h a \H . - N ) . .‘7' V .
>» .AA\B T
C " DOCUMERT RESUNE . ™ !

. .
~ »

2D 118 528 ' 7 SP .009 612 .
AUTHOR Hassey, Sara; Crosby, Jeanie ' v
TITLE Feeling Around in the Dark; 1 Gnlde uo Psycholpglcal
curricula. Draft. Paper ¥o. 114,
INSTITUTION - Hew England Program 1n Teacher Ea&cation,,Durham,
N. H. . . -
PUB DATE Bar 75 - . .
ROTE "114p.

AVAILABLE FEOH ©Nevw England Progral in Teacher Education, Pettee ‘
: Brook Offices, Durham, New HampsShire 03824

¢ ($12.50) , ;.
EDRS PRICE ' ¥P-$0.83 HC-$6.01 Plus Postage
sDESCRIPTORS Bibliographies; *Children; *Curriculum; *Curriculuna
Guides; Educational Objectives; *Humanistic
Education; *Psychological Needs; Self Concept; Self
i Esteem; Teaching ¥ethods '
IDENTIFIERS - *Self Knowledge .
ABSTRACT '

The document discusses the significance «of )
psychological curricula, presents. outlines of several specific =
curricula which can be purchased, and raises and answers gquestions

about why it is 1nporuant for children to part1c1pate in classes-in

which they can examine their feelings and their images of thehselves

and others. I+ is staged that the modern trends is awvay from an

education which only provides cognitive knowledge and toward )

education which develops the ¢hild's self-knofiedge and capacity to .
think creativity and analytically and encourages the child to feel
self-esteem. A bibliography‘provides information on where ‘to -wkfite -
for spec1f1c curriculum packages, what materials are included,.what .
‘Sp fic kinds of activities are used, and advantages and .

disadvantaged of dlfferent, vldely-used programs. The document's -
title, "Feeling Xround in the Dark," is meant to imply that the v .
affective areas of education are still only vaguely understood, but
that it is important to make an effort®at finding out how a

homanistic education can best relate to the psychologlcal needs of" .
) learners. (CD) . v . - -

’ ' .

***********************************************************************
* Documents acquired by ERIC include many informal unpubllshed *
* materials not available froe other sources. ERIC.makes every «effort *
* to obtain the best copy available. Hevertheless,-items of ‘marginal *
* reproducibility are often encountered and this affects the quality =*
% of the microfiche and hardcopy reproductions ERIC makes available *
* yia the ERIC Document Reproduction Service (EDRS). EDPFS is not *
* responsible .for the guality of the original document. Reproductions *
* *
* *

supplied by EZDRS are the best that can be made ‘froam ,the original.-
****************************#**********************t*****************

———




- - CEPARTMENTOF MEA TH - A
EC.CAT CNE WE FARE ; -7
NIT DNAL NST TUTE OF 4

EDLCAT ON

P

ey

Tfor— s e

E ’ o " X Progrn in Tucher Educat:lon
e . ‘!e]:tee Brook Offices, Surhas, N. H, .-

RO A i ext providea by eric [N . .
e e

S -




. “ * ° / .
A
! f i . ’ ]
A’ .
/
/’ . é\
bl . . - ,
; ‘_‘/'\/ (\' ) L
1 , 2 . ) L
. - SFEELING AROUND IN THE DARK .
.
\ : - A Gui\de To Psychological Curricula . /.
¢ * - S
- . . - ’
’ Sara Massey and Jeanie Crosby '
” - -
N « R : ¢ ]
» .— . ‘ ) - - :
. ! .
i3 -~ <
. - . - s * .
. <
~ " . o«
. - ) ¢ 4 s I
» [ c o, . . ' ,\j,
. N . ~ [ , . 'k L . g
- . . ’ ’ .- ’ - '
: ' ¢, Sara Massey and 'Jeagie Crosby 1973 *° « ——
. - -t All Rights Reserved - .
' . ’ . : 1 - .
‘ » . o 7 ° i i .
. P . ° ©
L ‘ .' - . -L{arqh; 1975 - M
) . . . . : . i ¢ . . B . :
S - SR . - ADraftt) - . Lo -
' \l’ ’ ' : 3 . N
\)4 ] . ‘_ . ° ’ ’ . i ,- T e . . I
ERIC © - T L e
’ L ' ¢ |

- . . -




PREFACE .

FOREWORD

Chapter

b4

1

.

.

/

P /
s ’
. Definition and Descrlptlon of Psychologlcal

Curricula .
Bibliography .

Summaries of Teans&chbéggical,Cuiricula .
: d

DUSO (Deveioping Un standing of Self
2Rd Others) . . . .4 . . . e

Inside/Out . ... oL : ;

Focus on Self- Development "
Human Development Program . . . .
Achievement Motivation ;
Values Clarification . . . . .7.
. Dimensions of Personality '
Education for Student Corcerns

Becoming:' A Course in Human Régatlons

Exploring Childhood . . .
Guidelines: for Choosij Psycholo ical
Curricula . [: Y e e e

e “

/
Teacher Designed Psychologlcal\EMrrlcula .

Self-Designed Psycholegical Curricula

Rationale for Use of Psychological
Curricula’. . . . . . . .. /" .

Issues in the Use of Psycholggical
Curricula . . . / .

Conclusion e e e e

fvx
~- !

APPENDICES . . « o o o o v o e e e e e e e

O

iii




i

-

L4

0

psychological curricula.

v , ’ e L

PREFACE L e
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‘Now is the "feeling a.round in’ the'darki' pha.se'of

We ﬁnow the rﬁbm is full of sthff

'but only the p1eces nearest the door and w1ndows are clearly -

outlined. We grope in the dark w1th our hands out in hopes\af

touching something and know1ng.what it is. Our steps- are short

[3

and slew, but now and then someone gng?s onto somethlng he -

th1nks is important and gives a yell. He may have stumbled

into *Ya comfortable couch or stubbed his toe Qn‘grandfather s \
. R » LS

rocking chair, but this guide imdicates that some people's eyes
are adjusting to the dari and are beginning to give directions

to ‘help the rest of us as we seek to undersband‘the recent de-

4 N -

. - . .
velopment of psychological curricula for learning about self

.o .
in the classroom. ; N
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= > .. 'This guide and the psychological curricula it
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. I ‘ . o “ . LY ¢ 4 . * . .
‘ .dedcribés are based on the beliefs that: - ,. .
1 ~ . " hd - . - 1 n - .
<& oo ! . . ‘. R ¢ . . "b
e, ¢ 1. .. Students who knmow and understand -
. - : . théniselves are most able to work .-
N ' ) S { and play in their worldwn‘ v
» . -4 . . , , .
- 2. Teachers who know and understand
, . . . + most about themselves AND who .
. ’ L N have sharp interpersonal.skills .
’ e ! are most able to helkp students
P . - know and urflerstand thewselves. .
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. « .o .+ CHAPTER ONE .,
DEFINITION AND DESCRIPFION OF, DSYCHOLQGICAL CURRICULA . :
. . . < ' . o 'vg . . . -
C . x N A Be11ef in the 1mportance of self knowle?ge%}s not new,

vSophocles, Shakespeare and Henry James show US the tragedy that

‘\\(( ;,.'* e N
.lack of self—knowledge canﬂbrlng.w*Ihe 1nd1v1duai s_exploratlon

of himself is the basis fbrfmuch of 20th century painting, writ-

- .

ing, sqienceﬂ and history, but that exploration rarely reached i\\f*ﬁg '
. -~ ’ ) . - \
into public schools. Professors and psychologlsts have long

“v known that the ”search for self" was part’of what m%ght be &x- .

pected to happen during a student's colleglate career However
) %o one taught "Semlnar in Selfm. Understandlng oneself ‘was Just
Tao g01ng to occur. T R ) ' (
' . Now note these tltles from the educatlonal component a

~°

3

1

L. “ . . ' . ‘ , ,
Personalized Education from Kindergarten to Ph,D S
Proaect CARE-Humanistic Education in a Massachusetts

, ~  Schopl System .

. ~ The Person of the Teacher in Process./ —
. <o 7 Confluent FEducdtian and Ability to Respond’ ", -
' - * ° - Relate: Arn Interpersonal Skills Instructlonal ' ;

Program for 4th Graders T

i . ‘ ’ The Many Faces of Humanistic Education: Report

of a Ford Foundation Study '
Development of Self-Knowledgel . :
- Somethlng 1s happening in educatlonJ A change is occur-
° )‘ -
ring. Such program offerlngs were not avallable even five years -~

. of a 1974 national conventlon. C \ ’ \‘ .

* N
Py ‘

4

. 1Assoc1atlon of Humanlstlc Psychology, Convention Program,
Augus’tﬂ 1974, New Orleans, LA. . _ ‘e

, .
A} -~ N
» [} v
. 1 8 . SN
: . )
* -




. ago. No& teacbers and principals,‘in,addition to psycholOgists,

phflosophers, and professors are saying that children 1earn

best in a supportlve, encouraglng env1ronment which addresses
. . I
- the whole chlld in the gngoing prdcess of growth.

8
. . One new result of the second halfgof the 20th century'sv

.
¢ [ 1)
r

— . 1ntens1£1ed exploratlon of the "personalized,"-."humanistic,"

y 9 ' ”1hterpersonal " and "confluent” is the dellberate 1nclus1on of

@

N learnlng about self in the schools Learnrng”about self is of
1nterest to &1l of. us regardless of age. Developmentally, our

egocentrism- decreases w1th age, - ‘but. it never ceases to exist.

/Students are. now learning 'about themselves as schools serlously
5

adopt psychofoglcal goals. Even thobgh many schools have always

]

®
LIES4

tematlc or consclous process to reach those goals Once agajf it

was just suppose to happen for students.- Now something ;s being

&

*

done about that. The use of psychological curricgia;éa conscious,

» .

systematlc way of 1nc1ud1ng psycholovlcal goals 1?/th ~classroom.

Psychologlcal currlcula are sometimes called ”affectlve"

-

curr1cula because of the emphas1s on the emotiodn d1meﬁé1on of

> students' learnlngs'about themselves., We Qrefer the more 1nclu—
: ’:
d sive term, psychological- currlcuia, in . wh1ch emotlons are one of

" the dimensions of. students' self—learnlngs. "Humanlstlc”,ls ano-

]

ther term frequently used in referring to these curricula. This

work is used variously to‘refer tp,a.set of beliefs, an environ-

s - B
ment, a series of behaviors, attitudes or values,- Or a.philosophy

%

w

o of 1earn1ng, it- does not prov1de clarity for descrlblng these

- ~curtricula.

stated psychoIogical-goals for their students, they had no sys- ° .

-

o
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\ - ’ » : 3 .
Each curriculum described here is a set’bfgéeafﬁing, -

P -
experiences, activities, arnd materials developed by author(s)

around a particular theory or rationale leadlng toward a set of

v

expected outcomes or psychologlcal goals Althp gh these cu}rlc—'
ula differ widely in Q“thness of des1gn, expllcjthess of goals *
and overall sophistication, they haye these oharapterlstlcs in
common : ' \ .

- »

1. They include psychological goals. x(Gosls.which

include learning abouyt motivation, behavior,
perception, self-concept)

2. ¢ They focus on the student 1earn1ng about him-
| . self. (Learning about group and social behavior
may be included, but generally as relates to the
‘feelings and behavior of the person)
a ¥

3. They .elicit information from students about.
. themselves. - (They rely on the immediate first

hand experience rather than third hand experl— ;5///

ence or. information from books) .

4. They emphasize the emotional aspect of students.
o) , (The student's .feelings about himself and his ¥
world are , priorities)

-~
v
»

5. They encourage the use of specific,interaction
skills by the teacher. (Some of the skills are
active liste?ing elici¢ing responses, reflect- .
ing) )

Ohe way %o clarify ps&chological curriculum, a new

'is to .compare it with a "psychology

. ‘\

course," an old experience‘for most of us. A course in psychol-

experience- for most of us;

ogy 1is the study of human A%hav1or. The students read textbooks
which present the theorles, the research, and the findings of

) . 3 \
expegis‘in the study of bethior. But. the goals and approaches

utilized in the curricula surveyed in the/following section, .
' . .
though they may eventually lead to an understanding Qf human -

80 . *

H v

s . .
. e g . N
‘9 7 - . .
v R . t
. g . f
.} ) , ) B .
e - - =t ‘ e e e i - . O U G Y,
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\ | : 4
' . . behavior; do not have thaf,as their primary focus Rather, the .
focus‘is the students) learning about and understandlng them-
se}ves, with a clear and d1st1nct emphas1s on learnlng about
their/gﬁot;ong. The study ot self may correlate with the psycho-
, logical,concepts ptesented’tn any’standard psychology coursé; but
t ' these.pspchological curricula use each student's exzf;iences and ’

’ S ;
\'. : . ’ ] . .‘ ) -« /

gg . point for learning. The approach is 1nduct1v% rather than/deduc— Vi
\ ' Lo '

ik\ tive. The inductiveé process begins with the specifics of each K

N ) . ; -
\%& ,knowledge, not the teacher's or the author's$, as th eginning /
)

4 person's life rather than talking about the un1versal concepts

j of behaV1or that apply to all men. A student may learn about his

/

problems with- a brother or s1ster by role playing and d1scuss1ng
.w: 3 "
. a- 51tuatlon from his own famlly rather than reading the chapter

on s1b11ng rivalry which brings, "Most people....‘

1
' The emphas1§,on feelings or the emotloqal dimension of
& '
student growth is important ‘in psychologlcal curricula. Feellngs il

.y -

, in the classroom exist on at least two leve}s: 1. The feelings
) "of’students as content to learn about, i:e.; "When I'am'an;ry, /5\¥
) ) I sweat, get red in the face, and say whatever pops into my héad.“,/ )
and, 2. The feelxngs of students as they naturally occur in the.s; C/
classroom throughout the day,v .e.; "I'm madi Sammy t;}pped& ‘ - ¥
. me. So.I hit nlmn" In the first example, students are involbedé

in a cognitive;process of learning about“affective»content which -

-

may be done in !’warietycof_excitiné %ays«actively engging the

* student's attention. In the second example, the student.is at

the moment eiperiencing an affectivé'ggocess; he is angry and %
-needs help, first in airing and expressing his emotions angl. then

n
1 -~ . A .

D PR % S




ula to situations as they ‘emerge. Boqh #re important and neceﬁ—

. - T ’ :
. . sary for a pérson .to function ,successfully. ..

1skills include active listenin

.. teacher who see%’"rapping with students about feelings" as & yay

.
L
M -
’ ) T .. 5
4 o ’

later reflectlng on what happgﬂeﬁ/and trylng to understand the

ot
«

s1tuat}on. The dlfference between the two s1tuatlons is llke
L J

the_difference between reading a drlvef's manual and dr1v1ng the
. » .

car, The oﬂtrlcula clearly 1nclude students learnlng about their

.
.
" .
¢ ¢ 1

“own feellngs; but the second example rests more on the teacher's

’ . v . ‘
. . PR .
. o n

ability to transfer skills and knowledgefutilizeq-in the curric-
Seem2nEs S .

- ‘o
v ) ! -

“
.. [

Y
Y

T “While any teacher can use the curricwla, there die skills'
! / - -
that can help you maximize .the effect of the curriculum. These
“\ . N * ‘ . -
(an awareness of not only what a

~ . N e ‘ * -

. s

person say but how it is _aid)*and elicitiing responses which .- !
N . @ /— ' AN " L4
encourage the person s thlnklng and qgflectlng Previously the ‘ .
-\
acquisition of these skllls has. beén readlly_available only toi
\‘ //‘v . v ”/ . ‘ »
counselors and psychologists. However, the teachgr in a daily

>

’relatlonshlp w1th ‘“twenty-five or one hundred twenty five students .

«l‘

. ’ !
can beneflt as well from learnlng théese skills now being taught

in tefcher educatlon classes, communlcatlon workshops and !

./. .
N

professional conferences ‘ R

7 " M ' .
.

/postures whlch can‘ work in & negative

-~

Thére are of course

] -

relatlonshlp to “the goals of/psychologlcal currlcula The teacher ///

who is on his "own trlp" will soon be found out by *students. The
. ‘ e ¢ '

[ \

1 3 )
‘to get his dwn ''warm fuzzles”\is exploiting students and probably

using their experiences to enrich his own meager emofignal'life.
. i -
4 ‘ N T “

A.discussion_acout valgss.can be the perfect place for the teacherc -

rd .
to promote hlS pwn values THese, flaws can and~do exist. There .
. . . - ‘ 1 % e 7
’ * ' ‘ v Q ' . * .




‘ . . . 6
4 - \., . . ~
. is no magic to insure perfection. As with any other curriculum,
. H . .
- you can stick to fgg;guide and probably do[”okay.” Or you can ‘.
. q . M B
master the basics and gradually add to your own skills that allow
you to improvise within the curriculum. Or you can exploit the )
' i'
goals and structures of.the curriculum and the gtudents’ trust .
and enthusiasm to fulfill your own needs.

