 3kill in writing behavior: change
) ontracts with groups with another, in ividu ,.and for self.
. 4 . v .
) Developmental 05jective: .C.2.3 Lpdividuals/w%II demefistrate ways ta. ' ‘§
o ~
- ~ . i C ) wnitetbehavior chang qpntracts with .
S \ N .
P . another individual o~ L.
. . b — :
. A o m."" - ' o .
:fPerform%pce_ijective: 4. Individuals’will de;ermﬂLe whether they will
' . , take on-the roles of cogtvacte 8 or contractors *

o

v

in a behavioxr change contract vith another
individualt,_ .
! .b.  Indiyiduals are able tofidentify a specific
behavior to be“changed and write that as part
. of a behavior change cohtrabt with* another -
individual. :
“»c. Individuals are able to identify specific
’ reinforcers and write those as parts of a -~ .
- bghavior change contract with another individual..
d. Individuals are able to sct specific frequency
‘ ' limits and time-limits and write those as
PO parts of a behavior change contract with
" another individual.
¢ e. Individuals are able to set periodic contract,
review sessions and write those as.part of
a behavior change contract with anqther
~ individaal. v . ‘1\
f. Individuals are able to successfully carry
e ) out, either as contractees or contractors,
the terms of the behavior change contract
written -,

Yot

A

¥

Materials and Resources; 1) Agreed upon reward for group contract
completion

: - 2) Contra¢t-making Kit. . .
~ _ é:— B o
v

Procedure: 1. Haveeach-person decide whether to be a contractor or
contractee in writing a]behavior change contract.
2. Pass out the Contract-making Kit' to each pair of

. students. Explain the contract making process step by
L step and %: the students to prepare a contract and
\ ¢ " carry it gh in the next week to ten days. .That is,

the ontract they make needs .to be a short-term contract.
. . ‘ \

i




Kdigtd%iona:_

them to each enter into a contract as a contractor and
‘as a contractes. Slower students may need to meet in -

(

. Evaluations:

=~

g

If zroﬁp mgnbers‘ show sufficient undersfanding-of and
enthusiasm for the contracting idea, the leader may want

pairs with the leader for guidance in constructing con-
tracts.

Evaluation,of the material in this lesson will be in the
successful completion of the contract by both contractor
and contractee. .

.
2
' i

o)
[
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: . e - .
! Contract-Making Kit . o i

-

Needed: One contractor or person whé agrees to help another person make - -

a contract to change behavior or do spmething he/she wants to do.

One contractee or perSon ‘who wants to make a contract to change
behayior or do Somcbhing hé/she wants to do

teps to follow 0

1.

.in identifying the reward for the contractee.

ih—

Choose a task, behavior, or activity that the contractee wants or
nqndau&0¢dv‘fh order to be more effective or to get along better {

etc.. Be very specific.

Choose a reward. The Self-Reinforcer IdentificationASheet or the

Interview. Format from Seminar III, Group Meeting 2, might be useful
o . Co ‘ - ] .
Write the contract using one of the sample forms found in this Kit.

Follow these rules if you want to succeed in contracting:

'

. a. Take time to write the contract dowﬁ,'that way oo one can claim

lack-of understanding and it will thelp both contractor and con-
tractée remember what was agreed to.

b. Be VERY SPECIFIC: Check here - Yes’

Contracted Behavior agreed to7
Who?
» What?
~ When?
How well? i
Are exceptions stated?

Reward agreed to? ’ , //.
Who? . : ’ a L e
What? ' - ' a
When?
+How~much? .

“Review date set?




4
N

c.~ The contfacthéhould be stated in terms of If Joe does this,

-he gets this. NOT If Joe does not do this he does not have

$o stay in on Fridny night.

‘The reward should be fair and should be given on tide.

4

"Both the contractor and the contractee ehould only sign the

contract IF they are certain they can deliver what is promised.

'If the contract is not working, CHANGE IT! .

g
Good Luck!

™ ey el

)iy -

o o
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S | CONTRACT | o
(I/We),

« , hereby declpre that
(who) - |

(I/We) will

\ |
{does what)

= T

-~ "This.job will be considered successful

*
s ;' (how well) |
‘ - - (signed)
For the succelbful completion of the above job you may ° |
o ’ o ‘ | (rewird)
Date Signed

Review Date | o !

| Date Completed‘

7 )
f ’ B
T O I
)
. \ .




CONTRACT

.. . 1 3
— n
TASK . REWARD
Who: » | Who: .
What: B What: '
When: When:
How Well: .. | How Mucl.:
\ . | \
4 | 7
I :
L) > ‘ = ! T
$/ign Here: o Date ,
‘Sign Here: 5 Rate
Review Date _ \ | )
' TASK RECORD
N AN
N\ s
<00




I, Jack Cassidy, a student in the fifth grade at Kendédy SchooL ,
agree omn Mon y, ‘February 28, 1977, to- accept completely the terms of N
this. contr for purposes of improving amy spelling grade. " '

In order to reach thiS'goal I agree:to study my spelling lessons"';
hy using the following five steps:

. -
>

" I will look at the word pronounce ‘it cogrectly, and use it #n
- a sentence. . .

0

a) Positi¥e Reinforcement: FEach time I do this step for a C ‘
word I will place & check mark in the appropriate-box, o

b) Negativé Reinforcement: Each time I do not do this step * ‘-
for a word I will not be able to place a check mark in '
the box, and I must repeat thisystep to myself

2. I will say the word syllable by syllable, spell the word orally,
~and trace the word in the air. ) .

a) Positive Reinforcement: Each time I Ho this step for a word
"I will place a check mark in the box.

h) Negative Reinforcement: Each time do not do this step I
will not be able to place a check mark in the box, and I
‘must repeat this step to myself. :

9., I will close my eyes and see the word in my mind's eye. I will ¢
' spell it orally, then open my eyes to see 1f I am correct. -

‘aj Positive Reinforcement: . Each time I do this step for a word
I will plade a check mark in the box.

b)v Negative Reinforcement. Each time I do not do this step for
s word I will not be able to place a check mark in the bqr
and I must repeat this step to myself.-

4, 1 will write the word correctly from memory, then check to see
1if I am correct ! ‘ .
- .7
. a{ Positive Reinforcement' ‘Each time I do this step for a word
I will place a check mark in the box.

b) Negative ReinfBrcement' Each time I do not do this step for
. a word I will not be able' to place E check mz#xk in the box,
" and I must repeat this step to myself

oo

CU
1 2
¥
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I will cover the word "and then write it. If I.am correct, I
will cover it End write it tw° more times. R

a) - Positive Reinforcement' Each time I do this step for a
word I will place a check mark in the box. ) -

<

b) egative Reinforcement: Each time I donot do this step
for a word I will not be able to place.a theck mark in
the box and I must repeat this step to myself.

A

-When a page of five wofds 1s completely checked and I am able to

spell

(20) minutes during school time anywsy I like. -

correctly each page of five words, I will be able to spend tqusy
D

!

- When I do not ‘have a ésmp;etely checked page, ‘or I am not able to

spell

all five words correctly, I must repeat these words accordingly

to the fige steps until 811 are rechecked and I can spe11 them correctly.

\\

This contract will last for two weeks, términating on Monday, March -

i t:)uy teacher, Mr Minor, §grees. totveﬂify the spelling of each page
£five words, and to allo¥ me to spend my twenty (20) minutes‘fny way
I 1Lke .

«-

—.. ’C_

13, 19;;? and will be re-evaluated .at the end of this time to determine

if I should continue working on my .spelling'or start working on another -
school subject : Lo s .
oo ‘ _ -
~ J . Signed: ' o
, 8 ‘ . _ Jack Cassidy
X Signed: L, ‘
“ . Mr. Minor
- ) (
) ¢ ¥ S i
/ 4 (\ v ‘ .
o o ;? «/
*
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Once children understand héw to get al with athers, and under-

. . . . . .
. R Y o
. “ -

*. . N . - *

" 2
stand their own and others behavior, they ¢an leqrn to change their of

b
_own behayior. /effpctive way of changing behavior 18 through don!%act- '

»
. ]

ing with ag oup, self,-or others. " In order to do this, reinforcers_
must be ;dcn 'fied, thed behavior to-be changed must be identified,

that behavior migt be counted and;;harted, and sdksotractvneeds to be

i

written and agreed to..\\ ' | . - . . 9

A compleEELsection ofﬁgoals and objectives relevant \_%%hanging

behavior follows and completes this area’of psychological education.
¥
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‘A. Thdividuals will deve10p basic skill in"identifyingb}neffective .

"behaviors and more effective behaviors to replace them both in . -
. selves and in others. . > : :
' oo
4 drade"»' 1.1 1Individuals will be aware*of ways to inden\ify in- %*k
. "Level. - + ‘effective behayior. - v
’ - v R \\/ Lt B A‘
‘4 SN a. —Individuals are able to define ineffective

behavior as behavior that elicits feelings of
, annoyance, anger, a need to get even, h0pe-
‘ 1 lessness or wanting to give up.
f " 4. Individuals are able -to recognize ineffective
- behavior. ‘ A
) ' ./ Individuals are. able to define g;baseline-chart
- / as a picture graph of the number of times some-
. one performs a specific ineffective behavior.
‘ d. Individuals are able to recognize a baseline

. ¢ 4 ) ’ " chart_when they see one. . ¥

Grade. - " 1. 2, Individrals will understand ways to identify in- ©

Level , L effective behn/}é . ;-8 _ ..

i ' . = -7 ‘ . R » .

PO - Individuals'are_able'to-explain how .t§ determine

| . / " when a behavior is ineffectiye. .. T

. b. Individuals are able to provide examples of - )
ineffective behaviors. - ‘ o )

¢. Individuals are able to explain how to create a e )

baseline chart. v 5 T

d. Individuals are able to provide examples of
hypothetical baseline charts

Grade 1.3 Individuals will demonstrate ways to identify in-
Level a . effective behavior. . '
' ‘ .
6 . ~ a. Individuals are able'to pinpoint specific
L . - - ineffective behaviors that others perform. -
. b. Individuals are able to count the number of
¢ ' times another person performs-a specific

ineffective behavior. ,
c¢. Individuals are able to create a baseline chart,
graphing the number of times another person

~performs a specific ineffective behavior.

e LI




A
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T

Gr;deﬁﬂ- 2.1
. Level

.Grade 2.2
Level ”

5 .. [ 'a

Grade- . 2.3
Level -

Q replace ineffecti nes. = -
éj%,«l Voo

! o S .
] . : . ) )

‘/ ’ } ~ P ' ‘ N
'r.' . J

Individuals are able to pinpoint gpecific v,
ineffectift°behaviors which they thegselves

* perform. - '
'\e. -Individuals are able to -count the number of K:\i 0.
times they perform a specific ineffective - .
' behavior. . AT A
f. Individuals are able’ to create a baseline chart, .
graphing the number of. times their own in- - ) '
effective behavior occurs. - -

Individuals will be aware of more effective behavfbrs\

to replace ineffeﬁ;ive ones. . <. .
. € PR
"a., Indh duafS'aré’able to identify an inef;Lcj¥ve -
. behav .
b. Individuals are able to identify more effective

behgvior that is incompatable witb‘an ineffective
behavior.

ctiv behavfers,

Individuals will undedstand morejggﬁe

Individuals are able to E{ovide example pf'
. ineffective behaviors.
b. Individuals are£Zble to provide examples)of |

more effective haviorxs that are incomp table

wjth the ineffettive Vehifiﬁ'

Individuals will demonstrat! identification of more
effective behaviors to replace ineffect}ve on
a. Individuals are able so pinpoint specific
ineffective behaviore in othérs -apd themselves.
b. - Individuals are able to specify eeffective
behaviors that are incompatable with ineffective
behaviors in others and themselves

B. Individuals will develop skill in identifyjng specific reinforcers

for selves and

Grade . ‘ 1.1
Level -

4

others.

Individuals 'will be aware of ways of ident1fying "
specific reinforcers for others.

h

Y' ' - ’

()4"»1', Py
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b > ‘ﬁ,’ilndividuals are able to define reinfqrcers as
: things, activities, positive interacgtions, and o b
‘Leelings o@—werth—and—esteem—that~encourage—af

rson to repeat § Spectfic behavion

. . -of reinforcers . ;
// S .. " /1) concrete (i.e., tokens, - food, toys, . .
: ) SN ¥ activittes; etc.).’ C oo
e - -2) encouragement (i.e., focuSing on assets :
: : U . T " and strengths to-build self-confidence and
P & . self-esteein.)’” @
' c. ' Individuals are able to recognize that observing
\ Y is a way of identifying reinforcers. -
S . . . .- d. Individyals are able to recognize that inter- . ~ '
)} R viewing is a way Sf identifying reinforcers.v ‘

N

“Grade’ = - 102 Individuals 'will understand ways of identifying
" Level o . sgecific reinforcers for others e . -
5. - a. Indi iduals are able to provide ‘examples of
S 'reinékrcers
Indiyiduals are able to\ explain that there are
two types of reinforcers: .
1), _concrete (i.e., tokens, food, toys, activities
‘ete. )
2) encouragement (i.e., focusing on assets and
, - strengths to build self-confidence and self- .-
> " esteem.)
R i . c.” Individuals are able to provide examples ;?\\y
R observation;as a way of identifying reinforc
‘s '/// . * d. Individuals .are able to provide examples of
54 : interviewing ag a way .of identifying reinforcers

Grade 1. 3\\£;§ividuals will demonstrate ways- of idé!tifying
Level - " specific reinforcers for o‘hers
a. 'Individuals are able to obserVe others as a
v means of identifying their reinfarcers.
‘ N b. Individugls are able to interview others as
A a means pf identifying their reinforcers.
c. Having 4 1ist of specific reinforcers for
anothey! person, individuals are able to divide
the refnforcers into two categories: 1) concrete
reinforcers and ?) encouragement reinforcers.

[4

1

N , ,‘ ) »
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(N

~

v Grade ‘ ' ] 2.1 Individuals will be aware of ways of identifying
Level - . - specific’ reinforcers for themselve;

1]

4 a. Individuals are able to recognize that writing '//’
\ - doyn things they 1like, things they do, aqg : N
. things they liker others to do for them ar )
L - - ways of identifying reinforcers. -
! ' .b. Individuals are able to recognize that their
vl L own reinforcers can_be identified by asking
(others to observe -them. :

|

>

» Grade . 2,2 Individuals will understand ways of identifying‘
- Level " ° - specifi¢ reinforcers fpr themselves,
e a. Individuals are able to prOvide examples ;;\S\\
) . ways they can identify their own reinfo?!ers.
, (i.e. writing down things they like, things ' .
L . they do, and things they like other to ddﬁ
o - ~ for them.) S ‘
' c - Lb.g Individuals are able to provide ¢ :amples ‘of e

observation by others .as a means of identifxing’? N

.- . ‘ \$heir own reinforcers. .
’ f ‘ J A . r / ’r( . .

’ qgrade . 2.3 Individuals will demonstrate ways;ﬂf identifying > 5.
o vel d‘specific reinforcers ‘for themselv%f. < e .sai
L . e .
\;t)5 c - a. Individuals are able to identify their own
: o I L Yeinforcers by writing own things they like,
\ ' 2 T .things they do, “and thingaT iey l1itke others
3 : ‘ to do for them., ------
b. Individuals are’able to ask others to observe
them as a means-of identifying their own re-
o _ inforcers. | R
: N 3&-
-C. .Individuals will develop skill‘ writin behavior change contracts
" with groups, with another individual ‘a‘ for self,

r

Grade 1.1 ‘Individuals will be aware of ways to write behavior -

. Level ‘ change contracts with groups.
! . N . 7
4. _ 8. Individuals are able to recognize that identi-
- fying a specific personal behavior to be changed
is part of writing a behavior change contract
with a group. v

S~ N
Y
[ RS TN
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’ Individuhls will’ understapd ways to write)behavior -

AT

"b;ﬂyindividuals are able to recognize that helping
‘to identify a specific’ oyp reinforcer 1is part
of writlng a behavior cg\n

¢. Individdals are able ‘to recognize that helping

others reach- their goals is part of writing a

béhavior change contrabt with a group.’

d.( Individualsgare able to recognize that setting
specific’ frequency limits dndbtigme limits are

parts onriti g a beh%v
'a group.

0

'ah

)

change contracts With groups. e oo~

a; Indiv;duals are able to explain why ide tifi-
cation of,a specific’ personal behavior: 5 an
Ampertant jpart of writing a behavior change

/~ ontract with a‘group.

b. Indiv ual are able to explain why identifi--

catio _/f specific (group reinfc.cer is an

gart of wr ting a behavior change

r)

a_s;p ctt with a grou

dividuals are able" to explain why hel?ing

. others reach their goals is hn,important '
part of writifig’ a behavior charge contract with
a group.

d. Individuals arg able to explain why setting‘
specific frequency 1imits &nd time limits are
important parts of writing a behavior change

contract with a group. £
. . T

’
’

Individuals will demonstrate ways to write behavior
change contracts with groups.

a. Individuals are able to identify a specific .
- personal behavior to be chafged and write, that .
- a8 part of a behav or change contract with a
group. © .
b. Individuals are: able\to pinpoint a specific
group reinforcer and write that as part of a

behavior change contract with a group-
s ’ .

ior change contract with -

T

ge contract with,a group.

)

A
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A , c. Individu 18 &re able to specify how they can , .-
. ¢ '  help others reach their goals and write that
. . as part of a behavior change contract with a
, o - group. " o
- "l- . d. Individuals are able to set specific frequency . * ',
: Cay limits and time limits and write those as parts
- w’/[‘ »of a behavior ghange contract with a group. o
» . _ e, JIndividuals are able to successfully carry oyt .,
S the terms of the behavior change contract

Y - o~ writte.n. : L e f\, v

- Grade” . " 2. 1 Ind viFuals will be aware of/Wys to yrite behavior
& Level N -cha ge contracts with anot ndividual L—~fJ et
" ) . . . / \ B
4 - ; . a, Individ are able to recognize that they
, may ta&\t in a\behavior change{contract ,
with another individual in one of two ways: <\
1) as contractees-who are changing behaviors
or 2)* as the contractors who are reinforcing
. another' BIZEb66§or change.,
s b. Individua are ablk to recognize that identi-
g ~ fying a specific behavior to be changed is part
e ' " of writing a behavior cliange contract with
: ’ , : another individual. o
. c. Individuals are able to recognize that the . x;
: identification of specific reinforcers. 18 parﬁ ;
' of 'writing a‘behavior change contract with f”—
another individual. /
o Lo ." &« d. Individuals are able to recognize that setting"
SO _ 1\ | - specific frequency limits and timé limits are
' P parts oﬁi{fiting a behavior -change contract ‘
R with anothgr’ individual.
- e. Indivi@pals are able to recognize thatﬁthe
) . setting of periodic contract review s@ssions
. 1s part of writing a behavior change contract
- ;;’ ‘ . with another individual.. :
Grade 2.2 Individuals will understand ways to write behavior
Level . change contrafts with anothet individual.' e

-

5 _'w . 8. Individuals are able to provide examples of
' ° the two different ways they might take part in a
',.

04,
<00
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Grade

‘Level '

2.3

e

behavior change contract with another individual:
1) as contractees who are changing behaviors or
2) as the contractors who are reinforcing
another's behavior change.

b. Individuals are able to explain why identification
of a specific behavior to be changedsis an
important part of writing-a.behavior change .
contract with another individual. .

c. Individuals are able to explain why identification
of specific reinforcers is an important part
of writing a behavior change contract with
another indiyidual.

d. 1Individuals axe able to explain why setting

pécific frequency limits and time limits are
important parts of writing a behavior change ™ -
contract with another individual. '

e.  Individuals are able to/explain why setting ¢
periodic contract rqyiew sessions 1s an important
‘part of writing a behavior change contract with
another individual. !

S

Individualg will demonstrate ways to write behavior
change contracts with anothet individual.

a. Individuals will determine whether they will

' take on the roles of contractees or contractors
in a behavior change contract with another

. individual. . :

b. Individuals are able to identify a specific
behavior to be changed and write that as part
of a behavior change contract with another

. individual. ’

c. Individuals are able to identify specific re-
inforcers and write those as parts of a behavior
change®contract with another individual.

d.  Individuals are able to set specific frequency
1{mits and time limits and write those s parts
of a behavior change contract with another
individual.

e. Individuals are able to set periodic-contract

. review sessions and write those as part of a
behavior change contract with another individual.

"



Grade
Level

Grade
Level

Grade

Level

@
D

3.2

3.3

f. Individuals are able*to Buccessfully carry out,
either as contractees or contractors, the terms
of the behavior change contract written.

Individuals wi: be aware of ways to write behavior

/“change contract§ or -themselves.

a. Individuals are able to récognize that identi-
fying a specific personal behavior to be changed
is part of .writing a behavior change contract
for themselves. ‘ ‘ .
b, Individuals are able to recognize that t&e ,
.identification of specific reinforcprs is part
of writing a behavior change contract for - 4
themselves. ‘ ’
c. Individuals are able to recpgnize that setting
specific frequency limits and time limits are -
parts of writing a behavior change contract for

ey

themselves. /
‘d. Individuals ‘are able to r cognize that the setting

of periodic contract review is’ part of writing
a behavior change contract for themselves.
. B
Individuals will understand ways to write behavior
change contracts for themselves.

a. Individuals are able to explain why idertification
"of a specific personal behavior to be changed is
an important part of writing a behavior change

contract for themselves.

b. Individuals are able to explain why the identification
of specific reinforcers 1is an important part of
writing a behavior change contract-for themselves.

c. Individuals are able to explain why setting
specific frequency limits and time limits are
important parts of writing a behavior change
contract for themselves.

d. Individuals are able to explain why setting

\ periodic contract reviews is an important part
of writing a behavior change contract for themselves.

.Individuals will demonstrate ways to write behavior

change contracts for themselves.



«

-

t

d.

e.

A ’ ! ° 4 s
Individuals are able to ident®fy a specific
behavior to be changed. and write that as part
of a bghavior change dontract f?; ‘themselves.
Individuals are able to identify specific
reinforcers and write those as parts of a
behavior change contract for themselves. )
Individ als are able to set specific frequency

' limits gnd time limits and write those as parts
of a behavior change contract for themselves.'
Individuals are able to sét periodic contract
reviews and write those’ as parts of a behavior
thange contract for themsilves. '
Individuals are abl sjkcessfully carry .
out the terms of the behavior change contract
written for themservﬁ\.

/
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Once childrqn have acquired thg tools to get along with others,
4,

to understand whatever. and to change behavior, they are ready to

learn to integrate all of thig into responsibility for their own be-
Y
havior and control with it. This is the next step in«psychological

agg deals with achievement motivation which is accomplished

R

'hrough rj/{:nsible dssertiveness, rational emotive understandingsff

elaxation tyaining, systematic desensitization, and understanding

»
o

non—verbal communications as well as the six specific steps to achieve-

\ment‘motivation. 7 .
{ .
. . /

Assgrtiveness Training Goals. i
f - v -

This facet of psychological education is based on the premise that

8

people can be of help to others only if . they respect and care for them-

selves.. Persons who are responsibly assertive have learned how to

]@erbaliy}and nonvérbally express their feeling, needs, or thoughts. The

reSponsibly assertive .person, however, would never. allow this' self-
expression to be at tne expense of someone else's dignity'and self-respect.

‘Examples of assertiveness include knowing how to give and receive .

-

compliments, to eipress an opinion, to socialize comfortably, and to

'no" when it is appropriate.

say™’
: o g

Persons who do not.'demonstrate responsible assertiveness react to

others either non-assertively or aggressively. According to Cotler and

Guerra (1976), people.who react:either way often suffer from hich

. &

( a
Dy
<
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;-levels of anxtety, guilt, or deficiencies in social skills. Non-assertive

-~

persons hold_emotioijrinside and as a cdnsequenca'are often depressed,
. . © = ’

+ - N L X . »
have poor selff}mages? and see .themselves at the, mercy of others. React-

ing to othefs in a non-asserti?e pattern often produces the followi
™ types of b ;viors: (1) frequent insincere apologizing, (2) difficzgty
in D;ating-tﬂ opigion .or éxpress;ng an unmet need1~(3) difficulty in
acé?ptihg or;giVing a compliment, (4) uneasiness while éocializing, and
(5)'uncomfortab1ene§s while ekpressing or owning thoughté and feelings.
v An aégregsi&e person may‘react in much the same wax\as the non-
assertive person; for a thie. The aggressive individual '"dams up"
emotions and strong feelings. After an accumulatipn of such experieqces,

; -
however, the aggressive individual will!remove the dam and allow the

r

hostile feelings to. explode gx'the nex¥t person who upsets him or her in
any way. This explosi. Voften paysical as well as verbal. It is

true that the aggressive individual often gets more needs met than the .

NG

non-assertive person; the differenc? is that the meeting of those needs

f
is almost always at the expense_of someone else's dignity and self-

res;ect. ) ?fg .

Bill of Rights for Child;zﬁz Teaching children and letting them exper-
- 1

ience responsible asserti@eness, that it is acceptable#and even desire- .

]

able to respect thems: ves and care for and about themselves, implies
. , o )

3 . .

that childrén as well as adults have \specific rights. The following

.list for children describes what c dfen, as well as others, should be

f—)
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able “to éxpect;in’thei ;tionships Qith othefs.'
" Th® right to be!ESS;téd’with respect.

