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FOREWORD

This handbook was prepared and authored by Paul R. Curtiss and
Phillip W. Warren for Life Skills coaches in training, as a guide for their
development as people and as coaches. However, as with any work of this
type, many others were involved in the development of the materials. The
Life Skills coach training course originated under the direction of
Ronald Friedman, who provided much of the initial content and structure.
Trial and redevelopment were contined by Ronald Friedman, with the assist-
ance of James T. Vickaryous and Paul R. Curtiss. Others contributed at
various times to the course development: D.S. Conger, Director of the
Training Research and Development Station served as one of our chief critics
and also contributed materials and ideas to this handbook. In 1971,

Naida Waite, with the assistance of Ronald Friedman, developed the first
edition of the handbook, then called Life Skills Coach Training Manual.
Sections of the present edition contain versions of this work. Ralph Himsl
and Mary Jean Martin also contributed in numerous ways to the development
of the coach training course. Elizabeth Baran edited and checked many of
the readings.

Fram the works of A.E. Ivey, R.R. Carkhuff, C.B., Truax, J.L. Wallen,
J.D. Krumboltz, C.E. Thorsen, R.B. Stuart, R.E. Albeti, M.L. Emmons and
their colleagues, we have taken various ideas of skill training, micro-
comnselling, and behaviour modification. We have borrowed ideas also on
group functioning, counselling, and the development of human potential,
using the group method, from W. Glasser, C.R. Rogers, F. Perls, G. Egan,
the National Training Laboratories, J.W. Pfeiffer, J.E. Jones, W.C. Schutz
and B. Gunther.

We wish to thank the Editor of the Training and Development Journal
for permission to reprint the article beginning on page /5, "A Camparison
of Human Development with Psychological Deveiopment in Training Groups'.

The Training Research and Development Station is engaged in the
experimental development of new methods of adult training and counselling.

Vernon Mullen, Chief
Adult Development Division
Training Research and Development Station

March, 1973
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UNIT I
INTRODUCTION TO THE DYNAMICS OF LIFE SKILLS COACHING

A. OVERVIEW OF THE LIFE SKILLS COURSE

Life Skills Defined. Life Skills, precisely defined, are problem-
solving behaviours appropriately and responsibly used in the management
of personal affairs. As problem-solving behaviours, life skills liberate
in a way, since they include a relatively small class of behaviours usable
in many life situations. Appropriate use requires an individual to adapt
the behaviours to time and place. Responsible use requires maturity, or
accountability. And as behaviours used in the management of personal
affairs, the life skills apply to five areas of life responsibility iden-
tified as self, family, leisure, coomunity and job. )

The Relevance of Life Skills. A description of the disadvantaged
population establishes the relevance of life skills. Study of the
literature, and direct observation, reveal that many disadvantaged have
a camplex interlocking set of inadequate behaviours. Some lack the
skills needed to identify problems, to recognize and organize relevant
infommation, to describe reasonable courses of action, and to foresee
the consequences; they often fail to act on a rationally identified
course of action, submitting rather to actions based on emotions or
authority. Often they do not benefit ‘rom their experience since they
do not evaluate the results of their actions once taken, and display
fatalistic rationalizations of the consequences. They lack the self-
confidence to develop their abilities, and have low, or often surprisingly
unrealistic aspiration levels.

Many disadvantaged have low levels of participation in the society
surrounding them; few belong to voluntary organizations; the affairs of
the larger society do not attract their participation. They lack effect-
ive ways of seeking help from each other and from agencies already in
existence, although some Zorm of public assistance provides much of their
income. Long periods of unemployment, or frequent job changes mark their
work history. They have ineffective interpersonal relationships and lack
basic commmication skills; they do not use feedback effectively, often
thinking of it as hurtful personal'criticism. As a result of characteristic
marital instability, women often raise the children by themselves. Abuse
of alcohol and other drugs affect the lives of others. Many find their
lives beset by combinations of more than one such handicap.




Assumptions About Life Skills. A course aimed at training people in
the 1ife skills implies certain assumptions. In order to have a Life Skills
course, the life skills must exist as identifiagble and describable behaviours.
In addition, it requires that some people already have these skills and that
they can demonstrate them; it requires that others can imitate them, and
through practice, apply them in their own life situations, changing their
behaviours from what they once were, and so to learn. The situations, which
campose the training, necessarily consist of samples of life; this limit-
ation rests on the assumption that students transfer their skills from the
life situation simulated in the training to the problem situations encountered
in their own lives.

Assumptions About Methodology. To achieve the objective, the Life
Skills student starts at his present level or style of behaviour and in-
creases his array of effective behaviours until he can handle the compli
cations of living a productive and satisfying life. He practises specific,
identifiable skills of problem-solving in life situations. The ability
of the student to apply these specific, goal-directed behaviours enables
him to re-fashion a picture of himself as a person with demonstrated abilities,
and as a person with a new value to himself and those around him. Obviously
then, the Life Skills course uses two truisms as the source of its method-
ology: first, learning starts at the leamer's current level of functioning
and his understanding of present reality and, second, the attainment of
long range goals requires the mastery of many specific intervening goals,
whose integration by the individual leads to an apparent and significant
behavioural change.

The Concept of Skill in Life Skills. The Life Skills course recognizes
that true learning, behavioural change, occurs when the learner has a clear
understanding of his goals, a clear description of the new behaviour and an
understanding of those conditions which make the behaviour acceptable. The
concept of these sought-for behaviours as skills makes a happy fit with the
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A skill has these characteristics: a skill has the connotations of
clarity in description; it has a definite purpose; it has certain standards
by which people judge its acceptability. One need only think of such a
simple éxpression of skill as the making of an amelette to describe the
qualities of the concept of 'skill development as a means of accamplishing
changed behaviour.



The Life Skills Course Defined. A great part of the activities in
the Life Skills course takes place in a learmning group composed of about
ten students and their leaming guide, called a coach. The coach has
received special training in techniques appropriate to the course. He
has skills which he uses to develop the learmning situation described in
the lesson, the fundamental Life Skills unit. During the course, the
students participate in about sixty of these lessons, the exact number
depending in part upon the requirements of the students. The coach has
four main sources which he encourages his students to exploit in their
search for meaningful behavioural change: he has the resources, the
skills and experiences which the students themselves bring to the learning
group; he has his own experiences and training; he has the resources of
the camunity on which he can call; and he has the written materials
which set out the content, the intemediate goals for behavioural change,
and the final course goal of developing effective, problem-solving in-
dividuals. In sum, a Life Skills course consists of the coach and his
training, the student and his experiences in his community, the written
materials containing the content and course objectives, and the resources
in the conmunity.

The Content of the Life Skills Course. Five categories of life
generated the content for the Life Skills course: Self, Family, Leisure,
Community and Job. An examination of many students' life experiences
using these categories produced a number of typical problem situations
which lent themselves to development as learning experiences for the
students. In the area of Self, for example, study showed that the students
often had distorted views of themselves. They exaggerated their lack of
skills or they had little understanding of their abilities relative to
other people; they showed apprehension in non-threatening situations; they
allowed other people to dominate them. The Life Skills lessons dealing
with Self address these problems and others of a like nature.

In the area of Family, the students showed similar lack of primary
skills; for examplc, they did not discipline their children consistently,
sometimes resorting to severe corporal punishment at one extreme, and
bribery for good behaviour at the other; they knew little of the need
for planning for the care of their survivors in the event of death; many
lacked the skills to give their children helpful information about sex;
often, they failed to come to mutually satisfactory solutions to quarrels
in marriage.