Of course, there are routes ofher than psycholqgical

-

» curricula- for the deliberate inclusion of psychological éoals
I3

in the classroom. For example, the teacher could use a variety

of activities unrelated in rationale or in expected outcomes.
>

=
L)

Or a teacher can acquire attitudes and behaviors which make psycho-
A3 .
logical éoals an integral part of eagp activity im the day. WVe
\ \ a

have’ chosen tg discuss the route of psychological curricula K

because they are readily available to every teacher, generally

require little additional training, often leads.to change in . ’ -
teacher attitudes and behavior -- and because fzaaénxs enjoy

- ! 6 ’ »

. ‘them. , 4 . . - "

7
' There are now several psyghological curricula for éwery

. ) é
develgpmental level of students and any, style of teaching. Few

teachers, counselors, or administrators have the time to review ~
or to try out all these materials to arrive at fully informed
decisions about what is best for their particular students and

situation, whether it be buying a curriculum package or creating
’ ” -
their owp. .
’
‘ ‘ ) In this guide you will find descriptions of curriculum

¢

N units, activities, and books that are available. The listings
- ¢ .

are not all inclusive, but do ipclude those that have been most
. ’
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. psefuf to a broad range of students, teachers, and administrators.

_ — 24

* Another section provides information about how you might fit some

of these ideas and -activities into your own'§chool. Often we read
i . . ]
about what someone else has done and say 'well,'my school's not

like that% or‘"td use thaf would mean changing my whole style."

Here are some clues-for making your own choices among the pieces.

s

: After review and experience with thegse pieces, you may > like many

school people, decide that you want to try youf hand at the cre-

-~

ation of a psychological curriculum to fat the needs$ of students -
: and teachers of your -community. We have outlined one possible

hl

process for this design and listed some pieces you might want to

include in your curriculum.

But first is a list of books and aaterials for your use
and leafaing. There are no assigne dup%t;. 'Checﬁ.the ones you've
O - read or are famiiiar'with. Star (*) the onés you'd like to locate
and scribblé&out those you're sure caplt help ;bu. Yes, this is
a bibliography. This listing wi{l_enable you to see quickly the
pieces; the partsafthe Zomponents of'fhis r%pidly expanding di-

mfnsion;of education,

>,

[
b

i
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H. Maslow ™

-

Greer, Mary, and Bonnle Rublnsteln ¥il1ll the Real Teagher Please
. Stand Up? A Primer in Humanlsilc Education. acific Pali-
* " sades, California, Goodyear Publishing Co., . ,
Excérpts from Yooks and articlés whigh, afe applicable to
':psychologlcal curricula.

Hamlin Bekte* Awareness Experiences for Schgol Use. Dayton,
. Ohigf\?giéaum Publishing, 1975. ' i

gpr hglping youth become
ing, '

Activitl of a gestalt nature
more responsible and self-accep

Harmin, Merrill and Tom @regory, Teach&ng is. Chicago: Science
Resgarch Associates, Inc. 1974 v
Experiences and readings that h 1p you explore their own
teaching style. .

Harmin, Merriil, Howard earschenbau , and Sidney Simon, Clari-
fying Values Through SubJect/Matter Minneapolis, Minn.:
Winston Press, Inc., 1973. | :

An explanatlon of values cl rlflcatlon with ideas for use
- in'a variety of subJect mafter :

Hawley, Rgbert C.; and‘lsabel L/ Hawley, @ Handbook of Personal : —
Srowth Activities for Claksroom Usel Amherst, MA: *hducational -
Research Assoc., 1972. . ! .
Activities with rationa to promote personal and social i
growth. ‘ c : .

Hawley, Robert C., Human Valyes in the Classroom: Teaching for
Personal and Social Grpwth. Amherst, MA: Educational
Research Associates, 73.

An exposition of a sedquence of teaching concerns and ) \
related mpaterials to elp teachers move toward the. .
teaching ‘of human valfues.

o

Hawley. Robert C., Value Ekploration Through Role Playing.
New York: Hart Pub 'shlng,Co 1975.

Role play techniqued fo Junlor and senior high school .%@7 ®
students to clarify[thgir Qwn gglues <

e

Hiilman, Aaron, "Appendix
Course outlines an

New York: Praeger Publishers, 1975.
methods for confluent education. ‘

Hillman, Aaron, The Interrated Man:~ New York Praeger Publisher:

1975. ,
The theory and pragctice of oonfluent educatlon
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James, Uongeword, and Dorothy Muriel, Born to Win. Reading, MA:
i - N Addison-Wesley Publishing Co., 1971.
‘ Classroom activities based transactional analysis. ¢

Kirschenbaunm, Howard and Sidney Simon. Readings in Values
Clarification, Minneapolis, Minn.: Winston Press, 1974.

- ($5.95)

¢ Collection of 30 articles published on values clarification.

) {

- Lederman, Janet, ‘Anger and Rocking Chafr: Gestalt Awareness with .

\ : Children. ' New York: - McGraw-Hill, 1969.

. Anger, raﬁher than suppressed, Is changed into constructive

behav1ors' ' ' .

—~—
v

LeShan, Eda, What Makes Me Feel this Way? Growing Up with Human
' Y Emotions/ New York: Collier Books, .1972.
An enjoyable and well .written book for ages 11-13 help

understind their own feelings.

\: ) Lyons, Jto, Harold, Learning to Feel, Feeling to lLearn, Columbus,
s Ohie.y /Charles E. Merrill, 19%1. - o
An introductory survey of people, places, and ideas,.in ,
various aspects of affective education. . o
-t 0
Marzollo, Jean and Janice Lloyd,,Learning Through Plan. New
York. Harper Colophon Books, 1972= K ’ ¢
. An ‘outstanding book, qf activities based on developmental .
* : theory for parents (and teachers) of pre- -schoolers. , B

’ . <,
- Paulson Wayne Deciding for Myself: A Value Clarification ‘.,
Series Minneapolis, Minn: Winston Press? .
. Three sets of ten 8-page units and leader's guide of 150
o activities and strategies utilizing the” Values Clarification

)cess’.' @ . . ¥ P
: v - .

: . Roths, Louis E., Meeting the Needs of Children Creating Trust

. C and Security ‘Columbus, Ohio: "Charles E. Merrill, 1972..
. Description of man's.8 emotional needs followed by do's * u
~ - and don'ts in meeting these, néeds _ . .t
- . . ' “’ g *
o . Roths, “Louis E., Merrill Harmin,land'Sidney B: Simon, Values and

Teaching: Work1ng,w1th Values i%fthe Classroom. Colymbus,
Ohio: Charles E. MerrilI'Publishhng, 19646. .

Reichert, Richard, Self Awareness Through Group Dynamics Dayton ‘ ' .
Onfo: Pflaum7Standard 1970.. -~ ¢ v
* ~ .iow risk activities 'for high school students to-make learning
more relevant through self ayareness. SO
. Rubin Louis J. (ed), Facts and Feelings in the Classroom New .
LT York: Walker and Company, L1973. ’ . H
) | . Views on the role of the emotiqQns in successful learning. -

)
. -
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i Stevens, John 0., Awareness,;s Exploring, Experlmentlng, Experiencing,

.
Y . s

N S | [\/
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Samples, Bob and Bob Wohlford, Opening: A Primer for Self-

Actualization. Reading, MA: Addison-Wesley, 1973.

An interesting book of ideas about self- actua11zat10n and

how to get there. ‘ i v
Schrank Jeffrey, Teachlng Human Beings: 101 Subversive Activi-

ties for the Classroom, Boston: Beacen Press, 1972.

Activities, simulations, and media on topics whlch relate

to many psycholdgical goals , - .
Simon, Sidney, Méeting Yourself Halfway. Chicago, Illinois: R
.o Argus Communications, 1974.

31 value clarification strategles to be used one per day.

L -
Simon, Sidney, B., Leland Houk, and Howard Kirschenbaum, Values

Clarification® A Handbook of Practical Strategies for . /

- Teachers and Students. New York: Hart Publishing, 1972.
Classroom activities and strategies for clarifying ones

own, values. —

Spolin, Viola, Improvisation for the Theater. Evanstbn, I11.:
Northwestern University Press, 1963. 5 .
200 theater games and exercises. v

- ‘ ,.,’ . s
Stanford, Gene and Albert E. Roark, Human Interactlon in Education.
“Boston, Allyn and Bacon, 49%4 L3
P 'Focus is on interactive process of teac¥ers and students
with many useful activitles

- Stanford, Gerne and Barbara D. Sianford, Learning Discussion Skills
ThrougnfGames New York, Citation Press, 1969. .
Games and activities for teachlng d1scussr8n.sk1Lls to
secbndary students.

Moab, Utah:e "Real Pebple Press 1971. s

. - ) <
_Timmermann, Warren and Jamés Ballard Strategies for Humanistic

Educatlon, Amherst, MA: Mandaia, 1974.

Wernsteln Gerald and Mario D. Fantive, eds., Toward Humanistic
Education: A Curriculum of Affect, New York: 'Praeger
Pyblishers, 1970.-

+ A model for teachlng whlch utlllzes student concerns and
. feelings. T

__la_,ri -

. ) ” -

Williams, Frank, Classroom lIdeas fo} Encouraging Thinking and
Feel'ing, Buffalo, New "York : ™ DOK Publishers.
Fﬁgp—hundred acfﬁv1?iij cross referenced in skills and

ject areas..

) 19
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-

Educationzl Leadersnip;/“Human Relatidns ,Curriculum,’ Washi g

I s .
1 b . 13

*

, Morton, "Cupriculum Significarnce of the Affectivé/Domain,”
Theory into Practice, XIIT #1< 1974, 746-53. ) '
A study of the utilization of three affective curricula
in the Philadelphia arezschools. .o

-
/ -

D.C.: Association for Supervisien and Curriculum
ment, October, 1974, 32.00. . \ -’é///'/IIL

This entire issue is gevoted to 'several aspects and varying
positiom; on humanistic cqrricula. > 4 }
) . .
B <€

"ézeiop—'

Kohlberg, Lawrence and Rochelle MayorT,

of Education,'" Harvard Educational Review, 42 #4, November,

"Development as the'Aim

1972, 449-496.

H
ot

An outstanding explanation of the psychologi

cal and -

Long,

Long,

-

Sprinthall, Norman A.,”

+

philosophiéal positions underlying educational progresS'vism.
Barba%a “Ellis, "Educational Change &ith Elemqg;ar?/ggggjl )
.Psychology Curriculum,"” Ergjessionak Psychology, May, 1974,
166-174. . ) . RN .
Considers components necessary for an effective ﬁsyghalogy

course at elementary school level ‘that promotes ego develop-
ment and self-understanding. L - .

AN L4
Barbara Ellis, "Increasing Depth of ‘Self-Perception in
Children Through a Course in Psychology: & Feasibility
Study of a Teacher Training Course," Counseling and Values,
18 #2, Winter, 1974. . . :
Describes a curriculum in psychology for 11-12 years olds
and the teacher training program with results of program.

"A Program for Psychologieal Education:

"Some Preliminary Issueg,
P #4, 1971, 373-382-

Considers status of theory

" Journal of School ‘Psychology,

‘and pefsonal education and

suggests some major issues to consider.
3 LA P

-

"Guidance through the Curriculum,"”

) B ' N . o .
Sprinthall, Norman A. and V. Lois Erickson, "Learning Psychology
. by .Doing &s{cholcgy :

. 3

Personnel and Guidancdé Journal, 52 #6, February; 1974,
396-405. N L ) :
Presents rationalé, description, and results of a secondary

school program in psqualogidal‘education. -
—

The Personnel and Guidance Journal, '"Psychological Education:

A Prime. Function of the Counselor,” Washington;

D.C.,

American Personnel and Guidance Association, May, 1973. -

G

The entire issue discussed numeérous dimensions of

i psychoiogigal education.

/
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— Materials "s-° Y . :
l . _— A > o .

{44. Dlmens1ons of Personallty,.Let's Begin. -<Dayton, Ohio: Pflaum/ “
"Standard. . . . o .
. FllmSIrlp series on fgelings. = | i '
! . ) , . ' . . LAt . !
Dupont Henry, ,et..al.,gfoward Affective Development, Cirgle

", . -Pines, MipngsqQta: ‘American Guidance Service, Inc., 1974.
PR . v_An activity-centered program designed ‘to stimulate ,
L " psychological and affective development in grades 3-6. )
: First' Things: Elementary Sound Film Strips g
T : § . Titles: A Strdtegy £ T&r Teaching : )
¢+ "W 7 BSocial' Reasoming’ 7
. .? ' + _ How Do You Know What's Fair R [
i, How Would You Feel . ‘
i ‘ §! . How Do You Know What Others Will Do o :
y . How Can You Work Things Out .

757 Third Avenue, New York, New York: Guidance Associatés.
Based on the work of ﬂawrence\Kohlberg in record develop-~
ment. -
. "Getting tq Know. Myself” - record, Freeport Lonc Island, New
. York: Educatlonal Act1v1t1es o
An excellent beginning 1ntroduc510n to self for pre-school

. ‘ klndergarten . . .
0 ‘*\‘
g Goldstein, llerbert, The Social Learning Currlculum C01umbus ‘
é 6h10 . Charies E. Merrill Co. ‘ .

24 A comprehe /[sive set of materials des1gned to help the

j?r . . Special e ld ennance nis opportunrtles for success.
‘4;4 Harmin, Merri ~’People Projeects, Readlng, MA‘ Addlson Vesley,
'ﬁgb‘ w,'i2ZiV1ty/eards for value clarlflcatlon exer01ses . w”///
?} ) Klndle: NA~SeIf—Awareness, Englewood Cliffs, NeweJersey. . :;Z?

C Scholdstic Early Childhood Center.
, A ﬁilmstrlp program for Barly Childhood.of 5 communication
gl ’ related units which students enjoy:
- b3
‘ .Our Feelings, Holyoke,-MA: Scott Education Division.
" Set of 6 filmstrips and cassettes which\encourage childreu}
to talk about their own feelings :) . \
-t R4 .
Raths, Louis, E;plorlgg,Moral Values 15 filmstrips and records
Pleasantville, New York: Warren Schloat Inc. L
A series of 15 filmstrips and records for-children to Ly
clarify thelr own values S

»

Searchlna for Values A-Film Anthology, New York~ New York
Learning Corporation of AmeXiica.

. . - An outstanding series of 15 {5-minute -films which-present
I " . value.dilemmas for- ‘viewers td‘use to clarify their own
- : ~ values AwallabIe for-rentaly ;- X |
. - ’ ’ : : iy ot
oLt ~f, ,ff . . \ - R
SR / STRPIIE - S U P
l.."lz MC . R4 . R ‘ R ‘ ': . q» .. . \ ’ - ) ) jv:‘ « . '-‘g
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. .+ ¢ ' CHAPTER'TWO : e
Ty SUMMARIES OF TEN PSYCHOLOGICAL CURRICULA ’

] 4 . Y
»

*The books you have read or may read from the biblio-
~° .graphy present some of the parts‘ef psychological education: -

* tHeory, history, activities, materials, processes, attitudes. a

A curriculum attempts to imtegrate anJ’bring tegether all these

parts into g meaningful and useful total. The curricula dis-
0 /'
cussed here are:

- N + e

. L DUSO --'Developlng Undérstandlng of. Self: apd

- Others \ |
: Inside/Out /s
Focus on Self-Development .

Human Development Program (Maglc Circle)
Achievenent Motivation , . _

/L\ Values Clarification T e
' Dimensions'of Personality > o g "
Educatlon for -Student Concerns<¢ . A
Becoming: \A Course in Human Relations . . s e
Exploring . Childhood . . oy

We have selected severdl desérlptlve categorles to pro-

-

»
“

v1de you a systematlc route to learnlng about these currlcula.
. The'descrlptlons are not desigped to _be evaluatlve Hut to pro—

4

o v1de 1nformat10n to help teachers counselors, admlnlstrators
‘. select curr§;§§a approprlate for their needs. THe categdries

- ¢ .

utlllzed W1th each Currlcula are: -
TITLE be the currlcula has an official name and
another name by which it is generally known _both are included.

")
*

.- DEVELOPER - We're rsure more people are important to
the develppment of a:curriculum t/;t are named, but the prlmar@
Buthor(s) -is included to identify further the currlculum and to
. prevrde“an addltlonal reference for you.

. . 5 . .7 ’ =
N . . . : - . 15 )
, - c . : v . N
. . . s . . . - R . . 22 s R
1 . . LJ s \
. .. f ' N
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X AGE/GRADE: Many curricula’ are. developed around experi-
.. ences and topies that oommonly. occurs within a’ specific age range.
. You may wanf to look only at those curricula created for the stu-
dents whom you teach or you may want to look at all curricula
gettinz ideas for your own-curriculum or teaching unit.’

“ « GOALS: The goal statements are generally quoted from
a book introduction or teacher's guide. Some curricula have goals
, ' in addition to psychological goals. ' ’ '

: SAMPLE TOPICS: A sampling of the focus of the self- \
content. Y .

SAMPLE OBJECTIVES: Examples of objectives or expecta-
tions of student learnings are included. Some objectives are
pbviously more "behavioral"rihan others. ' .

B . WHAT: What, d6 you get when you buy the cufriculﬁm: a
listing of the materials, books, discussion guidelines, directions,
. films, etc. . . : : )

USE: Some-curricula come with diréctions on time se-

. quence, organjzation. These are included if available. When
. . responsibility is left to the teacher, we have included our own
syggestions, which are denoted with an asterisk*.

A

ASSESSMENT:. If the curriculum comes with suggested
procedures for gathering information about the learning of 'stu-
dents, they are stated. .

PREPARATION: Our suggestions for how to get ready to />
use the curriculum. . . . ‘ g

_ STRENGTHS: Our opinion about what seems to be the most
outstanding features of the curricu}um.

. . ™~ )
- CAUTIONS: Olr opinion about things to watch out for
. r to avoid with each curriculum.. :

AVAILABILITY: Where you can get it. =,

.