The right_tqlﬁqgg,and express your own feelings and opiniops.

_Ihe‘righccco be listened to and to be takert seriously.’

' The right.to get what you pay for..

). J"fhe rigﬁt to ask for information from professionals

-". The right t? make mistakes.- N

The‘right to choose not to assert yourself

, AISO/with maturity and furthecﬁtraining, children will be able to learn

how to accept the responsibilities that go &ith the next three rights.

" The right to ‘set your own priotities.
" The right no say no without feeling. guilty.

" The righ;“‘ﬁask for what you want. ' y

J

a‘EgﬁrmininggAppropri;teness of Assertive Behavior. Among the riéhts;

mentioned previously, wés the right to choose not to asSert‘oneself. An
Vs N v

important aspect of assertiveness training is that the student learn how

~

‘. N ‘
to determine when it is appropriate to upe responsible, assertive be-

haviors. S ~
The child needs guidance in/leé;ning how to evaluate a situation.

If the occasion calls for encouraging more open and succesdsful communi-
4 \

caion, expressing feeling of love or appreciation, reducing interper-

%
3\ . 5

sonal tension, or increasing feelings of self-respect and dignity in

confrontations with others, then responsible assertion would be appro-



!
. . ' o ¢ * '

- priage. If, however, that behavior would demean the self-respect . and
dignit& of the other person in any way ot if the consequences of such
behavior would\yiéld results that would be considered too punitive by
the assertor it woyld not be appropriate. Teaching children to assess
a situation and estimate the possible consequenceé of assértive behavior
ar essantigl skills to develop in children when the emphasis is on

0

responsible assertiveness. Yy

Evaluating Present Assertiveness Behavior. To emphasize the personal

felevanCy of regsponsibly assertive behavior in the lives of students,
. - . . . (,‘
a self-assessment of present assertive behavior needs to take place.

Such an inventory could be created easily by the group leader in one of

r
i

two ways.:
) » \ ’ .
1) Statements describing characteristic behavior patterns of the

N

ndn-asse;tive person, ;heaasseftive person, and the aggressive person
could be listed. Next to each statement could be a series of four boxes,
of which the sgudent may cﬁeck one. The boxes might be labeled ''How
many times db you act th;s way? | Never Somet imes Often Always"
L o
:2) Statement@ describing characteristic behaviors of a responsible
5 , )
assertive person could be listed. The descriptions would range from
those assertive"bghaviors_which require little risk to those which

require a much greater amount of risk-taking. A gseries of thrée boxes

cqfid be placed next to each statement and they might be labeled "I am

; ' . . €y,
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uncomfortable with this, I am somewhat comforgable with this, I am very

comfortable withxthie,ﬁ

If the students have proceeded through the ﬁiérarchigl approach to

—_

peychologioal education, e.g. communicatiogo training, understanding ‘ N

g:mavior, changing behavior, they will be able to practice many of the

ekills that.were learned in the previous phase'concetning changing be=' .. ..

R

%

havior during training for responsible assertiveness.
{

oA

Emotional Blocks .to Assertive Behavior .

‘ There,are many philosophies as to tho causes. of Zmotional-blooks to
‘behaviar, but the one that seems to speak most effectively for the
putpo;e of this phase of psycholo;ical education is Albert T. Ellis'

tional Emotive Ther;py. )
.Rational- Emotive Therapy 1is based upon the belief that emotional
disturbances are preduced by our illogical or false beliefs about how
we should behave in the social world These false beliefs are indulcated -

wlthin us as a résult of our ability to oymbolioa}ly (1inguistically)

introject our parents' attitudes and id~" "fv'or elves with the.., as well
as to introject the attitudes about v rehave from those
significant others in our social envir. at. L

’

Much of our emotigng take the form of self-talk. - Thé intensity of
our feelings and the directions that we take are determined by the kind

of self-talk we employ. rThgt is, we usually’employ either logical or

1llogical self-talk. The self-talk 1s based upon the kindg of assumptions

L

oS
b_’.‘.
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or beliefs we have about our conditions in the world and how the world
should behave in relation to us. Much of what we call emotions:are
nothing more than a cert%}n kind of bruised, prejudicial, ‘or strongly

evaluative kind of thought about some event which directly or indirectly
. # 1S

-

effects us.

Achieving control of our emotions. can be accomplished by rigorously

- , 1
_ghallenging our ingjernalized sentences and replacing them with more logi-

cal ones. 'This entails changing our irrational belief structure and

I, 3

rgpiacing it with a more rational and relatiQely.impersonalized belief
structure. a
_ One way of sfarting‘to control our emotions is to recognize the
irrational beliefs which usually lead‘tokgelf—inhibiting and'éelf—lI:IEing
behavior. Once these irrational beliefs are recogniéed they can be
challenged with“their Jogical equivalents. o
After students have realistically evs'unated thems:lves concc. ning
their responsibly asserLLvebbehavior, they need to determine what
additianél assertive behaviors they want to exhibit more frequently in
their daily living. The children then should be led through a close
examinatiﬁP of why these behaviors might not be allowed to show them-
gselves in their lives. They learn to apply the ABC theory of emotions.
A - Activity, actlon, agent
B - Belief about the activity, action, agent

]

C - Consequences of behavior and belief

4/\‘
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" unassertive - scared frustrated sngry, helpless, etc. Label that

/o

Children are asked to think of a situation (A): where they feel

situation "A" and the feelings "C". Then, think about what they say to
4

make themselves scared or frustrated or angry .or helpless, etc. These are

\',v -
the (B) beliefs that are keeping them from asserting themselves.

' \

The children can then fi11 in cartoon balloons with 'scarifying
o : . -
thoughts" and with "encouraging thoughts'. 1In the sityation mentidned
above, students are able to think of suchféncquraging thought& as

. ~

""She-may be mad today, but she/11 forget about it tomorrow." Students

practice finding "encouraging thoughts" in other situations in which

they wanted tfo assertive. Th- situations are\bhen ;le-playe¢.‘
- AN » .
a

Relaxation ' ining. ) —
Psychological edueation groups U & re:..xat /t}%ining for reéspon- -

sible assertiveness would then be involved in a two-fold learning pro-'

cess: learning the art of relaxation_and learning the process,of imagery.
philQren experience some degree of tenaidn- at one time or another j

T
*
h

in the elementary grades. This tension can/fange from an uptight
—_— o \
feeling right before given an oral book reﬁbrt to a generalized "tension
anduworry throughout the day. Some children experience disgomfort
during specific.subject matter periods, others when beginning a new
task, while others become upset after a correction from the teacher.
— .

Pressure to succeed, to always be right, to be liked, to have appro-

val, or to cope with family problems can produce tension in a child.

P



w 3 '\- . - [ :
Taking a report card home for' parental approval uniay be an example of a

tension-pfoducing situétioalx N _ 4 \k

Relaxation ekercises degfgned égpecially for children can help .}
ot ' v

them to become aware of,the feelings of body tension and provide skills

\

to reduce it. (Childreh can be taught how to reduce EEpir muscle tension;

" this seems reduce anxiety as wéll. -/

Relaxation training can take place during ind}vidual'or group -

\

counseling sessions, in physical education clasées, or in a regular

‘clagsroom setting.f Once children develop the skills, they.can relax .

~ ind. aper and thereby implement a higher degree

ot self-control. If successful mastery of academic tasks results from v

o«
! v

" relaxation training then perhaps a case could be made its effect om

Lald
o

improved self-concept as well. N

The basic relaxation mdthod involves tensing the various muscle groups
of the body as ‘ightly as one can, holding and concentrating on the
tension for a few moments, and then releasing anﬂ notingfthe change.

While tensing any one area of the 'body, the rest of the musq;eaﬁfhodld

- Y

@ _ . , ' N
remain as relaxed as possible. " With sufficient practice over a p2riod

"of time, the individual will be able to fully relax at will withiﬁQTive

t'o\ten minutes.

\ , : ‘

. -The relaxation exercise includes a general loosening up of the
majar muscles, a tensing-concentrating-relaxing procedure involving the’

diffg;ent.muscle groups, and deep breathing. The following, in order, is

€) &
Sty
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;mlist of the muscle groupings included in the tensing-concentfa ing-
rglaiihg procesé; Even though these are 1abe1é§ in greups, the actual
ténsing proqedﬁre is done part by part ;jé., féée: !brow, eyes, lower
faéial~ﬁusc1esl 1ips,-tongue..

. >

) 1. Hands, Arms, and Shoulders

f)\ -2. "Neck, Face, and Shoulders |
| 3. Upper Babk,’Chest, Stomach, and Lower Back‘

h) 4. ' Lower Back, Hips, Thighs, Calves, and Feet =
! . ‘-‘- '
{gf:;lining children to relax various muscle groups, it is not
. ) N \ : .
necessary that.they.be able to identify and’ locate them. The use of -

the child's fantasy can be incorporated inzsi;he instructi&es in sucg\e
manner that ihe appropriate muscle groupé will automatically be used.£:> K

Althoﬁgh‘children will agreé that they wént to Iéarn hoiito rﬁlax, )
they will not want to practice their nefily acquired skills uﬁ&e%jthe_
watchful eyes of their clzssmates. Fortunately, several muscle gfoggsg—
;an be relaxed without mudﬁigross motor activity, &nd practice can go
unnoticed. ~I£ pleases some children ‘to perform these exercises in class

; , (

and relgx themselves without drawing the attention of those around\ﬁhem;///
The E;fegts of ghis typelpf traiﬂing can extend beyond the classroom.

gelow is a felaxation‘script designed for children in the interme-
diate grades. This script is similar in desigq{fggfhose uéed with adults

(Carkhuff 1969; Lazarus 1971) but is intened to be more apﬁéaling to

children. "It is likely that the scripts is equaily appropriate for

i

-

re
-~
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A . .
children in the primary grades. Counselors are encouraged. to experiment ) .

: 1

with*EE>and to revise/and extend it to include specific dnterests of ~

a ) : ’ .
chilifen anigincprporate other muscle groups. Eight ﬁgscle groups are

includpd here. Other exercises can be developed to 'work with th

thighs, upper arms, and different muscles around: the £;ce afd neck as
. o , - : »
well as the flexing muscles in the}ﬁeetdand extending muscles in the

L3

hands.

2
In working with this script it is recommended that no more than
fifteen minutes be deydted to the exercises at any one time. |In the

initial training sessions
: d ‘ .
new material. Two.or tﬂree short sessions per week will help to estab-

dren are learning a new concept and

lish these new Behqviops. Aside from theoretfcal considerations, it is

u./ ‘

just too hard for some children to keép their eyes closed for more than

,

fifteen ﬁinutes. Later sessions serve more to maintain the skills and

provide a foundation for work in other areas, This kind of és‘ion can
‘ 8 gesql

follow a weekly pattern with ten or.fifteen minutesrdevoted to relax-

ation, the remainder of the time to be spent on other things.

/ .
It should be noted that many of th; instructiong_should be repeated ’

many more times than are indicated in the script\éhd that such repetitions
have been intentionally deleted. Each child or group of children is

unique. 'Timing and pacing must follow the individual ‘pattern created ;
¢

. i
in the specific situation. One word of caution requires consideration:,

v

Children tend to ''get into' this\fyﬁe of experiegte as much or more

f . p . S\» , @ . \:IA - 4 | ]
b ~ " i
g ’ { €Y p ‘ L
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.
{ <
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than adults, and they are likely to be a bit disoriented if the- session

1
¢

ends abruptly Preparing children to leave the relaied state is just as

.

P important as proper introduction and timing. .
) - PR , .
Loy A
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A Relaxation Training Script

Introduction

Today we're going to do some ébecial kinds of exercises called
"relaxation exercises." These exercises help you learn how to relax
when you're feghibg uptight and help you get rid of those butterflies-
in-your-stomach kinds of feelings. They're also kind of neat, because
youecan do some of them in the classroom without anybody noticing.

In order for ¥8u to get the best feelings from these exercises,
there are some rules you must follow. First, you must do exactly what
I say, even 1f it seems kind of silly. Second, you must t}y hard to do.
.what I say. Third, you must pay attention to your body. Throughout
‘these exercises, pay attention to how your muscles feel when they are
tight and when they are loose and relaxed. And, fourth, you must
practice. The more you practice, the more relaxed you can get. Does-
anyone have any questions.” .

. Are you ready to begin? Okay. First, get as comfortable as you
can .in your chair. - Sit back, get both feet on the floor, and just létNQ
. ybu drmd hdng loose.. That's fihe. Now &lose your eyes and don't open
them* until I say to. - Remember to follow my instructions very carefully,
. try hard, and pay attention to your body. Here we go .,

. Hands and Arms f
Pretend you have a whole lemon in your left hand. Now squeeze it
hard. Try to squeeze all the juice odt. Feel the tightness .in your
hand and arm as you squéeze. Now drop the lemon. Notice how your muscles
feel when they are relaxed. Take another lemon and squeeze it. Try to
squeeze this one harder than you did the first one. That's right. Real,
hard. Now drop ygpur lemon and relax. See how much better your hand gnd
arm feel when they are relaxed.. Once again, take a lemon #n your left
hand and squeeze all the juice out. Don't leave a single drop. Squeeze
 hard. Good. ™ Now relax and let the lemon fall from your hand. (Repeat
. the process for the right hand and arm.)

Arms and Shoulders .
>

.- - . -
Pretend you are a furry, lazy cat. You want to stretgh Stretch
your arms out in front of you. Raise them.up high over your head. , Way

back. Feel thd pull .in your shoulders. Stretch higher. -~ Now just let
your arms ‘drop back to your side. Okay, kittens, let's stretch again.

e
PPN
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Stretch yourlsrms out in front of you. "Raise them over your head. Pull
them back, way back. Pull hard. Now let them drop quickly. Good.

"Notice how your shoulders feel more relaxed This time let's have a gfeat

"-sunshine, and, once“again, you can relax and feel the wafm Suna‘ine

N

btg stretch. Try to touch. the ceiling Stretch your arms way out in front
of you. Raise them way.up over your head. Push them way, way back. '
Notice the tension and pull in your arms and shoulders Hold tight, now.
Great. Let them drop very quickly and feel how good it is to be relaxed.
Shoulder and Neck & .

\ : .

.Now pretend you are a turtle. Yéu're sitting out.on a réck by a
nic q%;peaceful pond, just,relaxing in the warm sun. It feels nice and
warm and safe here. Oh-oh! You sense danger. Pull your head into your
house Try to pull your shoulder up to your ears and push your head
down inEO your shoulders. Hold idpight. It- isn't easy to be a turtle

in a shell. The danger is past now. You can come out 'ing6 tha warm

Watch out now! More‘danger. Hurry, pull your Head: ‘back]

" house and hold it tight. You havey to be closed in ti it\to protecy B a

yourself. Okay, you can relax now. Bring your head out and-%tet you

' shoulders relax.’ Notice how much better it ‘feels. to be relaxed than .

to be all tight. One more tipe now, Danger:! Pull your head in.
Push your shoulders.way up to your ears and hold tight. Dor't let even a
tiny piece of your head show outside your shell. Hold it. Feel the
tenseness in your neck and shoulders. Okay You can come out how. It's
safe again. Relax and feel cemfortable'in your safety. There's no more
danger. Nothing to worry about Nothing. to' be afraid of. You feel
good. ) . ) '
Jaw - P

. ° e, o .

You have a giant jawbreaker bubble gum in your mouth. It's very hard.
to chew. Bite down. Hard! 'Let your neck muscles help you. Now-relax.
fust let your jaw hang logse Notice how good it feels just to let your
Jaw drops” Okay, let's tackle that jawbreaker again now. Bite down.

Hard! y to squeeze it out between your teeth. -That's good. You're
really tdaring that. gum up. Now relax again. Just let your jaw drop off
your e. It feels so good just to let go and not have to fight that
bubble gum. Okay, one more time. We're really going to tear it up this
time. Bite down. Hard as: :you can. Harder. Oh, you're really working
hard. Good. New relax. Try to relax your whole body. You've beaten,
the bubble gum. . Let yourself go as loose as you can. ‘

Face and'Nose - A

Here comes a pesky old fiy. He has landed on your naose. Try ta.

T N ‘/
~ ) B
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get him off without using your 'hands. That's right, wrinkle up your nose.
Make as many wrikles in your nose as you can. Scr#mch your, nose up real
hard. Good. “You've chased him away. Now you can reélax your nose. Oops,
. here he comes back-again. Right -bggk in the middle of your nose. Wrinkle.
~up your nose -again. Shoo him off. Wrinkle it up hard. Hold.i¢ just as
tight as you can. Okay, he flew away. .You can relax yQur face. Notice -
that when you’ scrunch up your riose that your cheeks and your mouth and
your forehead and your eyes all help you, and-they get tight, too. So-
‘when you relax your nose, your whole face relaxes too, and that feels good.
-~ Oh-oh! This time that old fly has come back; but this time he 8 on your
forehead. | Make lots of w 1es Try ‘to catch him between all those'
Wtinkles.” Hold it tight, 'now. Okay, you, can let go. He's gone for
good. Now you can relay/ Let your face go smooth, no wrinkles anywhere.
Your face feels nice a smooth and relaxed.

Stomach - B N " \/ . .
* *  Hey! Here cofles a cite -baby elephant. But he's not watching where
he's goingg He doesn't see you lying there in the .grass, and he's about
to step on your stomach. Don't move. You don't have timq to get out.of
,the way. Just get ready_for him. Make’your stomach very hard. Tighten'
up your stomach muscles real tight: Hold it. It looks like he is going
the other way. You,chn relax now. .Let your stomach go soft. Let 1it.be
as relaxed as you can. That feels so much better. .Oops, he's coming this
way again.  Get ready. Tighten up your stomach Real hard. If he steps
on you when your- stomach -1s hard, it won't hurt.  Make your' stomach into
a rock. Okay, he's moving away again. You can relax now. Kind of settle
down, get comfortable, and relax; Notice the difference betweenm a tight
stomach and a relaxed one. -That's how we want it to feel - nice-and loose
and relaxed. You won 't believe this, but this time he' syreally coming _
your way and no turning around. He's headed straight for you. Tighten up.
Tighten hard: Here he comes. This is really it. You'ye got to hold on
tight. He's stepping,on you. He's stepped over “you. Now he's gone for
good. You can relax completely. You're safe. -Everything 1s okay, and
yog can feel nice and relaxed. ’ ‘

-~

N ' \ , . \\\
This time imdgine that you want to squeeze through a narrow fence
and the boards have splinters on them. You'll have to make yourself
very skinny 1f you're going to make it through. Suck your stomach ipn.

- Try to squeezeL}t up against yéur ‘backbone. Try to be as skinny as you 4
can. You've got to get throug Now relax. You don't have to be skinny
now. Just relax and feel your stomach being warm and loose. Okay, let's
try to get through that fence now. ‘S8queeze up your stomach. Make it
touch your backbone. Get 1t real small and tight. Get as skinny as you
can. Hold tight, now. You've got to squeeze through. You got through

{
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that skinny liftle fence and no splinters. ?og can_relax now. Settle
‘back and let your stomach comé back out where it belongs. You.can feel
really good'now. You've done fine. : :

- ' . - v

Legs and Feet

Squish your toes down deep into the mud. ' Try to get your feet d6wnrto the

. bottom of the myd puddle. You'll probably need your legs to help you push.
Push down, gpread your toes apart, and feel the mud squish up between .your
‘toes. Now step out of the mud puddle. Relax your feet. ‘'Let your toes
o floose apd feel how nice that 1s. It feels good to be relaxed. B& .
in®o the mud.puddle. Squish your toes downs Let your leg muscles help *
Push your feet down. - Push your feet. Hard. Try to squeeze that mud , :

. puddle dry. Okay. Come back'out now. Relax your feet, 'relax your legs, ° .

relax your toes. It feels so good to be relaxed. No tqﬁ%éness ere.. .
You feel kind of warm and tingly. : T .

/’g  Now pretepd that you are standing barefoot in a bigfjffat mud puddle.

~

A Conclusion

Stay as relaxed as ‘you can. Let your whole body go limp and feel

all your muscles relaxed. In a few minutes 'I will ask you to open your®
eyes,’anﬁ that will be the end of this session. 'As ydu go thpough the ,

. day, remember how good it feels to be relaxed. Sometimes you have to make
yourself tighter before you can be relaxed, just as we did in these ex-
ercises. Practice these exercises every day to get more and more relaxed.
A good time ‘to practice is at night, after you have gone to bed and the
lights are out and you won't be disturbed. It wi1ll help you to get to
sleep. Then, when you are a really good relaxer, you can help yoiurself\ -
relax here at school.” Just remember the elephant, or the jaw breaker, o
the mud puddle, and you can do our exercises and nobody will know. . Today
is a good day, and you are ready to go back. to class feeling very relaxed.

- You've worked hard in here, and it feels good to work hard. Very slowly,
now, open your eyes and wiggle your muscles around a little. Very - Y»
good. You've done a good job. You're going to be a super relaxer.

e

i
b

‘. _ . 4 ' . .
_ // Adapted from "Relaxakﬁpn Training for Children" by Arlene S. Koeppen,
Elementary’'School Guidance and Counseling, October, 1974.
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Systematic Desensitization N .

4

As students learn gnd practice the art of deep‘muscle relaxation,

e they‘would also be involyed iﬁ‘learﬁing about thg technique of imagery.

\

-GeEfing children to use'their_imaginations as a mental form of role
’ ")

playing can enable them to "practice" .their behaviprs and, along with

. relaxation, become desensitized to the anxiety‘some of thase behaviors

/

might create. '~ /7 - ;L ‘; -

| The students,muQ; first determine what situatioﬁs cduse them to
react with either néhassertive or Jgéressive behavior father than

.anéspoﬁbiblé aéseqtiveﬁess;‘ ey then_éhould create~a.hiérarqhy of‘m;pi-
('1tuat16ns which range from a'réiated evénﬁ that causes 11£2ie an;;etyfto

he even which causes the greatest amount of anxiety:f In order to have

~

: - v ' 4
a common ground of communication when discussing the amount of anxiety

] L

a pérsoﬁvis feeling, a special scale was de:rlopeq by Wolpe (1966)

called "Subjective Units of Disturbance" )SUDS). Aﬁg%fﬁé/hith a SUDS
.value of 0 1s one which‘?novokes no ﬁnxieﬁ&‘and oneiwjth a SUDS value

“ . " A9 - .

of 100 is-a scene which provokes the most extreme an

A

ety an individual

v

‘can feel. This type of scale (which one may want to 'évisg to a one-

-

to-ten scale for children) enables the leader and grodp ﬁembers to keep

track of the development of the hierachy of imagina%ivé exercgges[
-Systematic desensitization utilized the centralxconcept of reciprocal

inhibition and a guided imager& procedure of imagimfing scenes of anxiety

producing objects*or situations in a hierarchial order (accordipg to risk

oo
T

" - 243 -




¢

. ! .
\
}- »involved) g//relation to the perbdn wﬁile he or she 1is. relaxed..

L4

Alsertive Behaviors and Congruency o ' X . -

As students learn to relax and learn to replace their fears with new

.‘.

ideas concerning-self-respect and . dignity, they should be led into iden-

jtifying ‘specific behaviors characteristic of responsible assertiveness.

v

; Many of these behaviors we&e,introduced durinF the comgpnicationsuphase
of psychological education. They should bé reviewed and reemphasized at

this point when the students®are searching for more effective replacement
. . . P v N
behaviors. : : -

- . Nonvetbal cﬁmmunication needs to be closely examined Such things
. . "
0
as: physical'ﬁtance muscle tens;jb eye contact, and personal "space
\1

needs t4 be/compared for those persons characteristically showing nonasser-v

v

X tive behavior, aggressive beha\ior, or assertive behavior. Verbal _ '<
' v

{ ,
assertion and the tone of voice used ‘also need to be reviewed and studied.
. "> .

Students should continge to practice giving feeling stgtements and various’

kindg, ‘of Iﬁgsssages -not only in their group but also in their daily lives.

Congruency between nonverbal communication and verbal communication

5

is an especially important topic that deserves’ emp?;sis.\'A student

tatement; I-
§ ’ .
messages, compliments, and so'on), yet his or her stgnce, tension, voide '
f-:? X 3 B

may learn to say the correct assertive words (feel\

z “

tone, and eye cortact may “'shout" nonassertiveness or agggession.
Learning to coordinate responsible assertive nonverbal cues to . .respon-

sible asgertive verbalizations needs to be‘practiced for the‘variety of




" St . . . ¢
. » N ’ v
o . . - . ) . -

circumstances in which the students might experience anxiety.
. 4 ' - . .
A

Prscticinngesponsible Assertiveness : ' - .
‘. ’ - . M . . . ’ ‘ . l .
' Each individual child will have his or her own very special areas !

v 3

)
» .

of anxiety - special areas where responsible assertiveness behaviors .need

7’. 2 ‘ i - ’ -r ' ',
' -to be practiced. -There are seven major ares, however;,uhat seem tof

.

concern ‘many children and,those areas deserve specdal attention'and
. . < ‘
special practice within the psychological}education comtext.'

v T

1. Stgdents,should %tart out-with‘a fosnda -beingTable to
. recognize'theipositive»worth inlbothhselt and'others. ey ca
how to specifically identify what they like aboht themselves and what
-characteristics and abilities they like‘in others both?children and
adults.' After the students are ahle o recogni:L andldnderstand that
4 .

everyone has?e posit‘i've qualities, ‘then they are ready Yo verbalize B

Thechan learn

“

>

those acknoyl gements through ‘thé process of giving and receivin :
5 -,
compliments. Learning to give and receive compl ents should be f

em%hasized concerning both other children and adults" i

" 2. Another experience,in responsible assertivgéness that may seem g
7 ) [ ‘f \,;I..-
Elsomewhat more thr7atening to students is the method of expressing an

opinion. Here again, expressing. opinions to bo other children and

adults should be practiced. Prepare the adult emlNjronment (parents

and teachers) so that sﬁéh'expréssions will get positively reinforced.