Leisure identified another set of problems. Typically, the Life
Skills students had a limited array of leisure time activities. For many,



alcohol daminated in one way or another much of their leisure time activity.
The Life Skills course responds to this limited use of leisure time by pro-
viding the students with experiences in which they exploit the wider range
of activities which their community provides; it includes the planning
skills often lacking in this context.

—
L

In the area of Canmunity, students showed limited participation in
the life of the larger society. Few had memberships in any voluntary
agencies; all had dropped out of school; many had police records; same
spent time in penal institutions. Many had drawn heavily on the services
of public agencies such as public health, welfare, and the Canada Manpower
Centre. Problems typical of these situations provide the basis for
structuring Life Skills lessons in the Canmmity area.

Consideration of the area related to the Job showed that the students
often had little knowledge of ways people use to find employment. They
had only vague notions of what employers want in the way of maintaining
effective working relations on the staff. Many did not accept criticism
well, and found that when called upon to give it to others, as a part of
a supervisory responsibility, they could not do it. Typically, many of
the Life Skills students did not know how to present themselves in the
most favourable light; they failed to give a full account of their work
experience, or if they did give it, they presented it badly. Others ex-
perienced frustrations because they had set unrealistic employment goals
for themselves. The lessons of the Life Skills course dealing with the
area of Job examine problem situations of this sort.

The course provides a pre-planned set of experiences in which the
students apply problem-solving techniques to the problems suggested by
these five areas; however, the students also bring to the Life Skills
groups an array of personal problems unique to them. When these problems
lend themselves to handling in the Life Skills group, they become a part
of the course proper.

The Life Skills Process

The Life Skills course integrates the content described above and
three process dimensions: a student response to content dimension, a
student use cf group dimension, and a problem-solving dimension.




The Student Resporse to Content Dimension. In responding along this
dimension, the student may react first in any one of its three damains,
the cognitive, the affective, or the psychomotor.

When he reacts in the cognitive or knowing damain, he might for example,
rephrase a sentence in his own words. Or he might summarize the happenings
of a lesson; if so, he might combine the rather simple act of recalling,
with the more complex act of synthesizing. Or he might reiate the dis-
cussion in a lesson to an experience in his home life, thereby showing
relationships. Any manipulation of course content such as repetition or
recall, explanation, analysis, application, synthesis or evaluation re-
presents a cognitive or knowing response.

The student also responds on this dimension with affect, or feeling.
This affective response may occur before, at the same time, or after the
cognitive or knowing response; indeed, it may be characteristic of the
disadvantaged to hold knowledge in low esteem, in which case the initial
reaction might occur in the affective domain. Whatever the exact sequence,
the Life Skills course recognizes the affective reaction and encourages
its expression and control. The coach encourages the student, and gives
him direct assistance and example in the expression of feeling. At the
worst, unexpressed or suppressed feelings inhibit the development of
behavioural change and prevent the student fram facing himself and others.
At the best, expressed feelings open the student to new understandings of
those around him, helping him recognize that others have the same fears and
uncertainties he has, and yet manage to function in spite of them.

When the student responds in the third category of behaviours, the
psychomotor or acting category,he uses his body; he may stand up, move
about as rcquired in trust exercises, go onto the street to conduct
interviews, go with his group on excursions, demonstrate new behaviours
to others, draw a self-portrait, or participate in role-playing situations.
The student's psychomotor responses often provide the most obvious evi-
dence of his full participation in the activities of the lesson. His
cognitive, or knowing manipulation of the content provides him with a
necessary factual base; his affective, or feeling response to content
expresses his will to face the consequences of the new knowledge and its
effect on him; his psychomotor response represents his commitment to
action.

The Student Use of Group Dimension. The second, or student use of
group dimension, describes the purpose of the learning group. The student




uses the group to practise new behaviours. He uses feedback and criticism
from the group to modify behaviours new to him. He studies individuals in
his group as models for new behaviours; and he uses the group as a setting
in which to develop his skills of self expression. The group affects its
members most when they have developed a strong sense of mutual trust and
an interest in helping each other through the lessons.

The group provides both acceptance and challenge; all acceptance makes
‘everyone feel good, but inhibits improvement in skills and development of
problem-solving capabilities; all challenge makes people react defensively
and became more set in ineffective behaviours; therefore, the group strives
to seek an essential balance between the two.

Behaviours characteristic of the third level do not replace those of
the second or the first level, nor do those in second level replace those
of the first level. The student retains the safe group and uses behaviours
that serve him well; to assist him in his necessary learnings, the coach
encourages him to add to his behaviours the more venturesome ones char-
acteristic ' of the two upper levels.

: The following chart illustrates the increasing student use of the
leaming group.
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The Problem-Solving Dimension. The leamer could use both the
knowledge and student use of group dimensions to their fullest, and stiil
achieve none of the objectives of the Life Skills course. The camplete
Life Skills Process/Content Model requires a third dimension. The Life
Skills student uses a whole array of problem-solving behaviours.

In gross terms, he recognizes a problem situation, defines the problem,
chooses an alternative solution, implements it, and evaluates the result;
of course, each of these processes contains many sub-processes. As he
matures in the course, the student increases the array of the problem-
solving behaviours he uses until, ideally, he uses them as the situation
requires. This array of behaviour provides the third dimension.

The chart below illustrates all three dimensions.
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The Use of Process in the Life Skills Course

Unlike many ''education'' programs which assume transfer, or leave it
to the student, success of the Life Skills course requires that students
make effective transfer of their problem-solving skills. ‘The persons

" using the Life Skills course must concern themselves with the process
which subsumes all others in the Life Skills course, that of transfer of
skills from the training centre to everyday life.

The more the behaviours appear in the psychomotor domain, the greater
the conviction the coach has that the students can make effective transfer.
It necessarily follows then, that the students must manifest a disposition
to change by practising the new behaviours. Talking about or reacting to
new ideas is not enough. All connected with the course implementation
must ensure that all students receive encouragement to apply the new behav-
iours, and support in their performances when they do so.

Phase Sequence. The course design provides the student with an
opportunity and the skills to study his problems, or to put it another way,
to study himself as a problem. Though that sounds pretentious, it casts
the direction of the course rather well, because the student does examine
assumptions about himself; he analyzes his strengths and weaknesses and
sets personal self-improvement goals; he develops related plans, learns
an array of effective skills and practises them in a variety of situations.
Finally, he evaluates his effectiveness in the use of the skills, and he

plans for further personal development after completing the Life Skills
- course. In short, he uses problem-solving processes to deal with his
personal situation.

The lesson model has five phases: the stimulus, the evocation, the
objective enquiry/skills preparation, the application and the evaluation
phases. While related to the five stages of problem-solving in the Life
Skills Process/Content Model, the names of the phases suggest the approach
used by the coach in presenting the lesson.

In the stimulus, the coach presents the problem; in one lesson he
uses a film; in another, a case study; and in yet another, a trust exercise.
During the stimulus the coach might provoke, inform, or question; whatever
his method, he aims to stimulate discussion among the students.



In the evocation, the coach encourages the students to express their
opinions and feelings related to the stimulus. Using facilitative techni-
ques, he remains non-judgemental, assisting students to verbalize their
concems. As the students share their knowledge about the topic, the
coach helps them clarify the problem situation, classify the ideas expressed
and define the problem. He helps them formulate fact-finding questions
for investigation in the next section.