, o COST; How much it is. 4 ‘

VIGNETTES: An ‘example of use of the curriculum.
There is®» no one best curricula or the perfect solution. "
. o

You may'decide you want to do something different in your class-

~

now the céntdnt's not relevant, or

room. You may be bored, or you k
. -

the kinds aren't motivated, or you're not reaching them. You know 4

- . . -
. -~
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feelings have a lot to do with how people learn and that students

migt even want to learn about J emselves and their feelings.

Last summer you may have take éirlass in which the professor

kept talking about the "affectivé domain,' or the principal sent

’J
L

you to a district-wide '"Magic Ci'%le“ wofkshop or you've just
;returned from a conference whereq ‘here was’ a lot of talk about
"personal growth " You read a bogk two, books, that talked about
turning kids on, to learnlng aboutithemselves Regardless where
you began what you. know, or wheno,you are; theré are curricula

now that can help you help studenﬁs galn more understanding of

P ‘their life and world and improve ypur skllls in ro}&t;ng to stu-

. -dents. e f x\ = .
‘ - ol ., \\ e - *
AL . !
At workshops on psychological currlcula people ask:
? .. "Will it work with thlrd'graders?" . T
. "What do-.I haye to do?" " ' .
. ~ "What will the kids get out of it?" '
"Can I buy just one curriculum and use it in every
v . grade of my school?" - - ,
) "What's so differeant about it?"
. Questions like these;ana many more are answered in the
b | L
descriptions that follow. A v . .
%
|
i .
!1 ~
/ /"‘\’_“ j
T8

-

. - . -
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%gi -TITLE; ' . DUSO (Deveﬁoplng Understanding of Self and
' "Others), Don Dlnkmeyer :

AGE/GRADE: . l‘klt fqr grades K—3; 1 kit for grades 4-6 |

GOAL: I'To help chlldren better understand soc1§f and/
" emotlonal behav1or " . C /
SAMPLE "TOPICS: Undenstandlng -and Accepting Self

) ?Understand1ng Feelings
Understandlhg Others
Toward Sel'f Identity . °
Toward Friendship
Toward Responsible, Interdependen

<

/

‘SAMPLE ' 1. Learning to share and,'to underst nd that
OBJECTIVES: giving does not requf}e receiving.
- 2. Assisting the child t'o discover his
¢ strengths,, but at the~%ame time accept
some lack of_success in'ihis endeavors.

WHAT: A large metal case which 1nc1udes puppets,
¢ puppet activities, records or cassette tapes, . .
role playing cards, group discussion cards,
.posters and detailed teacher's manual.

USE: . Units designed for daily use ‘
N Total class or smaller groups ¢
More than enough paterial for a year
May be used with ‘children each year as they
move through’ grades if teachers together
plan what activities' they will use.

. . ’ I
ASSESSMENT: Continuation of fie&d testing by developers.

““PREPARATION: Study tpe guide. Decide which techniques to do.

hd ' STRENGTHS: ids love it. The variety of act1v1t1es keeps
‘ ciMldren 1nterested ’

CAUTIONS: Student inVOIVement high -~ sometimes noisy.
. If one technique'doesn't work for you with your
class, try another. Some have more success:

with puppets,  som& with role play, etc.

AVAILABILITY: American.Guidance Services, Inc.

COST: - - $98.50 per kir

4

Publishers' Building / '
Circle Pines, Minnesota 95014 .
. , . PR /
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VIGNETTE: ~ S - LT
. . Kathy is d01ng her sthdent teachlng in flrst and second
. r
grades At a cgnference with Mrs. Monroe her un1ver51ty super- - -
\v—\ .

“

v1sor, Kathy asked for ideas that would help students to get

alorig better with each other and work on self-concept. - Mrs

) TN

RN Monroe arrived for the next conference with Kathy and the first

and second grade teachers with a heavy, blue metal case; a DUSO

-

kit. They all spent the'next hour p1aying~with the puppets,

listening to the songs, studying the teacher's manual and going

over the activities. Kathy and the teachefs decided .to try the
unit "There's No One 3“\3\L1ke Me'' to see how it went w1tn the

. ﬁtudents., : . < y o

4
S

DUSO, a ¥lue dolphin puppet, was a huge success Stu-

-

dent involvement in the activities was high. Using puppets ‘

students could talk about their feelings, knowing DUSO would

)

understand. Kathy also used the theme related role. play cards.

.

They could provide opportunities for physical movement by the

total class which Kathy believed was important. The "DUSO" song
was soon heard on the 'playground and in the halls, as well\ds
during "DUSO" time. When the kit went back ‘to the universilty

£

for someone else to try, the teachers requested that "the school

buy one of each of the two kits, p

K
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(ﬁ, Inside/Out
- Natlonal Instructional Television Center
\

8 to 10-year-olds

"To promote the well-being 6f children"
"Emphasizes communication skillss involvement
" of the learner, afd interacting with others”
#Relies on studgnt 11sten1ng, valuing, and
deci#ionggaking

SAMPLE TOPICS: Dareié/%ivorce, crushe‘, death, fear ef fdilures,

¥ SAMPLE
"OBJECTIVLS: standing of the effects of strong emotions on the

ASSESSMENF:

PREPARATION:

STRENGTHS :

. e X
R /_/IC\AUTIONS :

stro eelings. ~

.~

"To help children develop an awareness and under-

body, and to iessen their fear of these reactions.

\

Thirty 15-minute films. ) :
Teacher's guide with synopsis of film stories,
discuss1on questions, and follow-up activities.

st ETV channels show one film a week, at two
~different times during the class day.
Teacher previews the film and plans for film use,
Students view film with follow-up discussion.
Theme related activities on fgllqwing days.

-

None

Read the Guide.:

A 30-minute film for teachers "About Inside/Out"
is sometimes shown at beginning of series.

Workshops ;have been held in many states to assist
.teachens in. developlng communication skills’
for_the suceessful utilization of Ins1de/0ut

“~3h fllmsé‘Ee very hlgh interest for students.
There 1 fotional identification with the
situations and- characters
Some film content is not perceived by older 5th .

\ graders as relevant to-them -- "that's kid.

\ - stuff." ”

) Some teachers find several of the top1cs d1sturb1ng
to themselves and guestion the legitimacy of the
content, e.g., death, divorce, for the class-
room. Do not expect your reaction to the film ~
to be the same as the students'. . The films have
been used successfully w1th1nany students, but if
"you are not enthus1astlc or comfortable with a
certain film, don't use€ ‘it. One purpose of

these - films is.te allow students to express -
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* Q;L ‘ . freely their concerns and experi néesf You
. ‘ won't be helpful to them if you 'can't talk
) ) about it," so skip it. (
) AVAILABILITY: National In'structional Televis#on Center
: . Box' A ) 4 .
. \\/ : Bloomington, Indiana 47401
T / ¥ . Individual 16mm £#lms or video cassettes avail-

able for preview. and purchase.
L Teacher's Guides available from NIT or your .
. . State ETV office. ) -

COST: ~ Shown on ‘ETV o -\ T~

.- » . o
_ VIGNETTE: ) S v \/

Bill is a first-yéar teacher in the thitd grade. He's

. 7 -—

!‘s swamped with all the daily plans and preparation needed to teach
- math, reading, social studies, science, language arts, 3Ed music
to twenty-seven students. He stays at school till five-~every

a%}ernobn apd\even then has to take work home with him.

‘ Ié the feacbers' room he heard talk gbout "Insid /th” ‘

and how glad peoﬁle~were that it would b3§§hown again this year.

Knowing'that the thfrd graders {adn't had ;ccess to it beioré, Bill,

got a viewing schedule and:;‘teaéheifs’gzzgk from thé‘st%xg'gﬁv .

office. On Mond;y afternoéd.after school, he previewed the week's

I show and chosé{follow—up acti&ities‘from the guide. .
Billfeels good about the series. He's doing something

new and importan% with kids. Hi preparation isiminimal, he uses

the program at no cost to the séZ%ol, and he knows that it is a

professional series with national and state endorsement.

P.S. He too enjoys the films. .o .

3

.. B »
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TITLE:

AGE /GRADE :
GOAL:

RN SAMPLE

USE:

ASSESSMENTS :

STBENGTHS:

~ ~ CAUTIONS:

-

AVAILABILITY:

' COST:

SAMPLE TOPICS:

- # -

OBJECTIVES:

‘In creating discussions that "work'"-the teacher

L o 22

Focus on Self-Development: Awareness
Responding

_Involvement
K-6

"To develop the child's understanding of self,
othets,” and environment."

Feelings involved in -sharing, siblings. ~
Causes of pwsblems. . .
Seeing both sides.

From Stage One: Awareness .

To promote understanding of the needs, attitudes,
and behaviors of older children.

To develop the child's awareness of his feelings.

Three kits with filmstrips, pupil activity book,
photo boards, and teachers' guide. Toa

Stage One: Awareness X-2 '

Stage Two: esponding 2-4

Stage Three: Involvement 4-6

Twenty units to be incorporated as part of the
school day in each kit. )
Cap be used by several teachers.

Field tested -for revision of materials.
A list of changes that the teacher might observe
in pupils after using. . &
Sevetral different techniques and activities in
ch unit from which to choose.
Outstanding filmstrips.

must follow the suggested techniques of
reflecting, paraphrasing, listening,. mirroring.
This takes practice and conscious gffort for
most of us.

Science Research Associates
259 East Eric Street

Chicago, Illinois 60611 .

- Stage One $108.00 \\\i
Stage Two, $154.00
Stage Three $121.00 A




VIGNETTE: o i
AL \LTET ) .

- - o,( ’ ' . .
( Sam Dugas is -an elementary school guidance counselor.

———————— .

In September Sam arranged to do an ifiservice workshop with all the

14

} elementary school teachers. He designed the workshop to intro-

*Buce'teachers to the Focus on Self-Development Curficulum‘and to
schedule times when he could be in the classroom with each feacher

team teaching various lessons from the curriculum. In this way -
t . * i +
Sam had contact with each student and teacher which was ?mpoytaqt
. for his work as a counselor. Through his teaming with each teacher,

he was‘able ‘to assist teachers individually with the %eqbniques of

N perceiving and responding that .were crucial for the suécEssful
B Y ’

( utilization of the curricula. : |
Once -the year got underway and teachers were using the

o 7 / N &
curriculum, thrzf monthly meetings were arranged SO thq& Sam and

LT the teachers could work op the common concerns they had in”’teaching -
. e we \ . o

t - -
- this new content area. '

Fa
@)
—




) TITLE: Human Dgvelopment Program (Maglc C1rcle)
Harold /Bessell and Uvaldo/Palmares :

AGE/GRADE: . Presclool through 6th grade

GOALS: "To jmprove communlcatlon between the teacher
d the child."”

"To/give children the opportunlty to become
constructively involved in developing .their
own personal effectiveness, - self-confidence,
*and an understanding of the causes and effects
/ in interpersonal relationships.”

SAMPLE TOPICS: Helplng childr’en to achieve "awareness " knowing
N . what your thoughts, feelings, and, actions really
are; mastery: knowing what your ab111t1es are
‘ . and how to, use them; and social interaction:

knowing other prople." Y
S
" SAMPLE » "Improve self-control and ab111ty to%llsten and
OBJECTIVES express."
"Ability to dlstlngulsn between reallﬁy and
. fantasy.' %
"Begin coping with m1xed feelings." ‘§
.}'5
WHAT: g With daily topics for 01rcle d1scuss1ons§w1th o
. . groups of students. “-Manual$ include glilde-
T lines for structure of discussion. Y
Theory manyal and book guides. iy
USE: 20 minutes daily. 5
- Keep participants consistent -- start new cxncles
. for new partlclpants, 'g_
Follow the teacher's guide for dealing with o
problem s1tuat10ns and improving your kN
facilitation skills. s
Gradually transfeﬁ group leadership to ‘the
r 0~ . children. ,
ASSESSMENT: - None s
PREPARATION: Participation in a '"Magic Circle" workshop,
. preferdbly one in wnlch you lead circles with
children, .

Read the manuals. ' ‘

STRENGTHS : . The circle structure provides an open and secure
environment where children can. freely talk
" about their feelings and concerns.

gtudents are listened to.

%

|
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CAUTIONS: Have another teacher who is using Magic Circle .
j - observe you to provide feedback on your
technlques in leading the.circle.
If you're talking more thran 10%of the time,
you're talking too much! :
Don't fall into the trap of "sdving feelings"
s until circle tlme ¢

L] . -~
¥

AVAILABILITY: Human Development Training"Institute
7574 University -,
La Mesa, California 92011

COST: " One book for each level at $9.50. \

. VIGNETTE: //////// :
_ . .

.

Last summer Julie and Louise attended'a two—week— orkshop
for teachers in their district on the Human Development Progrtam, .
After the leader described the set of sequent1a1 toplgs to be
discussed, t1me -was spent in acqu1r1ng the "skills necessary for

effectively leﬁﬂing circles with %hlldren;v It-was hard to listen -

s o '
to all the participants and hear the feelings/aTbng with the words

and then be able to recall all the information shared in the circle

on a topic. Accegt}pg’others' statements' without asking more ques-

tions was hard for teachers_used‘to questioning. e skills had

sounded so simple to Julie when she first heard -tifem, but trying

’

to use them in leading & circle was a very diffefent matter.

Individually, both Julie and Louise might have decided
not to use the program; but with each other s support they de-

cided to go ahead. They made arr ngements to comblne the1r sec-
—
ond and third grade classes for orty ~-five minutes eaeg/day/so

-

one could do circles in the one r¥om while\<ne gth/} WOrkeé W1th
the rest of the students. . f,//éw\

The students 1n/’ﬁ§4eff&ie got to kn\w each other in new

. i
ways. They shared good and bad feelings); things they:d done to

- - 32 b
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. [4

hard

make their pareﬁts p}odh, someth%FQ they'd done that waé

for them, Th

ugh fecalling achievements.and good times, they .

-

/ - .
ga%i;idfiiifgg/seﬁée of their own power anq;self—
- ) L3

. '
confidence.”

_began‘t
P Soon more students wanted to do "Magic Circles' than
Julie and Louise had time to do, so Louise talked to the principal

about having a wprkshop to train other sché&l staff, teachers,
parent volunteers, and classr&om aides.  (With additionallstaff
trained,lcircles could be done-by more studenté on a more consis-

tent basis.

e

[}

et

el

O
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TITLE:

AGE/GRADE: .

.
GOALS:.

1

SAMPLE,

OBJECTIVLS:

WHAT :

ASSESSMENT :

"PRECPARATION:

STRENGTHS :

’

CAUTIONS

.

AVAILABILITY:

COST:

\6—10 grades

‘Middletown,

Acnlevement Motivation
Alfred Aﬂschuler Diane Tabor

e .
and Jamés~M%}ntyre )

.
.

"To increase students' need to acpieve, that is,
their desire to strive for their owa kind of
excellence.

"To offer the student maximum opportunlty to
examine the potential impdrtance of the need ,
to achleve teo the development of his self-concept. 'ﬂﬁ\

r =

To help you develop a clearer image of who"?ou ?
are.. \
Ta@ help you discover what gou want.

H

Student booklets = Ten Thoughts, Who Am 1?, Aiming

Teacher booklets’ - Text, Ring Toss Game, Origami
Game g
. . ) e
Semester course ’
"~ One hour a day ' o e ¢ ’
_Classroom group % :j

None v

A 10 session, self-organized workshop in which you
go through the course as a student usding the
TEACHING ACHIEVEMENT MOTIVATION manual

Independent study of materlals

Students ate 1nterested in the readings.
Self-focus of learning is percelved as relevant
by students. ‘ . .

7 The complexity of the proeels and terminology

is often confusing for both students and
teachers. :
Organizing the materials 1nto 50-m1nute perlods
~is difficult. Find-another geacher who is .
‘also interesteéd in teaching./a class so that, © «
you can plan together. ,
3 . 2 . A 4‘
Educ¢ational Ventures, Inc. e
200 Court Street N Co.
Connecticut 06457 ‘ ; ‘

introductory mini-packet $10.95
Kpproximate cost classrcom set $85.00

!
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Last spring, the SOclal studles department of Eva P1tts
Juior ngh School declded to offer several electlve courseS/’H
for ninth graders thatiwent beyond er regular geography, Amerl— :_)
canfhistoryi and economics 1!E;ses Claude, ‘a teacher concerned 3

about.the lack of‘interest nd motlvatlon among students had . :_ «
heard about thé Achlevemen Motlyatlon course and declded to tr;A'° '
it. He ordered mater1als in the spring budget and'then worked,
through the manuals, tried out some ‘of. the games, computed‘hls
. ‘ . ‘
’ own.achievement need; and made a tentative lesson.schebule:for .
- : Co Co =) 0, L )

L

tlje’ classeés: AN
N

The year began with:the~"Who Am 1I7?" booklet. The stu- ~
. . dents read their palms and 'discussed theif beliefs about fate . s 7
T~ ©
and chancel They began to. learn more about self- respons1b111ty,

how they set the1r own goals *thelr“ghance of succeSs, ard ob-

> .'ﬁ

— ] ,stacles or barrlers to achieving the1r goals. Through an origa-

; B ’

. mi game, they looked at their goal setting under pressure the

renards and punishments for gofls, and shared respons1b111ty.

Ry

They talked a lot about their goigs Jdm sghool, the1r chance of

./ . 2

B4
:w/ - 0 .

success, and the things in thelr .way. ,

.
-
-

€ oo . .
At flrst Claude was a 1@&£1e overwhelmed by all the - LT

materials, - games and preparatlon,“but as the class got into the
@ . * 5 .
> booklets, h1s cpncerns dﬁsappearedu Students were 1nterested

. . .

in what they‘were learnlng aboyt themselves.\
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.. AGE/GRADE:

J/CAﬁfIONS:

TITLE: =~ °

{{/! i’
A

GOAL:

SAMPLE- TOPICS:
« ' ' ) *

SAMPLE <
OBJECTIVES:
1

WHAT :
_—— i*

USE:

ASSESSMENT?K/

+PREPARATION:

* 8TRENGTHS

.