4 =

) A
3. Experiences wit childﬂen have shown thaé\they feel most %om—

fortabfe in anxiety producing situations 1i¥ they can have some standard
& \ i

¢



IS _ . - ; . v

verbal statement(s) to draw upon. Helping students create such effectlve

standard statements is partially the purpose of practicin% these next

-

1

three tension-cauéing areas. o ~ ¢

\\ Children want to learn better ways,of responding to teagingffrnm

peers and adults.
._._.)

Children should be guided in learning how to respond to failure. If a

person has the right to make mistakes, then how should that' person respond <
,/, to others who do not recognize that right : i
Thé’third response need 1&yolves identifying and dealing with_peer pressure
tactics. Children with low éelf-esteem may easily be led by peers to

' act against their consciences. Threats of "I won 't be your friend if you
don"t" and "C'mon, don't be a,sissy' a powerful factors in the behavior :
appropriate responses to such pressu tactics by peers &k

\

P

SpecEfic situations should be identified and the helpem stlould

fiodel responding alternattves (verbal and physical). Tajlor ﬁhe responses’
’ - ] ‘l'\.a P S | >

- ‘ -

to the specificquvironmental conditions.” Explain h#w over reacﬁdon to
‘stat ents of others (teasing) reinforces the occurence. Many‘teasing

]

tatementq can be ignored. A short "acknowle&gement typef response may

hé&pful to draw uponl i i M . ) .

s Example. Being teased about poor performance -
e "That's right, I dropped the ball."
o "I did nat play well."

Example: Being pressured to follow -

"That's¢interesting” .

"That's your opinion - I have not'decided."
: S i .
Understanding Albert Ellis' philosophy of emotions, undexstanding

the decision-making process, .recognizing prjﬁgﬁre‘tactics, ind haviqg

L

~
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something to say will help many students éo from a feeling of helpless- 3

ness to a feeling that, "I have something to say when . . ."

" 4., The last are§.¥or practice is one that many times lodded with

\ »

tenszi‘o/jand risk for children. responding to adults (i.e., teachers and

-

parents) with ne!ther submission nor hostility. Although close 1irivolve-

‘ment with teachers and parents during a psychological education program

'can gphp a difference ‘for children, the students- heed to take both an

' ideal look at their relationships with adults and a realistic look at
i \

ttheir'relationfhips with adults.” The emphasis needs to be kept on what

N

blaming. ) , ‘ L_ ) 4

7
If possible, parent ‘involvement can be beneficial. For example,

: )
ask parenta to give the child four compliments each day. \;hé\child should -

be instructed to write down their responses. Likewise, the child can be

. ) _
instructed to compliment the parent by practicing "I-messages.", Similarly
"feeling" statements and "opinion" statements can be practiced at home and

some record kept. These approaches lend themselves to an operant rein-

forcement system.

Implications for Education. Responsible assertiveness training may sound

)
overwhelming at first.- Yet the benefits for teachers, parents, and
- ’ _— ‘ ‘

egpecially the child will far outwelgh «the time and involvement required.

What dult has not w%gted the’ children they are working with to be

‘res onsive n a positive way, to show appreciation, to like and feel Lo
v/ .
" ()(3"' f‘

-~
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v
"~ S

. _ {
k/’ good about themselves, to become mature decision—makef‘, to be rElaged
., ’ = . . -
instead of tense, to be.realistic in the expectations of others and . \i
self? Yet can we e‘pect our children to haphazardly acquire this

knowledge- in this changing world around them. Guiding students through .
. y _
the process of learning these attributes is what responsible assertive-

o~

. ness training 1s all about. 7

.

Once the groundwork of psychgiogical education has be established

through experiencing training, understanding behavior, changing behavior,

! 1
-and assertiveness training, the responsibility of personal’growth can B@

8

shifted somewhat from adult to child. ' An achievement motivation syndrome

can now be developed with assurance of some measure of success.

\

- Achievement Motivatién. Achievement motivation emphasiaes shifting the

regsponsibility of»personal gq;l'setting and goal attaInmeLt from school
P . E K : ‘ : L '
personnel to where that responsibility belongs, with the student.

)
» -~

,“Encouraging students to accept thi responsibility is done through a

Y iy

\‘/}~‘. °

ﬂseqUénée of educational interaction_ which allow students to experience
.'* . : . /
the consequences of  their own problem solving. Problem-solving, personal

“

decision—making act)vities help students artually see themselves. They

defisions as well ‘as, to learn new .

more efective ways of approathing problems.

: Ihere are six major steps in achievement motivation development: N
, : \ K
”.aﬁtending, eXperiencing;»é;ﬁoeptualizing, relating, applying, and ;nter~*‘41"

. \ .- . \
~ nalizing. \\\\ p a t

~

-~

O~
& )
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. ‘1 Attending, or getting the students' full attentibn, is \by piacing
the.piégram:odtside of the participants' daily routine, enviromment. The
. Y .
i 'next step, experiencing, is a major key to achilevement motivation

ﬁéaching. The students exgéfiehce, through a éame or roleplay, the”
‘ — : . s 4 .
behavior, thinking, and feeling that is associated with the achievement
’ . %

syndroﬁe. For example in a ring toss game, the ‘scoring system of the
game 1s usually set so that a sugcessful toss from a great distance is

elworth a phenomenal number of pofnts and the reverse is true f£0r a toss

&_ B S - - ?

from just a few feef away. Th¢ game becomes a means of simu}ating the
. i § . N

real 1life issue of decision-making and risk-taking. It has been shown

8

that those who play it Excessively safe in the game tend- to approach . . |
. = c‘é’_« : - .
general problem-solving the same way. The same 1is true for thélpérson

{
who alwg;b plays the long shots. Students are taken through a process

v

» of analyzing their expeniéncgs dﬁring the game., It is thrpugh this process
of analyzing that studentS-éLtomaqically go on to the-third step,
. . — -

- . \\
conceptualizing. They learn to\labéi'the thoughts. feélipes. and behav-

-

iors that relate to achievement motivation by usin&xa<épeéial vocabulary. | //
. - - K <

This vocabulary helps students organize their obsérvations into a e

‘conceptual whole. - c s
) oy e

The last three steps jinvolve the students’ adoptiﬁg the achievement
syndrome. Step four, relating, allows the sq;ﬁéﬁtslt& explore what

. relevance this new knowledge of motivation has to'theirgﬁwnfiife values,

: - T e A
goals, and behaviors. In step five they are encourag‘,_,_d.t,_dak‘.a 1v this
' Y :
4 g
¢ . 4 ‘
L |
. ® e |
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' v:? knowledge to lives. ’The final step, internalizing, involves positive

‘ acceptance/and practice. If the students see the achievement éyqdrbme

. St - }
as important and relevant to them, they will apply it consciously and
¢ h ‘\/*~ ) )

voluntarily to their eﬁery day endeavors.
: J

Achievement motivation emphasizes student self-knowledge and

control. It egn be a useful tooI for 9gungs£ere in gaining more respon-

Ay ntrol over their livgsszid increasing their ability to’
, '-., . } . A
take a pogitive direction in acting on their enviroment. ;

‘ .

g&bility an

/
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1

. ) . \\ ) . .
Guidance is an intkgral andjcentral, but specifically identifiable

and accountable part of the total continuing education process. It"ig

-a comprehensive apd developmenlal'édupational'pfog§am‘reSponsible for

assisting all 1hdividuais in developing positive self concepts, efﬁective

4
o

human relagionsﬁips, decision-making competencies,'understanding of

- ’

. . - »
current and potential life roles;rqettings and event%’and placement

A -

competencies to aid them in ti

'~

nsition from one éettinguto another.
It also is rrsponsible for ass&stiqg'all individuals to understand and

© .

relate the meaning of the basic studies and occupational preparatiom—te—__

'fﬂe1r‘preseﬁt'and future lives. .

‘The first part of this definition emphasizes the cehtrality of

3 -+

gﬁidance in’educationg'»At the same time it stresses the fact that
" guidance As an identifiable and accountable program. This means that

guidance is a comprehensive developmental brogram based on individual
R . Q N . ot N
‘and societal needs organized around person-centered,goals and activ}ties»

designed to meet thosq\gzssg. More specifically, this mfans that gnidance
‘is a viable éduthtional program cdhmenégrate with other major educational
S . :

programs in.the school. Therefore, guidance'is not the sole property
h; . not

N

of the counselor. All educational staff should have an.interest and a

S

responéibiliFy in the guidance progréﬁ.

The segond part of the definition stresses the point that guidance
= . ) . » ‘ K ‘ ' ":/.

as a comprehehsive, develo al educational program places emphaé?é on

A :J v - .
,individual development: 'an educational progfam responsible for assistiﬁg

14

T 2252 - LI



~ . . -
all indtwiduals..." 1Individuals today face depersonalization in many

o ~ ) .
"facets of their lives as bureaucracies’ and impersonal relations are
p

coﬁmonplace. They often feel po#erless in the*féce of masses of people,
mass communication and”\J% ever;;hing else and need help in déaling

with these feelings, not at t&éf;xpense of society but in the context

of 30ciet§. Their,feelings of.control over their environment and their

own destiny and their relations with others amd institutions are of

“primary importanpé in guidance programs. To this end, individual

developdent can,best be facilitated by comprehensive, developﬁéntéi“ ;
-guidance programs  that beggﬁbwith early childhood and continuei through-
out- the ghuifﬂ;ears. »The developmental ;érspective for guidance does
‘Lot eliminate or dgiemphasize important traditional guidance practices
and processes used when worki\j>with the 'specific educational and
occupational concerﬁé of indiydfduals at specific points during their
lives. Nor is it less responsive to any crisis-oriented personal-social
needs tgey may have., On the contrary, the developmental perspective
places these more immediate needs and concerns in the context of total
human development so they can be better understdod and met. The develop-
A
mental perspective recognizes that there arecguidance related under-
standings and competencies which all indf@€$uals need as they grow and
| 9

develop. o

i

The third part of “the definition identifies five specific areas of

human growth and developemnt:for which guidance programs are responsible.

Yy
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The first area in the definition 1is that of assisting all 1ndividuals in

developing gositix@ self concepts and effective humnn relationships. &
This means that a majoﬁ/emphasis in guidance pertiTs is on individuals

learning about themselves, learning about others and learning about
o ) ] N\,

: L
Interactions between self and others. The development in individuals

.

of self appraisal and self improvement competencies are a pnigary goal

oo : ’ - J
of guidance. Through learnings in this area individuals become aware

of persondl-characteristics such as -aptitudes), interests, goéls, abilities,

~

values and nhysical traits and the influence theséfchnfactéélftics may
-gshave on the persons they are and can become. Being able to ugé se f:q\<-)
knnwlédge in 11ife career planning‘and in 1nterpersona1 relntionshigg
and to assuﬁe responsibility for one's own behavior are examples of
desired outcomes. | A

The second area of human growth and development for which guidance
N

1s responsible is the development of "decision-making competencies' in

Individuals. Planning for and making decisions are vital tasks in an
<0 ~n i

individual's life. Every day decisions are made which influence one's

life career. Magtery of decision- making skills and the application of
n &
these skills to tife career planning are central learnings within this

area of guidande. A preliminary task to effective decision-making is

the clarification of personal values. The degree of congruence between
- /

what one values and the outcome of decisions one ‘makes, Contiibutes to

personal satisfaction. Individuals learn within this area to identify

s




I

the steps necessary in making decL&}ons. Included aré‘the skills for

.

gathering and utilizing relevant information. Understand%ng ,he‘
influence of planning o; one's ature and the responsibility one must
B W ) A .
take fornganning are components of tﬂe life career!$lanning process.
Life career planning is ongoing. Change and time affect oné's planning
-~ and decisions. A decision outcome that is satisfactory and apgrooriate
) .
Ebr the‘presént ﬁay, with time or change, becom: unsatisfag;oty or in-
[r appfopriate. Thus, the ability to evaluate decisionsCFn view of new
4information or circumstances is vital. Being able t%Jclarify personal
values, idengify steps needed to make personal decisiQns, gather relevant
information and apply decision-making skills to life';areer plans are
g

examples of desired outcomes in this area of guidénce.

v, . !
The third area for which guidance is responsible is assisting all “
Toae B ald ‘\

‘individuals in déveloping "underétanding of current and, potential life

\ .
roles, settings and events." ngause individuals over their life times
¢

will be assuming a number of roles, funct ioning in a variéty of settings

and e]periencing qiny events, learnings in this area emphasize their

N\
understanding of /the various roles, settings and events which inter- (/
.
relate to form their life careers. The roles of family member, c}flzvn,

worker and leisure participant, settings such as home, school, community

and work, and events such gs birthdays, educational milestones, job entry,
" {
and job change are identif&ed and examined in terms ot thein int lugnce
o+

on lifestyles. ALearningS in this area include devel&?{gg understanding

of the structure of the fAmily, education, work and leisurc worlds. The
o
Y [
A~ L}
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: N .
intgrdependencyeof individuals in various roles hnd settings is gonsidered. ™

W» ‘Individuals learn to relate their un(:ue pe;sona{jeharacteristics and

3

aapirafions to specific family, educatrion, work and leisure requirements
and characteristics. The effect of change--natural as well as unexpected,
) . !p

social as well as technological, in self as ‘'well as in others--is a major
learning. Being able to answer effectivily personal identity questions
contained in the questions Who? (roles), Where? (gétﬁings), and When?
(events) are desired outcomes in this area of guidance.

Guidance also is responsible for assisting all individuals in

© {

developing 'placement competencies to aid them in the transition from

one setting to anothéi." As‘individuals move from one setting to another
they need specific knowledge and skills t; make such moves as effectively
as possible. Placement is defined broadly to mean that specific attentiaon
should be given to intra-~ and inter-educational changes as well as occupa-
tionéllgfgpsitions: Personal competencies are needed {o make such tran-
sitions. Personal competencies include knowledge of the spectrum of
educational courses and ﬁ?gg;ams,atm understanding of the 'relationships
they may have to personal and societal needs and goals, and skill in

using the wide variety of informagion arld resources. It also includes

an understanding of the pathways and ligkages between those courses

and progfiﬁs and potential personal goals. Closely tied to these com-
petencies, and the program glements required to develop and implement

them, are the follow-up and follow-through components of placement. Finding




|

-

- . ‘Y / . 14 .

out whats happengd to individuals as ‘they move from,one course, a program
¥

of instruction or job/occuﬁt»ion to another and, providing follow-through
asgsistance as needed, are.important aspepts.of guidance.

Finally, guidance 1is responsibie for assisting all individuals to

"understand and relate the meaning of the basic studies and occupational

preparation to their present and future lives." Some of the dissatis-
: _ . P
faction of youth with education stems from the feeling that what they

are doing in school is not relevant to their lives. It is a responsibility
of the guidance program to seek to create relevance in the schools and
to show individuals how the know}edge, understandings and skills they

are obtaining and the courses they are taking will help them as they pro-

gress through their life career.

Basic Assumptions

Once guidance is defined the next step is to identify and describe

Amportant basic assumptions about the nature and structure of guidance

. programs. This is necessary because these assumptions shape and direct

guidance program development and implemg%tation.

Assumption l: Guidance programs should help-develop and protect

students' individuality.

,Guidance personnel and programs have a major responsibility {n the

Kl

educa&ﬂonal system to help develop and protect the individuality ot

/ students. This means that assistance must be provided to all individuals

- 257 -
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{

- 8o that they can hecome aware of their needs»and can develop and pursue

5.

immediate and long range personal goals. , &
] Y.

Assumption 2: Guidance programs should be available td all students

at’ all educational levels.

Guidance personnel and programs have the responsibility of serving
all students at each-educational 1e%e1, rather‘than only a selested group
of individuals at one level. This means that by design and operation, |
guidance prog;ams ate functioging effectively at each educational level

and .are part of the educational program of all individuals.

';Assumption 3: Guidance programs should be)lifelong, dealing with
-
' sof

developmental as well as prescriptive and remedial concerns. R

Guidance personnel and programs have the responsibility of meeting

the develgpmental guidance needs of all indiyviduals as well as those
needs whiéh are remg@ial in nature. This means that guidance programs
‘have a developmental focus which é;ximizes the prevention of problems
and a prescriptive emphasislto assist individuals alleviate continuing

concerns.

Assumption 4: Guidance programs should be integrated wyith the total
/J

educational process.

Guidance goals, objectives and procedures are integral, central but
) 'J,‘"
yet identifiable components of the total educacional ptocess. This means

an equal and complementary relationship exists between the instructional

program and the guidance program. It also means that all educational
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staff have guidance responsibilities. Prograg coordination is assumed

“by the g idance staff in addition to their direct service functions to

students.

Assumption 5: Guidance programs should be evaluated periodically

f .
Iy 9

for efffectiv®pess. >
1 T

- If guidance programs and personnel are to be responsive Yo the

S

~ guidance needs of} those who are served, periodic prdgram ard personnel

g

' *;
evaluation is ary. To accomp%ﬁsh this will/require that guidance

progra e organized and imple&ented from an evaluation perspective.

Since/é!ﬂ educational staff have guidance responsibilities, they should

e

——a

alsé/participate in the evaluation process. \.
-

N
.f/
Program Standards

. To insure that guidance programs are developed, implemented and
. 9 r )
managed effectively and are accountable, prégram evaluation criteria

are necessary to serve as internal checkpoints for local guidance

program personnel and as external standards for outside evaluations.

4

1. Program plans are developed from identified needs.
- O

7
2. Priorities are established in light of Tesources available to
meet program goals and objectives. .

3. Evaluation is carried out continuously to monitor the impact
of program activities and adjustments are made as nedded to
insure reasonable progress.

4. Final evaluation is conducted and the results are used in the
revision of next year's plans.

[V
L
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COMPREHENSTVE CAREER GUIDANCE

GOALS AND DEVELOPMENTAL OBIJECTIVES .

v S
OVERVIEW . e .
B KIKDERGARTEN THROUGH STXTIT. GRADE - -
: /
DOMAIN: INTERPERSONAL EFFECT]’VENfSS /
t ’

\ ~ A. The students will be ablé/to recognize that their behavior toward
A others affects other's hehavior toward them.

v —

%
K-1: 1. The students will be aware of the various interpersonal
har ¢ relationships in their lives.

.

3\
~Z. The students wﬁ@l be aware of the different types of
AN responscs they &se in interpersonal relationships.
\

2-4: 1. Thc students will ‘understand the differcent types of
‘esponscs they use in interpersonal relationships.

At

’ 2. Th-,studcﬁts will be aware of how the actions of others “' -
affect their behavior. /

[y ' .
5-6: 1. The students will be aware of hovtheir actions affect
the behavior of others. .
. .
2. The students will be aware of ehc relationship between ‘
actions and responses. ; . . e (/
\x
B. The students will be able tq/demOndtrato in understanding of the process
of making and keeping frlen@shlps
K-1: 1. The students will b( aware of the skills and characteristics
that make up h frienq?hip ] T
\ L

2-4: 1. The students will understand whait skills and characteristics
‘ make up a friendship.

@., 2. The students will beéraware of the process of making and
and keeping frlequhips

i /
© 5-6: 1. The students will” unders?énd the procewé of making and
keeping friendships. ' .

[

4\\ g ] ’ )

——
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: AN ~ :
2. The students will evaluate the effoctiven'ss of their
own fricndship skills. ‘ : -

C. The students will be able to demonstrate an awarcness of the
various methods of expressing thsip,opinions and beliefs,

K-1: 1. The students wlll be aware of different types of responscs.giﬁ
2-4: 1. The students will be aware of what constitutes an opinion,
a belief, and a fact.

‘ 2. The students will be aware that all people have
opinions and belicefs.

3. The students will be aware of the various methods of
expressing opinions and beliefs. n

™
5-6: 1. The students will understand the various methods of
expressing opinions and beliefs. |
3 . ‘1 -
2. The students will evaluate their own methods of expressing

< opinions and beliefs. -

D. The students will] be able to % entify socially aéceptablc behaviors

occuring in a group situation. .

- . "e , & \ \

/ \ ‘ ) , :
K-1: 1. The dtudents will be aware of varjicus group situations. ,
; . ¥ &

2. The students will be aware of those behaviors Lhat elp J

or hindcr:@group cooperation and ef{f ¢ tiveness.

2-4: 1. The students will understdnd thosc behawfors that help
or hindey group cooperadion and effcctiveness.

T2, Thegstudonfs will be aware that those Lehaviors which heLi
the group to function include observing the rights of seli
and others.

5-6: 1. The students will understand Lh& relat ionship between the
rights of self and the rights of othery in group situations.

2. The students will be aware of the charactiristic behavior

patterns (roles) that develop as a part off group interaction.

+ 3+ The students lel be aware of thclﬂﬂﬁﬂl behaviors in group
. interactions. “ . ] , (/J

o




E. The students will be able to recognize the effects of competitiveness
and cooperativencss with both peers and adults. ,

prl

K-1: 1. The students will be a&areiof what cosftitutes cooperativeness.
. B ]
- 2. The students will be awdre of what constitutes competitiveness.
~ *
2-4: 1. The students will be awarc of the results of cooperativeness.

2. The students will be aware of the ngultswof competitiveness.

5-6: 1. The students will understand -the effects of their
cooperativeness with both peers and adults.

2. The students will under¥stand th

mgfitjveness with both'peers and ults. \

3. The students will be aware of the differences and similarities
between COmpctitiveness and coopecrativeness.

F. T?e students will be able to recognize the value and process of
tablishing an c¢ffective relationship with Lheir families.

K-1: 1. The students wrii\be avare of the roles of cach member’
of their families.

2. The students will be aware of their family relationships:

2-4: 1. /The studfnts will-be aware of the process of \establishing
effectivy family relationships !

: ) ‘ '
5-6: 1. The studedts ,will uhderstand the procesg of establishing -
effective Lamily relatlonships /} -
. - %% T +*
2. The students will» e aware of the results~that come from
having effective fapily relafionships. \ -

‘e EY , A . ~

G. The students will' be able to achleve feelings of worthwhileness.
»
K~1: 1. The students will be aswvare of factoxs that dlstingufgf
self from others.

N

2.. Tne students will ‘be aware of fgélings and/their causes. s

7-4: 1. The Students will beaware of the xftiyities they perform
that make them feel worthwhile: . & ¥

= B

)




[

f2v" The students will be aware of personal characteristics .

that make them feel worthwhile. P

5-6: ‘1. The studtnts will be aware of methods of attaining feelings
of worthyhileness in relation to other people..

v 2. The students will understand their own feelings of .
worthwhileness.

3

X

AR

r"‘ X .
H. The students will be alle to recognize that they'can exércise some)

control over themselves and their environment. =l[ R .

K-1: 1. The students will be aware that they affect things and’ l "
' : others around them. o A o - ~
. . - o 1 \

2-4: 1. The students will be aware of situations where they have

L) some control over themselves-:
4 2, The students will be aware of situations where they have
some control’over their environment. -

)
5-6: 1.4 The tudeﬁts will be aware of factors involved in the
Process of cc*trol]xng themselves and their environment,
: , et LR e g
w

.S
I. The spfudent i11 be able to dcmonQd}ate an unﬂtrqtqndln that all'

n indi duai including themselves, have differtnt and va&?lng< ersonal\‘
chardcter tics and abilities which distinguish th m fifrom one another,.
and. t h j:rtain of these Lharacicrl stics and abilities may, change _
from time to time. 'ﬁ ) v | %

= & 4 . ‘ *
K-{: l:'=The students will be ayare of ways that peOpleiare like
. and/or different” from them ‘
”2-4: 1. The students will .be aware of characﬂerlstic.bthaVJOr
- ﬁatterns and gbiligies in other 1nd1v1duals and in self.
K tvi f\
S 5=6: . 1. he students willl understand about chf’g@s thde occur in
S chardcteristlc beHaviors and abilities of self and/or
. others over time. |, .
N : _ “ -~
N | ~ ; 7
- /.s DOMAIN; WORK AND LIFE'SKILLS : =
| ‘ a e
A. Th% students will be able to identify consumer skills rhar are used
"in"daily living. , ’
% r'/ -
- . ]
yf’ \‘ ’
Ne ) ~




B.
S
L
N
P :
); R rad
i) .»»/‘,
B
¥ .
\
\
N

‘e~ 2-4: 1. The students will be aware of tlie - consumer qkills that they
4 use 1n thoir own daily living .-

f
- ~

" K-l: 1. The students will be awarc of what a consumer is -and

what hC/"hL does. ,
. L

5-6: 1. ‘The'students will understand the various consumer gkills

that are used and needed by different consumer groﬁ¥s ”
The students will be able to identify the .relevancy of school-subjle
matter and other’school experiences to community, home, leisure, s \
‘and occupations. : Pn??" o

) / ‘
R-1:, 1. The students will be awgre of the school academie and

\ social. cxperiences st their grade level. 4
' .ﬂ 4 o . S
2. The students will be aware of how school academic and ¥
soclal experiences relate to the actlvities of family (
memLe1° in the home.

o . ' {
2-4: 1. Thé students will » aware of the sc .academic and E\\
. " socilal experiencfs gt their grade 1o . -
- \ . .. ,
2. The qtdgcntc will understand how fchooi academic and g '
soclal experiences relatc to the rolc of c1tizen in the R
community y :é » - >
5-6: 1. The students will be awarzftf the school academic 7nd o
' sqc%agnnrﬁéé‘at their grade level. - , ) .
L wpsT RN . t

Y
'3

ﬂj" 2. Thd‘student‘ will understand how school academic and social
‘ areas relate to the role of worker on thc job °

° g 1
3. The spudents will understand how school academic” and ,//
soclal areas relaLc to the leisure participant.