In the objective enquiry/skills preparation, the coach acts as a
teacher or a guide. He helps the students seek out and relate new know-
ledge to the problem they defined; he helps them search :‘or answers to their
questions and to practise new skills; they might study themselves on video,
or use check lists to examine their behaviour; they might study films,
books, clippings from magazines; or they might seek information from re-
source persons in the community.

In the application phase of the lesson, the coach helps the student
apply knowledge and skills to the solution of a problem. Whenever possible,
he applies his solution in the real life situation. The real life situation
changes as the course develops: in the early part of the course, the student
applies his skill in the here and now situation of the learning group; later
he applies his skill with visitors, in the community, in the home, or in
planned simulations of other real situations. In the lesson, '"Identifying
Strengths of the Family", for example, video equipment is moved to a hame
to film a family meal; the group analyzes the tape, listing the strengths
they see. In the lesson, 'Using Available Help to Get Out of a Money Trap",
a student presents his case to one or more finance companies or credit
unions, asking for help. The group discusses the advice given and helps
the student plan his course of action to solve his financial problem. In
the lesson, 'Exploring Expectations of Employers', employers came to the
learning group to participate in a dialogue during the evocation phase of
the lesson. In the application phase, each student seeks further information
at an employer's place of business.

In the evaluation phase, the students and coach assess what they did
and how they helped each other. They evaluate their own behaviour in group
interaction and evaluate the processes used to solve the problem; they
evaluate whether each student met the skill objectives set for the lesson.
In most lessons, the students evaluate through discussion, analysis of video
tapes or with check lists. In one lesson, the students sequence picture
charts to show the relationship between the processes used; in another,
they assess their reaction to a confrontation by the coach.
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B. LIFE SKILLS COACH TRAINING COURSE

Introduction

William Kvaraceus, speaking of the education of the disadvantaged,
states: 'One rather significant finding is that education has had relatively
little impact on attitudes and behaviour. Changes do occur but the change
is to produce more of the same...the school serves to reinforce what is
already present."

The '"already present" very often consists of ineffectual attitudes
and behaviours, the result of a long process of conditioned inferiority.
Discriminatory practices togetgler with exploitation and privation are
experienced constantly by the disadvantaged as they attempt to meet their
basic hunan needs. These dehumanizing realities of daily existence con-
vince the disadvantaged of their inferiority and result in feelings,
attitudes and behaviours which reflect their frustration and hopelessness.

Kvaraceus continues '"...a deliberate effort to change the self-
concept of students will appreciably affect their total education as well
as their personal experience." To do this requires that™most teachers
also must change.

A major change in the teacher's self-concept means a shift from his
conception of himself as the operative agent in a selective, status-
giving system to that of operative agent in a system which enables each
individual to develop fully his pre-existing potential.

There exists now a body of well documented research which very clearly
sets out the teaching abilities necessary to accomplish the tasks.

Robert R. Carkhuff in The Development of Human Resources states:
"The helper will be most effective during the early phases ot helping
when he responds to the helpee. When the helper responds to the helpee,
the helpee becomes involved in a process of self-exploration leading to
self-understanding."
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He defines the responsive conditions which facilitate this process
as follows:

a.

b‘

e
.

Empathy or understanding - the ability to see things as another
sees them and to communicate what he sees to the other.

Respect or positive regard - the ability to respond to another
in such a way as to let him know you care for him and believe
in his ability to do samething about his problem and his life.

Concreteness or specificity - the ability to enable another to
be specitic about feelings and his own experiences.

Carkhuff demonstrates that the 'helper will be most effective during
the later phases of helping when he initiates action''. The helper gives
the process direction, facilitating the helpee's deeper understanding of
himself which leads to the development of strategies for acting upon this
understanding. These coaching initiatives are descxibed as:

a.

Genuineness or authenticity - the ability to be real in a
relationship with others.

Confrontation - the ability to tell another what you've been
hearing as you've been listening to him. To advise the other
of the difference in your respective perceptions of reality,
then following through and working out the differences be-
tween you.

Immediacy - the ability to understand different feelings and
experiences that are going on between you and another person.
The helper must direct the helpee's attention to what is going
on at that moment so that the heipee can more fully under-

‘'stand himself.

The responsive and initiative conditions are basic but must be
supplemented by other abilities. Based on results of research, Nathan
Gage in Teachers for the Disadvantaged statss four additional character-
istics or behaviours which are desirable.

Cognitive organization - the ability to apply dynamic sets
of "organizers™ or 'models' to the subject matter which
resiults in meaningful learning and understanding, as

opposed to rote learning or memorizing. These organizers

or models permmit the discrimination of new material from
that previously leamned and make possible the integration

of the new with the old at a high level of abstraction,
generality and inclusiveness. This high level of abstraction




12

and generality has the advantage that the product of all
the learned material may be at a higher level than the
learned material itself.

!

b. Orderliness - the ability to be systematic and methodicaf’l

in self management. Consistency is demonstrated in the !
management of the learning situation.

c. Indirectness - the ability to give students "opportunities
to engage 1n overt behaviours, such as talking and problem-
solving, relevant to the learning objectives'. Indirectness
represents a willingness to forbear furnishing the student
with everything he needs to know. It is associated with
the teachers' ability to encourage participation and in-
itiative.

d. Ability to solve instructional problems - ability to solve
problems "'unique to his work in a particular subdivision"
of his calling. That is, teachers should be more proficient
at solving problems in their specialty areas than teachers
who are required to teach other subjects or persons of equal
qualifications who do not teach at all. Good teachers need
a unique body of problem Solving skills,

The training program for Life Skills coaches is designed to equip
the coaches with all these previously described abilities so that they
may be in fact effective teachers and truly '"authentic helpers".

Functions of the Coach

In the Life Skills course, a primary force to change behaviours is
the behaviour-oriented learning group. It is the role of the coach to
facilitate meaningful learning experiences and help the students to apply
their knowledge and test new behaviours in solving problems in a wide
range of life situations. How the coach functions depends not only upon
the guidance he receives from the Life Skills lesson and his supervisor,
but also upon his style, the nature of the group, his perceptions, his
sensitivity and his competence in meeting the demands of new situations.
Nevertheless, it is possible to classify the functions. Tannenbaum,
Weschler and Massarik in discussing the role of a human relations trainer
describe five main categories of behaviour which are closely related to
- the functions of a Life Skills coach.



......

13

Creating Situations Con.ucive to Learning. The coach helps
structure same of the situations in which the students in-
teract. If the coach presents his lessons skillfully, the
relations between students provide numerous focal points for
useful learning. For example, the cautious use of brief
socio-metric questions (indications of liking, desirability
as work partner, recognition of potentially useful life skills,
etc.) involving the members of the group in a given lesson
typically yields data on the way each group member perceives
his fellows. As each student experiences the various problem-
solving and human interaction situations, the coach helps to
diagnose and comment on them. Each student gains potentiaily
useful insights, which in turn can be strengthened by peer
evaluation and group discussion.

Establishing a Model of Behaviour. The coach provides a modei
tor behaviour by his activity in the group, his approach to
problem-solving, his acceptance of criticism, his non-judgemental
comments, his willingness to evaluate his own behavicur, and

his ability to raise questions and to express his own feelings.
By his behaviour, he helps establish acceptance and freedam of
expression in which the group can discuss interpersonal problems
that otherwise might be avoided.