AVAILABILITY:

*

COST?

E]

V;GNETTB

g
Beth

. ecology unit.

/None o ! _

. Materials vary from $4.00 toﬂ$60.00.

Values Clarification ’ [/ .
Sidney Simon, Leland W. Howe,‘Howard‘Kirschenbaum

J

Grades 7-12; teachers can adapt act1v1t1es for
younger chlldren

.

"To help young pevople. bulld their own value

msystem " £ e
v - N l
Areas of personalf valuyes -- death marrlage,
love, écology, smoklng, frlends ) '
/ , d
~ - / ,/5

~
a

-

Ser1es og,books with activities for classroom|
{ise whdch may make up a separate course or be _—
1nc1uded in regular subJectaarea courses. . '0

Explanation of the valuing process and then,
valuing activities.onm a consistent basis: as
part of the regular /'subject- area courses

- ”

Nohe D ~_J L ' o

.géad tne books. - SRR

Attend a values clarification workshop
! 0
Can be 1ncorporated into existing discipline. w1th
ease. ‘Little planning is necessary.

Abundance “of mater1a1s\:;j}1able T -

There are no “rlght" ansyers in these act1v1t1es
1f you think you Rave the "rlght" answer, doh'

use these actfvities. . ¢

Fotr a complete 1ist of books,. articles, and o

mater1als utilizing this apprdach write: . - )

Values Assocjates: - -

c/o Ad1rondack Mountaln Human1st1c Educ¢ation

‘Center ’ : Co .

Upper Jay, New York 12987 ° R

or ’ -

c/o Box 846 A

Amherst, Massachusetts 01002

4 - , . - '.n

v

e «

-~

a teacher at the Junldr high scl
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value clarification abtivities whieh would give an added per-.

Egnal,dimensipn\to the complex goals involved in ecological

; “ . . e )
.’ . questions. Beth found the books in the professional library,
. but then bought her own cdﬁgés in the local bookstore. After
¥ - dooking at the materials, Beth found the activities would not

only make -the unit more relevant to students, but would also add

-
S

new arniﬁg expériences valuable for students' development. ¥
Her unit began with a study of the seven-step valuing
’ process outlined in the books she had. Then the students began '
. the ébplogical stu&y of the playground area -- here they discov-
ered an inhébitedupqgirie dog village! The gtudents' early intro-
. duction to the vaiuing process was put.to use immediately as the
community, schéol board, énd,students wrestled with the issugs of
how _a prairié dog village could survive in a suburban area ear-

marked for a school blayground, The value dilemma of '"ecology or -

pfogress” provided a real life experience for students' clarifica-

.

tion of their own value system.




- TITLE:

AGE/GRADE:

* GOALS:

-
3

‘ {fSAﬁzLE TQPICS:

RN

b4 SAMPLE
~ OBJECTIVES:

e

- *WHAT:
k.
' ’*’ o
I

&5
¢

USE:

ASSESSMENT :

PREPARATION:.

STRENGTHS ;.

9 .
CAUTIONS

oS

v

Dimensions df Personality . «
Carl Fischer, Walter J. Limbacher,

~e1;.
k-12 ¢ | | L Lo

al,

" "To give the student a greatetr understanding

of his own behavior and that of the people’ -
around him,

"To give the ch11d enough' understandlng of His
emotional life and his relations with others
that he, can change his behavior if ne wishes."

Developmefit of Self-Image
Emotional Development

Intellectual Development

Physical Development ¢
Social Development W -

To introduce two bagic human needs.
* To point out the nec ss1ty for having rules
and abiding by them\in any group.

’

+

Teacher's manuals
Student texts: K -- Let's Begin

} -- Now I'm Ready
2——IcanDO It .
3 —-- What About Me

4 —- Here 1 Am
5
6 -
J

-— I'm Not Alone -

lecoming Myself -
T. Hv "=~ Search for Meaning
Sr. Hg. -- Search for Values,

Separate course with whole class
Activities, reading, and discussion

Informal observation of changes in child's
behavior by parent and teacher.

Read teacher's manual.

€

A scope and sequence of content areas which
provide a clear total organlzatlonal structure
for the series K-6.

The class activities are creative and exciting
for students, but it is easy to “rely on the

¢

written text and omit the class
Activities and objectives are only
manual.
Splrlt masters for act1v1t1es also

+

38

activities.
in teacher's

available.
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AVAILABILITY: Pflaum/Standard .
38 West Fifth Street
Dayton, Ohio 45402 a

COST: - - $39 90
1—6 <- $7.56 per 4 students
Teacher's Manual -- $4.90 '
Jr. Hg. ~-- Search for Meaning -- $44.95
- Sr. 'Hg. -- Search for Values -- $44.95

¢

VIGNETTE: .
VICHETIE & 45 A
‘A

the end of theoschool year, the principal announced
at a tgifhe}'s meetigg that the school system had decided the
"Dimensions of Personality" curriculum would be adaﬁted for use

in grades K-6 next fall. Jim, who'd been looking around himself

Jfor a program witi psychological goals felt that the school

-

. administrators had chosen wisely. Parents were empected to be

~

inyolved. There was enough reading to reassure parents with a

concern for the academic educat%pﬁ'of their children and the

> K

act1v1t1es prov1ded for the total involvement of the students.
{

i fn September, Jim started by getting his students 1nvolved

in the act1v1t1es, before doing any reading. Tom, who taught

across the hall from Jiﬁ, décidea that the activities todk ‘'up too
much time and were hoisier than he liked. So he had the étudents

do the reading and write down the answers to the questions at the

end of the chaptery 1In November, Tom asked Jim, "How come you

spend all that time on that psych stuff?" :

! Jim said, '"Remember how much you've forgottep of your
psychology courses in college? Without the activihies, this
would be a Waté?éd-down‘psych course. They're learning about
themseives through their own concrete experience and that's-the |
only way it makes sense to fohrth-graders. I just think its reall&

4

importént that kids get help in learning to live with each other."

3.9

oo {-

N
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TITLE: .+ Education for Student ,Concerns o N
) Affective Education/Research Project, "
;/{ The School District\of Philadelphia
. o N ‘.,__ -/ & -~ ¢
, AGE/GRADE: ¥ 'Gradés 9-12 : ) T
- GOAL: o 'To teach the processes through which students
Ly ) s ‘can exert some control over the1r own growth "
SAMPLE o (Process) , °

OBJECTIVES: -'Sensing through. focusing : .
Transforming through analysis and symbollzatlon >

Choosing to understand when it is- important to

N _make a oh01ce ‘and what happens when people ‘

P

I Ty don t. ‘
’ WHAT: Complete daily 1é€Sson plans ;;;>2 courses: ’ ~
- C6mmunications and Urbam Affairs
Teacher's'guide includes description of the
"what, row what, so what," process used in
both courses.

~

" USE Semester long courses des1gned for 2 hour classes
Y o « Intended to be sequential.
“Classroom group. -
ASSESSMENT : Pre and post assessment for students Philadelphia,
| Self ~-survey . . . )
PREPARATION: Work through some. of the activities yourself . -

Understand the !'what, so what, now.what" process

. STRENGTHS . "The provision of ,activities which 1nc}ude
physical movement is a real bonus.
~ . CAUTIONS: The process emphasis is frequently lost fxrom the
activity as .most class situations are 1 hour long
rather than 2 hours in the design.

¢

AVAILABILITY: Ind1v1dua1 copies may be ordered from:
\ Philadelphia Public Schools
Affective Education Development Program
Board of Education, Room 323
21st and Parkway -
Philadelphia, Pennsylvan /a, 03

COST: 2.00 -
‘ ' el $ _é\y'}{i
. . VIGNETTE: = . A' o

. ‘ .

Mary Sue ;was at her wits end. This year her teaching

* . schedule included“three-tenth grade English 1lit classes, a twelfth
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grade éEpegze seminar and a twelfth grade basic English éléss

for "Uﬁe flunkieg.:’diyst as she had expected, the Shakespeare
class was gréat, £he lii classes were going okay, but'the basic
English was deadl&. Nothing seemed to work. They came to claés
dragging and qﬁiékly dropped into daydreaming or note passing
regardless what she tried. |

.

Each weekend, she'd go througinmaterials: trying to lo-

.cate something.that would make”Sense to \thed, In a talk with the

curricﬁlum supefvisor, he suggested she take the communication
c;ﬁrée plans from Education for Student Concerns and see if thége
were anything there that she could try. So she abandoned' her
lesson plans and told the stuqipts hey were going to 1 n aboutx
themselves;. personal and intrapersonal growth. They began with

the process of sensing: getting %Eiormation through their senses.

The junk man lesson was”a huge success; the students were alert.

. R , it .
¥ith this small encouragement, Mary Sue continued to develop and

ekpand the lessons trying to stay.with the students' interests

rather than lose them to boredom again. She felt more at ease

-

with the activities on symbolism because of her English background,
but the focus of her attention was still on keeping the active

ihvolvement of the students. ‘ ] L d

AY
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TITLE:

AGE/GRADE:

GOALS :

¥ * l‘ ) ] . 35

! 5

Becoming: A course in Human Relations
Chester R. Cromwell, William Ohs, Albert E.
// Roark, and Gene Stanford .

-~

Grades 7-12 -

To increase students' understanding of ghemselves
. and enhance their ability to relate to others.

SAMPLE TOPICS: Tiaree modules -- Reglating ’

Interaction

IndiViQE?lity

VIGNETTE:

SAMPLE From the "Perceptions'" chaptery '"Rarticipants
~OBJECTIVES: will discover how reversing ro in conflict
situations can change the perceptions of tie
persons involved in the conflict."

WHAT : Three kits, one for each, of three Modules. .In
each kit is a comprenensive Leader's Guide, 30
copies of an 82-page Personal Log (for students),
and pre-recorded cassettes, picture cards, game
money, and other devices.

USE: Each "Investigation'" is designed to be completed

' in a single class period. When used daily,

+ Becomirng can constitute an entire course in
personal growth and human relations; or indivzgsal
lessons can be used to enrich language arts or

.sodial studieg-Tourses once or twice a week. Each
"Investigation™ can be expanded to up to two hours.

PREPARATION: Study“the materials. -

STRENGTHS : ) f ' ‘

CAUTIONS: .

3\
" AVAILABFLITY: J. B. Lippincott Company
] Educational Publishing ‘Division
' "Cast Washington Square .
Philadelphia, PA 19105 : .
COST: '
/

A o
Sandy Yates attended the.recent natidnal convention

oo -

for social studies teachérs and spent .a day browsing in the book

¢, . . [

2 -

LT

.
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. exhibiﬁs_}ooking for new classrooﬁ materials. At the Lippincoit
bodfﬁ/g;e saw the new Eeéoming series which looked interesting '
so ,she filled out a card_requesfing more formaiion. The
éample ;;terialseshe received later‘in the mail clearly held
her interest because of the focus on inte;actién. She knew a
S— ,‘.ugoed‘di§gaésion.didn't just happen, but that it was a skill
students learn. She;d never séen any classroom materials that
consciously encouraged students to look at their‘own role and,

‘ .

behavior in the Elgsstis a member of a group. '

JAt the next aepartment meeting Sandy asked the chairman
to write a letter to. get the té(fl curriculum so that all the
departmqpt members could study tQ&amaterials to see if #here was
enough interegt to Qurchase it for the ﬁext year. Sandy knew
.bﬁilding of.interaction skills had always been a dimension of
the soéial studies curriculum, but she hadn't focused on it
béfore. This curriculum has the possibility of making communica-

¥
tion and dnteraction skill§ a real part of the class content. . .

- -
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TITLE:

AGE/GRADE:

GOALS :

SAMPLE TOPICS:

SAMPLE

OBJECTIVES:

WHAT:

USE:

_ ASSESSMENT:

PREPARATION:

STRENGTHS :

CAUTIONS:

.

|

Exploring Childhood: Eﬁqpatﬂonal.Development
Center’ '

Junior and Senior High School~Studenps

To learn about child development.

To prepare for working with children as parents
. and teachers. ’

To learn about themselves.

Three modules:
Working with Children -- Getting Involved,
/ Doing Things, What about discipline?
Seeing Development -- Looking at Development, \
Child's Play, Child's Eye View.
Family and Society -- Childhood Memories,
Beyond the Front Door, Keeping Children
Safe -

To help students become competent with children.
To help students understand how a _child sees
the world. Sl
To heélp students gain a sense of the biological
and social forces that influence the develop-
ment of a child. .
To help students explore their own identity.

Student booklets

Films

Records -

Charts

Teacher Guides

Inservice seminars for adults working with the
stulents

A year-long course (may be used in shorter
segments). To be done in conjunctio with
field based site work in day care cefpters,
nursery schools ) oot

Self-evaluation materials are._part of Evaluation

Strategies Booklet .

Work through the teacher's guides

Attend the 5 inservice seminars offered through
EDC '

Field based experiences with cﬁildreﬁ for students.
All theory is built on and derived from.students'
direct experience with children.

Th& materials are voluminous.
Th& booklets: are not designed to be done wholly

44




or in a specific sequence. —They—are td be
used when they are relevant to the>experiences
and questions of the students.’ -

AVAILABILITY: Exploring Childhood .
) ) Educational Development Center, Inc. T e
- T % 15 Mifflin Place - . ‘ -
_Cambridge, MA 02138 . ‘

COSR: Total full year program without films $400.00.
VIGNETTE:

‘ Rosemary, a high school homé economics tgacher, is

v
[

teaching .a new "Parenthood" class, using the ‘Explgring Childhood

materials. After reading about ,the materials in an EEE’Egg§lefter

and deciding that sne wanted to be a part of this gxciting new S )
) procram she began thgq lengthy process of getting'budget approval,
"I" ¢ . »

settlng up the field s ites, scheduling the seminars, 'etc.

Y

The twelve bqys and glrls 1n§§rades 10 11, and 12
spend four hours a week\ln a day care center and meet with Rosemary
: twice a week to prepare for and share éxperiggces. Rosema?y is ,
convinced that the class is wofth all the work it took to get. it
gQin%. The students are {éarning about thémselves-through their
wonk.with children. Developmental theory and learning theory

/ become relevant as students explore tiheir own modes of learning

.
-

and teaching. .Féqlings of 5Qgh themselves anﬁ the children are
‘an integral part of the curriculum, beg;nnihghwith Peter who is
surehthat little kids don't like him.
. Rosemary and the field-site teachers are attendiﬁg
the five seminars by EDC offered inltheir af%%ﬂ ng seminars .
- help them acquire tae teaching skills and k,gg"ledge n'ecessa?y ‘to

dse these™haterials. To help students arrdige at their own ideas

\

rd

N7

45
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¢ . of parenthood based -on experiences beyond and including their
* - .
- own upbringing, Rosemary must learn how to ask open-endiF
* questions, provide sequential group experiences, and establish .
-+ ' . . guidelinesg for experiences outside her classroom.. It is hard
S N :
work, but exciting because the class is alive with talk based
~ »
on.the field-site experiences. The students' learnings about
themselves can have long-range effect on how they raise their
own families, o
- , e R
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GUIDELINES FOR CHOOSING %SYCHOLOGICAL CURRICULA

In the preceding pages'you haye looked at represefjta-
tive pé&chological cur;icula one at a time and piece by piece.
Perhaps you read of several that sound as if -they might fit
your needs ané you want to decide on a curriculum to try out.

Remember that psycholggical curricula in schools is an emerging

fuzzy field where taere afe few guidelines for decision-making.

An accurate picture of the field can be found only through put-

' ting the pieces back together again. What do you see when 'you

look again at the representative whole, these curricula? .

The intended éoal/s of each purricula is similar,_even
though the words may vary. The sameness and fuzziness of-ihese
goa}s, however,-dake them inadequate as a basi; fog choosing a
particular curriculum. Rather, the goals are most useful for
undei;éta}lding what makes a psychological goal different l:m a
cbgnitivehgoal. "To better understand his own feelings" is

' N
cllearly different from-"To create statistical analyses'of‘resgonses
to polliné instruments." Psychological and cognitive goals are,
not necessarily mutually exclusive. They may or may ndt“overiép,
depending on thne processes Or aétivities used to explore the

content. Students could explore their feelings of Success and

failure in. working with statistics, or they could explore statis-

7S
¥

tics through an analysis of a poll of Ameriqgns' feelings about - t

‘their successes and failures in life. Both explorations would

touch cognitive and psychological aréas,_but the primary focus of

each goal stated would be either psychological or cognitive. Some

47
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of the psychologlcal curr1cu1a descrlbed-lnclude act1v1t1es
(

which integrate psychological and cognitive, but we stated iny

‘the psychological goals ih the descriptions.