The students w1ll be able to reaognize that others depend on é%@

in helping perform a task and will be able to 1denfif§ 51tuations in
which people depend on each otheg to perform certain tasks.

K-1: 1. The studﬂnts will be aware of actjvitles in whic they

i can participate. ¢

o need their help. .

%' 2-4: 1. The students will be aware of act1v1ﬁ{{; in whiiy/others

SN “i . /" | /



- : \ . 8y
‘ . . g . ) -
5-6: 1. The studean will understand situations wllere peoplel,are
R dependent upon each other to accompli sh a task

- . | -

X S .
*D. The students will be able to recognize the valu(_ (xorsonal rewards)
. \which comes.from a task wekl ‘done. ' . . &/

“ I R
a2

K-1: 1. The st.udents will be'aware of tasks that Lhcy are able do La
r accomplif ) , . . i N ;

-~/\¢ o N

e

2. The: stigents wi@. be aware of their personal “‘crif iz

»

5-6:" 1..
éyhen a task is done well s T
E. The students will/b S ‘ognité that tagks have a
that -steps are folldbwed in ¢
) T & . e L
K-1: 1. The stufents wi g e’ of tasks cyrried ou‘t by hemselves. .

Y .

.

e of thos*é takks,’ .

| [ ~

2-4: 1. The il}& azare of tasks ca rieﬁut bi"ﬂihe ¢ es ya

/ i ’ o, : N
b & '2 - \ students )ﬂi]l understand th,e pur&vose of those Ras " carried

. out by themselves and othels. 4 -
! ity
3. The students will be sware of tgze majon .processes in task
accompl. 1°hment. (- s - . -

5-6: 1lv¥ -The studean will understand the maJ,ol) ‘ocesses and th - »

, . steps invclved in task accomplishmernt. \ 3
v

R . ) . ? \") - " f -
F. The students will ). able to recognizn tertgin pvrf‘,en :l ¢n cteristies

that are related o job fields. . ‘ : . o

e .r’/ 7_." —
h_l,z'/l» (\\The students will\l be a\/are of vario‘us jobs. e
- /M?. w r %
| 2-4: s¢udent wilL Be aware of various Job categories.
}; tudents wil/be aware of various personal/character1stiCq
f ' .
: . X - .
\ ' N o : . - ’ ‘



7 ’

! . . o N ’ Ve ) .
' i [N "’\ . LA RN

"/// 3. The students will be aware bf how some personal charaﬁ‘eristqu
- can relate to job fields. o, . ) SENC R

. .‘1’, - a' R . e ) .

5-6: .1. The gtu Lsrwill understand howrsome personal characteristias ‘

o relaeb to 1db fields. .

~ L ‘,{ . 0
2.. The Qtudcnts will be aware\of\the imp9rtance o the\relationship
k'betw n- personal characterist cS~and job* choic7z {

G. The students ‘will bc able to dtstinguish between work and’ leisure time !

activities. L CL - T 5 .
? ) - B ] \ ?) . A,. . . 4/ .. 2
K~1: 1. The §téﬂents will be aware of what work means.. *

. [ - ) A — /"‘
2. The students will be aware of what leisure means. .,

” ». . .

L}

3. The“studenta will be aware of\Various;bork'aetiVities.; "
. AR

4. The stlidents will be aware of varroue.leisure time activities.

2-4: 1. The students w 11 undgratand the difference'between work -
and leisure. ) j’ C o

A J

' -2, The\studenf§ will be aware of variofsvwork-roles.
" o LN . ‘ ‘ B -
)/3,“1The students will be auare .of varigus leisure'roles.
’ v ’/"'( ¢ .. <7 4
“4.»'The studentswill be.aware gf how thein wogk and leisure

time agtivities have/are/an will change. [‘ .

5-6:j 1. The stidents will understand the«similarities and - ’ ‘i""
‘ differences between work and leisure time activities.\ -

. N A a
~ = ‘ - N . .

’
H. » The stiidents willé%e able’to’ recognize that fespect is due to others

fox the contr1bution$ they make in their various goles and when their

4 work is‘well done, regardless of its nature. JOT : :

]

K~13 .1, The studentsijyii be awhre'of the.wUfE/rQlea‘bf'Beople
around them. , o

> ‘ Ny sg
o - - . - N W

2. The students %iil\be aware that each wh{t role‘ has a purpose.

1
! /

~

3. The students will be aware of Zbe-ﬁeaningiof respeet; Co N
2-4: 1. The students will be aware of the nurposes of uarhous work
, ) !

> roles.'




. . . '\"‘:
2, The _students will understand the effects of quality work. ’

3. "The students will be aware that res spect* is due others for
- work that is well done. - ks » e

5-6: 1. 'The students will understand thc purposes of various work
roles. : o N ,

2. The students will understand that vespect is due to others
for work that is well” done, regardless of the nature of that -
‘work. r’q _ el :
s ’ . t ' : : N L N

7 I. The stydents will be able to recognize that all people perform some

type of- work. ’ . . . L . o
K—l: i The students will be aware of wbat work _means. t .
. w I » v . -

g a

2.'“The students will be aware of various work activities.
o L e o

3. The students will be aware thag family ‘members work
2-4: ‘1. “The §tuden£s will understand what work means.

2. The students.v'll be aware of -how they and other students

work.
| L o |
"5-6: 1. The students will understand various work roles and activities
' Q@ . . performed by others. ' !
“J. the students will be able to recognize that work roles may change during
one's career or that a worker may have multiple roles at'the same time.
'
" OR-I: 1. The studepts will be aware that change does take place -
throughou ‘their lives. o . .

1 .
a? -

2. The students will be aware%ﬁ‘what a worker is.
2-4; 1. The students wilf;be awaré*’"of ﬁ'hat a "work role" means.

. 2. The students will be aware @f what constitutes a career.
i . _
. 3. The students will be aware that a change in work roles gan
. take place during one's career. ‘-’ :

<, 5"6:f 1. The students will understand various work rolcs and '

activiti@enformed by others.
Fl . . o . - . _’ > 1S 5
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Pl

. S o
. 2. The students will be aware that & worker may h tiple -
" roles at the same time. a¥7 v
‘ 3
K. The students will be able to recognizk that there are families o,
- " (clusters) of johs which relate to one another and that one'h'dn;erestSw,

and abilities can relate to several jobs as a result, - o
‘ - * .. -
K-1: 1. The students willsbe aware of various jobs. : ¢
i ' >
2. The students will be aware that‘some job fields relate to .
G other job fie]ds.

2-4: IZV The "'students will be aware of various job clusters.

fj;ﬁg students will understand that some jobs relate to other .
jobs»‘*s .
3. The students will be aware of how intcrests and ab ties
F) relate to job clusters. \

5-6: 1. The students will understand how interests and abilities
' relate to job clusters.

. . ' N ‘ .

-2% The studcnts will be aware that 1nrerestq and abilities o
¥ car relate to several jobs. ‘ ’
7 .
:‘;’_}_" ) - DOMAIN: LIFE CAREER PLANNING ’ SR
A. The students will be able to recegnize tha- attitudes and values
- affect decisions, actlons, and life styles, - , Ty

Kff:_ 1., The'étudents will be aware of what attitudes and values
: _ dre. z . “ - T
[ ' ) ® ®
2. The students will be aware that attitudes and values "exist .

’ T Wy,
( for everyone ; : , " -

: - . -
Z-4: 1. The students will understand what attitudes and values “are.
- S

“ 2. The students will understand that attitudes and va&ues
eyist for everyone C ’ ,

. 3. The sfudents will be aware 6f how artltudeq and values
'affect decisions and actions.

A
¢
/
1
N
(@)
[e 2]
f
A




’ . . t
5-6: 1. The students will be aware of variqus life styles.
2. The. students will be aware of how attitudes and values
affect decisions and dife styles.

»
L

The students will be able to recognize that they make decisions and
that their lives are influenced by decisions made by themselves and
by others. ! -

K-1: 1. The students wilﬂ'be aware of what decision-making means.

.

2. The students will be aware that cveryone makes decisions.

Z-4: 1. The students will be aware of the decision—making oxgcess.
2. The students will be aware of how their lives are influenced °
'by?the decisions they make. .
» .
5-6: 1. The students will be aware of how the&tr liVes have heen,

are and will be influenced by the decisions they make.
. "“»”’.

. . : ¢ o,
2. The students w1ll be aware of how their lives are .influenced

by decisions made by others. !

The students will be able to recognize that there can be alternative
decision-making coursesy with differing consequcnces.

K-1: 1. The stodents'will be aware of what decision-making means.

N

‘*2f ‘The students will be aware that everyone makes decisiongs.

’
4.

.

! 247 1. The students~wifﬂ be aware of the decision—maklhg process.

3

2. The students will be awyare of the rqjﬁﬁggnship betwcen
decisions and consequences. o ¥

v5—6a l&& The students will understand the relationship between

gglternativxe decision-making courses ‘and - consequences.

~— )
"2. The students will understand about the choices within -.
. decisj.n—making courses and their difﬁrring consequences.
/. 0 ' \ »k -
The students will be-4ble to recognize that planning leads~t0 more
effective performance than'does chance or "trial and errér" approach
to a task. ~ ' ‘
. .

K-1: 1. The studente will be award of the planning orocoss;



’ . { ) : , -
) . g
-~ ' : . .

2. The students will be aware of the trial and error approach.

, to a 'tu"kj
2-4: 1. The studrnt° wlll.undetbtand the planning process.

2. The students will understand “the trial and error approach
to a task. - , ' ’
- / !
3. The students will understand the similarities and differences
between the planning process and the trial and error process
in task accomp?shnent.a

5-6: 1. The students will understand that the planning process 1is
a more @ffective approach for - task accomplishment than trial
s T and error. ) .
E. The stude ts will be able® to demonstrate effective study and learning
skills, § \ .
K-1: 1. The students will be aware of what constitutes effectfbe
study and learning skills.

2-4: 1. The students w'll ufiderstand Qhat cénstitutes effective
study and learning skills.: .

. -

. 2. The students will understand how their effective study skills
apply in a study situation. ) ' 4

-5-6: 1. The students will be aware of how their effective study
'skills combine to form a study system. ‘

2. The students will understand thﬁ importanee of deve10ping‘"
their own effective study system,

F. The students will be able to employ listen1n9 and speaking skills,
that allow for involvement in classroom d1sCussions andractivitles.

K-1: 1. The students will be -aware of listening skllls and how to

use them in the classroom»u A
o 2. The students will be awate of siki‘hg skllls and how to
M, . use them in the classnoom. -
s . -

2-4: 1. The students will understapd listenlng skfﬁls and how ij

use them in the classroom.‘ .- 8

5 L
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G

y,os . ) . \

H.~

/ ypes .of life s1tuations.

-

#. The students will understand speaking skills and how to
' use them in the classroom. .

9
-

5-6: 1. The 9tu3%nts will understand the applications of 1istening
R skills and how to use them in the classrogm.

,“h » #;,_ M
: 2. The students will“understand the applications of speaking
skills and how Lo use them in the classroom. s

- -

.The students will be able to realistically evaluate ability, progress,'
and methods of impr@ent in various subje(_t areas.

" The students will be aware, of var‘lps methods of o L
.evaluation. .

a

The students will understand various methods of evaluation.
The students will be aware of various methods of improvement
in subject-areas.
T ‘J%fhe students will understand how -to sapply various methods of
v\ - 4 évaluation in determining ability, progress. and. ‘the

' DeffectiVenessxof methods of improvement in various subject
area®® ' : ‘

The students will be able to recognize how individual abi11tie° aid .
in<gqpomplishing different tasks. ‘ ‘ '

K-1: 1. The students will‘be aware of the abilities of themselves

and others. = - 3%

RS

w

2-4: 1. The, studénts will be awaré of the developmegt of abi11ties

in themselveg and othersy . e
. 3w . N . ,
2. The students will be ad&ré,'f how the“abilitfes of .them elues
| and'otpers can contfibute; ) the success of daily routine. *%

5-6: 1. The students»will undevstand how individual ability differences
cgntribute to the completion of spéeific tasks. ‘

Ny

dents will be able to recognize that }earning occurs&x€ all

]
X L4

Z-1: 1. The scudents will be aware of what'constitutes\}earn !&’

2. The BtJdents will be aware thht learnlng takes plnée in their
daily livesy o . , v

\/"4, .

- .

- 270~ .



2-4: 1. The students wiil be awarc of the various methods ofy,
i learning. .
Vo . Lo .
2. The students will understand about various situations in their
own lives where learning takes place by di?ferent methods.

5-6: 1. The students will understand-the"learning process.

2. The students will be aware of the learning that takes
/7 . -place in the life situations of others.

»J: he students will be able to appreciate the value-of clarifying and
v*'expanding their‘interests and capabilities.

¥

val; ‘lvjiThe students ﬁill be’ aware of thelr interests and

T capabilities.

“‘Qi-'%‘.‘ i . ‘M?

b 1. The stude ts will be aware of factors thit influence

. : ‘interests d capabilities. - f?

©

\
2. -The students will be aware “that interests and capabilities

y scan change. . S
) " - 1,‘: g i

‘ . 4 g
5~6:-_1., The students will Je aware of howﬁintcrests ahd capabilities
L can be expanded o T

- a .
.

t'," .’ The studento will be aware of “the consequences of expanding
- 4 interests and capabilities.

o .
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prehensive Career Guidance Program.

COMPREIIENSIVE CAREER GUIDANCE

COMPETENCY RATING SCALE

Cross—Reference Chart

4

The following chart presents a-cross-reference ogdthe original Georgila

goal classification with the goal classification that is used in the Comn-
Under the Georgia Goal Classification

Systen columm below, the numbered goals are 'those used by the Georgia
Statewlde Testing Program (Georgla Critegion—Referenccd Tests). The lettercd
_goals are those that were added by the Comprehensive Career Guidance Project.

. 6%

-
b3

.
e

Goal Qlassification System -

Domain Gedrgia Goal Classification
A 5
B - A
C B
Interpersonal D 6. .«
Effectiveness E D
F C
G E 4
H 2
E ] . I .1
i ' o
%- A F
\ B 15 Co
. c' 7
D 14
Work dhd.Li€e E 19 - :
smlré;’:%L . ‘ F' 10
: b G\ 13 a,/
H . 4 ¢
I 9
-J 12
K 11 ’
e : v
. ‘;i, .
~ :’I A ‘ 3
’ ; ‘xiﬁ' B - 17, !
) ;}g C %, .18
Life Career T D, w ' %0 , ¢
Planning ‘e E "G
S e F . H ,?
" H. v / ‘s “" . 8 .
, g L - 16
- e T [ J % ‘
N L : a IS * \
s . N ¥ s 5 ; gt ‘ ‘
y f ’ L;l «‘t‘a-‘ iV e ﬂ&; T . u
P ‘? ‘,0 . \ .. . ‘ .

Eﬂgln;;- &
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COMPREHENSIVE CAREER GUIDANCE
COMPETENCY RATING SCALE

Overview Chart

o

»

L 4

Kindergarten - Sixth Grade

W bl
.}
\ . R
3
Developmental )
Level K-1*- 2-4 T 5-6
- ;“ At '

. Interpersonal 9 Goals 9“&0315&, 9 Goals
Effectiveness 14 Objective - & 17 Objectives 18 Objectives
Domain 76 Competenc%@b * 97 Competencies 101 Competencies

3 ) N .
Work and Life 11 Goals 11 Goals 11 Goals;
Skills Domain 22 Objectives < 27 Objectives 17 Objeetives

Life Career

55 Competencies*
P -

75 Competencies

59 Competencies

10 Goals

lOiGoalS 1) 10 Goals
Planning 16 0Objectives 22 Objectives 17\0bjectivé%
Domain 64 Competencies 121 Competencies 116 Competencies
Déveloﬁmental 30 Goals - 30 Goals

Level Totals

52 Objectives '
205 Competencies

gg Gaals
ObJectlves

293 Compe tenqges

52 Objectives

276'Gpmpetengies$

*

c )
»

Total:

AL

30 Goals * 170 ObJect1Ves ®774 Competenc1es
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, SKILL LEVEL CRITERIA : K
) ‘ . Developmental Level s ” PO :.a
iy Kindergarten Through First Gra\cle . ‘”,:,,_,
7 ° :
3 9 -
.
' ) ¢
. RPN
F N N
\ & ‘ -
~ 'Y ' ‘_‘ ]
¢ ; :
. . Ve / . . S . ] .
B (4 ' ) s B . .o Y FAN
”3 T ’ . ‘ . : .

x

Note: "rhe‘:'#‘ sign efor any DeVelopmen%jectLve ’indicate £

uhar 1s a Wgapl (mengary activity in ‘the Guicfa&g; Al
\\feg:ti& ‘of the Compféhensize S"creer‘Cuidance mate;ials.
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DOMAIN:  INTERPERSONAL EFFECTIVENESS IR p,.{' (‘_

A. . Human Relations Skiﬁl@: Behavior Affects Béhavior
T B

The students are able'tdirecognize that their behavior toward
others affects 6thers'_behavior toward them. ’

.

#171)Interpersonal Relationships:, The students will be aware of the
various interpersonal relationships in their lives. 4

The students will be able to: ., o

-

‘define interpersonal relationships. '

\&\‘ :identify interpérsonal }elafions?ips witﬁ peers.
'idéntify interpersonal relationshi%: with siLliqgé.rr o ’
"identify interpersonal relationshipé with teachers.

"identify ihterpersonal relationships with parénts.

"identify interpersonal relationships with other adults.

4

= 3

2. Responses: The students will be aware of the diffeientAtype&

of responses they use in interpersonal relationships.

The gtudents are able to: o

. . w
‘recognize v¢rbal responses.
a \ ) .

"identify v¢rbal responses they use in terms of quiet oidnoisy..

. ) .t .- ; o
recogndze verbal responses they use as being questions,
statements, or exclamations. '

"recognize that they use pleasant and unpleasant verbal
responses; v %
. 0 -

'ideﬂtifylthe verbal responses they use with peefs.

"identify the verbal Yesponses they use with adults. .

v

. . .
. . ’ ) -
, . ‘ ' .S .
. ‘
: "
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, [
} - ) ‘ r%;ognize ﬁonverbal responses T
o *(1.e. nodding head, clapping, waving, etc:)

. ‘identify nonverbal responses they use in terms of quiet or . it}
noisy : .

. .

v & .
.régognize the nonverbal responses they use.

‘“redognize that they use pleasant and unpleasant nonverbal

PR TR TR

§as
[

tesp‘dhses -’ o - .
) ’ ;identify the nonverLal responses they use uith peers -
'identify the nonvergal responses they use with adults ‘ ///i)
. ' , e
B. Human Relations Skills Friendahips &

b . s ..

- The students will be able tow’!monstrate an- understanding of the
process of making and keeping friendships

vil.' Friendship Characteristics: The students will be aware of the
skills and characteristics that make up a friendship.

Ty

The students are able to: .

‘define what sharing means. : *
. i} _ . N
| 'recognize that sharing is a characteristic of friendship.
— . -
define ways to solVe problem3<between two people. /
‘recognize that skill ina}roblém-solving is ‘necessary .for
- friendships. <L o, “
|
. - » .
C. Humeh Relations Skills: Expresging Opinions and B/liefs
)
The students will be able to demonstrate an awareness of various .
methods of expressing their opinions and beliefs.
R . ' s
#1. , Responses: 'The student.will be aware*of differént types of
responses. .
. &
» .
L} ’ ] .
e '
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. = ghe/siudents are able to: \ o , »

\
. _ -
., define what a verbal response is. )

identify verbal responses in terms of statements, questions,
or exclamations ) . o

recbgnize verbal responses that relate to the topic of

discussion
define h nonverbal response. ’ \ ) . h \ !
p ‘ - recogq&ze ways that silence can be used as a responee

1 4
‘recognize ways that body language can be used as a'responde.

‘recognize that understanding the meaning of nonverbal responses
is important. . .

- ) i E ,g .“' A

Cen EX

-D.  Human Rélations Skills: Acceptable Behaviors in Groups

The students will be able to identify socially acceptable behayiors
occurring in a group situation. B

1. Group Situations: The studenfs will be aware of varidus group

) ;’s'itua?éns. , : =

The students aresfble to:
' L Y "define the meaning of group
'identf%} large groups of which they are members

3

"identify small groups of which’they are members.

-

f'identify peer groups of which they are members.

* "identify mixed (children and 1ts) groups of which
. g they are members. b

#2. Behaviors That Help or Hinder: The students will be aware
of those behav1ors(that help or hinder _group Cooperatlon and
effectiveness. :

t

&
8
3
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/ N ‘ .

- - The btudénts are ablemto: L - - s o
7 28 recognize that listening he group,coopetation,and)f
° effectiveness. ' - ' , -
recognize that taking turns helps grbup cooper:sion and -
effectiveness. // .
. 73N
- - "‘l -
“ ecognize that paying httention helps gréup COoperationl -
_ : and effectiveness. o, )
'Q T \1 / , ; )
- recognize that participatio helpgakroup cooperation !
and effectiveness. AN
recognize that encouragement helps group, cooperation
and effectiveness. &
* (encourdgement : focus{ng on gssets and strengths to build *-
P -~ geélf-confidence and selt esteem. )
e A recognize that interrupting ﬂ!hders group cooperation
and effectiveness. - R
° ‘ recognize that not paying attention to others hinders group
coopération and effectiveness.
recognize thae not getting involv hinders groupycooperation
; and effectiveness. o N
recognize that discouragement hinders group cooperatidn and }
-effectiveness. - k3
oy T (discouragement° foqusing on- mistakes and weaknesses to

- ®erode self-confidence 'and self-esteems;. discouragement,regults
; 1in negative behavior.) " . -

Cy - s L
R . va
e

R T «
E. Relating With Significant Others: Competitiveness and" Cooperativeness

The students will be able to recognize the effEcts of competitiveness

and cooperativeness wtth'both peers and adults. a
. e - - T
)‘ ] *
. Cooperativeness: ,Thé'students will be awire of what constitutes
. ' cooperativeness. - ' < ‘

.
b
.
“?
-
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The students are;able to: ) I R > Y T
e o R o e N T “ -ﬁ"“n'
“define cooperativ eness. N ) ’
. *(coopérativeﬁf: working together thard a. commo'n goal. )- <
. h T ‘ ( e -
. ' recognize from examples those1ituatioqs where cooperativeness
1is: dgmonstrated S . Lt e o e
. ™ i . ,‘ . ﬂ'\‘ (‘1_‘ ) . .
T : 2 D ’ R ] . ‘ ‘. . - ’. . f - . ) -
+2. Competitiveness: The stiidents will be aware of what cgnstitutes -
~ competitiveness. - 2 - ’ : e, LT

- . . ' -

a~ .

q‘he students are able to:,",'
. » ‘; ) g

define competitiVeness. - g h .
s - : *(competit:bv‘éness. contending with others for, profit, prize, s
or posi,tion, a contest ) S '

bl v -

recognize from examplés those situations where competitiveness
is~ demonstrated.° : -

o
<
-

4 .o

R :
5
2

F. -'hRelating' With Sighificant 'Oit?erS" Family Relationships’ R (A 5

The st!dents will be able to recognize the value and: the process- .
of est blish‘ing an effective rel‘.ons}mi wit their families._

® . Roles of Family he&;ers. The students will be aware of the T -
. roles of each member of ‘their families o .. ‘

. .
o ' . ’ .
P 3 v . .

The students are able to: |/ I

o "define family. : - :
7" *(include each member of a household;- whether actuall’y <
- 'related or not ) - R .o
y A 4 o ..
) "1list various<'family roles. = . N e . * _ o
*(i.e. baby, cook, helper gardenér,/ etc ) R
’ '°115t- the r;oles "each mem@er in the-h- families . ®
vt ' o ~ . RS h ca f > ' "
; W o A S AR PN SR
- 20 Family Relationships-—Their Own : The stud‘énts will be aw’are oF
o their family relat.fonships ' . _ ,
. , o
Q' . s s ) ’
ot :




. . .

The students are able to: . Ry _ .

- o ‘ : N R - T
‘describe their relationships with their mothirs.

. B . : L . Lo .