Introducing New Values. The coach, by his behaviour, implicitly
or explicitly introduces new values into the group. The way he
reflects feelings, clarifies camments, and actively behaves
focuses attention on those problems which he feels the group
should eventually handle. For example, his willingness to
relinquish a position of authority and leadership carries with
it a host of implications for the group.

Facilitating the Flow of Communication. The coach helps to
1dentify barriers to communication between individuals. By
raising questions, clarifying issues, and encouraging part-
icipation of all members of the group he facilitates the
development of mutual understanding and agreement. Frequently
when sources of difficulty are below the level of awareness,

the coach, who is less personally involved with these difficulties
than the group, is better able to identify the problems and help
bring about their recognition and potential solution.

Participating as an "Expert". The coach, as an 'expert', is
often required to help the students learn problem-solving

approaches and skills, basic commmnication skills, and other
behavioural skills helpful in facilitating the growp process.
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At times the coach introduces knowledge derived from his
experience or from other sources, which the group may want
in order to proceed with the solution of a given problem.
However, many groups, particularly at their initial stages,
push responsibility for their progress onto the coach.

There are attendant costs to the students in doing this. By
putting the coach in a position of answering questions, of
making decisions for the group, of establishing goals and
setting group values, the students' involvement in the training
is reduced. Therefore, the coach tries to leave maximum re-
sponsibility for detemminations affecting the group itself
with the students.

There is one additional function of the coach which might often be
overlooked - that of the ‘'group member" function. The fact that the
learning group is a cultural unit implies that it has all the potential
aspects of group identification, cohesion and growth. The group builds
expectations for all persons in the training situation, and this includes
the coach.

The coach, of course, does not perform the typical membeiship function.
From the outset he is a competent practitioner of group problem-solving
skills. As the group begins to '"'take over'" and begins to see the different
contributions of the members, the group identifies a point in its growth
when it overtly indicates that the coach "is now a tiember of the learning
group". At the covert level, the coach might have been a member of the
group long before the students identified this as being so. The coach
may be a unique member, but as the helping group matures so does each
member becane unique in a number of different ways.

The ccach training course consists of training in four major areas
of competernce:

1. Creative Problem Solving - establishes in the coaches the -
desirable teacher behaviours described by Gage. This
cognitive thrust intersects with Carkhuff's "responsive
and initiative skills'" model at the point of ''developing
courses of action''.

2. Structured Human Relations Training - equips coaches
with expertise in the "'responsive and initiative' skills
delineated by Carkhuff. These are problem-solving skills
applied to the specific challenge of interpersonal relations.




3. Coaching Techniques - prepares coaches in additional tech-
niques and strategles necessary to carry out the 'coaching
functions". This unit develops functionality in all the
process skills including group dynamics, role-playing, etc.,
which emerge in managing the Life Skills lessons.

4. Life Skills Course Content - familiarizes the coach with
and enhances his own abilities in all the coping skills
which the Life Skills student is expected to apply to his
own life. It includes a coaching practicum and Life Skills
dissemination material.

Course Orientation

The Life Skills coach training course involves learning to perfomm,
at a mastery level, a wide range of behavioural skills; at the same time,
acquiring a cognitive and theoretical understanding of these skills. It
is an eight-week course with same 280 hours of scheduled training. An
additional 10 hours per week of individual study is necessary.

During this course you must apply yourself with energy and commitment
if you are to achieve the level of competence necessary. to function as a
Life Skills coach. :

Furthermore, you are expected to grow in maturity, flexibility and
life skills, since as coach, you are a model of the skills to be learned
by the students. The students are also required to apply the skills to
their lives; so too, the training you receive in this course must be
similarly applied. You must be able to explain any illustration with
personal examples from your life, the value, meaning, purpose, use and
limitations of the skills taught, and model them for the students and
in your daily life. This is a literal use of the 'practise what you
preach' admonition.

The coach training course and, to a certain extent, the Life Skills
course are based on the '"practise", "use'" and ''teach' (PUT) model. Thus
you will practise skills in a training setting, then use and teach them
in your life situation and in coaching Life Skills students.
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The coach training course is designed to involve you actively in your
education. The training emphasis is on the productive and creative aspects
of learning, based on a solid foundation of behavioural skills and theore-
tical understanding. To learn samething only to give it back in a test
‘or other such minimally productive manner is not enough; what is important
is what you do with the iearming - what gains you make in new ideas, approaches,
questions; procedures, methods, skills, problems, solutions and so on.

For instance, when we say that you are to understand something, the
word "understand'’ means that you (a) state and explain it in your own words;
(b) give realistic examples of it; (c) recognize it in various circumstances,
how it can be used in different circumstances, and how it can be changed
and adapted; (d) describe situations where it is appropriate, useful or
helpful and situations where it is not (perhaps even hamful); (e) re-
cognize connections between it and other facts, ideas, theories, methods,
skills and approaches; (f) foresee same of its consequences; (g) state
its opposite or converse; (h) use it in various ways and in various :
situations; (i) explain and teach it to others so that they, too, ''under-
stand" it. '

This usage of the word ''teach involves explaining, illustrating with
realistic examples, demonstrating and modelling the purpose, usefulness,
value, limitations and situational constraints of the concept, approach
or skill. The success of the instruction is measured by how well the
student/trainee understands the material, not by any feelings of accamplish-
ment the teacher may have about his performance.

Cognitive Leamning

There are two basic methods used in the ceach training course to
ensure that you understand (as defined earlier) the content of the course.
One of these is spontaneous discussion, the other, a log book.
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Spontaneous Discussion

This method tests your ability to orally commumnicate your under-
standing of the course content and its relation to life and to Life
Skills. At the conclusion of each unit, some or all of you will be
selected by a randol method to explain and discuss the content of the
unit, integrating it with the contents of prior units, to the satisfaction
of the group and the trainer. This procedure will also be instituted at
any point in the course where the trainer feels there is a need for a
summary and integration of content to date. The use of random selection
techniques provides an equal chance for each of you to be selected to
discuss, and permits no one (not even the trainer) to know who will be
selected ahead of time.

Any method the trainer chooses to use to accamplish the discussion
goal is acceptable, provided it meets the random selection criterion.
However, thé following two methods are likely to be used: (a) a sub-
group of three to six trainees is randamly selected to discuss the
materials using one or more of these formats - group-on-group, inter-
views, panels, questions and answers, etc. All sub-group members are to
demonstrate their understanding; (b) one trainee is randomly selected to
begin discussion, then other trainees are subsequently selected to carry
on, until all the material is covered. Anyone could be calied on more
than once or not at all in a given session.

No one is excused from discussion. If your number cames up, you
must discuss and demonstrate your understanding. If you are not present,
and do not have an excuse acceptable to the trainer, then you will be
counted as if you could not perform.

Log Book

This method tests your ability to communicate in written form your
understanding of the course content and its relation to life and to Life
Skills. Throughout the course, you will keep a log book - a record of
your journey through Life Skills coach training. In it, you record your
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reactions, observations, evaluations, thoughts, explanations, examples,
criticisms, alterations, creations and any other productions or originations.
These will arise from readings, films, field trips, lectures, talks, rap
sessions, surveys, presentations, conversations, lessons given, exercises,
tests, parties, and any other experiences you have during training.

Your log should be a fairly exact identification of what you did,
sufficiently complete to inform a reader of all the circumstances of your
experiences. You should give the author, title, source, publisher and
pages read of any reading you do, along with a brief synopsis - enough to
give a reader an idea of the content. For other experiences, enough of
the event should be described to give a reader same idea of what went on.