’!:‘,«G

If the list of goals of various psychological curricaia I
does not help you decide which curricula you want to'try out,
[} . ™

look at the obJectlves specific steps leading toward the goals.

v

Several of the curr1cu1a do have separate* obJectlves for each
act1v1ty, film, cnapter' others do not ‘Altnouga you may'feel
more comfortablé with a.set of speclflc objectives,. the 1ack of - . -

such clear objectives is not an 1ndlcat10n of the curr1cu1um s

success w1th students. Rather it is an indication of possable

'
Y - N . | +

- work for the future. ‘ , C :

Several curricula .were developed by indiyiduals or °

-

small groups before '"competency'" and ”accountability? became by-‘

»

words. These curricula were used locally, thought’ to he underﬁ

stood by participants, and did not have to be explalned by any-

one other than the developer. ‘The greater spec1f1c1ty of later

curricula, including objectives and sequences, may Pe a result of
. ~ o~ ‘.

the need. for clearer description to a national market, the present
interest in 'acgountability", or the'increasiqg refinement and e

¢

sophistication of psychologiéal education in general.*
All ten offtﬁe currﬁcula described have stateﬂ)goals,

butavery few offer any proceduﬁes forygssessment of progress to-

b

ward thoée goals. Most curricula do not taise the question of
assessment. Others state that they rely on 1nforma1 observatlons

b: changes, and the teacher,ls asked to decide what to Observe -

and to determine what constitutes change. A few curricula now

A " . . , 1‘
|
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include the ‘use of, valldated assessment 1nstruments ro meafure

student progress toward the‘goals, uf'in most cases ‘assessment

» ? : ’ o

7 of student learnlng lies w1th the 1ndmv1dua1 teacher. +And it

I rarely ge;s done.*-(See pagestes -69 for " $ome help y
. é L4 A
. 'm If after readlng the prev1ous descrlptlons, you fou d .

the statements about goals obJectlves and methods of assessmemt

. lnSuffL01ent 1n helplng you dec1de on a curr1cu1um._’/,J> else caé

¢ 4

N help you9 Gentral to these currlcula are the actlvrtles that \
. s 9
" createslearnlno experlences for students. ' '

.

Look*for the act1v1t1es whose process and content are
most llkely to grab the students you are worklng w1th or that are

A " most likédy to exo;te you. Puppets fLIms qu1et1y Sharipg new
.information, pantomines, ring toss,éhmes,.Listenfng to music, role
. . : » o . > 5

. playing'a— what will most quickly'engage the attentiOn of the stu—

“«

dents? Whlch top1cs most concern the age students you work w1th

. .
- deatu, sex, fears famlly, winning, 1031ng, parents bean‘a
parent? The greater the students 1nvolvement and - lnterest the

-

s

- - '

greater the likelihood of learning.
After using pﬁeyiew_materiais, books - and activities

I

| ula and activities that‘students enjoy,.ask;toido‘more of, and

e - . . v - -.1 PR %

Seem to learn from. In'making'a decision among‘these, you might

elchoose the curr1cu1um that you enJoy -the most, that costs the
least that encourages teachers to work tocetner or that the v

oy school board recommends. Or you may not cHoose a cprrlculum at

*
L)

all. If you do’ not w1sh to spend .the time and energy neceSSarg -

*

to convlnce teachers the school board or tJe super1ntendent to zf

’ < . e ’ oy . ,‘ L4 . .
- from the teacher's guides;- you will have information about curric- -
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s

. »buy a certain curriculum; or if the money simply isn't,available,"Q?

'og>if you'd just rather do it. yourself —— you may decide to buy

several books,-gqther materials, and %pend the time and energy

- putting §ogether_your own curriculum. (It's more fun if‘§ou have

rd
friends to help.)
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‘CHAPTER THREE

©

' “ ,TﬁACHER DESIGNED PSYCHOLOGICAL iCURRICULA

"Experience is the best teacher.

Recent research has revitalizéd the cliche and gi&en
us._ new evidencg of its truth. Combs says it thfs'way...informa-
tion will affect an individugl;s.behavior onl& in the.deérée to"n

/// which he has discovered it§ persoggl meanihg for ,him.2 ' The ’

- . N

discovery of personal meaning may,occur in an experience where

.
’

* 211 the'pieces fit toéether, an epiphany. The way to figure

somethingddﬁtjﬁto disctver its pieces and theif‘meaning for'ybu,“

Q ' is to. do it yourself -- be it a boat, a souffle, or a psycholog-

ical curricudgm. The proqess‘of‘doing coupled with refieetion

and articulation le%ds'to learning. | o .

. - Mady schools“hgve'always been ‘their ownhcurricu;um—
makers for g.variety.of reasons: lack of MOney to buy "expert-

. desiénedﬂ tﬁrf&éhla, desire for a better "fit" betweensétudents

and the c&rriculum, etec. Here is an outline of how one group of
college students and staff members ﬁent about building a psycho-
ﬂlogical“cufriculum. They degided to pool their resources and '
try bulldlng a currlcnlum as a step in .learning more about themT.‘ !
selyes, in learning more about psycholbgical. gyrrlcula and in, !

fbecoming mbre effective teachers. All thad R;evious experiences

ot . o

Y IS N P '
. v .A . = ceawts

b , - C " 2Arthuf V. Combs ;he Profess1qna1 qucatlon of TeaChers’ ‘»;
Boston: Allyn and Bacon, 1965;:28 L . o | 1

*
[y
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»

- teachlng in publlc schools.

pSychologlcal curricula prev1ously described.

°

pated in classes,

workshops

.

All had utilized severa) of the

«

All had partici-

or conferences which deal

with «

counseling techniques,

1earn1ng about themselves

grou

process-

es,

or communiEation skills.

None of tée participants|had previ-

-

,ous experience in curriculum design,

but ail were willing to try

LGl #

and 1ater to follow through with the 1mp1ementat10n of any curric-—

ulum that grew out of their efforts.

. The design project amgd the curriculum product are

described using these categories: _
Age/Grade
Goal
What
. Suggestion for Use
. Assessment
Preparatién '
Strengths
Cost

'
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3

AGE/GRADE: Ages 6-12, Grades 1-7

\

A curriculum for whom? Students in grades 1-7. Each

Aparticipant worked with children in different grades, and they

)

all wanted a cufrieuldm each could use with minimal re-design.

14

Obviously they were looking for a challenge. ”Magig Circle" "
has a separate pFogram for each level, ”Ins1de/0ut” works best

with 8, 9, and’ 15\\., Could they build’a currlculum that could

be utilized-with all children 6-12 years old? Considering the
developmental differences of children, this job was like trying

to build one houge in which members of “four generations could qll

ltve happily ever after.

B

" GOAL: To increase the. depth of self+knowledge by‘students

The intent was to make "selfh a baft ot\the school
currfculuﬁ,'like resding or music. They wanted to have a time
each day when the:students' woulg be learning about themselves;
but they needed to clarlfy what they meant by '"self." ' What wers
the parts of "self?" What parts of "self" @ere most 1mportant
for children to explore? Obviously a survey of student opinions
woulq have been useful here, but not having‘imme&iate acqess to
) students,'they started through the psychological gurricula gu%des
and theif old psychology textbooks lookiné for answers. . In this
way, tney.arrived at a meaning of ”self” that inc;uded ﬁhysical,
emotional, mental, and social,pavts.’ﬁ%he goal of'stUdsnts learn-
.ing more about these four parts.of theﬁsel&es, while fdcused, was
sufficientL& broad to allow,qréativity to flourish .as the builders

began to design their curriculum. An assessment instrument was

a

-
1-»*;
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\

essential if they were to know if they had accomplished their

goal of increasing self—knowledge: Thinking abeut assessment

i}
Y

was simultankous with deciding the goal.

- -

WHAT: Activitied based on wizards, astrology,

wheels of fortune, the magic¢-of the unknown.
a )

The curriculum'builders next.went to work to find the

grabby'idea -- én‘idea tnat weuld provide a base for the design-
ing oflthe agdtivities. They didn't have the time, money, or
skills to produce &11ms like Ins1de/0ut or music like DUSO; they
needed an ;dea. The process went somethlngfﬁlke thls

"What's something that kids like to do at all ages?" '
"Play card games.'"
. "Card games, card games. &
N "Yeah, Jgames of chance unknown "

”Chance fate. ‘

"Yeah, 11ke d1ce and wheels and guess1nv and riddles
and ‘

"My son a1Ways reads his horoscope for the d%y

"Sense of mystery, unknown, ‘fate.

‘"Hey -~ ‘wizards, crystal balls, maglcians, monsters,
hofoscopes, palmistry, games, swamis, fortune
tellers fate, weird stufﬁ, 1uck and --." .

”Hey we've. got 1t " . . ) i

’

They had an involving theme which provided a consistent

-
starting point for activities. A qdick’trip to‘the newstand, ,
dime store, and’bqekstores reaped all- the basic "1iter;ture” : | z
necessary for 1earn€ng more about tnese‘mysteries that they were
sure were ofﬁgntereet to students of all ages.

Now how to create act1v1t1e# whlch ?ould allow all

’ 1
children ages 6-12 to partlclpate at their own.level of develop—

! - +

ment? The route seemed to be: have an activzty that elicits

information from the .child and then use that

‘nformationlin the
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rest of the acfivity. In this way, the different ranges of
experlences perceptions, and abilities could notlgyﬁy be accom-
modated, but built upon.

To try out the hypothesis about chance or fate, they

1

. made wheels with dials-and feeling werds, from the wheel of

2

fortune ideag'gjhe students would spin.the dial and pantomine
{ 2 5
the various feeling words that came up. Younger children will

use different actions from oldqf children to illustrate the feel-

L

ing words. (See appendix for completeé activity.)

h]

! - Convinced by their own pleasure and learning that this

approach .would work, the participants developed more activities.

. No, they did not decide on a list of objectived that would work ,’

o

toward their goal of increased self-knowledge and then create an
activity for eééh objectivef\ They played, pushed ideas around,

¢9 *
talked through activiti ’/fejected parts, did activities and then

went back to the drawing rd. As they created activities“invthe -
. * »

. midst of the fun and .confusfon, the focusing thought was always -
"What eag I learn from this?" As activities moved out of Z:f
met

first draft stage, the group began to clarify the objectiv

K " { ' v .
by each activity. ,
. In the case of the missing kickball the process went

- like this:

b : .
" "This problem solving thing isn't going anywhere.
Why not begin with a mystery -- and do something
. with the way we solve mysteries.”
, "What's that got to do with me?!, .
"Your behavior with others -- “are you qulet helpful
to the detectives, getting in the way, throwing
in silly clues?"
"You could have a whole bunch of clues, each kid would
. ’ : get one. Some would be silly, some, extraneous,
some right to the point."

r‘ '. ' r.r - >
o - o dd . \




were:

- detail and write the second draft. Now there were some activities

Not surprisingly, the fif;m actié%ﬁgﬁggéﬂd’éléb became the initial

49
\ ° ‘.

"They could observe, play with their .own group
problem-solving behaviors.

"My first graders. don't know ‘what you mean by
behaviors." ¥

"Try, 'What are some ways Kids act when they have
a problemfto solve?'"

"So, what's the obJectlve?"

"Learnlng about, their own behaV1ors????”

. "More....." aV ! )
"Each student 11% be able to llst his own behavigrs
. in the groug

(Refer to the appen&ices for this complete actiwity.)

As individual activities were developed, patterns of

s

how participants were making decisions of what to include and

a

what not to include emerged. ° These patterns bebame the criteria

b

for making decisions about the curriculum parts|. These criteria

»
2

1. All part1c1pants thought the activity could
be done with their class. ”
2. Students would be learning about themselvés
3. The activity interested the partficipants . 1,
enough that they wanted to do it/ thémselves.
4. Students actively did something pther than
read and write. -
5. Another. teacher could read the directions
and be able to do it.

v

<

At this point groups selected activities to develop in w7~

1207 e
with objectives. One. activity had to come first and one last. -

“»

activity in their curriculum. The activity was conceived.as ah

\( ‘

fatroduction to the four partﬁ/Qf self and as’a self-information
Y. ’ ; . ) S ‘ ‘r

recording’ instrument for students. 'The activities were seqpepced s gg .

by topics efginning with the most obvious information, physical o

characteristics of self, and ending with the least obvious, the

. . - i

unconscious dreams we have. &)




The following is a sample sequencé‘of objectives from

-~ their curriculum:
The students will be able to state the dimen-
‘sions of man's development.and to identify
characteristics of self in each dimension.

The students will identify moods and know \‘
what can change them.

The students will know that\peoplé value
. . different characteristics of self.

poe The students will know that the same feelings -
can be seen in diffefent behavior.
.(\) - 4 .
. This sequence seemed logical to them at the time, but
| \

~

. they werle aware that when they implementé€d the curriculum, the

sequeﬁcq would probabl9 change.based on the difference iq the

. children's perception.

3
.

.. SUGGESTIGNS FOR USE: .45 minutes a day for 20 consecutive days.

Previous teaching experience with the use of other °
ki
frograms on a weekly or intgrmittent basis convinced the group

. “members that learning was more likely to occur for elementary’

~

and junior high students if they worked with the curriculum each

day. The 45 minute time ‘'whs decided on to accommodate the fact

that man?’pa;ticipants were in departmentalized)schools with 50-
55 minute periods. In reality, a 55 minute activity had to in-

clude several short barts SO that‘students could change wnat they

*

were doing'several times' to engage those with shorter attention’

spans. . ™

A& sample schedule for 55 minutes:
LT
- Elements o? Life ' ¢

10 min. 1. ' Present astrological groupings
e . based on the elements.




10 min. 2. Draw the element of your birth-
. day on your silhouette. .

5 min. 3. Form a group with all those borp

under the same elenient. ’
10 min. 4., Create a list of the ways you
) are a1l alike.
. 5 min., 5., Tack lists to board.
’ 15 min. 6. Discussion’ of '"Sames"

2]

(Refer-to appendices for complete activity.)

[ : '
A There was no magic in the decision to teach the curric-

)

ulum for twenty_days: Four weeks represented the amount of time
most participants would befteaching at one grade level before '
" moving on to another school or group of students. They did feel

‘that tpis was sufficient time to’determine if their curriculum

‘ held interest for students and if it held the potential to in-

ASSESSMENT: Pre/post test "Who Am I?"
‘ : Daily reaction sheets for each day
Informal observation by other participants and staff
Student s;lhouettes

{
|
|
|
|
\
|
¥ 4 * < ‘ |
crease students' self-knowledge. . 4

The curriculuﬁ builders wanted to know if their efforts
hadfbeen successful. They approached assessment by asking the |
question, 'What information do we want?"

The questions they wanted answered were: |
, 1. Did the curriculum'increase students f
‘ . knowledge about themselves? . |
2. What was the information in students' : - |
"own words!' that was elicited by the . . ,
activities? What were they learning y
about tlemselves?
. 3. What changes were made in the activi-
. - ty to make it work for the ilgvel of
\\\“ C . students in a given class?
N 4, Whlch activities were most enJoyable
: for the teacher?
5. Which.activities were most enjoyable
. for the students? (
> ) 6. Would the teacher use the curriculum
' * ggai??

) T
\-1 . s ty
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The participants needed mechanisms for collectiﬁg
in{ormation about these questions, especially one 4nd two. The

creators assumed that.students would learn and have fun doing
~~

y*The activities, but they couldn t rely on their own perceptions
as a measure of what students would learn about themselves
They knew they needed a basis other than each teacher's intuition,

especially if their intuitions differed about what students °
: /
learned. They selected the "Who Am I" test developed hy»Barbara

Ellis Long to be used as a pre and post test which measured ‘qual-

, ity of responses about self. (This test is included in the appen-
i dices and further details regarding its use may be obtained by
" writing to Dr. Long.) Additionally, they decided.that each par;
: ticipant would administer the "Who Am I?" test to a control class
in the same school at the same level. This would provide surety
that changes in self -knowledge which might {ave occurred in a
partic1pat1ng classroom during this time did not come from factors

_other than the curriculum -- such as a changed environment in ‘the

whole School. oy
Another way of getting information was to find a means.
:

for students' recording of their self-learnings. A journal might
> be difficult for the younger children, and the group wanted an

activity other 'than reading and writing.\'The initial student

E
s11houettes were used as a place to record what they were learning

P~

about’ themselves. Problems arose because of limited spacé to hang

t the silhouettes and limited time for recording . Fridays were then

) designated as a time when students coufd\reflect back on the week,
' »

+
- .

-
L
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pull together the pieces of léarqigg, and then record their

information in a variety of créative ways on their silhouettes,

IS

In lieu of a final "exam," pairs 'of students completed

their own_'"Declaration of Me,' which were then taped togethem to
form a CS;SS scroll that could be savedi (See Appendix) This

scroll prdvided more information for answering the participants’

"

lquestions about what students were learning.

-

A daily reaction sheet forxthe participants was de-

3

b
signed to obtain information about the effectiveness of each

activity and to share the happenings ong participants.

. , | ' \\




N ’ DAILY .REACTION SHEET ON CURRICULUM

Name of Activity: . “

- , R -
Date: Name:
Time Spent: ) . : . . . ‘
1. .Student involvement in activity Low High
2. Degree of student confusion Low : . High

» [

3. Did it seem llke act1v1ty worked toward our intended
objective?

Yes No : v

4. Examples of information/gtudents<came up with abeut self?

-
: +

a.
b . v -
c.

d.
) 4
\

5. Does activity need ANY changl g or refining from the
4 original design?

(i T ’
Hs
- A

Yes No 7 - 0

6. Your ﬁegéonal reaction to teaching activity + s

+7.. List changes indicated: ‘ . , -




i

7 * .
J L/these reaction. sheets, along with the other information, were

h

After tlle curriculum had been used for the first twenty days,
) . ‘ .

o«

|
e
A ‘ ‘ ’ 55 : ‘
|

|

i
compiled in a report to be used in the modification plan: re- - |
writing the curriculum with another group ' of teachers, b :?xﬂ ;
. I ’ ' -‘
PREfZRATION: For the creatiow ¥Ff a psychological currieulum °

A

f
All the participants in the design group had{in

common : . L
1. experiences with children of various ag€s. T
2. teaching experiences with at least' ¢ne ,of-
.the previously descrlbed pSVQholovlcal el
curricula. bee pom T
. 3. training in communication skllls i ’

4, choosing to part1c1pate in. this group task.