R 'describe their relationships with their fathers B L

- i |y -« ‘/1

"describe their relationships with their brothers and sisters. ' <,

v,

. 'describe their relationships with any other persons living
! v with the family, related or not. ' - ’

-

'reéognize that relationships differ 5ust as indiuiduals diffe§;

G. Self Validation: Worthwhileness

The students will be abile to achievefeelingsoﬁ worthﬁb&&!ﬂﬁss- N o

[y . - ,
< . ©

1. DistinguishingﬁFactors The, students will be aware of factors
« that dthinguish self from others -

The students are able to: -
\
‘ LN
‘1list physical factors that distinguish -self from others.
‘1ist emotional factors that distinguish self from others 4
*(i.e. cheérfulness, temper, shyness, etc.)

——

“1is8t social and economic factors that distinguish self from
others.

‘list intellectual factors that distinguish self from others. -

3

“f "
. ~

#2. Feeling,and Causes: The students will be aware of fee€lings
and thelr causes® .

The students are able to:
‘know that sadness is a feeling.
‘1ist what'causes them to feel sad.

"know that anger is a feeling.

)

A
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-4 . ' R
*list what-causes thenm 'to. feel angry. .
" 3

- " +know that hapginess is a ieeling.
h .. tlist what causes them to feel happy. ,
-:;fknpq.tha; fear 1is a feeling. .
" . s - ' ’ . ¢ ' .'-' - . v : \n
gf . *1ist what causes them to feel ‘afraid. \
. i - s ¢ : ’ N " - \‘\
¥ / -know that, being proud is a feeling.
y. * “y , . T . P ¥,
-+ +list'what causes them to feel -proud. - . o -
)‘f. B . &V.-". . , ‘ . ) o R ,\ | ’_.)_
( H. Self Validation: .Control Over Self and Environment R
. M '"‘ . . - . ) »
é;/ " The students will be able tb fecognize that they-can exercise
some*sgn%rol over themselves and their environment.‘ 2
* " T > . K .
r #1. Affecting‘Things and Others The students will be sware that
"~ 7 they affect things and others around them. "y :
-“Sv The stuQents‘are able to:.
- - » N N 41 -
-describe how they affect' things ‘and others in the classroom.
-describe how they affect things and others in their homes.
. N
*describe how they affect things and others in .their
: ) neighborhqods. . .
L\ : R <y i

. N Co
e 1. Self Validation‘ Individual Differences

The students will be able to demonstrate an understanding that all
- individuals, “including themselves, have different and- varying personai
" characteristics and abilities which .distinguish them from one

another, and that certain of these charactewistics and abilities

may change from time to time.

] v, N
#1. People:.  Alike or Different. The students will be aware of-
" ways that people are alike and/or differehit from fhem. '

S ' :

,.' ' O
' (4\/\) 1 o _
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The\spudents are able é?:
\

.l ' 3 . ' i
" define like and differemt. o S

i

'

.;idéntify“some basiéﬁpéksonal characteristics
*.(:lv.‘\e., éyes, mouth, h’ait{.'color,,_'height, etc.) T

1

+

*'idenﬁifyﬁéomé persdnal.éharac;ériétics of others.

'idenﬁ@fy ways they are like and different from othezg.

\ | LG «

f N \ T : : ‘ \~{
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\
-
'\ - .
A < &
i <
\ 1
. A a +
\ » °
v
: v
X ¢
i L . :a
’ \\ L'f )
\ 3
\ 4
! \ ) 3
‘
1
-
14
- ~» \
& -
.
P
L
»
’ ¥
€Yo
13
<~ -
®
- 283 -




. A

YDOMAIN: WORK AND LIFE SKILLS

A. Daily Living: Consumer Skills

~

The students will |be able to identify consqgsr skills that are
used in daily living.

y -

- #1. The Consumer: |The students will be aware of what a consumer is
and what he/she does.

* il

The' students are able to:
. ?q \ )
"define consumEr.
-*(consumer : person who buys or uses things )

"1ist what a cqnsumer does.

. \
recognize” themselves as consumers.
‘ .

. . i
recognize,fami%y members as consumers.

1o

. B . . X
B. Daily Living: School'ﬁelevancy: ’ —~ K )
The students will be able to identify the relevancy of school //
subject matter and thée school experiences to community, home,
leisure, and occupations. - //

1. School Experiences: The students will be.aware of the scho
o0 academic and social experiences at .their grade level,

The students are able to:

"list school social experiences they encounter aﬁ\thé r grade

levels. - , . .
© . 3 . /
"list school academic experiencés they encounter ay their grade

levels. . | .

' i
- - J . 4\ &

2. School Relates .to Family: The students will be a%sre of .how
school academic and social experiences relate to/the activities

of family members in the home. AN /
T tud o, a}é:;zae'to: ; 2? ' &
l 4
M P
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‘list their family members.
‘identify the activities of their family members. .-

. "identify a home activity they engage in which uses school
. academic or social experiences.
‘identify a home activityvan adult éﬂgages in which uses a "
school academic or social experience.

. - e

IS

C. Task Responsibildty/Employability:  Dependency in Task Accomplishment

The students will be able to recognize that others’depend on them
in helping perform a task and will be able to identify situations
in which people depend on each other to perform certain tasks.

* #1. Participatdon: The students will be aware of activities in
which they can participate.

The students are able to: ‘ - o Eﬂ’/"
116t Ebose acitivites in which they can partiéipate.

‘identify from exampies those .things they can do.

~

D. Task Responsibility/Employability: Value From Tasks Well Done

The students will be able to reco ze the valye (personal
rewards) which comes from a task 11 done.

7 " . ' .
1. Ability To Accomplish. Tasks: - The students will be aware of tasks
* that they are able to accomplish.

3

‘'The students are able to:
"list those tasks that they are able to accomplish.
. N ? .
"identify from examples those things they can accomplish.

*define reward.

R
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E. Task Reéponsibiiity/Empléxaﬁiiity: Purpose and Steps of a -Task
- —¢
The students will be able to recognize that tésgg have a purpose
and that steps are followed in completing a task.

"1, Tasks: - *he'stgdenté‘will be aware of tasks carried out by
themselves. R .
. . X 4

- The students are able to:

. o /\ B . .

4 list those tasks that they carry oyt ‘themselves.
“identify from examples those tasks they can cﬁ:ry out
themselves. ' ' :

#2.  Task P:>pose:. The students will be aware of the purpose of
those tagks carried out by themselves and others. :

The students are able to:

“recognife thé purpases of those tasks they can accomplish.

. 'recqgnize from examples the purposes of those tasks others.
accomplish, .
P :
tF. Task Responsibility/Employability: . Personal Characteristics and
- Job Fields - . v

Thevétudents will be able to recognize certain personal character-

istics that are related to job fields." T
. #1. ‘Jobs: The students will be aware of various jobs. - :

B

The students’are able to:

"list several *jobs performed in their community. %

4 ; . :
‘recognize that there are product-driented and service-
oriented occupations. ®

'ideﬁtif&'some product-oriented occqpatiohs.

~ *(product-oriented pccupations: jobs in which work. e
or repair things.)

£ S - 286 -
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~

‘identify some service-oriented occupations.
*(service-oriented occupations' jobs 1in which workers do
things for.us.)

4 [

ﬁork_snd Leisure’Environment: Work and Leisure Activities :

< v

The students will, be able to distinguish between work and leisure

time activities.

#1. Work:- The students will bé aware of what work means.
The students are able to:’

‘define work.
‘identify éxamples of work from situations presented to
.. thém. )

%
2
N
-

2. Leisure: ?he students:will be aware'of'what leisure means.
‘[The students are able to:

'define leisure (or free time).
identify examples of leisure fromsituaticns presented to
them. . e

!

w.

B 3. Work'Aetivities: The students will be aware of various work

-

?ctivities.

The students are able to: ) .

v list work activities involving themselves.

*1ist work activities performed by others.
. |

4. Leisure Activitiles: The students will be aware~o} various
leisure time activities. .

:

The students are able to: T

‘1ist leisure activities involving themselves.



H.

~ T . . N . . Y

ﬁ'list_leisure activities performed by others. = = <

Work and Leisure Environment: Respeot For Work Done Well® - V’;

)
The students will be able to recognize that respect‘is due to others
for the contributions they make in their various roles and when their
work is well done, regardless of its nature.
y & ’
1. Work Roles of Those Around Them: The students will be awere
of the work roles of people around them. ' °

.
The students are able to: ' : ¢
+identify various people with whom they are involved. * ‘
-define work role. ‘ | G

-1ist work roles/of people around them. ' ;
*(i.e. teachers, custodian, cook, etc.)

2. Work Roles Pyrposes: The students will be eware that each work
'~ role has a purpose. ‘ ’

The studénts are able to:
*list the purposes of the work roles of the pepple around _them.

*1list the purposes of their work roles as students.

.

(4

#3. Respect: The students will be aware of the meaning of respect.

The sruoents are able to: ?
* cdefine respect: S : l -
57 -reoognizewwsys others show.respecr toward the;;. ‘
_ . ' . k|
-recbgriize ways they may show respect-{ehard{othgrs,
'_-recoguize situations'in which respect is-beingkéiyen.
) . , o N .
: A "8 ,
v o - -
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I. .Work and'Leisﬁre Enbironments All Peqple Won&
v ¢
The students will be able to rfcognize that all people perform
gome type of wofk. . ,
[ ~ ‘-" E N ‘ . N . ‘

.
-~ 1Y ‘

‘ e, b - L

1. Work: The students‘Gilt be aware-of what work means.
- v X .. ‘_

- The students are able to: , ~ B C ’

.definé work. . ¢ ) . Lo ' ‘ ‘
- | ne ﬁ‘_ o ) ;S P

*identify ffomﬂsituatiqns Riesented to them examples of work.

N

/ -

M

- * N - v . . ° [ | .
*'#2.['Work Activities: The students will be aware of various
work activities. - v
T E students are shle to; ’ s
'list various work activities. - o
o 7 . . [ ) F . -
>]4 *1list work activities in which they are involved. .
! | Y X ¢ - ' h - -~.' o X
3. Family Members Work: 7The-stﬁdents~w£h1 be mware that'fam; y

members work. & : . . ,

The‘studentsrare able to: ey

*identdfy the members of théix families.
.. . v

,‘ *identify the w that each family member-

S _ v : .

[N

-
-

-

h [} ' Lo ’ ‘ .
Jj Work ahd Leisure Environments: Work Roles Change/ ultiple Roles

: The students will be able- to recognize that work rolés hay change

during one's careef or: “that a Ghrker may have multiﬁle roies
at the same time. i : —
R , ‘ ,f o N

. #7 g :
#1. _Change: The students will be aware that change ‘does take place
throughbut their Iives. . o ‘

. - . - -
~ - . . ) . R P - 4 .
. .
. a . )
L e 4 . . .
- . \ i .
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The students are able to:

c"-

S 'define'ﬁprker. ok . 3 - I

. '

*identify workers from,ekamples'given to them. "' ,

)} - - - : '“'-‘# ' :
' K. qu{ and Leisure Environments. ;gterests and Abilities Relate to
Job Clusters ‘ .. - L
. The students will be able to recognize that there are families
. (clusters) of jobs which relate 'to one another and that ope's _

R interests -and abilities can relate to severa obs as a result.
;. . ; v,
‘l; Jobs: The stséents will be;hgpre of ;arious'jobs;
The studentsné}etehle to: - ; T S\
0 B . : . ) L
S ) *list several jobs petS?;med oin their community.

#2. Job Flelds Relate:. - The students will be aware that some- job
. ‘ fields relate ;j other job fields. )

2 Lo
L.

. ) The students are able to: ¢ F j ) | o
v - °recognize that thefe are product-oriente% and service-
a¢) : oriented occupations. iy w
n 1dentify some product -oriented occupatiods.
.»'y *Qproduct—oriented\occupations‘ jobs ip>which workers make
e _or repaip tpings ). . . o ’
1 . - s . . -' . . ) .: / N B ~ ’
S *identify some service-oriented occupations.

*(service—otiented occupations' jaobs in which workers do
ot ; things for. us ). . ‘ , ¢

[¥ied
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*list éoqe'job.fields that are re

lated (go togethéf).;“‘§

*(i.g;ldoctorSrnurses,“park,range:~farper, etc.) ;s_ !
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DOMAIN: ~LIFE-CAREER PLANNING . . . - CL

A. Planning Skills: Attitudes .ahd Values Affect Decisions, Actiens,
and Life Styles . ' o N
: . d

"/  The students will .be able to recognize that attitudes and values ¥ -
. | - mffect decisiwctions, and life styles. -

; ( W 2
; . i . .
. .
. - L .

¢ ,1. Attitudes and Values‘: The students‘ w‘.l.ll'b_e aware’ of‘ at att‘itudes'_\;"

and valugs aré. .- ' i
! i : X/ N =~ : K ‘ .
) 'I'hefstddents are able to: i ¢ S I o
, T define attitude. .l - /
: RS *(attitgde. a mood or feeling toward sometbing, uﬁua}ly Adn

posftive or, negative terms. ?’f ,

: define”value. \l‘ \\/ = | v b 1o
*(value: - something that' a person values is somejthing \that

is very important to- that persOn )

-~ 4

‘.

" ow . e R . ) - e
B P e o
#2. Everyone Has Attitudes and Values: The students ‘wiﬂ'_l be aware i
P o ‘that attitudes and 7values e){ist for eve;ryone. PO : R
. “’ﬁie students are able to: - E /'““ e
i ’ i * A * * -
ideptify. e-attitudes of - theh;,classmates .on-a particulsr - P
<. -éii'oject.. P “ B . R . i 4 S
u Y v . Sy A ' - ‘ '
L} v N .
- oo identify “their® own‘ atti des te@rd tha)t subject. A

v «
. . .
‘ identify t fe va/l’ue placed on an obﬂect\ by «their classmates / o
; .' d<‘\\:'_fy‘t:t\lefvalues the?y themselves placé -on t‘ﬁat object. . ’/
FNG ‘ : a
- . 3 “ e .
~B. Planning Skills ﬁ)ecisions Made By Self snd“Others _ . T

The students will be able to recognize that they ltxrake decisions. and
that their Iives are influenced by decisions msde by- themSelves and .
- by others 4




- \\ R | ‘, R "‘ ) ' . | J\ 4 * ’.' ‘ h
é. ?DeciEiJﬁ—Makingj - The ?4udents will be aware of what decision-
;/ makin(g means. oot S - :

f ?‘\ ‘ .
. ~ . The students are able to: - ' L ' .
© define decididn-making .~
) e .

recognize from\examples decisien-making \ltuations.

.

-

#2. Everyone 'Makes Decisions: The students will be aware that
everyone ‘makes decisions. s

The students are ‘'able to:
‘1ist decisions that they make themselves.

"list decisions that their parents make.

;;b list decisions that their teachers make.

list decisions that their classmates make.
2 F\/

)

v

C. . Planning Skills: Alternetive Decieion-Making Courses

The students will be able to recdgnize‘tha; there can be alternative
decision-making courses, with differing consequences.

v . ”f/"’" .
#1. Decision-Making: The students wilI be aware of what decision-

making means. s
*(This objective is the same as Goal B, Objecgive #1.)

- The students are able to:
‘define decision-making. ) /

‘recognize from examples decision-making situations.
1

2. Everyone Makes Decisions: The students will be aware that
everyone makes. decisions.
*(This objective is the same as Goal B, Objective #2.)

The students are able to:

“1list decisions that they make themselves.
v ’ ‘
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/// | "list decisions that their parénts make.
"1ist decisions that their teachers make.

"list decisions that their classmates make.

D. Planning Skills: Planning vs. Trial and Error

The students will be able to recognize that"élanning" leads to a ﬁgre
effectiVe performance,than does chance or the "trial and error"
approach to a task. ' . °
' %

#A. Planning Process: The students will be aware of the planning
process. ‘

The students are-able to:

‘define tbe planning process.

e o

“identify from situations.presented.to them examples of planning.

2. Trial and Error: The students will be aware of the trial and
error approach to a task. .

.The students are able to:
. : N ‘
define what is meant by trial and error.

‘identify from situations presented to them examples of the
trial and error approach to tasks. )

»

E. Educational Environment: Demonstrating Effective Study and Learning
Skills ' .

T

The students will be able to demonstrate effective study ghd learning
skills. s

1. Study and Learning Skills: The students will be aware of what
constitutes effective study and learning skills.




The studentsware able to:
‘define skill.

‘recognize that reading and reading comprehension are effective
study and learning skills.

‘recognize that writing is an effective study and learning skill. o
. 1 o .

‘recognize that listening is an effective study and learning

8kill, -

‘recognize that attentiveness 1is an effective study and learning
skill.

‘recognize that the ability to question is an effective learning
skill. ’

“\

F. Educational Environment: Using Listening and Speaking Skills

The students will be able to employ listening and speaking skills
that allow for involvement in classroom discussions and attivities.

— L. Listening Skills: The students will be aware of listening skills
and how to use them in the classroom.

The students are able to:

‘define listening (as opéosed to hearing).

- "recognize that attentiveness is a prerequisite for listening.
'identify gsituations where attentiveness occurs in the classroom.
necognize that knowing when to listen and when to speak
(timing) occurs in the classroom i
i\gntify situations where knowing when to listen and when
to.speak (timing) occurs in the classroom.
'recoéniZe that listening fot the content of -the speaker's .
mésbage 1s a helpful skill. :
,‘) -2
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idenﬁafy situations where listening for the content of
the speaker 8 message occurs in the classroom.

’

‘recognize that listening to remember is a helpful skill

"identify situations where listening to remember occurs in

the classroom.

L}

2: Speaking Skills: The students will be aware of speaking skills

- and how to use them in the classroom.

The students are able to:

N

"define speéaking in relation to speaking skills.

*(1.e. - to express oneself, verbally relay a message, as
opposed to babbling, etc.)

‘recognize that preliminary skills are necessary before actual

verbalization. '

*(1.e. raise their hands to get attention, wait until their P
turn to speak, responding when spoken to, etc.). :

identify situations in the classroom wQere these preliminary

skills occur.

'recognize that speaking distinctlf‘is a helpful skil]l.

identify situdtions in the classroom where speaking distinctly
proves helpful. /

‘recognize that'speaking with an adequate voice level is a

helpful skill. - o,
*(1i.e. not too loudly, not too softly.)

"identifying situations in the classroom where an adequéte

voice level proves helpful. ’

‘recognize that responding appropriately 1is a helpful speaking
skill. -

~

"identify gituations where responding appropriately occurs in

the classroom.

‘recognize that contributing to the topic at hand is8 a helpful
speaking gkill.

'identify situations where contributing to the topic at hand
,occurs in the classroom.

e
%
s
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'G." Educational Environment: Evaluating Ability, Progress and
Methods of Improvement s

* “The students will be able to realistically evaluate ability,
progress, and methods of improvement in various subject areas.

©

7
- #1, Evaluation: The students will’be aware of various methods
of evaluation.
,The students are able to:
'define_evaluation.iﬁ:
"identify various ways of evaluating.

-~ recognize that evaluation takes place in their classroom.

‘recognize Qays\that evaluation .takes place in their classrdom.i

‘-

H. Self Understanding: Individual Abilities Aid in Task Accomplishment

The students will be .able to recognize how individual abilities
aid in accomplishing different tasks.

\

#1. Agilities' The students will be aware of the abilities of
. hemselves and others.

The students are able to:

"define ability

*(ability: the power or skill to,do some special thing )

4
"identify abilities foupd 1in élassmates
- - ~ .
"identify abilities found in themselves.
”~ : , A
) : :
' - o .
I. Self Understanding. Learning In Life Situations )

The’%tudents will be able to recognize that learning occurs in.
all types of life situations.

y S

¢

. : ‘ 1
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1. Learning: The students will/ée aware of what constitutes
learning.

/ I //
. /

o The students are ahle to: /
/

‘define 1earning as being able to do anything they could not
do before :

/

“identify various le %ning sitautions.

#2. Learning In Their Lives: The students. will be aware'that
o 1earning takes plac7/in their daily lives.

¢ The students are able to:

4 “1list 1earning situations. that occur for them at school.
- . o & } :
“1ist learning situations that occutwjor them at home.

‘list 1earning situations that occur in -the community
- I ‘ : Yy :
“Ja Seif Understanding Clarifying and Expanding Interests and Cap-
@ -

agilities ‘

IThe students will be able to appreciate'the value of clarifying
.Qﬂ‘an&;sgpanding their inpérests and capabilities.

'

-
>

‘ C P . ":'(w, : N :

b N ) :
é? Z\%#}gﬁ Interests and Capabilitiés students will be aware of their
"\rtﬁ'#ﬁ;'interests and' capabilities. .

1%e‘students ‘are ablc o,

,;_ﬁ?fine.interests.
defln St

E55R s T iy <

‘define capabilities
LA ' 'identify from examples 'those situations which involveq )
1<T' interests. -
I \ \\‘ +
© ‘identify from examples those situations which involve
capabilities. . .
P -
\\,. -
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SKILL LEVEL CRITERIA

Developmental Level
Second Through Fourth Grades , '

1N
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\ . { \\L\,

£
‘W@

Note: The # sign before any Developmental Objective indicates that
there is8 a complimentary activity in the Guidance Activity
section ofﬂ‘ne Comprehensive Career Guidance materials.
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" DOMAIN:, INTERPERSONAL EFFECTIVENESS e

A. Humar: Relations Skills: Behavior Affects Behavior

— N - .

_The students willibe,ablé to recognize that their behavipr toward
others affects others"bepavior,towards them. :

v . o ' y
Ve
,#1!' Type of Respougl_ The studénts will uhderstand the different
d types of responses they use in interpersonal relationghips..

The students are,able to: R =
V- T ‘ e, | - o L

. recognize that thére can be verbal or nonverbal responses.. ’.

'Safine verbal responses.

‘}\ " "provide examples of their quiet verbal responses.
i "provide examples of their noisy verbal responses.
. °  “interpret fhe vérb 1 responses they ¢ T
questions, or exclamations.
ey ‘
ompare and contrast th¢Lvéibal respoi they give in terms

of pleasantness and unpleasantness.
. . .

‘provide examplds of the kinds of verbal responses they use ﬁ
with peers.

"provide examplgs of the kinds of verbal responses they use
with adults. ' ' ~

& ‘define nonverBal responses in terms of silence, body language,

PE

! etc {/
- “provi E—examples of the types pof nonverbal respdnseé they
give. '

‘provide examples of their quiet nonverbal responses.
'provide,éxamples of their noisy nonverbal responses.

~ < . ' .
‘compare and contrast their nonverbal responses ,in terms pf"
pleasantness and unpleasantness.

7
| {
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- - provide examples of the kinds of nonverbal_ responses they
uhe with® peers.
prd%ide examples of the kinds of nonverbal responses they
use with adults. . . . . N a.
[}
recognize that any response 1is based on the interpretation
<  of. what was being communicated. - , ) N

< Y4 (L

‘2. )Actions of Others Affect Behavior: ;rThe\stndents will be
' eware how the actions of others affect their behavior..

The students are able to

list various actions of other classmates.

"recognize how the actions .= others affect their feelings
. (ehotions) ) ) ‘
ke - recognize how the ‘actions of others affect their .decisionms.

"recognize how the actions ofothersaffect their conduct.

A

B. Human Relations Skills: Friendships

J

The students will be able tordemonstrate an understanding of the
+ process of making and keep{/; friendships :

1. Friendship Characteristics: The students will understand what
skills and characteristics make up a friendship.:

-

/ The students are able to:

\ - .
"recognize that sharing is a characteristic of friendship.
o> .

N

- : - "

"give examples of situations where 'sharing occurs in

friendship.
e 'recognize that skill ‘in problem-solving is necessary for
o friendship. 7T , ’ T

‘give examples of situations where problem—solving occurs

in friendship. "‘ -

( ’ | |
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"define trust.. ‘ S R

) ' ‘ . - . ey N .
"glve examples of situations where trust occurs as:i -
characteristi¢ of friendship. v ’

‘define genuineness.
( . ) ¢ .
. 'givé exdmples of situations where genuineness occurs in ’
friendship

-
‘ . - e

'define loyalty.

"give examples of situations where loyalty occurs in .
friendship . - , ‘“-

B
) ’ : : . 1
N N - .

, ;, «#2. Making snd\Keeping Friendships: The students ill be augte

L of the process of ?sking and . keeping friendship
' u;‘\ The students Jre abhle toy +.n. o u.‘. e e
_E Trecognize that caring abdut oﬁhérs 1s a basic key to making ‘
” and keeping friendships .
3 'recognize that’s desire for friendship is a requirement for

‘making and keeping friendshiﬁs . ‘a '

"list ways . they can initially act friendly as a means of

making new friendships o

*(i.e. speaking’kindly, being genuinely interested; sharing
activities, experiences feelings, etc.) ¥

.‘\.