The emphasis in this log is on your reactions to events and activities,
discussions of matters you feel are of special importance, difficulties
and misunderstandings discovered or resolved, strengths or weaknesses
discovered, areas for improvement, interests discovered or developed, new
approaches, ideas, concepts, etc. Anything belongs in the log book that
shows what you have done, and what you have actively contributed toward
your intellectual, emotional and behavioural growth, both as a personal
model for others and as a Life Skills coach.

Again, emphasis is on your understanding (as defined earlier) of
readings and events. Extensive summaries are discouraged, but brief
sumary statements may be necessary to clarify some of your comments.
The feedback you receive from the trainer on your log book will guide
you toward understanding and away from the rote sumarization.

Your log should be kept in a standard sized (8 1/2" x 11') note
book. It should be peasonably legible, but definitely not retyped or
copied over. The trainer will review log books of randomly selected
trainees on randomly selected days. '
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Course Materials

The following books are used during the course. A bibliography and
supplementary readings are listed with the training units and are integrated
into the unit material through the Cognitive Learning Instructional Procedure.
Instruction in operating and understanding the required audio-visual hard-
and software is introduced at various points throughout the course on the
first occasion that the particular equipment is to be used.

1. CURTISS, P.R., Warren, P.W., et al; The Dynamics of Life Skills
Coaching. This book will be used throughout the Life Skills Coach
Training course. The content of the book has been written and
selected to increase your understanding of the training material
or to assist you in coaching Life Skills students. A thorough
knowledge of this material is essential.

2. HIMSL, R., et al; Life Skills: A Course in Applied Problem Solving;
Saskatchewan NewStart Inc., 1972. This book contains the major
theoretical statement regarding the Life Skills course; it must be
thoroughly understood.

3. The Life Skills Coaching Manual; Saskatchewan NewStart Inc., 1972.
This 1s the curriculum of the Life Skills course, including a
guide and 60 lessons. 3

4. Manufacturers' operating manuals for video and other audio-visual
equipment.

S. WARREN, V.B.; How Adults Can Learn More--Faster; National Assoc-
jation for Public School Aduit Education, 1961. This is a brief
introduction to adult education useful for helping adults in up-
grading programs.

6. PARNES, S.J.; Creative Behavior Workbook; Charles Scribner's Sons,
1967. '
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7. WARREN, P.W., Gryba, E. and Kyba, R.; The Problems and Needed Life
Skills Of Adolescents; Training Research and Development Station, 1972.
This book describes the difficulties of growing up in the modern world.
It provides initial specifications for adapting the Life Skills course
for the general adolescent student population, with specizl consideration
for Northern schools.

8. WILLIAMS, J.B. and Mardell, E.A.; Life Skills Course for Corrections
Training Research and Development Station; 1973. The initial specl-
fications for adapting the Life Skills course for medium or maximum
security correctional centres are described.

Contents of the Coach Training Course

UNIT I - INTRODUSTION TO THE DYNAMICS OF LIFE SKILLS COACHING 3

This unit includes information under the following headings:
A. Overview of the Life Skills Course

B. Life Skills Coach Training Course
Contents

Lecture, illustrated with audio-visual aids, to familiarize part-
icipants with the Life Skills course and provide an introduction and
orientation te the Life Skills coach training course.

Readings

The Dynamics of Life Skills Coaching Unit I
ife Ski1ls: "A Course in Applied Problem Solving
as assigned.
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UNIT II - USING AUDIO-VISUAL RESOURCES

Contents

"Hands on" training with the audio-visual hardware and related software
used in the Life Skills course; special emphasis on video equipment.

Readings

Manufacturer's operating manual for video
The Dynamics of Life Skills Coaching Unit II

UNIT III - STRUCTURED GROUP PROCESS: PRINCIPLES AND PRACTICE

This unit includes the following sub-umits:
A. Resolving Interpersonal Needs
B. BSD As A Model For Interpersonal Behaviour

C. Toward Effective Cammmication: Problems and
Solutions

D. Helpful and Hamful Group Behaviours

E. A Comparison Of Human Development With Psychological
Development In Training Groups

Contents

You participate in and learn techniques for initiating and maintaining
productive interpersonal relations within the group. This unit is focused
on training behavioural skills and providing the conceptual framework which,
when canbined, result in the development of an effective Problem Solving

Group.
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Readings
The Dynamics of Life Skills Coaching Unit III A
111 B
111 C
III D
IIT E

as assigned.

Please note that sub-unit IIIE should be res1 at the end of Unit
III following the experiential section.

UNIT IV - CREATIVE PROBLEM SOLVING SKILLS

Contents

.
You learn, through intensive practise, a wide array of strategies

and techniques within a problem-solving system for attacking and resolving
problem situations.

Readings

The Dynamics of Life Skills Coaching Unit IV
Creative Behaviour Guidelook - Sidney Parnes

UNIT V - STRUCTURED HUMAN RELATIONS TRAINING

This unit includes discussion under the following headings:

The Modelling Function

The Helping Process

Summary of the Objactives of Helping

An Approach for Achieving the Helping Objectives
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Contents

You learn that the effectiveness of any helping relationship is
detemmined by the presence of certain dynamics. You learn to discriminate
among and within these dynamics and to commmicate them in the process of
the relationship.

Readings

The Dynamics of Life Skills Coaching Unit V

UNIT VI - DEVELOPING COURSES OF ACTION

This unit includes the following sub-units:
A. Behavioural Counselling
B. Contingency Management
C. The Process of Balanced Self-Determinism Training

Contents

In these three sub-units, together with Unit IV, Creative Problem
Solving, you learn how to use the processes and techniques of each as
tools in helping students achieve their goals.

Readings

The Dynamics of Life Skills Coaching Unit VI g

: VI
Vic
as assigned.

*V] B - 'Contingency Management in Education and Other Equally
| Exciting Places". This book will be made available by
the trainer.
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UNIT VII - ESSENTIAL LIFE SKILLS COACHING SKILLS

This unit includes the fcllowing sub-units:
A. Role-Playing
B Questioning Techniques
C. The Case Method
D

Discussion Leading

Contents

You learn the process, technique and application of these coaching
skills as they are used in the Life Skills course.

Readings
The Dynamics of Life Skills Coaching Unit VII A
VII B
VII C
VII D

as assigned.

WNIT VIII - THE CQACHING PRACTICIM

Contents

You will demonstrate your understanding of coaching theory and
practice through presenting life skills lessons to your peers and Life
Skills students. Remedial skills training will be based on video
recordings, and the evaluation of other coaches in training, of your
trainer, and of the students.




The Dynamics of Life Skills Coach?.:_vng Unit VIII
Lessons tram The Life Skills Coaching Manual

as assigned.

UNIT IX - EVALUATING STUDENT PROGRESS

Contents

You learn to use a variety of evaluation instruments to measure
student progress. You develop and test an evaluation method of your
own which can be used by another evaluator.

Readings

The Dynamics of Life Skills Coaching Unit IX




26

Bibliography

GAGE, N.L.; 'Desirable Behaviours of Teachings' in Usdan, M.D. and
Bertolaet, R. (eds.); Teachers for the Disadvantaged; Follett,
1960.

HIMSL, R., et al; Life Skills: A Course in Applied Problem Solving;
Saskatchewan NewStart Inc., 1972Z.