-

: The primaryncharacteristic of these~partlcipaﬁts.is‘
T

that they were not afraid of feellngs their own oﬁ other'éf

KN - [
. M

The realm of feelings was not a mystery to them an'emétlonal ) .
£ -1
child was not automatlcally sent by them to the gurdance.counselora '

Building on this interest in and knowledge of feellngs they utl—J‘ft N

lized George Gazda's Human Relatlons Development A ManuaL for ﬂf‘fﬂ.

7 € 11.,

Educators.3 As a break from the intense creatlve work of bulld—v’

. A,) » s R

1ng a curriculum, they strengthened their perceavzng and respond— " B

ing skills. The readlng'and wr tlng approach of Gazda,s manual vi"‘.«<—
%‘ Q{ T

served well as a refresher course for technlques preVLOusly iearned;_ .
Other factors which are helpfulllnuthe suecess,of a .. o

group design effort include: v S ﬂfﬁ
1., Isolation- ¥rom the normal day to day pressures‘.' .
2., A compressed, focused work period such 4§ flve -

days, 8-8, with no jother demdnds,. TR

3. A new and.pleasing environment in wnich to work IR T
. L ! . ' \ ’ L 0‘
3George Gazda, Human Relations Development: iA Manual . A

for Educators. Boston: Allyn and Bacon, 1973 h ‘ W S L

S - . . . “ e
: ' ]
. . wL e . >
' . L/ > . . -
’ ' B 4 . .
. * h g
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TR ”;,“\": ' It s, dlfﬁlcult to come up W1th new‘ldeas in the same
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K A aem old place~when other demands.keep 1mp051ng themselves. T If o
- . - t hd
’/J' e PRI
I teachers and admlnistrators are~5er10us abf/j locally deslgned~
’ ’:.' b ;‘, ‘d’
A - A
5 . cu;rleula, then tbe env1ronmenf and resources most conduc1ve
Mo Tk .' . .oy
. ,; 32 to 1ts~shcee sfuI development need to be prov1déﬁ4 Each curric

T .; 3 ulum endeav’r WQuld have’ dlfferent factors worklng toward ﬁts .

P

v . ,"..success, buﬁ probablyﬁmost 1mportant is tha; each part1c1pfnt

--A ‘)‘j \vantS tQ do \tha*b ..-: rega,rdless Of WhY he wants to dO it.

¥ . N , . : . . .
- 3 B . ~
“@ ey

o . 'STRENGTﬁé:“kxpanded knowledge BT .

R

v s . . -, . -Fan -and a persgnal sense of achlevement .
T . 2 y: product for students L . - . ’

' e i ’ Thls des1gn-exper1ence may seem Ilke a, xoundabout way :

. to come to an understandlng of psychologlcal currlcula, but the

- - reasons for c eatlng your own may be much the same as for bulldlng

‘ A . ‘ .t . , e . . . N . . .
L your, own hOus .. You may wisht to: < Iy
) ' e T e “ ' . ‘- .
N 1.4 gét d1oser to, what you.want. . " -

) el . 2.. do It cheaply. C

S i:”‘ ) 3. " ‘have pleasure in the process and the product

) LR - 4., hayve a sens¢ of aceompllshment ' )

" N ('1 ot ot 50 ,f 1éarn. " - . ¢ . . €. :.

f ’ PR , ‘1 e v . / — i . 3
PEREE Lo e Ye? "currlculum may/got pe any bétter than those of '

‘ - v ¥ . "’
ISR pfofeSs1onal bullders and ih fac%/izi\s probably a llxtle cruder
S S L (O I . .

LT and rough 1n[spotsq g%f‘%heﬁperSonal pride and satlsfaotlon 1ﬁ a
- o~ ‘ . B 3 - '
. JOb Well done cannot be denled o ///// o
\ s There may be Just ag many gains for you 1n purcha31ng_
i fan "expert dgsigned" eurrlculum‘ The-pleasure may lie in yo
¢ f}‘ persona;%mpdlflcatlons and addlIIGnS The decision 1is ‘yo s.
- - & i d ~,/‘ e : ’ . . e ' h'" o’ | ’
R Y | ; X e : T, :
e S ,-. ;«‘ 7 . "l " ) o * B N '
Lt ”~ P . }. . , y . .
. ~l~ . - . .q > ’ - s
» - ‘ . . . . . |
e | ‘ o - ’8‘;:3 ' ) - 1
. ~ AR * - - 4
. r :. A ~ . —_— * e . " N
e R ©oe ! ’ T ' R R \ .
7 \) ‘ .. - . o -, . o, ' . o R ] .ot . ,_:" s . \
- ERIC. - U ST Y B
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e fCAUTIONS: It may bomb.* .. B B Lo
L R “It's hard to measure . self -learnings . . - . o
. Lo ~'= It's time consuming. S y
8, o < *You may become so involved with learning about : )
R . ' '« . yourself that you don't gét to.the students. .
e - - ... You may become submerged ih, the parts and 1et ' o
W N o o 7 the total gOo awry., - - s , A '

- vy, “‘ .’ " ” ’ r
, s . LIRS .,

W -Sumpary: y
.‘:, vt -‘" e - ‘~. . -, N .

i ¢ ‘e
’

o/". s -
IS S & Coe C . . P
‘o ""I e ke . : * e ‘ . ; * M - N " o
Xi’“, S tL;f : The luxury of going off to th%vmountains for a;week
. with a group of school people to design.what some perceive as a R

/ ' 3 "
,/ i frlvolous or extraneous .kind of curr1cu1um may seem farfetched

» t

_ and*impossible with insufficient payoffs. We d1sagreet Learnlng
/ \

can be a pleasurable experiénce. It!s just that most‘oﬁ us,éan't

i recall many Such experlences. It‘déesn’t have to cost anyone P
':i .; - massive amounts of money.: The cost of this currlculum progect ' ‘,/
{;‘fAf"//7 (food'~cab1ns and. books) was about $400. - \

T ~',i“ ~.. Currlcula des1gned by members of your own system can - .

I

splnoffs 1nto other parts-of their work. Durlng the

)

1nd1v1duai hldden strengths wh1ch beneflted the total

L}

# :
M §' ) - P L R . _".. , . €
DA } Repeztedl though 1t was necessary to force ourselves to stop.

-~ »
+ » - -

‘ We were so excited about doing the activities and learning Qbout e ’;
< -
,() » /
| "» oursélves ,hat we were in danger of forgettlng the trans1taons ..
. 1 : .

~

o and detall that had to be worked through for student use of the

s

\ . __g_‘curriculum It was necessary to be cons01ous of and to artlculate
» . a‘

~tf', o@r own.lea n1ng to get the c1ues and anformatlon needed for fur—

’

" thering the task. ',’ y : L ) \

Tl - . | 64 ) .A

-
A




Y e ' A
- - . ¢
hd vl . . ' ‘
. . ) ‘ , . | 58
. There is no happily ever after conclusion to this |
P ) o ‘ ) Lo
story, but we did drive off into .the sunset with.very full suit-
o ;cases, lots of dirt from playing in muddy waters, and a psychQr N
. \ . - ¢
- - - . * : Kt ?
. logical curriculum we'd done ourselves., , '
i * ) . © ¢ .
NS ) - . . ¢ ’
* COST <
. : Approximately $400 for ten peopl€ for five days to
; create a curriculum ‘to be'used with three hundred students for ‘
- , « K “ ' . .
- twenty days. ) R
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*SELF-DESIGNED PSYCHOLOGICAL CURRICULA p ///]
Although the preceding narrative illdstrates the
complexity of curriculum design for psychological goals, making
your. own curriculum can seem simple. The geography teacher may .
have a file full of "manila folder units" labeled by country.

The city curriculum guide says that geography. teachers will

cover the important concepts of Europe, China, Africa, etc. The

S hnt

graphy, economics, history, culture, etc. As articles, activi-

e

important facts group themse recurring areas of topo-

ties, or gamés are found that relate to each area, new notes, '
plans or worksheets are added to the appropriate manila foider.

Then subsequent changes are mﬁge in the weekly quizzes.

'

There is nothing this neat or predictable about stu-.
o

‘ S . )
dents learning about themség;es or about other peoples' feelings
. /: o 2 [} )
about students learning about themdelves. 7here is no standard
' Ay Ay
curriculum guide which outlines the cgggeptgﬂto be covered or - °
. . IR .

fadﬁé to be learned. Yéummay havecnoticed/ﬁhat the"ﬁdbks in the -

.

initial bibliograghy are—fall éf}actiVities, but, almost void of

objectives or expected 1éafnihgs beyond fuzzy goals. .
. . . b
When working on activities for your own psychological

curriculum, remembeﬁ that in§most cases an inductiPe approach to
1edrﬁing about;sglf beginsﬁwith an experience of sense, bo&y,gor
movement éxploration that raises some information to a conscious

ylevel of awarenessf’ These;ekpe;ieﬂpes usually begin alone with °

the self and move to the self in relation to others.

i . 1 e . . > . [} '
' Once this experience has, occurred, the next step in ..

Ll

oo your activity design-is a process for reflection or thinkihg about
1 } ¢ - A -
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. Publishers, 1970
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~

that experience. This process must include time}alone for each~ -

.

person ultimate1§ qrrives'at his own meaping or undérstanding
of an experience, althougﬁlothers can be signichant in asking

open, nonthreatening questions, paraphrasing, or providing addi-

\
tional observations about that experience. Numerous curricula

have included processes which you can use asymodels for this
. & ¢ .
reflective phase,of‘learning about self. he "trumpet approach"

developed by Gerald Weinstein and Mario Faﬁfzmi is one usefudl P

process, for post-elementary school studeh‘ts.4

o

The final phase of self-learning which you may want to

plan for in your curriculum design is the‘synthesizing phase.

" Observable behavior changes such as a new ease in talking and

clearly communicating the meaning of the experience to anothe
trusted person indicate that learning has occurred and has been
integrated and assimilatedjinté the learner's total life experi-
ences. Of course, the ASSesément procedures’mUSt accommodate
the réality that different students will actbon their hew, hiffgr—‘
ent learnings in diffelent ways. -

Given phé comp}éxity of these huﬁerous dimensions of -
,1éapning about self, thé absence of specific objectives for each
activity becoﬁgskreadily understandable.’ YZu mighf*eveanelcome

e o K . -

th?ir absence. . .. 5 . )

To get you started on making your own psychological

curriculum, we have included a number of lists -- goals, objectives,

-

activities, and assessment pfodesses. It's up to you to put th
. /.>3%

4Gerald Weinstein and, Mario Fantini, eds. Toward
Humanistic Edycation: A Curriculum of. Affect. New York: Praeger

!
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Y4l
starters and-your own pieces together in a way th%y/makes sense
for you and that insure experience, reflection and .synthesis for
tﬁe students with whom you work. You might want to draw lines

connecting parts. . Find an objective that ;eiates,to‘a goal. Then.
g

select several activities and something yeu can observe tliat shows
whether the objective was met through those actjitvities. Match up///ﬁ
' i

the parts and work toward a whole.. , : Y

. T

GOALS . ) I
Students will: : ’ . %

have increased knowledge about gelf.
| .
show changes or growth related to learnin about
self

.
~

)

i i e
#; demonstrate increase 1n positive self-concept.

ta
». i

~\'{ ) i?crease ability to share feelings with others.
el crease understanding of feelings of others.
show acceptance of differences among people.
understand the consequences of afternative ) . -
X behaviors in different situations.
OBJECTIVES . ‘ v S

Students will: - ,t

common, . . . o
learn that dlfferent people value dlfferent qualltles
about themselves ! /

[y
>

E]




know how their likes and dislikes are based on -their
own strengths and weaknesses. . - .
understand how their actions influence other people s
. - perceptions of themselves. L, < . .
\ have greater understanding of their own fears and
know that other people may fear the same thing.
. . a ¢
learn more about the feelings of being unwanted
‘and being frustrated
¢
know different causes that result in certain feelings
for himself and others.

learn how negative behaviors can come from,unmet needs.

" unders<and that the things they ‘dislike most about
other people are often those things they fight
against in themselVes ~. ..

understand that people who appear to be dif erent '
often share the same feelings. ‘

ACTIVITIES o \" \

Teach the class in a normal manner, except that half
the-students are ‘blindfolded. ‘- - .

e ’

.

Ask to pantomine feeling words after spinning the .
"feeling wheel.”

Divide the class into pairs. Give A a behavior to
try out. Ask B how he feels. Give B a behavi?r
v to try out. Ask A how he feels.
| e.~—~ '

in; I am proud that
yself because -

Have students fi]
I am pleased Jabou

ts a series of pictures. Ask wﬁé& someone |
be af:aid of in the picture.

Show stud
coul

, .Ask students to te11 about somethlng that they used
8 . to'be .afraid of, but aren't of now.
Divide students into 5 groups
~ Have each group draw names of 5 student§ in the class.
. Each group makes a list of 5 things they like about
each person whose name they drew , -

-+
e

Show a film or a picture that estab;;shes an emoﬂionala '}
. ;Ssituation for students. . |
|
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Dlscuss how they felt while watching and what they Lo
- would do in that 51tuat10n

i

Using open- ended story 51tuat10ns ask students how
they think different people would react in the
situation. -~ an older sister, a little child, a
mother, a sailor.

v '
v B

Teach a lesson usingra code which no one in the class
understands. .

Have an auction in. which students give up character-

istics they dislike about themselves to be auctioned
off to other students who want them.

Ask students to read their horoscopes. Do they think
the horoscope is true? What does determine what .
happens.to them each day?

ASSESSMENT 7 /
l The teacher can observe: !
Children vpluntarily aid handicapped classmates. i -

New people become involved in céass activities. .
I3 . v

Students work productively with a variety of groups.

L)
Children can work out playground disagreements without
teacher intervention.

. s
. Givén a situation and a list of behaviors, the student
can categorize the list into '"helpful' and '"not -
helpful" behaviors. .
Students can make lists about themselves such as
"things I qo well" of increasing length.
New students are included with minimal disorientation.
\ The teacher can select and administer a pre/post measure-
.o oo N , e
ment of goals:y d N
Thomas Self-Concept Values Test : ' ,
Interpersonal Effectiveness Diagnosis i .
I uctional Objectives Exchagggﬂrﬁﬂ_h 1

Measuxes of Self-Concept - . e

"' Personal Orientation- Inventory

’

v

Survey of Personal Values

e

%
(Descriptions follow)

70
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TITLE: The Thomas Self-Concept Values Teftx ’ :&
: E . : .

DESCRIPTION , A

»

Assesses personal self-concept values.of pre-primary

hnd primary age children. - The test derives five self-concept .

M ~

scores and fourteen values scores. In the testing situation, the’

child is presented a picture of himself and asked a series of four-

teen questions. .Example: 1Is (child's name) happy or sad? Other
questions déal with size, sociability, ability, sharing, male
aecepténcg, fearful things, fearful people, sérength, cleanlinessh
health, a%tractiveness, material, and independence. The child is
then reasked the queséions with the child's mother uéed as refer-

- )
" ent., Example: Does (child's name) mother think that (child's

-~

name) is happy or sad? The child is then reasked the same questions

3

using teacher ahd peers (independently) as referents. This yields
one score for the child self as subject,;thfée scores for the
- . child self as quect, the composite score yields the fifth total o
self—concepf score. ,The test is probabl? best described as an
instrument to gain Qalues scores thrdugﬁ a series of self—percep—
tions. ‘
RANGE

rkges 4 through 9. ) L

NORMS ‘

Normative data and standardized scores*for the Yourteen

values measured, independently and the five self-concepts are

avajlable. 1In addition, test and retest,qoeff1c1en§kare available.

. ‘
Concurrent validity analysis data is available having been derived
. . A

N f%om two populations of fifty-eﬁfidren each. Scores can beée profiled.

.
»
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AVAILABILITY . ' .
L4 L ‘

N, Clement and Jessie V. Stone Foundation . i
A%hievement Motdvation Program )
111 East Wacker Drive S#510
Chicagd, Illinois 60601

\L\ Test .is $24.00 ‘ .
t

Answer for m and profile sheet (per student) 10¢ each

\v '// :
J— .
e . B -
.
.
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4

"“TITLE: . Interpersonal Effectiveness Diagnosis

DESCRIPTION

Ass;Zses the degree to which the classroom in which

a.child is placed meets hisrinterpersonal}needs. These needs

éie -- affection, inclusion, and control. The Interpersonal
Effectiveness Diagnosis gives both individual scores for thé
compatibility of student with peers and teacher and diagpostic
profiles.Q TQis instrumenf is baéed on the research evidence -of
relationsﬁip between compatibility and productivity. Intgrpersonal
Effectivéness Diagnosis can be given in groups or indivi&u&lly.

It'is a paper/pencil instrument with accompanying cassette tapes

in English and Spanféh. : . ) h
RANGE ,
Primary through high -school.

NORMS < ' : /

_ ‘

AVAILABILITY )

s

Human Development .Training Institute
7574 University Avenue
La Mesa, California 92041

1
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TITLE: Instructional Objectives Exchangé Measures of Self-Concept

“

DESCRIPTION

This is a collection of affective ives and-their

subsequent measures. <The measures nsist of a series of three

) -
self-reporting tests; .primary, intermediate and secondary, which
. .