‘recognize that the develd%mentof trust and the development
of loyplty are ways of keeping friendships. N

'Q/ \
/ / ) N ,/
C. Human Relations Skills: Expressing Opinions and Beliefs . ;
- The students will be able to demonstrate an awareness of the -
various methods of expressing their opinionsjjnd'b fs. . TN
. ) . " . o . r\‘\v /

l. Opinions, Beliefs, and Facts:  The stjdentd~will be aware o

what constitutes an opinion, a belief, and
‘ . v

o The students %fé’able to: ‘ \\
B ‘ "
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"o e S : A BN 7/ ' ' kS

Ty T Ay e e F
AT define opinion. . . RN . . v
%<F",b . recognize from exampleg/which are opinions. lj?‘ ‘ :
Myl - L . ' LA P ,
R define belieff S ,°/ “ i ’
. N ! e, ‘- . .
?fjf ' . v’recogniie froﬁ examples which are beliefs. . ' i )
T . e e G o ) °
~ « 24 E - - . ;
'define fact. e “ o : /' , . !
. . A A - . . .. .; - . - .
v recognize from examples which are faCt . . .
- "_J" ) identify the relative strength of feelings that is. askociated
; - with an opinion a belief, and a/fact. N
' f; ] ‘ # .
: v T
2. People Hgve Opinions and Beliefs: The students will be aware; a
that all pegple have opinions and belief ) T
;&.//

LY

The: studegs are able to:

~

// "1ist the opinions of several people on one topic. .
—r . . M . ¢ ’ ’ . -~

\ "1ist their owneopinions on that ‘same topic.

-'lilt the beliefs of several pecple on one tépic.

2

"1 st'their own beliefs on thatrsame topic.

b

]

“#3. MetHods of Expresgion: The students will_be‘aﬁZrefof the ,—
variyus methods of expressing opinions and beliefs.

The students are abl s

‘ ‘list verbal mefhods of expressing opinions and beliefs. ‘ﬁ‘ !
“1ist nonverbal methods of prressing opinions and beliefs.

}, recognize those metﬁbds of expression which encourage

‘};>n£f§rs to listen.

“ ¢ - o

' l ‘recognize those methods of expression which encourage others)
to respond. } .

N
‘ P - R \ "
D. . Human Relations Skills: Acceptable Behaviors in Groops
- - 7 p
X
e dtude?ts will be able to identify socially acceptable behaviors
occufing dn a group. situation. . . .
N “' ’ -~ N ‘ " i
® Vo303 -
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#1. 'Behaviers That! Hej.p or Hinder " The students wiil understand
Qhose,behayibrs that help!or hinder group cooperation and , .
é!fectiveness. co T

N » . . . ‘ -
., « .

N The students are, gble to. s

T~ -

Rl hd r\ / N L /\
2 explain how li ening helps’ group cooperation and effectiveness.

o : - v §

- <l1;;Iain wh taking turns helps gtoup cooperation and . ) o
aeffectiveness. - K%: -

f- -”. explﬁin,howipaying attention helps group cooperation a dlb»‘

! . effectiveness.: ' Ty . L (\f ,j

give exampi@s of ways tHQtparticipathxlhelps group . cooperation
and effectlveness.

) . L -
P I

explain why encouragement helps group cooperation and

effecg&geness. N
* (encOyragement: focusing on assets and strengths to build
.self-confidence and self—esteem )

|

& explain why interrupting hinders group cooperaﬁ?on and,/f

effectiveness. SN
4. N4 / Y
. “explain how ignoring others hinders group cooperationﬁv .
and effectiveness. : ) «

W

'give exan les of situations where not getting involved

hinders g. oup cooperation and effect‘ness. *
"explain ho discouragement hinders group cooperation and . N
effectiveness. .
*(discouragement: focusing .on mistakes and weaknesseg to \
erode self-confidence and esteem.) . . I
. Kr t ’ f ' ' . ‘ . (

2. Rights Of Self and Others: The students wiil be aware o
that those;behaviors which ‘help the group to function g
_include observing the rights of self and others.

The students are able to:

“define %he rights of self in a specific group.

égefine the ights of others'in the same specific group. : -~
. ' \
- \ ! o ' s w j
- : I
\ ) %} .
- 30‘: - - Y *
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=) : ‘ 4 ' 2
M. . L . o

\ - ? - ! { 4 \
. recognige how observing the rights. of self and others
'S hq&t:ﬁf:zup cooperation and effectiveness

. | L - R
E. Relati ng With Significant Othets Competitiveriéss afd - .7
o Codperativeness : . L X - ' e
> L - . .
) "’The students will be ‘pble, to recognize/the effects?ot competitiveness
‘ qnd cooperativeness with both peers snd adylts. o - o0

. . o LN " : " » ) ‘ ". v )/; ' * ' "‘ ', : / Hq‘ .
N ., Lo Efﬁeqts,of CooperativenEss: The{ltudenSs will be aware of tbe
‘ b results of cooperativenéss. ‘ :

The students are shle to: A e .. -

g e
'define cooperativeneas :
S ' *(gpoperativeness working together ‘toward a common goal.)

'recognize some helpful results of cooperativeness

R frecognize some harmful results of cooperativeness ’
N ( * (1le. a-person not learning. because others ate doing
A - too much tor him, etc.) ‘ : ,
" ;ﬁ[*f ) A , \ i ' -
#2. Effecte of Competitivengss The students will/Be aware of} '
I/)the resuits oggéﬁmpetftiveness

s ‘The-etu?ents are able to: * a

‘define competitiveness. .
*(competitiveness: contendi
or position; a contest.)-

]

\/gth bthers for profit, priée:‘\:;\

/

' recognize some helpful results of competitiveness

recognize some harmful results of c&mpetitiveness
> N N \ N f
. ' . - ' .
/F. Releti%With Siggificant Others: Family Relationships ’

ahe students will be able to recégnize the value and’ process of
¢ ' s éstablishing .an effective//ylationship with their families.

"y




1#1. Process of Bstabliéhi;g Effective Family»Relationships.<
. The studen;s will be ‘aware of the. -process of eétablishing )

”

:\ . effective family relationship._ , - ar B . {
o " . : o e T ’
&" ., Thé stpdents are able ‘ia ; R : D A .
- ’ define(anjeffective family relationship ! Jj"”‘\n ut
 a- \ : ~.“ C «
, ! ' s .o
. identify the belief that all persong are. equal,in worth ~+. ..
* . ‘u\ "+ and dignity ‘as a- part of ‘the proceBs of establishingaeffective
Coew family relationships.\ _ ] S *
. \ \/ ‘ o i
- ‘recognize that respect is a part of the process of establish&ngl‘
-1 . effective family relationship8/< ‘

LS ) \
“recognize that listening is a part of the’ process of )
establishing effective family relationships. .

‘recognize thaRacommunicatio kills are necessary for the l
process of est Rlishing e;fgcﬁiye family relationships. -

‘recognize that cooperation is a part of the process of _ |
establishing:efﬁective family relationships. _ :

‘recognize that régular family meetings can be a helpful

part of the process of establishing effective family

relationships. :

- *(reference: ;/Ralging a Responsible Child or the S.T.E.P.
Parent's Handbook, both by D. Dinkmeyer, and G. McKay.)

G. - Self Validation: worthwhileness

.The students will be able to achieve feelings of worthwhileness. .

—

#1. Activitiess. The students will be awAre of the activities they
perform that make them feel worthwhite: ~—_

" The students are able to:

identify those physical activities they er;prm"that make
them feel worthwhile . :
*(1.e. during recess, during P.E.,\etc{)‘

. ; : \\
identify those activities tqey perform at school that make
them feelhworthwhile. :

* 1[« ¢ LY
identify those .activities they perform at home that make .
;hem feel worthwhile

é

P
A
[
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'Self Validation:

"Persondl Characteristics: |
;personnl characterietics th

. characteristics.
» . .

-
e

A

‘identify those socia acttvities they perform that

make them fgel wort ile. -

DS

—

$he_studente,nre able to: -

"ideptify some physical, e

k]
'

1ist cheracteristics'that they possess.

Y

' %
recognize which personal characteristics make them feel

wotthwhile.. ,',:;{ﬁ«‘

\

[
\ ! ‘

Q

/

o

<

Control Over Self and Environment

e students will be aware of
make theém feel worthwhile.

.ionaI,'intellectual; and social.

The student& will be able to recognize that they can exercise )
some control over themselves and their environment

#1.

e

LControl Over Self: The student will be. \Nare of

where they have some ‘control over themselves.

The studentq are able to:

“define control. ‘; 4’

.« -
.

‘identify situations where they have
.themselves physically.

'identify situattons where they have
intellectually.

:1dentify situatipns where they have_
© gocially. -

‘identify situations where they have
emotionally. ‘

some control
some control

some control

some control

situations

over

over themselves
over. themselves

over themselves

A

Control Over Environment: The students will be aware of situations
where they have some control over their environment.

ES
2
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The students are able to:

‘deMine control.

)

'define.environment.

‘identify situations where they have some control over their’
school environment

- — .

'identify situations where they have some controlgover their
home environment o o ,

"identify situations where they have some control over their
community environment. ’ - £

I. Self Validation: Individual Differences

‘The students will be able to demonstrate an understanding that all
individuals, including-themselves, have different and varying
personal characteristics and abilities which distinguish them from- !
one'gnother, and that certain of these characteristics and

abilities may change from time to time.

Y
+

#1. * Behavior Patterns and Abilities in Self and. Others: The
- students will be aware of oharacteristic behavior patterns
and ahilities in other individuals and 1n self.

The students are able to:

: ‘define the term "characteristic, behavior patterns" as
E:\— ' the ways a person usually acts. '

;define a characteristic ability as somethdng a person
does often and does well. i
*(i.e. jumping rope, writing stories, drawing pictures, etc., )

°list some characterstic behaviorpauternsthat are found
in others.

Y1ist some characteristic abilities that are found in others.

&

“1ist some .characteristic behavior patterns that are found . .
in self. : °

*list some characteristic ‘abilities that are found in self.

»\—’-,
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DOMAIN: WORK AND LIFE SKILLS " .

A

»

\. Daily Livggé Consumer Skills L
" The students will be able to identify consumer skills that are used
. in daily living. :

/

-

. Consumerfékills They Use' .The students will be aware of the
consumer skills that they use in their own - daily living. »

. Lk
- . The stndents'are‘able to: , : ;
B r . h ) . ’
'recognize‘themselves ds consumers. :, -
liat3the products that they buy..

:reeognize that the ability to understand money and to make
.change are consumer skill they use.

know that recognition of quality of merchandise in buying
is a consumer skill thpy use.

“recognize that the ability to compare and contrast is a
consumer skill they use. ,

ey 'recogniZe that the determination of need or priority is a
consumer skill they use.

Y 'recognize that the ability to determine the appropriate
place of purchase is a,cofisumer- sk£1 they use. .
*(i.e. shoes from a shoe store, food from a grocery store,etc.)

N\

¥
S

3. Daily Liviggz'.Schopl Releyancy, ' .

\
\.

The students will be able to identify the relevancy of school
- gubject matter.and other school experiences to community,
.+ homa, leisure, and occupations.

1: School Experiences. The students will be aware of the school
.academic and social experiences. at their grade level.

)



-

The students are able to: Lk

‘list the school academic experiences they encountered at their
grade level. '

‘list the' school social experiences they/anounter at their

‘ grade 1level. ‘
N .

-

#2. School Relates to the Citizen: The students:will understand
' how school academic and social experiences relate to the role
of citizen in a community. . :

-

The students are able to:

"list, the activities of a citizen.
*(i.e. voting, buying, etc.). '

" ‘udtch school adademfc experiences to the citizen activities
' where they are ysed. < _ .

‘match school social experiences to the citizen activitiea
where they are used.

C.  Task Responsibility/Eggloyabilggy" Dependency in;Task Accomplishment

.~

The students Will be able to recognize that others depend on
them in helping perform a task and will be able to identify
situations in which people depend on each other to perform
certain tasks ‘ v

ix M v

#}. Others Need Help. The students will be aware of activities
’ in which others need their help.

~

The students are able to:
"list activities in which others need their help.

‘identify activities they can help others accomplish.

- N\



oo P ,
D. Task Responsibilif@/Empleyebﬂ;ity: Velue frém T aks Well oné\

/3

Theiétudents will be able to recognize the value (persona rewnrdl)
whick comes from a task vell done. » :

~

N -
r r -

1. Tasks They Do Well: 'q; the ‘tdsks they are’ ahd’“to accomplish,

The¥students'

for sggféapful

will be aware of their pertonal criter
, task accomplis nt.

Thie students re able to.. L

define a job well done.on: a p sonal level. »
-\
‘118t their personal .cn a yused to determine whether or
a . not the job was well donei

*(1i.e. feelinge, recognitio&\:y oePers, beauty, etc.)

AN

E. Task Responsibility/Employability: Purpose and Steps of a Task

. The students will be able-to recognize Ehn(\:asﬁé have B purpose
and that steps are followed in completing a“task. *

i

1. Tasks: The students will be aware of. tasks carried out by
themselves and othern.

The students are able_to: | | .

.

"11st those tasks that(tﬁhy carry out themselves.”

“1dentify from examples those tasks that they can)carry out .
" themselves. ‘e .

“1ist taéie that are carried out by others.

‘identify from examples those tasks that are carried odt
by’ others.

-311- :j :\ M ’
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N 2. Task Purpose: The students will understand the purpose
! of those tasks carried out by themselves and others.

O Tﬁe students are able‘to° . )
- \
explain the purposes of those tasks they carry out themaelves
*(i e. tell why they do 1it, etc. ) .
." ‘explain the purpoges of those taﬁ&s carried\qut by others.
7, *(1i.e: tell why the tasks are done, etc.)

RY

“  #3. Process In Task Accomplishment.‘ The students will be aware of
’ the major processes in task accomplishment.

+
The students are able to:

' recognize that planning is a factor in the process of task
~\raccomp1ishment

recognize that acting or doing is a factor in the process of
task accomplishment

- recognize that evaluating is a factor in the process of task

, accomplishment . 7
//)? recognize that .acting or redoing is sometimes a factor
L in successful task.accomplishment .- ’

F. Task Responsibility/Employability. Personal Characteribtics and

Job Fields . = .
The students will be agle to recognize certain personal
N characteristics that are related to job fields.
| S : % . '
v =
1. Job Categories:/ The students are "aware of varioué;jop
- * categoties. ~ Ja : - i ‘
. . ' \\ .
The students arevpble to: . L
‘1ist the’ four divisions of the U.S.0.E. Classification
System - L . ‘ )
J A
N4
t
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L

4

¢ -

j}descriﬁé the four divisions of the U.S.0.E. Cléeaificd;ion
System in their own language. S

-~ -

- U.S.0.E. Classification Syateﬁs .

-~

“ 4 Divisions . .- Clusters

7‘\ r - ‘;; - - = I C
- i - S R
R S : / o

Service Group . Cotisumer Educhtion and Homemaking
Jsr ' :> Public Servides -
I |Personal Services o
) Hospitality and Recreation

. Business and Office = . 7
’ Manufacfuring ™ .

..Mhrheting)and Distribution -

Transportation '

Business Group

Science.Group J - |Health : -%\f\_
o Envirorfimentgd Contfol * S

Agri<business and Natural

Resources
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2y Personal'Charatteristics: .The students will be aware of various
personal characteristics. /- , . S Loy

9

 )";Tne7students are able t0°-.'

v "define- personal charac ristics as ways a person looks .

, ’ . ways a person usuallyf ts, and 3§rsona1 likes and dislikbs

. ' . , N

. - . ‘ ‘
Y ox : ‘list some~personal charactePisti of another pers“.

’ . *(i.e. in terms of ways he/she looks, ways he/sh¢  ally .

B .. acts, and likes and dislikes.)
i : {. - ' ' -
e ' 118t some_personal chqgs;teristics of themselves, o
J,ﬂ' *(1.e. An terms of the Wiy they look, the way they usually ¥
act, and, 115;3 and dislikes ) y .

v
. " ' ¥

- #3. Chatacteristits‘kelate to Jobs: The students will be aware’
' of how some personal charact!ristics can relate to job N
fields ' ] . .

y . -

The students are able to: o g s

‘listrpersonal characte;istics that might go with a given job
in terms of looks, usual actions, and likes and dislikes 4fé{
*(1.e. construction equipment operator: (1) looke - .
strong; (2) usual actions-physically®active, 11kés “to be
* outside; (3) 1ikes and dislikes-prefers working with
1, machines, etc. ) , .

T N

g: 7 _d. Work and lLeisure Environments: <ﬁbrk and Leisure Adtivitiés'

The students will‘be able to distinguish between work and leisure
,“ time activitles ‘
N . 4 o v ’ : ) : k]
Y,
% #1.\ Work and Leisure: The students will understand the difference
‘ . . between work and leisure

e

' / The students are able.to: "
& ‘ . il ”
‘explain what work 1is.

o ) ! ‘ : ,

\ _“explain the purpose of work.

] ‘explain what. leisure is.

.\‘
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4

cxphin the putpoao of lcinuﬁ.-c

L. *contrast uﬁc luninu and: purposes. of wor:k ~and l.nisure. -

N . . =

F = «
DR &

‘2. Mﬂ The ot:udouu wzlll be aware of various work roles.

'l‘hc ltudonca du able to:

et ‘ .‘l:klt: t:hoit‘) various' woi"w roles. - °
’ ‘Jov some work rolés of others. L ‘o
L 'id‘;uu‘f:y froncxup%l' tho"llctlhe rli;tle'sent' work roles. -
) re Roles: The otuddim" will be aware of various leisure

rdles, . - 5. ) ) -~

ocudlnu are ablc to: ' . -

- S———

<

(» 11s= their vuwiouo leisure roles. - - /"
“1ist adne lcisuu roles of othcto. -

i&mﬂy from emph‘ chonz that represent leisure roles.

4. Work and Leisure Activities Change: The students will be avare
of how their work and leisure time activities have/are/and
will change. /-\

The aéudents sre gble to:
— ‘list their vork aétivities at different -age 1evels.'
t- +

‘1ist their leisure nctivifies at different ‘age levela.

recognize that cl}ange in work and leisure activitiee
has occured. .

‘list their possible future work activities. g
| : ' \
'um:"th'eir possible future leisure activities.

_"recognize that change ih work and leiaure acgivitiea
. light occur.

| 3 . i ) | /
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_ H Work and Lei‘ure Environments. Resgect for Work Well Done

The studdhts‘:kil be able to reco ize that respect is due to'-{ :

- others for the contributions theyWhake in their various roles
and when their work is well done, regardless of its nature.
‘\ - » \ N (’. ¢ - .. . e . : ,;., .
9 ‘ e .
1. . fu;poses of Work Roles: The students will be awaup of the
: :4f/ purposes of various work roles. : - . :
‘ » « ! el 4,;
\\ The students are able to: o . /" L
4 v T e - : v : ) -
. -b-~{ . "list saveral work roles. . ( L T I
7 I ‘recognize the purposes of somefwork'roles. &
. { * , . i~ R ‘& h
' 2.3 Effects of Quality Work: The students wi understand the effects
of quality work. t v
. The students are able to: ! T
"define their criteria for determining qua1ity_w£rk: ./;EZ
‘ A . . i - ' ’//
‘give exampled of qualit;!i ‘ ) ~\\ //‘.',-
) - ’ - LB
‘explain about some of the,effects of quality jprk *
4. ~ #3. Respect: The students will be aware that respect isfdp% others
' for work that is well done. P
oo . y
The students are able to: : ‘ e To.
4 N d
‘define respect. P
" "recogriize situations where people deserve respect. . ;&\
( , ' recognize situations” where people deserve nespect for work - - ¢

% - well done. -
\ s ., L . ' . - . y‘.

I. Work and Leisure Environments: All People Work

—

-The students will be able to recoghize that all people perform
some type “work.




%

- - i .o a o _’z,\ . - ) v ;_’ \
. . . B R P
¥ . . . ’ - . e - L] .
B}
1l

+ .~ The. s:udents are gble- - g0

B ‘explain tho meaning of the wtd A

/‘ﬁi:’!/tnqﬂes of work situations.. ’ I ‘

. : '\.,(

-

Y- 2. Bov Thaz and Other- Work:  The atudents will be aware of '
S bov they and other ntudnnt; work. - ,

u \
The students are able tq. ' \ . . | -
thiedr| work. achiv:lt:ie-. L S

:I.ot: some work activitiea of other students thatjdiffer
from theits.
\ N ., - K e

. v~
),‘,» F)

~J. Work a_n_dﬁl.eisute' ents: Work Roles Chue[Multipj.e Roles

Y

i

A

The otudents will be able to recognize that work roles may chenge

- duging one's career or- that a worker may-have multiple roles'
/ at the- une time.

L3

L .
E - . .
1. Work Role: The stddents w11.1-\be dware of what "work role"
A ———— . .
(heano' : Le . S
\ . . © t
" The students are. ai)le to: ' v an

define the teén work role..-

r

list) their own work roles. Y

~

list some work¥roles of othérs. N & \L
: ) 4

. - \- N .
'2. Career: The students will be aware of what constitutes a
career: ' A

R . \ . [4
- The students are able to:

1

\"define the word career. g\

‘identify careers from examples presented to them. ]

\a‘\ | ‘. -
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A

A3 Change- In Work Roles:’ 'l'he atudents will be . aware that a
' change in work roles can ‘take place during one's career.

> _ - The etudents are able to:
N ' ’
o ‘list changes that can take place in work roles during' - )
a career.  , . . % . '
..’;:.‘L . ’:_ ) s, . '\ ’
Ty recognize some s’tuations ihere work roles have, changed
during a career - i -

’ - .
2 o
v
N N R - -

K._‘ Work pnd Leisure Environments 'fnten.'bsts and' '.Abi'lities ReIate.
‘To Job Clusters - LN T S , ’
R . ] LAY ot ) )
The students wi11 be abh to. recoghize that there are families
- (clusters). of " Jjobs whixh ®elate to one another and that one'é
* interests and abilities can_ relate to aeveral jobs as a result:

. 1. Job Clusters: The 'V.students‘_bill be aware 'ofava;;ious Job -
clusters. . - e S A ST
The students aré able to: ( ‘ : .
n‘; rec9§ni2e jobs’ related to Jjhe four divisions and fifg:een _
;:;:'_- .o Job clusters of the.U Classification System. . T,
~ *(See the U.S.0.E. Classi ation “System Chart under Goal e
X "o _4/F Objective 1. ) i . \\\;v/”\\‘; 4 1)
2 . CTT e B ’,\l
., 2. Jobs Relaté to Othgr Jobs° 4 The students will understand Y i
. that some jobs relate-to other jobs : ., A_
The s&ydents are. able to: - . B L
‘name several jobs that are in the same cluster.
. . .
‘explain why and how these jobs are related* Y

7 #3. Interests and Ab,ilit:l,es Relate to Jobs: The, students wi11
L . be aware of how intef'ests and abilities relate to job
) /clusters .

The students are able to:




1 N . 3 BN . ' . ) N

lilt some interests aand -abilities’ of people who hald
jobs in var:lono clu-ten. : S .

R

« . B Y

~ v

tdcntify some muzuu ‘hnd abiliaies of peoplc who . -

hold jobo within the sene cluster. “j ) AN
; .
-—“recognize  that i:ntereau and abilitie’a are related
to job clusters. ;o ’ , .
Yx* L , ( . - ,
/ : o
R o )
. : Nt e ‘%“\ . N
. (\ o % ‘ ) ‘>; \f.' . ,J "_y.‘-:‘
B "/ -~ ~'4 . &
LY ) , . ’ ——
-~ ‘ ) L . " .
\.‘* - v N~
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" DOMAIN: *'LIFE CAREER PLANNING / \ SN

- - S S .. .
A. Planning Skills: Attitudes ‘and Values Affect Decisions, Actions,f
. and Life. Styles e S i ‘ S '

‘The students will be able to recognize that attitudes and values
affect decfsion_qlactions. and life styles .

B

. \ £ : . ) R vy ~ .
i/ *‘i. Attitudes and Values: The students will understand what
‘ ’ attitudes and values are.

po

The studené! are&arle to: - - -
“s *define attitude.’ A iw t o - :w’ b
*(attitﬁde. way of thinking, acting, or feeling )
‘ . - -
-define values = *
'1 ) *(gomething that is valued can be an idea or thing that
- é i . is considered to have worth, excellence, and importance.)
et R
-provide some enamples of attitudes ' ‘////// 0
¢  'provide some examples of valtes. L _r ) :

v e - # !

'"*compare and contf@st the concepts of attitudes and values.

2. Everyone Has Kttitudes and Values. The students will under- )
- stand- that aftitudes and values exist for evefyone.

Y.

The students are able tor ¢

S 1

compate the attitudes of several peoplé on the same . topic. .

| . “compare their own attitudes on that same: topic.
tcompare the values of sgveral people on the_same'topic.
Tt - h J T °
' ‘cbmpare their own values“on that same topic. v
#3. Attitudes and Values Affect..Decisions and'AcG%ons The
students will be aware of .how attitudes and values affect

decisions and actions C 5
I’..

4




N,

The students are able to: ,
recognize the relntionnhip betveen decisions and actioms.
recognize that attitudee affect decisions.
identify dectsions that were influenced by attitudes.
“; : 'recognize that attitudes affect actiona )
| identify some nctiona that were influenced by attitudes.

<:‘,recognize that values n;fect decisions

e 1dentify some decisions :hnt were influenced by valses
1
' ' &eeognize that values affect actions. - - .
. "identify some actions that were influenced by values. ,
) . ) ‘ = o & ""/
B. Plnnnigg Skills: Decisions Made by-Self and Others
. w The students will be able to recognixe that they make decisions/

and that their lives are influenced by .decisions made by them-’
‘selves and by others.

1. Decisioén~Making rr§§.35= The studenss will be aware of the
decision-making process. - .

. The students are able to: ‘ L

*define the decision—making process as a series of
sequential steps leading to a decision.