KVARACEUS, W.C., et al; Poverty, Education and Race Relationsﬁ Studies
and Proposals; Allyn and Bacon, 1967.

TANNENBALM, R., Weschler, I.R., and Massarik, F.; Leadership and
Organization; McGraw-Hill, 1961.

®*CARKHUFF, Robert R.; The Development of Human Resources, Education,
Psychology and Social Change; Holt, Rinehart and Winston Inc.,
1971,

* Recommended for supplementary reading.



27

UNIT II
USING AUDIO-VISUAL RESOURCES

A. AUDIO-VISUAL AIDS

Audio-visual resources are categorized as hardware and software. The
hardware most used in coaching the Life Skills course consists of: video
equipment: camera, videotape recorder and monitor; carousel slide projector;
audio-cassette tape recorder; and filmstrip projector.

The software most used with this equipment consists of videotape:
blank and prerecorded; 35 mm slides; overhead projectuals; cassette audio-
tapes: blank and prerecorded; 35 mm filmstrips.

There are additional materials used which defy categorization, for
instance the flip chart, bulletin boards, magazines and newspapers, and
various instructional aids and reading materials.

Life 'Skills coaches must be able to operate and utilize both hardware
and software. The most practical approach to training is 'hands on' ex-
perience presented under the direction of people who know about the resources
and who can show you how to operate and use them efficiently. Provision
is made in the coach training course for this kind of training.

Training in the use of various AV recorders and projectors will occur
throughout the course as each type of equipment is used in your own training.

It is important that you know precisely what you are expected to under-
stand as a result of this training. The objectives listed below set this
out,
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Video Equipment

Use

You will understand and use the manufacturer's manual for the video
recorder, camera, monitor and related software so that you can operate and
maintain the video equipment as an instructional tool.

Teach

You will understand and teach to Life Skills students the basic
operational and maintenance procedures for video equipment, using the Life
Skills lesson, ''Seeing Oneself On Video".

Carousel Slide Projector, Overhead Projector, Audio-Cassette
Recorder and Filmstrip Projector

Use

You will become proficient at assembling, operating, maintaining and
using the above-mentioned equipment and related software. You will use
these aids, materials, and equipment both in coaching Life Skills and in
explaining Life Skills to others.

Teach

You will understand and teach to Life Skills students the basic
operating, maintenance and utilization procedures for the hardware and
related software as called for in‘'various Life Skills lessons.
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B. VIDEOTAPE PLAYBACK IN PROGRAMS OF HUMAN AND SQGCIAL DEVELOPMENT

Videotape playback is a very powerful training tool. People see
themseives as others see them, often for the first time. That "videotape
playback gives added force to learning prampted by other means" is a
conclusion reached by the Fraining Station after over four: years of con-
tinuous use of VIR with over 300 students. As a result of this experience,
the Station has identified many uses, which depend upon four qualities of
VIR: displacement, repetition, interruption and involvement. Displacement
takes place in time, place and emotional situation. Repetition refers to the
ability to repeat the action for study. Interruption refers to the quality
which permits the breaking of a sequence for analysis. Involvement means
the universal power of the medium to hold the viewer, especially when he sees
himself onthe screen.

There are seven particular functions which videctape replay can provide:
information-giving, personality development, learning social skills, leamn-
ing job skills, cammunity development, evaluating projects, and supervision.
Each function is discussed separately below.

Information-Giving

Videotapes are an econamical and efficient method of storing a variety

of presentations which can be shown at appropriate times. This is parti-
cularly valuable in isolated communities which are without convenient
access to resource personnel, film libraries, etc. The same purposss are
served where resource personnel do visit a project, but for limitation of
space or time, are not able to make presentations or engage in discussions
with all participants. In such instances, a videotape of the meeting can
be played later to other groups and discussed with them. Some resource
persomnel prefer to tape presentations in advance, and then replay them
to the group, stopping and starting the machine to discuss questions.
This has proved quite effective; the resource people, knowing they will
see themselves, often do a better job than they would in a live present-
ation. The fact that they are there for the replay does not in any way
detract fram the possibility of discussion.
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Videotapes of classes in action, of special events, of specially
designed presentations, and so on, can be used to explain programs to
visitors, thus serving a useful dissemination function. The fact that video-
tapes can be erased makes film production possible and immediate, thus per
mitting the preparation of presentations for any particular group. Description,
instruction and illustration of special techniques by specialists can be
videotaped for use in the classroam. Videotapes can also be used to store
documentation of historic events.

A videotape is more valuable than an audiotape recording of an important
conference from which a verbatim or sumary report is to be produced. The
VIR shows who is speaking, samething which is often left in doubt with an
audiotape if many people are participating.

Teaching by VIR may also be used in basic educational training. Some
examples include: teaching of reading, especially for illiterates; dev-
eloping listening skills and comprehension work related to listening;
explanation of difficult concepts and demonstration of practical activities
in mathematics; demonstration of science principles and experiments;
teaching of oral English for those who do not speak English well; training
instructors in the techniques of teaching oral English.

Personality Development

VIR, which is used extensively in the teaching of Life Skills, has
profound but not threatening effects upon students. For the first time,
many students see themselves as others see them, with all the rationalized
or umoticed personal foibles which they have used to defeat their own
self-development. The fact that the students can see how these operate,
and analyse them and their impact on themselves and their relationships
with others, and then discuss it with fellow students, provides a great
deal of motivation, insight and help in the development of personality.

This formm of feedback, objective as it is, has been found to be more
complete but less emotional than that provided by coaches and other students.
VIR usually provides both positive and negative feedback, and is thus both
challenging and supportive.

Videotape can be used in the homes of students to record family
interaction; this has been valuable in the teaching of family living
skills. Videotape rep can also be used in individual counselling
to show the student how his behaviour in group and life situations reflects
the way he handles problems.
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Leaming Social Skills

Perhaps the greatest potential for videotape replay is in the area
of learning the social skills required for competence and success in
family living, use of leisure time, interactions with community agents
such as police, working on the job, and in working together as a team
with friends, neighbours and others. Through role playing and other sim-
ulated experiences, the students can demonstrate their abilities and
attitudes in a variety of situations, and can assess and practise their
skills repeatedly until they are quite campetent. This may be done in
the context of an entire lesson on one subject, or in a whole series of
micro-lessons which cumulatively provide skills necessary in more camplex
social actions. The playback of one or two people in role-playing situations,
or the entire group in discussion, frequently provides the stimulus for
new lessons which the students had not previously recognized as being needed.

VIR can be used as the vehicle for presenting a case study instead
of having it read; this is useful if the case is dynamic and short.

A tape can be made as a model or illustration of the formal problem-
solving process which underlies the Life Skills program. The performance
of an actual student group with some experience in the process could be
taped and replayed for successive intakes of students and for coaches-in-
training. ;

Preparation of videotapes can be valuable to illustrate the processes
of conducting personal business, such as the following: opening a bank
account, writing cheques, etc.; buying a travel ticket, getting to and on
the conveyance, relinquishing and retreiving luggage, etc.; making hotel
reservations, registering, help with luggage, checking out, phone calls 3
and laundry in a hotel, etc.; buying a money order, registering a letter, "'

insuring a parcel; getting and giving receipts when money changes hands. ....7".. .
The viewing of such tapes should be followed by discussion.