,attempts to measure self-esteem on four dimensions. The dimensions

@

are 1) self-esteem ggined from f%mily relations 2) self-esteem as
'related to peers 3g self-esteem as related to scholastic'succéss
o; failure 4) a.geheral estimate of‘self—esteem. fn addition té
the self-reporting measure, several inferential measurgs relating
to the four dimensions listed above are included at each level.
RANGE |

K-12.

This instrument is primarily used to.measure growth or
charige in self-esteem when using an affective curriculum. As

such, no normative scores exist for this instrument.

L

AVAILABILITY ' —7
"Measureg of Self-Concept, Grades K—12: revised edition »
1972 is available from: ' .
Instructional Objectives Exchange
Box 24095
Los Angeles, California 90024

Book is $8.00

74
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TITLE: Personal Orientation Inventory

©

* DESCRIPTION

An objective test,consisting‘of;lﬁo forced choice value

" items. The test attempts to measure the level of mental health':

.

as based on Maslow's theories of self-actualization as an indi-

cator of mental health. The test renders ten sub scales and two

¢

scores of ratio. The scales are: time ratio, support ratio,

self-acfualizing of values, existentiality, feeling reactivity,
! .
spontaneity, self-regard, self-acceptance, nature of man, synergy,

acceptance of aggression, capacity for intimate contact.

-RANGE  , . S
High school through adult.

NORMS ﬁ? ’ l
. 'f’ v
Norms for college students, adults, and various select

. groups are presentea by percentile scores. Profiles available.

-

Means, standard deviations and sampling information available.
. z

AVAILABILITY

r

Educational and Industrial Testing Service
Box 7234 | .
San Diego, California' 92107

. Package 25 test booklets $9.50

Answer sheets -- 50 ° 3.75

IBM answer sheets -- 50 4.50

Profile sheets \ 3.75
Stencils for hand scoring -- 14 7.00 ey »
i) s

! y
75
& ' P




TITLE: Survey of Personal-Values (SPV)’ I , :

DESCRIPTION , o f
/ + < .
A person's values pay qetermihe what he does or' how !
%

IS

A

well he.pérforms. His personal satisfaction is dependent to a .

1

' laréé extent upon tﬁq degree to which. his value system finds

cexpreésion in«eve;§day life. One way to measure the 'individual's
values is to determine the rélative importance he ascribes to

various ac?ivities. The SPV is designed to measure certain crit-
ical values that help detefmine the manner in which an individual
copes with the probleﬁs of everydgy living. The values measured
by the SPV are practical miﬁdedness, achievement, variety, deci-
siveness, orderliness, and goal ofiqptation. A forced-choice-

format is used aﬁd takes about_fifteen minutes to administer. fﬁ

%

RANGE

~ High school up.

NORMS . ‘ ‘ e Co

3

Percentile norms for: each scale are available for o

regional high school -and national college students.

-

AVAILABILITY

‘SEience Research?Assoéiates
259 East Eric Street )
.Chicago, Illinois 60611 . .

'
‘: [
'S M




A e '57 . s 3 g ,_"“‘\ R o

e\ L ,.'l',.? - / ; oo S SA
y PN ¢ R : o -
REAR .+ CHAPTER FOUR ' . SR

- ’ RATIONALE FOR USE OF PSYCHOLOGICAL CURRICULA™ .- .

Now that you may bexreadf”to uée'a_psyéholog%cal . |
S Furriculum,’you are probably thinkingtabéut‘ﬁhy‘yod are do%hg,'L '/:/,
.

it. Most of us can be very quick with reasons: the quick,

:‘@ 2 . ‘ ) 3 . . * . I ‘ >
- " brown fox Jjumped over thé/lazy blue dog. But why are. some edu- i

- ‘ —

g ' . .
’%é@% " cators -- like you -- chardging what they do and including psycho-

1ogiéal curricula in the classroom? Often the reasons sOuld.like
. © thisi , . o
L}‘ * v v ~ v 1 $ - .
Scene 1: One day you have ‘an experience with.a student,
a group of students, a total class, or, heaven forbid,

a whole school tHat’is so BAD that everything in you

. | * snhuts down, and you qgk/”How come?'" or "What can I do?"

.
<

. Scene 2: _You will then eitner

\ ’ a) leave education and be'a boat builder.
! ‘ ’ ‘b) become an absolute dictator - - . . i
¢) start looking for some dififerent answers. s

’

. Scene 3: If you choose c) above, you may try everything
N . and anything including-field trips, coatracts, rap ' o
sessions, weaving, drawing in the dirt on the playground, -
‘Scene 4:  The things. that work, make the air better for
. both you and the students, probably ifclude feelings -- )
. their feelings about themselves, yau, school; .and your'™ -

a N feelings about -you, them, and s¢hool. ;
‘,_ * ' 7/ « > N 7/ ) R
A Scefie 5: You'll begin to wonder why what/ﬁprks does
@ woTk. DPretty soon‘you'll ‘want matekrials, or more time \
. : to learn new techniques$ -- all of whiph/megn money to- ?
‘ the school system. The school board, the supenrintendent, .
b ' i . or the principal will want reasons:. ‘ RS
‘ o : L., PR
. ‘ o . ) 8 e
Here are aqgpme wg u§e and respt.-:"ct. : - : o . ,@
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., REASON 1 . . . ‘
" ‘-\"..,affect1v1ty ass1gns values to, act1v1t1es and diss |
ergy to them " . . -
' 5 (Plaget Jean’. Slx Psychologlcal Studles. 'Hew‘Yorh:

Vlntage‘books 1968, p. xiv, 69.) ( _ .

.. .
’ . ’ y - B B
. f Tt - .
-

Fewy educators deny that a s1gn1flcant relatlohshlp

W .
L]

exist 'between affectivity.and 1earning, but® fewer still have -
A ; "

been able to state cleariy the relatlonshlp Piaéet clarifies
KR <

' provide the mdtlvatlon the base by whlch 'he makes aec1s1ons, for

: o« v, .

" . A Lo

hlS invo Vement 1n any act1v1ty \\1\7, " Lo, -

Py
.

The feellngs a person has about an obJect determlnb Bis’

. €

1nvolveme ty enthus1asm, and ‘eventually, hlS commltment How to

¢

affect ‘can be determlned by flndlng out what is - -impoxr -

LA

taﬁt to th person what'interests h1m, and what he needs

- . . T ’

'P aget has taken us one step further by “stating: !(In-

3‘ L
I . .

o

‘ /terest) repr sents the relaﬁlonShlp between an objecx ‘and a need,

P XY

s1nce an obJebt is of 1nterest to the extent that 1t fu1f111s a,

~

'0
~ . . s

need By ':, ‘ A B N . ) ) .

o el o : T -~

A Tne Way to get: students 1nvolved in and‘worklng at ac-

.
M h

* » t1v1t1es is ;o know their needs, feellnvs, and 1nterests, and to

o

. make sure that tpere are learnlng experlenCes to meet or engage

-

v
4

\Kthose needs feelungs and 1nterests, ' SRR 3

-
’ -
N .

: o If you ﬂave prev1ous experlence w1th a certaln age

.
L4 >

group ore«if some of your chlld development coufses d1d stlck then

-

3

you have a set, of expecta 1ons of what the class as a whole may

. ‘

eellngs abbut .Butsthe

-5
. " -

. , . 5
v . . . . . Nl ? . LI
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T ‘ only way to know what each chl’ld in the classroom needs t‘eels,\
. or is inferested in is to flnd ou}, from each st dent hlmself
-/ . . 'j% ” < » ‘€
Psychological ,curricula provide a waylof eliciting
v ‘that. 1hformat10n. The teacher's next task is to accept that in—Q
formatdion and to use 1t to prov1de learnlng ‘e periences appro—
. i ] :
; priate for the individual ‘students! , //
-y » . ' . . . N ) ) * ,
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REASON. 2 : -
s Attltudes which fa0111tate learning: -, "
T 1. realness, genulneness .entering into a rela—
- : , . tlonshlp with the learner without presenting a
: co - front or a facade.
.. 2. prizing, acceptance, trust...en acceptance of this
other individual as a separate person, having ‘/f
R . . - worth in his own right. i ‘
. ’ 3. empatnetic understandlng Jethe ablllty'to under=
stand the student's ‘reactions from the’ 1ns1de
°+ .  (Rogers, Carl. ”The Interpersonal Relationship in the 8

. Facilitation-of Learnlng " in The Helping Relationship Source-
book, Avila, Donald, Combs, Arthur: Purkey, Wllllamh ed,.y Boston:
Allyn and Bacon, 1971 -p. 219 222, 224.) N

»

»

2 . .+ The aboVe condltlons have been found to be common to

-

all suCCessful helplng relatf@%shlps regardless of the phllosophy

SklllS of* ‘personality of the helper.u If+ teaching" 1s/x}eWed as- a (

. ~

helplng relatlonshlp in which the teacner helps a person learn,

..the presende of these condltlons are related to learnlng Teachers

‘s * are exploring counsellng courses personal growth workshops and

AL s+ ather group exper1ences to become aware of and to, learn to use
those. qualltles in themselves whlch allow them to create, the best

a

h a condltlons for. he101ng students 1earn

€

a. i The role of the teacher who- ut111zes these psychologlcal\

/ ]

-

currlcula fs no longer the dnspenser of 1nformatlon or the grader

? -

A}

of tests. There is repeate

s

, mphas1s on those teacher behav1ors

O create the condltlons of a heli;ng—

“ which appear’ most+likely
#f ol -

learning environment. These incl de: accepting students

ings .rather than rejectingﬂ ignoring or Qenylng them; reflective
. : - o .. v. . iff’
. llstenlhg rather than telling, advising, Qr interpreting;’and .
e g eliciting questlons rather than put-downs, sarcasm, or closing off

.
. ¥ . N <. e
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questioﬁs. After

tions, many teachers for the first time

personal feelings about fheir-workﬁwit?

N

)
.

~.

the integration of these behaviors and condi-
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a group of students.
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REASON 3 »
A , .
"Children castigate in others the very faults they
are struggling against 1in, themselves. They can only be. ‘ ’

- tolerant of others when they are‘'secure and cgnfident of

'faults in themselves "
(;saacs, Susan. THe Children We Teach. «.New Yorkj
Schocken Books, 1932, p. 80/) ) ; ]

-~ -

MJohnny took tricyclhe.'I

"Mary won't let me be the doctor:"
"You said I could play ‘with the blocks today."
. . !

Johnny.took her tricycle today and tomorrow she takes

Johnny's.’ These '"faults" -- not sharing,~arguing, seifishness --

_are what the children are trying to understand: learn about,

through their day'to‘day work or play. One of the ways & teach—
er can he%p chlldren become “secure and confldent of 'faults"™ in
A
themselves" is to facilitate the airing, sharing, and acceptlng —

& :
of these '"faults'" or feelings. Most schools or,classroqms do not

N ' ! ) \?’ : » N . . .
~have a mechanism for this process. The airing may occur 1n anger

on the playground when Joey‘yeils at Jim, "You always qpit before
T R -

the game's over,'".but there's no opportunity for the two to air -

* - +

their differences in a positive way so that one or th\other does
th come out the loser, stay after scnool orhgo see the pfincipal.
e

A
gatiGe feelings or behavior are rareiy part of the class content

IS

except to inflict punlshment 'The safe env1ronmenthh1ch permlts
studeq&s to learn from these very real experiences of their lives

is not present, Adults rarely prov1de;gu1dance or ass1stance in
ﬁ ;

. T B ’ v [
helping students Gnderstand their emotional lives, but rather

. ¥ ' '
punish them for their emotions which“leeds eventually to angry

4

Y

- .
s . A -
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. Psychological curricula provide a positive en
¢ .

school$, and culture.

adults who reject their parents, teachers, .

e fox the inclu-

L

sion .of emotional cdngerns in the classroom. @

The Human”Denelopment Program has topibs sequenced
from pos1t1ve to negative on 4 bas1s of ease of disclosure for
st@dents, A safe env1ronment for talking, gsharing, listening

has been freated in the circle.throqgn the guidelines for behav-
' ‘\\
ior that a those in ‘the circle follow. The repetition of the

topics allows Students to gain tne canfidence in themselves to

s

articulate without fear of reprisal or ounisnment those confused

events in their lives that,they don't understand THrough this
(3 [N Q &

self-understanding, understanding of others increases. ;g\‘

«

The imqértance of this aspect assumes greater magnitude

w1tn the advent of state laws requiring that: most exceptional

»

children be educated in the regular classroom. Certain phy§1ca1

&)

ind‘emotional handicaps‘may frighten some ¥ chjifdren.
Telling Greg that he siouldn't be afraid accomplish

It's the same_as saying, "Suzie, you know there are no rattle-

« g‘ —— R . - -
.~ snakes on the playground. Stop*making up f%ll‘tales.” Children

Voo

do not understand differences. They are afraid that tomorrow

by +

theyjiiil.wake up and not be able'to see, or hear, or wdlk, or
Childhood is full of conf#sion and not knowing. The teach~

‘er's role is to help them talk about and understand their fears.

-

9




77
REASON 4 ' ‘ .

", ..i{ I were to list the most important learning
\ . experiences in my life, there come to mind getting married,
discovering my life work having children, getting psychoanal-
yzed, thé death of my best friend, confrontlng death myself, and
the like. I think I would say that these were more important
learning experiences for mg than my Ph.D. or any 15 or 150 credits
of courses.Ifve ever had." o
‘ Abraham Maslow, 1968 /
? Ve

(Maslow, A.H. ”Some Educational Impligations of the

. Humanistic Psychologles Harvard Educational Review, 38(4),
. 1968, p. 692.) e .
. e *
- /' /" 7
| - There is nothing very unique about Maslow's prioritized

list of learnlng experlences A 1is£ made by most of us would

B include the same. sorts of experledces A student'!s list is also

4 -

not that much different: moving to a new school, being kissed

for the first time, a gggndparent‘s death. What does stand out .
is that these most impoftant leapqing experiences, common to all
of us, are not normally associated With school.' No wonder stu-

. .

dents say school is irrelevant. g . |
3 -3 - : ‘

- |

¥
Most students have nd more than a haphazard, lonely

]

way o% learning about living with themsg}ves and others. Each

Tyl . . . ‘

of ‘the events listed above i’s loaded with emotions that are fre-
quently verytdifficﬁlt even for adults to understand or to articu;
rlate. Psychologlcal curricula begin with the students. experiences,
underst ing, -and level of artlculatloﬁ‘and help h1m to deal w1th
the emotlonslbf those exberlences tprough increased understandlng

~4 ) . :

S
and- articulation. Programs 11ke§“1n51de/0ut” present situations ¢
t

that might bg a part O students llsts and encodraég'processe/f’

that 1p . cope W1th those S1tuat10ns _%ﬁycholdélcal
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curricula are one way of expanding the dimensions of schooling
‘ to inc;ude students' most important learning experiences.
1 ] ; ) » )
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REASON 5 *
REASON 5

"Children need to 'play out' important feelings, in
part because they cannot explain those feelings adequately.
words often fail a child just when he or she is trying to explain’
a critical feeling. The necessary/connections between experience,
feeling, and language are too difficult,” -
: I}
S"Making Connections,' Exploring Childhood, Cambridge,
Eddcational Development Center, 1974, 14.)

Mass.

School fer most students is pr}marily a verbal experi-
ence, whether it be reading, writing, or speaking. Rarely has
help been evailgble for the“child to-learn to make the 'necessary
connections" into language. A child may get a stomacnache every

time he is asked to memoriie\agother mp%tiplication table. 1If
he makes the connection betweeﬁ his stoéacﬁeche and multiplication
and then has enough courage to tell the teacher of his 'connec-
tion," his comment and ther feeling which p;ompted it may be brush-
ed aside. Rather than gcourage’fhe ehild'toiattempt to explein
his feelings about éemoriiing the'enormous sets of numbers, the
‘teacher may’say, "That's silly;J or "You're O.K.”'iIn so doing,
she has not only not helped the child with his feelings, but she
may have qEEify his feellngs as well as his stomachache. LV
Psychological currlcula provide the opportunlty for. an
environment =in wh}ch children can ''play out" ‘'situations-rather
éﬂén'be forced to "act ou#” in tne classroom. §%merous roie play,
nonvefbal, and game activities are included in these curricula
to encourage.just this trying out and playing dﬁt of feelings.
-Helping students in maklng,cennections between their feelinge a&g

~their experiences may hbe as eimple as asking them to pantomine

N .

~ -

N . N :
. " l ' . ’ \86 . B

”feelihg” words.
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P
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she
She
its
but

The

%

. ‘ \ 80*

§uzié running in froﬂ the playground-again screaming
. \ ) , °

~

2

saw a rattlesnake should ngt be hushed, calmed'ggwn,‘pémpered.

<
needs the time with a liste?er to experience the emotion to
end, to be touched 1f‘d851rgg to be listened to in her fear,
not forced to 1nstant artlculatlon or denial of her-feelings.

. “

curricula and the teacher skills inherent in their successful
1

implementation stress the importance of the teacher accepting

~

feelings and becoming a special kind of listener. -
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REASON -6. ' \

"What we are finding is that the opportunity to gain
knowledge and understanding of human behavior at a young age
may be useful for growth in several strengths which may contrib-
ute to mental health, if we define it minimally as the capacity
to survive in. an a11en world, to cope without too mamny crlppllng
: scars, to be able to live in relative comfort with other human
beings and oneself, and to enjoy the process now and then.
. . . t Barbara Ellis Long, 1974

(Long, Barbara Bllls $“Dducatlona1 Change .with
Elementary School Psychology Cgf%lculum " Professional Psy-

chology, May, 1974, p. 188.)