‘recognize "identification of the problem or goal" a
a part of the»decision-naking process.

‘recognize "infornation—gathering" as a part of the decision~-
making process..

'recognize "determination of values and opinions (1likes
and dislikes) that relate to the problem or goal" as a
part of the decieion~meking process.
+ .
LI ‘recognize ' genereting and reviewing alternatives' as a
part of the decision-making process.

- 321 -
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v as ja part of the decision-making process,

. ' i . . 2 _ . v . 5 .
~ .‘recognize "reviewing pgssible consequences' as a part of
the decision-making process. . :

+recognize '"choice of an alternative (making the decigion)"

L

*

# 2, Decisioqs in Their Lives: The students will be aégre of how
their/fives are influenced by the decisions they make.
,p/*?' 3 . -
The students are #ble to: ‘

“identify a personal decision. ‘

“examine the short range effects of that personal
decision.’ :

R

‘examine the long range effects of that personal decision.

Planning-Skills: Alternative Decision—MakiqgﬁCourses

The students will be able .to recognize that there can be alternative
decision«making courses, with differing consequences,
\\ ‘
#1, DeciSion-Makigg,Process. The® students w&ll be aware of the
decision-making process. '
*(This objective is the same as Goal B, Objective #1:)

The stuﬁents are able to:

*define the decision-making process as a series of sequential
steps leading to a decision.

'recognize-"identification of the problem or goal" as a -
.part of the decision-making process.

‘recognize "informpation-gathering' as a part of the decision-
miking process. \\ .

‘recognize ''generating and reviewing alternatives" as a
part of the decision-making process.

“recognize "reviewing possible consequences" as a part of |

the decision-making process.

<

-
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5
¢

'recognize "ehoice of an alter: tive (making the decision)"
aa a part of the decia}on-na ng process. . X

‘ . v . _
2. , Decisions and Consequences: The students will be aware: of the

'relationship ‘between decisions and tonsequences.

4

The etudents are able tgg. . N N

. *define decisions. - T . a x

| Jdefine'consequences;. | |
'i;en;ify a specific‘decision nney naﬁe made, ' q;)
‘examine the consequences of that decision. s 4

Vs . , . . N, 0

Planning>8kills: Planning vs. Trial and Error

,‘\ >

The students will be able to recognize that "planning" leads tp
more effective performance than does chance or "trial and error"
approach to a task. :

A2

1. Planning»Process" The ‘students will understand ‘the planning

procees. f,,eﬁ - Z

Thé students are’ able to.

define the planning proceSa.

» "give general examples of the planping process.
‘give a personal example of the gianning process.

\3 ' ‘ . ) N ' V ' . w . //

2. Trial and Error: The students will understand thé trial and error
approach to a _task. ’ :

{
The students are able to: ; » : ,)

define what 18 meant byffpial and error.

give general examples of the trial and exror approach to '
a task. . .



¢

‘“give a-personal example of the use of trial and error in , -
task ac omplishment.

, #3. Planning Process and Trial and Error Process: The students will
understand similarities and differences between the planning
process and the trial and error process in task accomplishment.

. The students are able to:

'explain the pla ning process.
‘explain the trfal and error process. - T ‘
3 ‘compare and coftrast the ﬁlanning;ptodess_and the trial and

error process.

~ ¥
.. :‘(“ K I
Demonstrating,Effective &tudy and Learning

B o)

E. Educational Environmeng
~ Skills - |

The students will be able\to demongtrate effective study and learning
skills ' \

1. Study and Learning S kills The students will understand
what .constitutes effectfye study and learning skills

v The students are ble to:

' ‘define skill as it relates to study and learning skills.
. v ot
‘explain why reading and reading comprehension are .
effective study and learning- skills. ~

)

‘explain why writing is an E§fective study and learning,skill I}

‘explain why attentiveness is an effective study and learning :
skill, .

"explain why the ability to question 1s an effective study
and Yearning skill.

’ 0
2. How Skill% Apply to Situations: The students will understand
nbw their effective study skills apply in a study sitgation

The students are ?ule to: ’

|
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v

‘define a study situation.

'ideqt:lfy their effective '_stfy skill\sf . ' . o
! ’ ‘ . .
: ' 1aentify their own study situation. . .
e N .
give of ‘how their effective skills apply in that
study si?yatio . : «

F. Educatipnal Environmeqt: Usigg?Liateningrand Speaking Skills

The students will ke able to employ listening and speaking skills
that ‘allow for invdlvement in classroom discussions and activities.

. 1. v \
#1. Listening Skills: The students will understand listening ski%}s
and how to-use them in the classroom

The etudents are able to: P

‘define the concept of listening. |

‘recognize that attentiveness is.a prerequisite for listening.

'illustrate the use of attentiveness for ‘<tening in the
classroom. : :

‘recognize thet?knowing when to listen and when to speak
(timing) ‘is a listening skill.

. *11lustrate the\use of knowing when to listen and when to
. sp@ak (timing) the classroom.

‘recognize that listening for the contént of the epeaker'é
message is a helpful skill. ~

f"illustrate the use of listening for the content of the speaker's
-message in the classroom. Cor

‘recognize that listening to remember is a -helpful skiil.

: . ’”
‘11lustrate the use of listening to remember in the clgssroom.

'reco&nize that listening for the speaker's feelingp is a’
helpful skill.

“i1llustrate the use of listening for feelings as it occurs in
the classroom. '
4
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2 ’~§péakigggskiils: The -students will,un&erstand speaking skills
w0, \ And how to use them in the classroom. .= . '

. —PHe students are "able to:

\

“define what speaking medﬁs, as related to speaking skills,

,‘j -
- R . recognize the preliminary skills necessary before actual

P

— )

verbalization can occur. .
*(i.e. raising their hands to get attention, waiting until
theié)turn to speak, responding when.spoken to, etc,)
*11lustrate the use of the prelimihary'skilrs'necessary
., T /Aibefore actual verbalization in the classroom can occur.
- p » , .

. relognize that speaking distinctly is a helpf{l skill. R
‘i11lustrate Ehe use of distinct speech in the‘classroomt

‘recognize that speaking with an adequate voice,level (not
too loudly or too softly) is-a helpful skill. - ]
r ,

\ “11tustrate the use of speaking with an adequaté voice level

T in the classroom, - /

‘recognize that responding appropriately is a helpful speaking
skill, * ' _ X )

»

s . *111lust: ‘¢ the use of appropriate responses in the classroom.

;recognize that contributing to the topic at hand is a helpful
. Speakdng skill. ' N ' j

*i1llustrate the use of contributions to the topic at hand in
» the classroom.

-

N e . )
‘recognize that responding about feelings is a helpful speaking
skill. s ' 3 _
. M , k‘ . “
*11lustrate the use of feeling responses in the classroom.

G. Educationai . .ronment: Evaluating Ability, Progress and Methods
of Improvement '

The students %111 be able to reaIistically evaluate ability)
pProgress, and methods of improvement in various subject areas.

3 ' . 4 -
¢ .
. . {
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1. Methods of EValuetioé; ‘The’students will understand various
methods of evaluation. )

The students are able to: - ' v N
*define evaluation | .. " |
?dentify various methods of evaluation
explain about thes methods of evaluation. ’ Cese

‘give examples of the applicatign of these various methods
C~ of evaluation.v . .
. w . N
M # 2. Methods of- Improvement: The students will be _aware of various
methods of improvqnent in subject areas. : ‘

The sﬁ?dents are able to:
*define the concept of method of improvement.

identify how.a person can improve in a particular subject
area.

¥

H. Self Understanding' Individual Abilities Aid in Task Accomplishment

The students will be able to recognize how" individual abilities
.aid in accomplishing different tasks.

1. Development of Abilities: The students will be aware of the
development of abilities in themselves and others.

The students are able to:

‘define ability.
_ *(ability: the power or skill to do some special thing.)

*identify some of their past abilities.
#(i.e. abilities at different age levels: 0-2, 2-4, 4-6,
. years of age.) " .

‘identif _gomgr of their pPresent abilities.
4

/ T
‘identify some past abilities of others.

-
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*identify some present abilities of o#hers,

"recognize that abilities develop with both time snd effort. ™

#2. Abilities Contribute to Succedsful Daily Routine: The students
: will be aware of how the abilities of themselves and others
can conttibute to the success of daily routine.

The students are able to: )
: !

‘define successful daily routine.

"identify how their own abilities contribute to a successful
daily routine.

*identify how the ilitiee of others contribute to a succesa~
ful daily routine. . ’

v

I. Self Understanding: , Learnipg in Life Situations
The students will ﬂe able to recognize that learning occurs in all
types of life’ situations.

XN

-

i 1. Methods of Learning: The students will be aware of the various
methods of learning.

-

The students are able to:
. . AN .
‘recognize that experience (doing) is a method ogllearning.

“recognize';hat modeling is a method of learning.
*(modeling: learning by patterning after someone ¢

‘recognize that exposure is a method of learning.
*(i.e. exposure ¢hrough reading, listening to lectures, etc.;
also exposure comes in varying degreepg)

. y . A

#2. Learning Methods in Their ﬂives The students will understand
various situations in their own lives where learning takes place
by different methods.

The students are able to: «

)
/|
[o%
Lo
oy
~.
V‘?




"
gtve examples of situations where they have learned by
{ experience .
“~

"describe what they learned by experience.

‘give examples of situations where they have learned by
modeling.

'des{ribe what they learned because,of the modeling process.

' g
‘give examples of situations where they learned through
exposurf (reading, listening to 1ectures, etc. ).

describe what they learned because of the exposure method.

Va ]

J. Self Understanding: Clarifying and Expanding\Interests and
. Capabilities )

The students will be able to appreciate the value of clarifying and
expanding their interests and capabilities.

1. Agctors .That Influence Interests and Capabilities: The students
‘ will be aware of factors that 1nf1uence interests and cap-
A abilities. - ¢ \

_The students are able to:
‘define interests. ‘ .
“define capabiiities.
"recognize that parents influence interests and capabilities.
‘recognize that teachers influence‘interests and capabilities.
‘recognize that peers influence interests and capabylities.
'recognize that sibling influence interests and capabilities
*(see Systematic_Training for Effective Parenting, Parent's

Handbook, Family Constellation, p 23 24 by Dinkmeyer
and McKay.)

;'recognize that circumstances influence interests and
capabilities. :

‘recognize that other significant adult® influence interest
and capabilities.

N "recognize that capﬁbilities are 1) inherent and 2) affected

by the enyironment.
A

SRR TR & ¥




#2.

» » . : ) ‘

‘recognize that interests are totally affected by the _
environment. } ;
: - S ¢

Interests and Capabilities Change: The students will be aware

that interests and capabilities~c§n change
The students are able to: | ’ ’
+identify intereste they have had in tberpaet.
*identify capabilitieg they have had i; the past.
‘identify interests they ha;e now. | A
‘identify caeabilities they have now. ; @
"identify interests they might have in the futune.

"identify capabilities they might have in the future.

“Recognize that interests and capabilities chang or
expand with time and need.:

/

i ~ . ’ :
-nx-/ v /
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Note:

! ~x{LL LEVEL CRITERIA

Developmental Level
Fifth Through Sixth Grades

N

The # sign before any.Developmental Objective indicates that
‘there is a complimentary activity in the Guidance Activity
section of the Comprehensive Career Guidance materials.

b
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B DOMAIN: INTERPERSONAL EFFECTIVENESS

/ . . .
A. Human Relations Skills: Behavior Affects Behayior K
N )
The students will ba able to recognize that their behavior toward
others affects other\i behavior toward them. , '

_ T
1. Actions Affect Belavior: The students will be.aware of how their
. actions affect the behavior of others.

~

The students are \able to:

recognize how th ir)actions affect the emotions of others.,?fe
' t " ) . -~ » ' ‘
recognize how their actions affect the decisions .of others..

- -rqpognize how their actions affect the conduct.of others.

'recognize that the effectiveness of an action is determined ;

by the type of response they receive from others. .

#2.. Relationship Between Actions and Responses: The stjpents will
be aware of the relationship between actions and redponsés.

The students are able to:
‘define action.
-define re;ponse.
N ;

‘recognize the following relationship between action and
response: an action occurs, the person "thinks" and "feels"
about thatw&ction, then the person gives his response. The
logic of a person's rgsponse is dependent upon the logic

of his thinking and feeling about the ‘action. .

*(See A Guide to Rational Living by Ellis and Harper.T?“&

PNy

B. ‘' Human Relations Skills: Friendships

The students will be able'tb demonstrate an understanding of the
process 6f making and keeping friendships.

// - 332 - . |
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#1. Making and Keep Frien dships. The students will understand
the process of g and ke;?ing friendships.- ; ‘

. The students are ableJto. ’ ' ’

- .explain whg)ﬁaking and keeping friends is a basic human
need. . o

*explain why caring about others is a basic #ey to,msking-"
and keeping friendships. T

-explain why desire for friandship is a requirement for making. ~
) keeping friendships. "
*ptovide examples of ways they. can ipditially act friendly
as a means of making new friendships. \
*(i:e., speaking kindly, being genufnely interested;
sharing activities N\ experiences, feeling, etc ) '

‘explain why the development of t#ust is important in kefping »
friendships.

P
-

. e
*explain why the development of loyalty is important in
keeping fri dships.
c .

+provide examples of how the aboVe factors can apply in
- friendships. . - v .

-provide examples of how the above factors relate to group

friendship skills.

*#(1i.e., as relating to cliques, etc.)

-explain how cliques can affect friendships.
3 ! ' 14
. , N\ . v
2. Effectiveness of Their Own Friendship Skills: The students will
Wyaluate the effectiveness of their own friendship skills.

The students.are able to:

‘list the friendship skills of an ideal person.

v

.
~

*list their own friendship skills. R S /
//

-ew’aluate their o\m friendship ski&"ls @ e,t'fective or' ineffective.
" , R | \
2 : . &
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ey

v

““'T. - T ) ' I ,
.describe- methods of change for those friendship skiIls they ]
have judged as ineffectivef :

€. Humad Relations Skills: ExpfessiEgﬁOpinionszend Beliefs

The students will be able to demonstrate an awé*’ness of the variqus
methods of expressing their opinions and beliefs.

T,

!

7 L - . - . __)

l » >
* The students are able,ﬁg};’J{ ' . -\’2

Methods of Expression: ' The/students will understa he
various methods of'expressiné/opinions and beliefs.

*provide exanmples of verbal methods of expressing opinions
'and beliefs. X

Y.

——

*providé examples offnonverbal methods of expressing
opinions and beliefs. .

*11lustrate. those methods of\expression which encourage
others to listen.  %L.
-1llustrate those methods of expression which encourage
others to respond. j

°compare and ntrast methods of ‘expression which encourage
others to ligten and to respond

provide examples of methods of expression which are used in.
group situations.

.

‘provide examples of methods of expression whic / are used in
one-to-one situations. .

*compare and contrast the methods of group expression and
one-to-one expression. -

2.* Their Own Methods of Expression: The students| will evaluate

thelr own methods of expressing opinions and bpliefs.

The students are able .to: ‘ v L.

- ) A . ) K _ v /i
- i /



-

*describe their own verbal methods of expressing opinions
and beliefs . .
*describe their own nonkerbal methods of expressing opinions
and beliefs. ) !g i "
+describe thgir own methods of expression which encourage
others to listen. v

. : p :
«describe their own methods of expression which encourage
others to: reapond.

. ~«describe their own methodg,of expression that they use in
o . group situationp. .

Nl

+describe their own methods, of expression that they usé in
one-to-one situations.

-evaluate their methods of expressing opinions and beliefs
- a8 effective or ineffective, , . Y L

[N
x

. ;i’ . «describe methods of change for those methods of expression
b “fﬁhny judged to be ineffective.

D. Human'Relations'Shills: Acceptable Behaviors in Gronps

AN
The %tudents will be able to identify socially'acceptable behaviors

occurring in a group situation.

s

1. Relationship Between Rights of Self and Rights of Others:: The -
3 students will understand the relationship betteen the rights of
self and the rights of others in group situations.

+

The students‘%re able to:

*compare and contrast the give-and-take relationship betwgpu
the rights of self and the rights of others.

» .

) .
.. = #2. Characteristic Behavior Patterns: The students will be aware
e of the characteristic behavior patterns (roles) that develop as
" a part of group interaction. o




The ‘students are able to: . v
'define'groﬁp interaction. ; . . -
*recognize that the role of leader 1is a characteristic
behavior pattern which develops as a pard:of group inter-_
action. )

- ‘ recognize that the role. of listener is ‘a characteristic'
behavior pat@ﬁrn which develops as a part of group inter-‘y
action, g :

i : r ‘ » -,
*define the’role of gatekeeper in group interact on. .-

. . '-recognize that the role of gatekeeper is a characteristic
. behavior pattern which develops as a part of group inter— .
action. < B

. r

- *define qhe rple of advocate in group interaction.

>

B R

*recognize that the role of advocate is a characteriatic
behavior pattern which develops as a part. of group inter~
-action. _ . W Lo

-

- L

3. Behavior in Group Interactions: The studénts will be aware of
‘their own behaviors in group interactions.

L4 s
” ‘ .

The students dre able to: - &

) - "define soeially acceptable behavior in group interactions.*
- ~
. *1ist their own socia y acceptable behaviors ‘in group inter-

actions.

v &
)

'1ist their own socially unacceptable behaviors in group
interactions. |,

»

.

E. Relating With Significant Others: Competitiveness and Cooperativeness

The students will be able to recognize the effects of competitiveness
} and cooperativeness with both peers and adults.

o

pA
*
.~



1. Effects of égoperativeneaa.- The students will understand .the
effecta. oﬁgkheir cooperativenese with both peers and- edults

The- students are able to: E .

. sdefine cooperativeness, ' '
*(cooperativeness: ~working together toward a conmon goal.)

) °provide examples~gf their cooperative iess with peers.L

-provide examples.of their'cooperat eness with adults.

.°e:plain about some of the help 11 effects of their coopera-d
tiveness wieh both peers and adults.’
W . f
g‘-explein about some of‘the harmful effects of their. coopera-
¢ - tivemess with both peers and adults. .

-
.
-

o © . . ‘
2. uEffects of Competitiveness The“‘ students will be aware of the.
B effecta of their competitiveness with both peers and adults.

K .-

The students are able to C ‘i ) - . -7

4

14

‘*define competitiveness."
*(competitiveness: contending with others far profit), prize,
or position; & contest ) ,
*provide examples of their competitiveness with peers.
*provide examples of their competitiveness with adults:
S . : . -

. explain about some of the helpful effects of their coﬁpeti-"

tiveness with both peers and adults.

°explain about some of the harmful effects of their competi-
tiveness with both peers agg adults.

o . -

3. Differences and Similarities. Between Competitiveness and Coop-
erativeness: The students will be aware of the differences and
similarities between competitiveness 'and cooperativeness. v

(
o +

> The students are ‘able to:
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“*recognize that competitivenees and. cooperativeness are botg

. > ways of getting things accomplished } : : . . ’
.,‘ . o B . .
-recognize that béth competitivenes and cooperativenese can
R be. helpful _ .
'recognize thst both coppetitiveness d cooperativeneas can
be harmful ] o S .
*recognd at the hasis of competitiveness is: different
from he hasis o coaperativeness - .

*(1.é., competitiveness tends to draw people apart, while -
c00pegati3eness tends to bring people. closer together. )

. -\ecognize that competitiveness generally involves "winners
, .. and losers", while cooperativeness does not use that” type of
3 terminology ) . ¢

¢
1

'F.. Relating With Significant Others: -Family Relationships -

£ L. .
.The students will he able to recognize the value and process of ;
establishing an' effective relationship with their families.
] s . N . a
#l. 'Process of EstablishingﬁEffective Family - Relationships.- The,
- . _Atudents will understand the process of establishing effective
family relatioﬂships s -

A , .

o

Using a hypoth:Eical family situation, the_studehts are able to:

-define effedtive family relstisnship.

+provide examples which show:that the belief ‘that all persons .

are equal in worth and dignity is a part of the process of
establishing effective fapily relationships.

*provide examples which shgw that respect is a part of the
process of egtablishing e\fectige family relationships.
Y A .. [ o . . Co
* provide examples which show that\l%stening is a part of the
process of establishing'effective amily relationships

'provide examples which show why communication skills are
necessary for the process of establishing effective family
relationships, .

-



f‘ .provide examples which :h&w thaticdoperation is a part of
‘ the Process of establishing effeqtive family relationships. ~

-provide.e;aiples which show ways of handling disagreement or
. conflict as a part of the process of establishing effective
family relationships. : o . ‘Ah ’
o -explain what comprises a family meeting. y
: *(i.e., reference: Raising a Responsible Child or the §.T.E.P.
s - ‘s Handbook, both'by D Dinkmeyer and G, McKay.)

de examples which show ﬁgat regular family meetings can
A helpful’ part of the process of establishinq effective
iily relationships. ’ : :
« e & b ] T J\ . ) .
2. Results of Effective Family Relationships: The students will
be aware' of the résults that come from having effeetive family
relationships. ’

P I ‘L

: '
@

* From & hypothetical family aitugtioﬂ; the atudénta are able to:

'( -recbgq}ge thg reaultisggfqeliqga when the belief that all
’ person® are equal in worth and dignity is a .part of the ‘/
family relationship. F

-fécognize the resqltiqg feelings bheq respect is a part of-
the family relationship. . L
T 3 N B .
.recognize the reaulqing feelings when listening is a part of !
 the family relationship. . ,

.recognize the resuiting feelings when communication skills
are a part of the family relationship.
‘recognize the resulting feelings when cooperation is a part-
of the fdamily relationship. N
¥ - .
‘recognize the resulting feelings and the effects when regulér
family meetings (as proposed by Dinkmeyer and McKay) are a
part of the family relationship.

» Self Validationﬁ Worthwhileness

-




' \ o = e S .
. . The studengts willJre able to' achieve feelings of worthwhileness.
IV ( '
A 1. -Worthwhileness in Relation to Others: The students will be aware .
: of methods of attaining feelings of worthwhileness in relation

to other people.

The students are able to. )
§
-recognize that when feelings of worthwhileness first btgin
Y to develop in an individual they do so in comparison t
other people. .

-recognize that as feelings of worthwhileness mature. the
.emphasis shifts from comparison with others to self ’
actualization. : :

|

~v _f //"' .recognize that self aware&tss (physically, emotionally, ' .
P : intellectually, dhd sgcially) 1is a mefhodﬁbf attaining
- " feelings of ‘worthwhile ness. .
, ' “recognize that meefing\\ w challenges 1is a method .of
4 attaining feelings of thwhileness.

-recognize that being flexible in meeting the needs and de-

mands of themsélves and others is a method of attaining

feelings of worthwhileness. e .
\ o > -
o \ O trécﬂ ire that understanding the, meaning and the effects of
LR behggior‘(of themselves "and 9therh? is°a method of attaining

AT feeliggs of worthwhileness. \ :
W *recognize that sensitivity to others is a method of attainin‘é

feelings of worthwhileness.

-recognize that tolerance’ (understanding and accepting-in-
- dividugl differences) is a thod of attaining feelings of
worthw ileness. 7 - : ‘

4

2. Feelings of Worthwhileness: The students will understaud thei
own feelings of worthwhileness. . .

Theastudents are able to: %

Y] ‘ ‘ : :Q .

*describe  genéral feelings of worthwhileness.

\
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/4 . . ’

‘provide examples of ways to attain and maintsin these feelings ”
of uorthwhileness :

v

~"describe their own feelings of worthwhileness ;

\ - ‘°provide exsmples of ways they have attained and msin-'
: tsinet’ ;these feelings of worthwhileness.

H. Self Velidatinn: Contrdl Over Self and: Environment

The students will be able to recognize that they can exer sd{:ome
control over themselves and their environment. f Q/

.. #1. Pactors of Controlling Self ‘and Environment: The atggents will
v be awgre of factors. involved in the process of controlling -
'themselves and their environment.' v S

> 3

The students are able to: - - ‘v " v-

'recognize the,following relationship. -wheh an action océLrs,'\i
the sfzdent "thipks" and "feels™ about that setion, then .the ¢
i studegmt gives his responseé. The-logic of a person's responiz/yn-
%' . is dependent upoi} the logic of his thinking and feelings :
;5 . -about the initial action. If the student- wishes to change
¥ ' his type of responsetto an action, then he will have to
. change his. belief (thinking and feelings) about that action.
. *(See A Guide to Rationdl- Living by Ellis and Harper. )

-

‘ recognize that cbntrolling their attitudes.and thinking process
? . 1s a msjor fsctor involved in having some cofitrol over themselves.~

o

I. Self Validation:. Individual Differences - . s

The students will be-sble to ‘demofist raee, ag understanding that all
individuals, including themselves, have dif rent and varying per-

- sonal charac ‘teristics and abilities which diktinguigh them from one
another, enj that certain of these characteristics d abilities :

may ‘change from time to time. . . 3
) - . ‘ - &

P ~

- 341 -



#1. Changes in Behaviors and Abilities: The students will under-
stand the changeg that occur in characteristic behaviors and
abilitieés of self and/or others over time.