Learning Job Skills

VIR is very useful in training students for a variety of jobs, par-
ticularly those involving a great deal of interaction with people, such
as instructional coaches, teaching aides, social work aides, retail sales
clerks, and owner/managers of small businesses.
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In the Life Skills course, videotapes are used extensively to give
feedback to the students both as groups and individuals. It becomes ‘
unnecessary for the instructor to be present for all feedback sessions as
the students become proficient in operating the equipment and in critici-
zing their own performances. VIR is used to train students in interviewing
skills; students are able as a gro'p to analyse each interview. This has
the added advantage of getting away frum the traditional concept that the
instructor is the only judge of campetence. VIR is used also in teaching
students to make effective presentations to small and large groups.

The use of videotape in training students for business occupations
pemmits various selling skills to be practised and delicate situations re-
hearsed. The role-playing requires that the student not only know what
he wants to say but also how to say it effectively. The practice in role-
playing and feedback develops skills, initiative and ingenuity in dealing
with a large variety of situations.

In training instructional staff, VIR is used to present model lessons,
for microteaching (teaching and drilling of very specific skills), and for
evaluation of skills, attitudes and knowledge. Trainees are encouraged to
practise their delivery of lessons in front of a video camera, and replay
it to assess their capabilities.

[P

Cammunity Development

Videotape replay can play a valuable role in the process of self-
analysis in which an isolated commmity can prepare a list of priorities
for development, and can achieve some commitment to these. The use of
videotape feedback of such meetings could also help program administrators
campare and contrast their assumptions with those of the people, and thus
aid in program formulation at both local and regional levels.

VIR can be used at meetings in isolated communities in cases where
the meetings usually rely on films for outside entertaimment. It is a
simple matter to videotape the films and dub in an Indian language sound
track. This would allow many non-English speaking people in northern
areas to benefit from such acculturating media.
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Evaluating Projects

Videotape replay is very valuable in the training of observers to
develop skills that provide reliable data on individual and group processes.
It is also used by research staff to study and improve their effectiveness
in conducting interviews. Video equipment can be used to relay analysis
of interactions made by observers to other locations where the data are
tabulated for camputer analysis. Videotapes of students at various stages
of a course can be used for the students' own evaluation of growth as well
as by research personnel for the same purpose.

Video recording and playback is used to provide coaches with the
practice necessary to camplete rating scales, in the same way as VIR
is used in the training of observers. Videotaping of lessons has also
proved valuable for the purposes of review and analysis in the development
of better lessons.

Research reports would be less ''dry', and more informative in the
subjective areas, if accampanied by film clips (kinescopes) made from
videotapes recorded during the training process.

Supervision

A significant difference between child and adult education is that
adults always have the option of dropping out if they are dissatisfied;
and they do so in very large numbers in retraining programs. Adult
education is further handicapped by the fact that there are virtually no
training programs for teachers in adult training, particularly in the
critical area of life skills. Thus, it is advantageous for all instructors
to be able to watch the progress of the course on closed-circuit television.
This permits the personal development of the students and their group
activities to be monitored, and also provides an insight into the abilities
of the coach. It enables the trainer to come to the aid of the group or the
coach as required, and it provides an opportunity for the coaches to study
their own skills and make improvements.
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UNIT III
STRUCTURED GROUP PROCESS: PRINCIPLES AND PRACTICE

A. RESOLVING INTERPERSONAL NEEDS

The small grouy can be thought of as a kind of island within society
which accurately reflects the composition and structure of the larger
society. Since variables can be controlled and processes analyzed more
easily in the small group, it is an excellent enviromment in which to
acquire the skills of relating to and interacting with others. The learning
which does occur must be transferred and applied to the larger society.

Membership in the small group becomes almost a fundamental need for
the individual. It is the dynamics of membership which gives rise to pro-
blems. To achieve membership, a person must meet in a balanced way three
interpersonal needs: inclusion, affection and control.

Inclusion: the need for a sense of belonging with others; the need
to be included. Inclusion is expressed in the need to attract the atten-
tion and interest of others and to be a member of the group, yet a distinct
and wmique person within it.

Affection: the need to feel close, to feel personal involvement, and
to feel that one is in emotional cammunication with another. The affection
need is expressed by giving and receiving; its workings can be seen in both
~attraction and aversion between individuals in the group. 3ome deal with
this need by being equally friendly to all others by remaining aloof fram
all.

Control: the need for control over others and the need to Bé controlled.
The control need can be observed as a continuum in the decision-making process
among people. It involves power, authority and influence. Control needs
within the group are usually resolved by the establishment of a '‘pecking
order'; this order changes from day to day but serves as a kind of base
line from which modifications are made.

/
A balance must be sought among thesé three needs and within each.
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Inclusion needs predominate in the formation of the group; control
and affection are dynamics whose influences are felt in the established
group. Inclusion is concerned with one's relative position of "in" or
"out", affection with "close" or '"far', and control with "top'" or 'bottom'.

Interaction with others presents no problem for one who has achieved
a balance among and within the three dynamics. He is at ease alone or in
the campany of others. As to participation, he can function at a low, high
or medium level. He may choose to be strongly cammitted to a group or he
may withhold commitment when he feels it is appropriate to do so. Such an
individual has a strong underlying belief in his own worth and significance.

This hypothetical individual is functioning at an ideal level. Most
people can grow in this direction through training and experimentation in
the group. Very often we are dissatisfied with the way we are and have no
clear idea of what we might became. Unit IIIB, which follows, introduces
a way of looking at how you are and suggests a d1rect10n for your process
of becaming.
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B. BALANCED SELF-DETERMINED BEHAVIOUR AS A MODEL
FOR INTERPERSONAL BEHAVIOUR °

Introduction

Has .anyone ever cut in front of you in a line? Do you have difficulty
saying "no"' to persuasive salesmen? Can you camfortably begin a conver-
sation with strangers at a party? Have you ever regretted ''stepping on"
sameone else in trying to achieve your own goals? _

Most people find situations such as these uncamrfortable, worrisome,
or irritating, yet often seem at a loss for just the "right" response.
Behaviour which enables a person to act in his own best interests, to
stand up for himself without undue worry, to exercise his rights without
denying the rights of others is called Balanced Self-Determined behaviour
(abbreviated hereafter as BSD behaviour). The Other-Determined, passive
person (abbreviated as OD) is likely to think of the appropriate response
after the opportunity has passed. The Selfish-Determined, aggressive
persan (abbreviated as SD) may not give it another thought, but may make
a deep, and negative impression and may later be sorry for it. As a
Life Skills coach, you can assist students in developing a more adequate
array of BSD behaviours so that they may choose an appropriate and self-
fulfilling response in a variety of situations.

This reading describes same methods of dealing with worry and fear
through BSD training, since BSD behaviour inhibits or weakens worry and
fear previously experienced in specific interpersonal relationships.

When a student becomes more able to stand up for himself and do things

on his own initiative, he reduces his usual worry or tenseness in key
situations, and increases his sense of worth as a person. Each individual
has the same basic right as the other person in an interpersonal re-
lationship - roles and titles notwithstanding. More people must learn
to exercise their rights, without infringing upon the rights of others.