Utopia does nqt/exist for anyone. The living reality
if filled with momentslof joy and pain with long periods of day
to day routine. }t/is time.that adults abandon both their child-

/7

" hood fantasiesxéf adulthood as happinéss ever after eﬁd tieir

adult fanthies of childhood as a carefree time. Teachers m
. and to

help stpdents learn to cope with their present realitie

-

come-to understand some of the adult problems aheadpx

o . . »

// Childhood 1is not a sugary world of lollipops and canay
Va

/// canes At t1mes it is f111ed w1th fears that turn into monsters

s in the dark and chlldren who will not let you 1nto _the game on

the playground. Children do deal with these hard events 1n their
own ways"with varying degrees of understanding and success. A
student does not have to wait unt11 he goes to college to have

~access to information about his own and others feellngs ahd

[y

behaviors; he can use such understanding to cope with his life long
befofe that. 7PsychologiéaI—cgrricu1a provide a way for the teach-

er to help‘a groub of children learn about themselves some of the

“ same things that child "experts" have been learning from them for

L4 - < >

years. , s

.1 88
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CHAPTER FIVE

ISSUES IN THE USE OF PSYCHOLOGICAL CURRICULA

‘ \This guide so far has sounded clear-cutt/féou decide
to introduce_psychological goals in the classrdogl You choose
a psychologicgl curriculum or oreate one._ You éet.@lear on
why you are doing it. But working with schools, people,’and .

their psychology inevitably raises many complex issues to which

there are no clear-cut solutlons. The most constant questions

y

in the use of psychological curricula seem to pef

Where does the initial decision come from?

What are the probable results of Success?

What teacher .skills are most conducive to success-
ful use?

How can you tell if the curnlculum is successful
with students?

Where does the initial decision come from?
. . =

The decision to implement a psycholpgical curriculum
can ‘come from anyone Who has a part in the decision-making about
what happens in the classroom. Those persons#usually involved

are teachers and administrators with students, parents, and uni-

2

vers1ty personnel @ccas1onally consulted.

L

A teacher ] de01s1on to work toward psychologlcal goals ’

" BN
« may come from his own feeling that loratien, of and knowledge
- .
N\

of the self is impoftant. This conclusion may come from the teach-

. er's previpus experiences with students, frqom obseryations that
¢ B N Y .
students respondﬂenthusiastically to those/materials closely related

s - i

.

’ . 82 . . '
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to themselves and:thelr own ekperience. For an increa ing number
. of teachers, this conclus1on’may also come from their exploratlon

. of themselves through personal growth workshops and af!ectlve

educatlon courses 1n un1ver81t1es where 1nterest 1n pSychologlcal
goals has grown 7n the last five years. Boredom with the class— .
. v o -
room routine is another starting place for many teachers. They -
o

need to try something new and different. Psychologlcal cgrrlcula
providg both new content and’new processes, many—of wh1ch can be ”7( o

integrated into other subject areas.
" N . !
.In reality, "the introduction of psychological goals as
. .
we have described them often occurs'in small pieces worked out by
S ) .

-

/
individual teachers in- their own classrooms. One teachgr may be

v -

doing values clarification activities every Friday while the teach--

2

o er down the hall-or across the pod is tuning into fInside/Out“ on
Tuesday . morn1ng ObviOusly,'the greatest effectiveness in work-
ing toward psychologlcal goals comes when several teachers and
administrators share a decision afd support each other The teach-
"er who feels’he has to draw the shade 1n.the door w1ndow in case
the principal.walks bybwhen the students are doing‘a fantasy
exercise will probably not have much positiye impaét on the sc¢hool .

When one specific psychological curriculum, rather than
bits and pieces of activities, is'r ommended. for a school or
ystem, the decision-maker is probably an administrator, usually
work1ng with an adv1sory group of teachers Like teachers an‘

*adm1n1strator may be act1ng for a varlety of va11d~reasons He

may feel that the school's goals of "teachlng the whole’ ch11d" .

< .- or "development of a useful citizén“ could be met better through




- - . .

. y . . 84
/’ e o .,J ‘. . » )
, the rinclusion of- psychological curricula, or he may be under :
/ N ~ ’ ) ‘ T ’
/ ; » o . « s
.pressure from teachers wlo w1§9/to¢see resources allocated to

- [od . rd

B ““ the pursuit of‘psybhologic§l/goéis3 or he may be excited.by a .

.- - professor who talks qbguf/”opening‘éommunication throughout thé"
I ) . N d R . - ) ) ” . Q L]
: entire: organization, including teacher-studert communication

- NEEN

LA

s ¥ »

f'fﬁ§ more subtle impliqgtions'using psycho- - .

y "+ dogical curricula a;e_thaf time may be rearranged in the class-

s
. reom, that relationships betweén teachers and students may change,
.. . . /./, N ' . u M
v and that students may gaip the greater sense bf power that comes

« . ;s

witﬁfselffkhdwlédge -- are often 6ver¥ooked or

o«

v

when, the
e

-, initigl decision is made. Uidless administratgrs and teahers

. |
both are committed to the curriculum and i |

not be able to*deal effectively with'ghe issues its use may

.
- Rl
~ N N

goals, they™

0

o

.
P R ‘ 0 . .
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What are the probable results of success9

The closest most schoor'systems get to deallng con-*

sciously with psychologlcal goalsyare those‘places\on the reporv .

) ‘e - .

o cards that are: concernei/ﬁ}th "behavior" or '"citizenship." Most-

o schools nave no time. im which feellngs or the self are part of

. x
.

* the student s’ 1ear ing. It is probably true that many teachers

”teach the whole child" or "1ntegrate feelings 1n the classroom,

butﬁmost of}én psychdlogical goals are not made conscious for the

N
. -
#

‘student and are not allotted t1me‘or resources ' When you,move

.

’ . . .
’ - ’ L ) .

'psycholongal goals fpom the shadows, make them well-defined, and -
allot time and human, resources to them;, you have changed f{/isys—

. ” . ' . ! . .. ; \ . . ) ‘a

/'- tem, schogl, or clasdroom. ' I« ~ . /
et e Each stuaént is, aqnasstoi changing perceptions of -

Lt - Ve v . * ’ ~:. . - . .
a T eallty, of changlng feellngs 'and of changing’ reactions to those:

feellngs Tnese feellhgs are at least as. 1mportant 1n his develop— .
N ?\‘ o ’ . e

’ ment'as nis phys1pal growth and h1s 1ntellectual struotures and
; ) cannot be sepdrated.from them The student s feellngs about hlm—

%

self h1s peers h1s teachers .and hls life-in and ou® of sch001 -
are 1nextr1cably wound uplln hlS 1abyr1nth'pf learnlng When these~
» * a .o

’ feellngs are openly redognlzed and acﬂepted in the classroom, the

* ) bt ‘\ z v

i student can then proceed with ”learnlng "o Until the student .

o

B ° 'learns control over h1s emotlons he has no optlons to draw.on

otheﬂ than ‘emotional responses,whlch are freq 'ntly inapprepriate
-, " - b ;" s * ° \ ‘ -
to .the situation. Once control is a viable optipn. for the student,

then the- door Of self-learning is‘open to'help hi learn about hi%

enotions, when they occur, and what other behav1oral responses ate |

”

. availabla. Tne student‘can become emotionally llsfrate Dick -,

-
i
s ’ |
.

A
’




,scribed 4nclude rQle playing,
- . (l

.
.
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Jones says A child cannot, of course, learn to share and use: .

o«

what he nas not learned to controlr Beybnd the matter of control,

-

however, the teacher has the option of 1nstruct1ng the Chlld or

IR 5% . . .

leaving h1m to his own dev1ces

-
- ]

Increased positive self—concept, a primary goal of

-
-

most:psychological curricula, is directly related to reécognit ton
and acceptance of feelings. All indications are that there is a
dlrect«correlation between positiyve seﬁ -concept and positive_
performance in school. A; a student/s self—concept increages,

his expectations for himself incre&se. Increased‘self;concept o
is just pne way'in.which psychological curricula can create change

in students.and their classrooms. . .
- f

-
-

As. the-student explores himself and his %eelings withln\

the'context of a psychological curriculum, he will probably’try

N . f . .
out a variety of new processes.

Qr example, the curricula de-

simulations, brainstorming, yaria-
i

‘tions of force field analysis. .The student now,has a wider range-

of probiem solying techniqh sﬂto‘draw on. Additionally, he has

probably found"new, successf«l parts of himself to draw on. The .

- |

.

comblnatlon of 1ncreased self concept a glder range of problem

| .
\ L L

solving téchniques, aégreater knowledge of one's own powers and

\\ . .

E

to increased learning in othér areas. - A Coe
. ) \ ¥
- Tne psycﬁologlcal chrrlcula descrlbed have 1mpllcatlons

\ . . s - -
- bl

beyond student self- knowledge and performance 1f used over a
- ‘ ’ P (y‘

o

b
. “ A
’ .

SRichard M. Jones, Fantasy & Feeling in Education -

New YorK: Harper Colophon Books 1968, 26.

5

5 3 /t . .« -

2
¢

.abilities, and a feeling of connectedness among students can lead
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. .
. . ¢ b -

sustained time period, by teachers with commitment to the goals,
. o - . j
'in a system which supports and encourages the use of these
\ . N + ¢ 4 "
curricula. The teacher's'roil

allofted to the psychological curriculum.
% . v

e will change, at least .for that

. time in the class

&5

’ The student, not the)teacﬁer, will be the.source.of information

" Rather tham studying "Children of Faraway Lands"

-~

and experiencé.
.or hhuman aggression," stggehts are studying themselves. There-
fore; the degree of student involvement and intensity is likely
to Qp high; It is imposéible for us to state what changes ps}chof\
fbé;callcﬁfr}cula will mean in any oﬁe'classroom: These curricula
do in&%udeﬂg;oup work, verbal communication among students, and
activities involving phyéical movement’, but most teachers' stylas
regarding strugture, noise, and movement usually can be ;ccomho—
dated. The teacher's 1ist?ning to and atceptance of each student

“ . .

is] however, 4 necessary part of using each psychblogical curric-

3
v

ulum.

)

P,

~

by




us in tie process of growing up and coping with our lives hete
. \ M

built defenses and barriers thét“shield and prqotect us from hurt

-

/{ih our relationships with others. Then as teachers, helping

. "

! o;hers to learn, ;we find that these same barriers and defenses

- f

cut us off from othefs and we are unable to relate to students
/ in ways that encedrage learning. One’of*thesé "ways” is how you

b respond to students.

s
,
‘ °

Pretehd Elsie says to you:

- ; "I can't do tiis dumb math. Every paper of mine you
pass back is failing.‘ Why' should I bother to do it?"

What wopld you say? A natural response by any teacher
trying to do five things at once wpuld be:

. . R . oy
"Just keep trying. Do pages 94 and 95 tonight." .

Such a response will do very little except reinforce

N
+

. \} ,
the studgnt's\feelihg of failure and convirce her that you were
not listening and don't care about her.

4 777 7% ° ‘The content in Elsie's comment-is her knowledge that -

\
.1

éhe is failing math? The feellngs she 1is expre551ng are dlscourage—

ment, failure, ihadequacy, and frustratipn. The teacher must at .

least let Elsie know she was héard.

° "Sounds like.you're pretty discouraged, Elsie, and
@ ibout ready to give up." . -

Such a response keeps ihg.conversation open so that
.. Elsie can continue*to talk with you and perhaps move forward to ’

woe ! R

Y

, - , e ‘ / . 88
Wha? teacher SklllS are most conducive to successful use? ) ‘
¢ 1
: ~ The successful use of any psychologlcal currlculum is
' directly‘tied to the teacher's behavior With students. Most of

- e e e e e e T e
. T - |
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the point where eventual assistance in qath‘might be received by

’ SN

‘Elsie.

-
1

Acquiring néwjékifiénin perceiving and responding is

necessary for most of us because we no longer are able to talk
-*»

with others in ways that edcourage or help others. Additional “

. 4
skills are needed in the area of question asking. Most of u@_
: AA] ' L4
have mastered the range of questions Ior the cognitfve domain. .

Content questions for which there is a right-wrong ansyer are
' relatively easy to develop as are questions‘'that ask students to
group, sequence, categorize or compare. But what happens in the

affective domain'when the content is YOU, a person, and no one
- / -

]

right answer exists? The teacher .needs open ended questions or

//fg;atements that paraphrase, reflect, and clarify feelings and

that allow the students to articulate further their concerns for’
. - t ; .

-

their own self-understanding. .
‘Janice comes to you:and'quietly whispérs, "1 tﬁiqk‘{'m

- . . -
. -
. v

\ ’ » 0

pregnant."

4 ' C o 7 )
What would yow 4sk? , To ask "Who is, the. father?" or

- t

"When is it due?" of to state, "Schedule an appointment with the

counselor," is absurd. Your fgelings abput;this situation should

havé no_Bearing ohfybur responée. Jénice frusted you énough}fo
, Qiscfage a woféy. You noﬁ need ék?lls to help Janice ciarifyr
her own Ieelinés, look at altqrnativesf and make;deéisionéf Somé'
téachefs s%y this‘is ndb'theif job: Does it métter?j ﬁham's

imporiant is that ‘Janice Voiced her wofty to sonfeone. Shg wants

help from someone. Thét.somere is ybuf-becauéegape trusted you,
M ' i cr ~',a A < - ‘
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Case of the Missing Kickball

s

Stwdents #1111 Dpe able te discuss thelr owa group
bgpavior. .

-

7
., Divide clagss i1nto twOo groupgs.
¢ 4 - T ]

Have persor 1n group B make a list of behaviors
taey see occurring in group A.

After mygtery 1s solved discus$s and'categorize the
lists of group B 1n‘belpfullhinderinghbehaviors. .
.s ~ . : R
Have students select and record a behavior irom -
each category that they think describes’ their-
normal class bthavior. : . : .

~ -

»

During nermal class activities teachers could play
“freeze'" and have students quickly tell their .
behavior. :

S -
.
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Distripute clues to goup A and have solve propifj.
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. Case of tne Missing Kickball i
X ~ , R _ . v .
-/ .= . P q b
. 1. ° At 10:15 I found the £iCLDa.. TIx €T0TF “
2. Sounds as 1f we 're getiisg SSIZEwWIDErE ) )
$. <domer really bases Xizzball
- 4. Mrs. Saith noticed oud a.: argucd Toe Eitxfall oy ®oEn SIE
© went dowa to ioo¥ for ts€ vaii ¢ ’
: 5. Thati's a gooa 1dez. :é&ts f:z2 nizT a2zl 254 alT
v 6. Te're norxlng tegetber rgalliy @ell ' '
. 7. 1 fell oif my"tige on [he wzy T7 SIZLC. TLLE ILITIlig &Il
scraped my xnge...see? \
[ ‘ - 8. 1 remember Joanmy tellimg Mrs S=sitz tzeT TnE LIS UETE
- gomne. '
9. Mary mlways said sne wa & KiTsTEll ,
10. Heather 100KsS guiity of sIt=sizicig. .
. 11. W®ay don’'3 we 3uSt play basera..?
. 12. Peter went To tpe oatarsiz at 1T.10 =i tzie C
13. Do vou TALGX 1T $1l1 Tal3 TII& meedend” § gI.zzT
) on a plcnic. :i 1T doesa T raid
14, My ‘broiner nlt me 1&ST LLELT Ec?f Tid oy monnemlever
. sell at him...l %as glad Le got 1zts TroudlE .
15. ¥rs. Smith sa;s every 2.01C 528 & SILiver Liziif .
. 16.4 Hey gurs let’'s gulet gowa’' It § s& zi1%¥ Dozan 4 otell
. what’'s happening here’ )
17. Did anyong see my spelling So0x? YD taizsg 3 oL2IT 1T otz oTIf
playground this mOrLlng. ’ .
__18. Come on, let's burry tais up! ,I want T 2T =y Zat:
. 19. Anwone know what's fdér lunmcrn today® ) < - .
SG. I, saw Mr. Bgker. tike Ja3iisr. D€ar II£ IIw TILE TIIIig
. 21. Does anyone else have 2aF ,13€a &S TC ®I&T TIELE LEnS -
happened? -~ = 0o,
3 . 22. Suzie szid she saw Mr. Baxer gsiig DF € s£LIsIzl. 0w IS
. . the morning belY rang. . .
, - 23. ¥aoy don't we ask Mr. Baxer 5i ne RLOWS WIET Tiglt IEWe
- . happened to tHe kickballs? . '
- 24.. You know how proud Kr. BEEEr—Is 210ul ¥ li22T IS o
7 - building is. ! ' #
25. Did you hear the story a®out tae f-wafelss cuiovIle”
26. Stewart, Homer, and Heaztih2r all.aave —=zad St szelr sztes O
. 27.' Did you hearL that John auu David broge 2 wLiice B1 JIID &
e house last night. .
AP * 28, I don't care woere the balls zre. I zZever llssI £LI£Ii..
ﬁ . rauyway. )
. 29. Boy, didn°'t it ,failp last z2:ght X
~30. 1 saw Carol ano Pam play wiis the zilsta.esysiirs s:zico. i
this morning. . .
‘ _ 31. I-saw Mr. Baker dryipg B1s bazas woeo 1 wE2T 10 ine. tase-
. ment thlS morning oo
32. Solution; Hr. Baker; the gusSToZizn . TT0E f2: £lTeallE I
: wasn tggm: v ' . . \
p = ~ .
. » -~
. . . ¢ « ~
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