-

The students a:& able to: ' ) :

Cia ‘ ‘define the,term '"characteristic behavior patterns“ as tfie
waya a pe"on usually acts.

e ‘list characteristic behavior patterns of others at several
stages; such as birth, age two, etc.\ ' X
V4

+1list present characteristic behavior p&tterns of ‘others.
. 14
mpare and cdntrast past and pnesent behavior P _terns df
others. \ o . /ﬁf v
ain changes in physical and intellectual development
' in terms of time, needs, and interests.

£
L4

-list their oym charac;eris;ic behaviéor patterns at’ several‘
stages, such as birth, age.two, etc.

*1list their own present characteristic behavior phpferns.

* compare t:Sr own pqst and present behav or/patterns. §\ Ve
, S

changes/in their own physical and intellectual .

','explain t
development in terms of time, needs,, and interests.
\ . ) ’ -
Ty
i o
-
v N -
»
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) DOMAIN: - WORK-AND ‘E SKILLS ’

o : ‘ : . s
A. bailz Living: Conaungsﬁills .
- |
The students will be &ble tq—identify congumer skills that are used

, in daily'living._ S o _ ,

\ . - ¢
#1. _Consumer Skills .Us d Needed by Different Groups: The ‘
. students will understand the various consumér skills that are
used and fkeded by different consumer groups.

The students are gble to: ’ . -

U ~ -
'idontify sevgxal sroung of consumérs. '
. *61 e., children, adults, women, * grandparents, tEenagers,

- bo etc. ) ' .
;j{if. N ﬁf, )
O "*identify consumer sk111é needed by each group such as dis-
tinguishing between necessities and- non-necessities, and.

recognizing the influences of advertising.

texplain the difference between.the skills needed by different
groups. . :

‘identify consumer aids such as guarantees, warantees, and
consumer resources (literature, organizations, laws, etc.)

B. Daily Living: School Relevanqy o )

S .
— The students will be able to identify the relevancy of school subject
matter and other school experiences to community, home, leisure,’

and occupationsg. 3 ,
P ’ o N

-

- .. ) | . ,
1 1. Schhaol Experiences: The students will be aware of the school},
agjﬂ&mic and social areas at their grade level.

x Jthe students are able to: | - %

*1ist the school academic experiences they éncounter at
their grade level. ¢ : =y

-



., - : -
.lfét the achool social® eEperiences they encounter at their

grade level.
‘ }
/5 #2. School Relates to.the Worker: The students will understand how
school academic and-social areas relate to the role of wnrker '
on the job. 3 .

The students are able to: '
‘ioentify a worker role.
;list various activities of the worker on E%b job. :
5re1ate.echool academic areas‘tolworhet:activities. |

".*relate school; social areas to worker’aktivities.

~ * 3. School Relates to the Leisure Participant: The students will
understand how school academic and social areas relate-to the .
1eisure participant. _ : \; -~
B The students are able tos * - f$‘. T
. o P ) O N . R .
’ A . v 3 . . “
(\\_ ) *identify a leisure participant role.’ . b

o *(i.e., golfer,~diver, hunter, etc.)

: } *list v%riou:;; Fivities of the leisure part cipant.

1
rx ~

relate school academic.. areas/to the activities of the
leisure participant. .

LY

'relate school social areae tl the actlviti s of the leisure
participant. :

»

a8 A 3
> — :
..Ce 'ﬂgsk Responsi%ili y/Employability. Dependen;y, sk Accomplishment

The students w be able to recognize that others depend_on them
. in helping pepform a task and will be ablg to identify situations
in which'p@eple depend on each other to“ﬁir orm certain tasks.
5 i
w . J’( K

#1. Situations Where. People Are Dependent: The students will under-

. i
o , . i
gy - .
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stand situationa where paople are dependent upon each other to
: accompliah a task. .
- )

. The students are abla to'

*give examplel of situations where they work with others
io accomplish. a task.

ive examples of aituations where othera depend on them. to -
accomplish a task. :

—
give,examplea of situations where they depend n othera to
accompliph a taak. -

-gi‘E examplee of situationa where people wor together.

*give examples of eﬁtuationa where people. are dependent on
~ éach.other. . ' i

co 9

. ' ) _ “ 2 !
) Task Reaponaibilitz[ggplozabilitx Value from‘Taaks Well Done

/ The auudenta will be able to\\Ecognize the value (personal rewards)
which comes from a task well done. ;

N e _ - “ . { /

#l. Personal Rewards: The students will understgid the personal -
rewards available when a task is done well. ~—

h

The students are able to:
\ -explain why and how external criteria (someone else's
;‘\*’/( standards) determine if a task is well done.

*provide exampies of extrinsic rewards availabte for those
who do a task well.

‘recognize _ that most extrinsic rewards are dependent upon
external criteria for task accomplishment.

. .
o
el .

‘explain why and how internal;criteria (personal standards) - )
determine if a task is well done. .

*provide eiamples of intrinsic rewards available for those
who do a task well.

Y



4 . . .
‘recognize that most intrinsic rewards are dependent upon one's'_
- inteWnal criteria fdr task accompdishment.

e ¥ 4

- 7 . : ‘/A. '
E. Task Responsibili;x/Eqpquability:v Putpose and Steps of a Task

)
. The students will be able to recogirize that tasks have a %prpose
’ and that steps are followed in. completing a task.

¥ .

- B\ N > .
#1.” Processes and’Steps of Tagk jAccomplishment: - The studeuts will
;45( , understand: the major Pr cesses and the steps involved in task

accomplishment v _ :
. . .
The st&hents are ‘ablef'tp: ’

-give their own examples of the processes and steps involved in
thask accomplishment:
specify a task
explain the steps involved in planning for that task.
explain about the "doing" portion of the task.
explain about the steps involved in-evaluating their )
‘task accomplishment.

, explain about the stepé'involved in 'redoing" the(gask
. ) : if- nec}ssary

S | ' . ’-QQ-

F. Task Responsibiligy/EmployabilityfPersénal Characteristics and Job
Fields <

i

W

wn

. =3
\ . ) .

. The students will be able to recognize certain personal characteri ics
,that are related to job fields. fF

~

#1. <Characteristics Relate to Jobs: The students will understand -
- how some personal characteristics relate to job fields.

/ . 4
\ The students ard able to: : ) .
-identify job' fields and clusters. .

-idehtify personal characteristics in terms of behavior
™ - and 1likes/dislikes. :




L 4 N N _ .
- -expiain why certain personal cha:aétgrigﬁics‘might go ‘ a .
. with_one cluster and not another. T s -

*(i.e., The charaéteristic,liking to*bewwiﬁh people’goés T
with Personal Service and not with Construction.)

[ 4 ’ .

. 2. Characteristics and Job Choices: The students. will be avare of
the importance of the relationship between personal_phgracterf?t

.

tics and job choice. N P : s -
‘ _ ‘ o ‘ o . )
" When givén_é situation, such as a story or interyiéw, the ’ y
students are able to: . Ve b ® (

‘regognize the éonsequencqs of personal characteristics
not matching job choice. ' R

PY -récognize the consequences of personal characteristics

°

matching job choice. s

5. Work and Leisure Environments: Hork and Leisure Activities
——==1C e’ sure tnvironments:

The students will be able to distinguish betweenl work and leisure
- . time activitiesy : o : :

’
.

“a

#1. Similarities and'Differénces:\f;ﬁz\atudenfs wilimunder“and >

‘ the similarities' and differences between wdrk and leisure time
‘activities. : - , , . i
. . ‘ ,
The students arelabI%.to: ’ ~ :
A

-define work activities,
= .define leisure activities. ’ L
“give examples of work activities. . y (o

*glve examples o;’leisure activities.

+ Work and Leisure Environments: Respect for Work Well Done




The students will be able to recognize {hat respect
others for the contributions they make in their vari:
when their work is well done, regardless of its natur

#1." Purpose Of Work Roles: The students will—understand the
‘purposes of various work roles.

Th?,students are able to: = AR
o 4 _ S
*list various work roles.

¢ > . T, . .
>“v - .'glve examples of the pﬁfpcsé‘ of variou& rbles.

. Respect for Any Work Done We le The students will understand
that respect is due to- others for work that is well done,
regardless of the nature of that work . v

- >

lhe students are able~to'
¢ +1list work: roled‘that are appealing‘go them. . s
-list work roles that are not appealing to them. |
give examples of appealing work that 1is done well. 4
e *give examples of unappealing work that is~fope well.

~explain why respect is due. for work well@done 4 appealing

a or not. y
. : \\i }
L5 - *recognize reasons why redpect is sometimes not given, or
work well done,

*(i.e., low social status, unappealing, purpose seen as*
insignificant, etc,) . .

-~

7/

I. Work aéd Leisure Environments: All People Work

1

The;students will be able tp recognize that all people perform some .
e type of work, .

¢

1. Work‘Roles and Activities: The students will understand various
work roles and activities pefformed by others.

N «", & ‘ w 4 _\‘ . ' . ...
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e

L The students are able to:- o . >

*identify the work roles and the activities of some_ adults,

/
L
{

by

*identify non-work roles jand activigtes, -
*(i.e., citizen, leisure participant, «amily sember)

*give examples of work oles and activitieg performed by
~ others. . ’

¢

J. Work and Leisure Environments: Work Roles Change/Multiple Roles”

The stpde ts will be able to recognize that work roles may change
during one's career or that a worker may have multiple roles at the
same time. S ) :

l. Work Roles.and Activiti&s: The students will understand
- various work rples and activities performed by others.
*(This 1s iden‘&cal to Goal I ~ Objective "‘#1.)

N

T The students are able to: \ i
5 "\
] ) 'idenf{fy the work roles and the hctivitie%}%f some adults.

'identify non-work roles and activities.
*(1.e., citizen, leisure participant, family member)

]

‘give examples of the work rcles and the activities per-
formed by others.

J!’.

A

#2. Multiple Roles: The students will be aware that a worker may
have multiple roles at the same time.

-

; ~ The students are able to: FEsN
*1list workers and their activities.

=5
*list the different work roles of ajparticular worker.

~

*list different roies, other than work roles, of that same
worker.

‘recognize that a worker can have multiple roles at the same time.




K. - Wori'and Leisure Environments: Interests and Abilities RelatekToj
Job Clusters o Y . . -

-

'The students will bepable to recognize thgt there are families \\Lﬂ/
(clusters) of jobs which relate to one another and that one's -
interests and abilities can relate to several jobs as,a result.

1. Interests And Abilities Relate To Clustefs: The students will
understand how interests and abilities relate to job clusters.

The students. are able to:
3 J

»

*describe the U.S.O.E;'é}aSSichation System. .
N ‘ \

B e Sag o U.S5.0.E. Classification System
ﬁ— j‘\\\_: Ay, ey 73 ‘A,.,’;, ST ins | .
Divisions : -Clusters
; e
Service Group Consumer Education and Homemaking
Publi¢ Services
?ersonal Services
Hospitality and Recreation
> ~‘ }
Business Group 4 Business :and Office
Manufacturing
. Marketing and Distribution
| - Trafhdgportation !
Constrpction
N .
Science (roup Health
' Environmental Contro¥
Agri-business and Natural Resources
Marine Science
v ;
Vi a 5
EON
Capmunication Group 2 Communications and Media
. k Fine Arts and Humanities
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- - : : &
‘list the interests of people who hold joba in varioua
- clusters.

u ‘list the abilities of people who hold joba‘various ' ‘gh '
clusters. |

égilain why people with certain interests and/or
abilitiea might choose a job in a particular cluster.

1

/ ~ : ¢ . »
#2. Interests and Abllities Relate to Several Jobs: The students
will be aware that interests and abilities can relate to

several job

S

‘The‘studenta are able to:

= - ‘when given an example of-errinterest, list thoqe jobs that
S% might satisfy that interest.
| dhen given an example of an ability, 1ist those jobs that i
might use that ability &
\ ‘ S Ym* !
» ? T - ‘
A\

M,



4

’ N . “}DOMAIN: 'LIFE CAREER PLANNING A | f

A. Planning Skills: 'Agtitudes and Values Affect Decisions, Actions,
*and Life Styles : '

The students will be able to recognize that attitudes and values
affect decisions, acttons, and life styles.

Q 1. Life étylggz The students will be aware of v;rious life styléh.
The students are able to{\ |
'dgfihe life style.
\ ) © ‘1list various life styles.
-identify 1life styles from example #gituations.
“ #2. Attitudes and Values Affect.Decisions and Life Styles: The

“students will be aware of how attitudes and values affect
decisions and life styles.

The students are able to:
‘recognize thefrelggdonship between decisions and life styles.

-define attitude. A
*(attitude: way of thinking, acting biﬂfeelingxg

-recognize that attitudes affect decisions.

-define values.

. *(values are based on three processes: choosing freely from
alternatives after consideration of the consequences, prizing
or being happy with the choice and being willing to affirm
that choice publicly, and acting or doing something with
that choice.)

‘recognize that values affect decisions.

‘rTecognize that attitudes affect life styles.

‘recognize that values affect life styles.
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’identify(decisions that Are‘influﬁncggﬁgy attitudes.

‘identify decisions that are influenced by vﬁides;ﬁ,_

‘identify life styles that are influenced by attitudes.

‘identify 1ife styles that are influenced by values.

v

AN

Planning Skills: Decisions Made by Self and Others

The students will be able to recognize that they make decisions and"
that their lives are ihfluenced by decisions made by themselves
- and by others. ' S T B

1. Students Lives' Are Influenced by Their Decisions: The
students will be aware of how their lives haverbeen, are, and
will be, influenced by the decisions they make. !

The students are able to:
*identify a major personal decision they made in the past.

‘examine the short range and long range effects of that
decision.

) .
‘identify a major personal decision they are in the process
of making. !

‘examine the possible short range and long range effects
of that decision. g

-identify a major personal decision that might be made in
the future. (

*speculate and emamine the possible short range and long
range effects of that decision.

/

o

i2. Students' Lives Are Influenced by Others' Decisions: The
‘ students will be aware of how their lives are influenced by
decisions e by others.

The students are able to:
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‘identify decisions made by parents that influence their
'1ives. ; ' ’
'describe how these decisions made by,parents_influence
their lives.

4 "1dentify decisions made by teachers that influence their
lives. L
*describe how those decisions made by teachers influence
their lives. :

*identify decisions made by the peer-group that influence
theif -ldves. . o e e

‘describe how those decisions made by the peer-group
influence their lives.

'identify decisions made b§ government that influence their
lives.

*describe how those decis%ons made by government influence
their lives. ' |

¢

A '
C. Planning Skills: Alternative Decision-Making Courses
R

’ r
The students will b2 able to recognize that there can be alter-
native decision-making courses, with differing consequences.

“ 1. Alternative Decision—MakingﬁCourses And Consequences: The
students will understand the relationship between alternative
decision-making courses and consequences.

~ The Students are able to:
*define the word alternative in terms of decision-making.
o3

‘define consequences.

‘provide an example of a decision made concerning a specific
problem.

*identify alternaine decisions that could be made for the
same problem.

- 354 -

362




. »
> .consider the consequernges of each alternative decision that

e could be made for the pame problem.
> . : .
' +explain about the relat onship that exists between alternative
decision-making courses \and €onsequences.
3 ’ ’ * J @
2. Choices Within Decision-Makiing Courses: The students will ™
understand abouf the choicef within decision—making courses
ang their differing consequehges.
d .The students are able to: .
Pt o S N A T = .. e - - I"
% *identify a decision-making course. Cj,) ‘
*(1. -e., a series of deetBions relating to the same area
such as career choife, choice of musical ifistrument to
study, choice of f endship group, etc.)
*list the decisigﬁg made in that decision-making course.
«identify alterthive decisions to those decisions that & \\\
were listed. /
.examine the differing consequénces of those alternative
decisions. L
g : .
*define choice. ¥
‘give an example of a choice and explain what makes it a
choice.
a ‘

*explain about a personal decisioanaking course, the
choices within that course, and vg;ying consequences of
the choices. 7

D. Planning Skills: Planning vs. Trial and Error ;

Tﬁg students will be able to recognize that "plahning" leads td
more effective performance than does chance or "trial and error"
approach to a task. . , ' ]

#1. Planning Is More Effective Than Trial and Error: The students
will understand that the planning process is8 a more effective
approach for task accomplishment than trial and error.
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The students are able to:

*define effectiveness in terms of efficiency, time resources,

money reésources, completed product or outcome, and quality

of product or outcome. .

L 1

///>°compare and contrast the effectiveness of the planning process
with the'effectiveness of trial and error.

5
\

2

‘expléid\why the planning approach is more effect¥ve than
the trial and error approach to a task. _ .
v :

4

- -
E. Educational EnvironﬁEﬁt:Q\Demonstrating Effective Study d

Learning Skills
\\\ ) \
The students will be able to\aemonstrate effective study and
leagring skills. v \
\
#

1. Study Systems: The students will beksware of how their study
skills combine to form a studydsystem.

The stullents are able to: s

N

‘define study system. .
& " L,

*1d fy the factors that are involved in a study systert.
*(1.e., SQR3— surveying + questioning + reading + writing + '

reciting)
. [/
/r’ "\ identify the sk¥Tls needed in a-study system.
Lok Fidentify their own effective skills.

>
. ‘recognize how their own effective skilfsjincofgorate 1st
a personal study system. !

N #2. Irportance ofm Effective Study System: The students will
understand”’ the®hportance of developing their own effective
study system. ‘ R ¥

» -

. " The students are able to:’ {

ﬁ&‘ ‘define an effective.study system. <

Rt



‘recognize the consequences of a consistent and effective

study system, \
*recognize the cbnsequence; of having no consistent, effective
study system, .

+examiné their own study system. -

*compare their own study system to their definition of an
effective study sysatem. S

-identify those skills, if any, @pich need to be changed to
make their system more effective. '

o

F. [Educational Environment: Using Listening and Speaking Skills

The students will be able to employ listening and speaking skills
that allow for involvement in classroom discussions and activities.

\ ¥

1. ApplIcations of Listening Skills: The students will under-
stand the applications of listening skills and how] to use them

in the classroomn. . j %
/ 4
/,The students are able to: r v
% Provide examples of the use of attemsiveness as a listening
(/; ‘ skill. % ’ i\\

*use attentiﬁeness as a listeging‘gkill in the clagsroom.
\ AY

‘provide examples of timing (knowing Qhen to liste nd

when to speak) as a listening skill.

'use timing (knowing when to listen and when to speak) in
the classroom. . o

NN _ \
‘provide examples where listening for the content of the
speaker's message proves to be a helpful sgkill.

in the classroom. N

»

‘use listening for the content of the spiikerfs message

Jﬁprovidéfekamples where listening to remember proves to be
" a helpful ‘skill;
’ e




i

. A

2.

- ’ b .
‘use listening to remember itk classroom. !

provide examples where listening for the speak;l 8 feeling
and hidden messages proves to be a helpful ski

*use listening for feeling anJ hidden messages‘in the classroom.

‘define a feeling response.

¥  %(reference: Dr. Robert Carkhoff: Helping And Human

Relations, Volume 1 and 2.)
‘recognize from examples various feeling responses.
‘use feeling responses in_pﬁg”plassroom,

‘define and recognize I-messages.
*(reference: Dr. Thomas Gordon: P.E.T.)

‘use I-+messages in the classroom.

i
Application of Speaking Skills: The students will understand
he applications of speaking skills and how to use-them in the
classroom.

The Students are able to:

> .
‘recognize® that different syéaking sl{ills are needed for
one-to-one situations and for group ; ituations

*explain how preliminary skills that abe necessary before
- actual verbalization apply in a  one-to-oné situyation.

B

*(i.e., getting attention, taking\turns ﬁﬁ speak, —responding‘ -*

when spoken to, etc.) .
!"
-explain how preliminary skills that are necessary before ‘ .
ac¢tual verbalization apply in group situations. '

'explain how speaking distinctly applies in a one—to one
situation. . ‘
S

‘explain how speaking distinctly applies in group situatfons
4

‘explain how speaking with an adequate voice level applies Xn
a one-to-one situation. '
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*explain how speaking with an adequate voice level applies
in group situations. .

‘explain how responding appropria;ely applies in a one-to-one
situation. .

*explain how responding appropriately applies in group
situa;ions.

-explain how contributing -to the topic at hanq applies in
a one-torone situation.

"ﬂfexplain.how contributing to the topic at hand. Applies o
group situations. .

sexplain how respodding about feeling applies in a one-to-
one situation.

*iFlustrate the rious methods of responding about feelings
in a one-to-one situation. ot
»(1. e., feeling redponses see Carkhoff I-messages see Gordon)

“\

; Educational Environmen Ev lua ingﬁAbiliAy; Progress anf Methods .

of Improvement

//The students will he éﬁle 5§ realistically evaluate ability, - ’ﬁ

progress:, ‘and methods of i

rovement in various sdbject areas.

- @ . R
#1. Applying Methogs of Evalﬁation Thé students will®understand
how te apply. variou&ﬁethods of evaluation in determining
ability, progress, and the effectiveness of methods of e
rovement in various subject areas. & B
' , . . <« ’ .
The students are able te: -
‘select a subject area topic“

;.4 \ ’ ' 'ﬂ
pretest (evaluate) fhemselves to understand their. initial
ability'or level of kngwledge. S s
ﬂpreform the assignment/(s). e
*test (evaluate) their progress concerning the subject area
topic.

W ,
-\ !

(&% ’ ’ '




'perform (orvredo) the assignments.

3

fést (e luate) their total progress at the end :
P
\L/ ‘determine f/ a method of improvement 1s needed’ﬂ

d - construct and follow through with the method of improvement.
| '
~ ‘test (evaluate) for further- progress “to determine whether
{ or not the method of improvement was effective.

\
’

H. Self Understanding . Individual Abilities Aid in Task Accomplishments

»
e ghe students will be able\ to recognize how individpal"‘abilities aid 7 .
" 1in accomplishing different tasks. . . :

7 #1. Abdlity Differences Contribute To Task Completion: The students

. “will understand how individual ability differences contribute o

’ to the completion of specific tasks. AT
The students are able to: / : ' N\

a : » s ,

:define ability ) :
[ 'gjability the power or skill to do some special thing 5 A

describe how individual abilities differ. , ({j . .
. A R

5 *examg&es of a speciftE task in a project. S *

cf ! ,
Eeoégni hich abilities contribute best to the completion
of/speci c basks and to tbe project as a whole.

;i N ¥ ~
lIi Self Understanding: \Learning in Life Situations

The students will be able to recognize that learning occurs in all —
types of life s ‘uations. . . :

TN ' '
,l: Th:\zzafhing ﬁggfess%' The students will understand the learning

_ﬂrf procdss. S _ C ’ )/f
©,  The students re able to: . ,%
) « i
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2 ‘recognize that\ in:l:tial exposure (through experience,

. reading, listening, mndeling, etc.) 1is part of the . ° :
learning process.: : S ‘ " A

. - N A . . .
T, -provide examples where initigflexposure'has been part of Aﬁng
their learning process. R .
P . i ' '" . ’
 erecognize that" repetition exposure 1is pa)t of the- » i
learning process. W a. o,

-provide examples where repetiélnl of exposure has been
P na’nt Q£ ':fmir h‘m mess. T T e T TR T T L s T Z;Tf SRR A AL A

process.
, e\ ~

-provides‘examples where responding hasg’ KHeen p r%cof their

learning’ proo\ss. [

terndl) 1is

? nart\f'

. . N . « .
&Lyl.earning In Otheit Lives: The students)will be aware rof ‘ .
thetlearning that takes place in the 11 situations of others.
- =

‘ /éig; students are able-to: . N ey

-recognize that' r inforceme;\\(interna
part of the lea ing Processy '

"
- -, +provide examples where reinf
their learning process, -

[ l

-examine various life situations of others . ‘ \

/ ‘
identify whére and what Iearning took place in those- life ~
situations of others.

VAN
. : S
\T ' . * . 'i
. ¢ . . g

J. Self Understanding: Clarifying and Expanding Interests and-
Capabilities 4%

L . / . h . -
~ AT | \ !

v

priziﬁt the valug/éf clarifying
capablilities.

ooy

‘"The students will be able
and expa7diné5their interests

\ : - ’ )
\nﬁ 1@; \“\
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3 x}anding Interests and Capabilit {€s: - The students will be’

. ) ayére of how interests and caphbilities can be expande%;
(l\ ” 1
The students are able to: ' ,‘. ‘ ' e L
. ‘ 3 G \\\ e T R
-define interest. e . "Cé ‘ .
_ -recoénize that interests can'be expanded.through experiihce. i
a -~ - - . ' ) 1 L DN ; ‘. -
s . *recognize that interest can'ge Expanded through prosufe.
- o . S C
" -define capability. - ’

: 'recognize that capabilities can be expanded throughihxposure.‘m}'

'recognize that capabilities ¢an be expanded through practice.

| , Nl e

2. Consequences of Expanding Interests and Capabilities: The
] ©. gtudents will be aware of  the consequences of expanding
. N _interests and capabilities. ) s . .
N ’ S .
- ¢ .\ S . i , } d
| - ~ The students are able, t%f ' - Lok
. r uidentify ah expanded(interest‘in thelir lives.i ) S g,
- 4 . = ] - ¢ ? . . ‘

- examine the consequences (botﬁ internalvand external) of

_that expanded in erest. % e P <. i
identiﬁy an expa ed capab ty in their ives.-f o \ _{ %\
I

A9 : .
i v

. ) - -examine the co Sequences (both “In nal<and external) of’
I that expanded apability. !

> . : ‘//[ i } —
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