Learning to assert one's rights as a human being is a vital issue
in anyone's life. If the student must go through life inhibited, bowing
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down to the wishes of others, holding his own desires inside himself, or
conversely, destroying others in order to get his way, his feeling of
personal worth will be low. The BSD individual is in charge of himself

in interpersonal relationships, feels confident and capable without cock-
iness or hostility, is basically spontaneous in the expression of feelings
and emotions, and is generally looked up to and admired by others. Cam-
monly, people mistake SD and aggression for BSD, but the BSD individual
does not malign others or deny their rights, running roughshod over people.
The BSD person is open and flexible, genuinely concerned with the rights
of others, yet at the same time able to establish very well his own rights.
You must avoid using this as a gimmick on "how to manipulate others'; your
only concern should be with facilitating, enduring and positive behaviour
patterns in yourself and others.

~ The Necessity for BSD Training

If one analyzes family life, church, education, and business, he will
note that BSD behaviour is frequently squelched. One common source of
confution involves interpreting all BSD behaviour as SD (selfish, aggressive,
pushy, etc.) behaviour. Another source is the fact that those in power value
OD (passive, agreeing) behaviour for others but not for themselves. Yet
another source of confusion is the contrast between 'recammended' and
"rewarded" behaviour. Even though it is typically understood that one
should respect the rights of others, all too often parents, teachers and
churches contradict these values by their own actions. Tact, diplamacy,
politeness, refined manners, modesty, and self-denial are generally
praised, yet to ''get ahead" it is often acceptable to ''step on'' others.

The male child is encouraged to be strong, brave, and dominant. His
aggressiveness is condoned and accepted, as in the pride felt by a father
whose son is in treuble for busting the neighbourhood bully in the nose.
Ironically (and a source of much confusion for the child), the same father
will likely encourage his son to have ''respect for his elders', 'to let
others go first", and 'be polite'.

Although only just recently openly admitted, the athlete who part-
icipated in competitive sports knows that when he has been aggressive or
perhaps 'bent" the rules a little, it is 0.K. because "it is not important
how you play the game, it is important that you win". (The physical fitness
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purist who would argue with this statement is invited to contrast the
rewards for winning coaches with those for losing coaches who 'build
character".)

In the family, children are frequently censored if they decide to
speak up for their rights. Hearing admonitions like 'don't you dare talk
to your mother (father) that way', ''children are to be seen, not heard”,
"never let me hear you say that word again'", is obviously not conducive
to a child's assertion of self.

Teachers and school personnel discourage BSD behaviour in basically
the same manner as parents. Quiet, well-behaved children who do not
question the system are rewarded, whereas those who buck the system in
same way are dealt with stemly. Many educators believe that a child's
natural and spontaneous desire to learn is lost by the fourth or fifth
grade.

The residue of parental and educational upbringing affects students'
functioning in jobs and daily lives. Every employee is aware that fre-
quently one must not do or say anything that will '"rock the boat" in amn
organization. The boss is "above' and others are 'below'" and feel obliged
to go along with what is expected even if obviously inappropriate.
Pmployees' early work experiences teach that if you '"speak up'' you are
likely not to obtain a raise or recognition, and may even lose the job.
They quickly leam to be a "company man'", to keep things running smoothly,
to have few ideas of their own, to be careful how they act lest it ''get
back to the boss'. The lesson is quite clear, in effect, not to be BSD
in work.

The teachings of contemporary churches seem to indicate that to be
self-determined in life is not the '"'religious'" thing to do. Such qualities
as humility, self-denial, and self-sacrifice are usually fostered to the
exclusion of standing up for oneself. There is a mistaken notion that
religious ideals of brotherhood are incompatible with feeling good about
oneself and with being calm and confident in relationships with others.
However, being assertive in life is in no way incongruent with the
teachings of the major religious groups. The escape from freedom-restricting
behaviour allows one to be of more service to others as well as to one's
self.
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It is cammon for a person who has been selfish or aggressive in a
given situaticn to feel same guilt as a result ~f his behaviour. It is
less widely recognized that the self-detemmined person also experiences
guilt produced by childhood conditioning. The institutions of society
have so carefully taught inhibiting expression of even one's reasonable
rights, that one may feel badly for having stood up for himself.

It is not healthy for a person to suffer guilt feelings for being
himself. Although families, schools, businesses and churches have tended
to deny BSD behaviour, the contention is that each person has the ri%t
to be and to express himself, and to feel good - not guilty - about doing
so, as _long as he does not hurt others in the process. The anti-BSD
influence of these basic social systems produces 'built-in" limits on the
self-fulfilling actions of many persons.

This reading is for all who wish to develop a more enhancing personal
existence on their own, and for those instrumental in facilitating the
personal growth of others. The concept of balanced self-deteminism is
needed by many persons. It is written with practical applications in
mind. To be of greatest use, you, as coach, must familiarize yourself
with the concept of BSD, recognize its validity in your own experience,
and then apply its principles in your personal life and in Life Skills
coaching.

BSD behaviour inhibits worry and fear in such a way that the two
conditions are mutually exclusive. That is, when BSD increases, worry
and fear decrease.

 Definitions

Each person should be able to choose for himself how he will act in
a given circumstance. If his '"polite restraint’ response is tco well
developed, he may be unable to make the choice to act as he would like to.
If his aggressive response is overdeveloped, he may be unable to achieve
his own goals without hurting others. This freedaom to choose and to ex-
ercise self-control is made possible by the development of BSD responses
for situations which have previously produced fear-based OD or SD behaviour.

B g .
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demonstrated in each of the illustrations which follow.
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I1lustrations contrasting BSD with OD and SD actions help clarify
The pattern which appears in the following chart is

The chart dis-

plays several feelings and consequences typical for the person whose
behaviour is OD, BSD, or SD. Also shown, for each of these modes of
behaviour, are the 11ke1y consequences for the person toward wham the
action is directed (the other).

OTHER-DETERMINED

BALANCED SELF-

SELFISH-DETERMINED

Inhibited, passive

Does not achieve
desired goals

Allows others to
choose for him

Hurt, anxious

Expressive, active

May achieve de-
sired goals

Chooses for Self

Feels good about
Self

(0D) DETERMINED (BSD) (SD)
Self Self Self
Self-denying Self-enhancing Self-enhancing at expense

of other
Expressive, aggressive

Achieves desired goals
by hurting others

Chooses for others

Depreciates others

Other

Guilty or angry
Depreciates Self

Achieves desired
goals at-Self's
-expense

Other
Self-enhancing

Expressive

May achieve
desired goals

Other
Self-denying

Hurt, defensive,
humiliated

Does not achieve
desired goals
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As may be seen in the chart, in the case of an Other-Detemined (OD)
response in a given situation, the self if typically non-assertive, denying
and inhibited fram expressing actual feelings, seldom achieving own
desired goals, allowing others to choose instead, and often feeling hurt
and anxious as a result of inadequate behaviour.

Persons who carry their desire for self-detemminism to the extreme
of Selfish-Determined (SD), aggressive behaviour reach their goals at the
expense of others. Although the SD person frequently finds his behaviour
self-enhancing and expressive of his feelings in the situation, he usually
hurts others in the process by making choices for them, minimizing their
worth as personis. SD behaviour cammonly results in a "put down' of the
other. The other's rights have been denied, and he feels hurt, defensive,
and huniliated. The other's goals in the situation, of course, are not
achieved.

In contrast, Balanced Self-Determined (BSD) behaviour in the same
situation is appropriately assertive and would be self-enhancing for the
self, an honest expression of feeling. He will usually achieve his goals,
having chosen for himself how he will act. A good feeling ebout himself
typically accompanies the BSD response. ’

Similarily, when the consequences of these three contrasting behaviours
are viewed fram the perspective of the other (i.e., the individual toward
whom the behaviocur is directed), a parallel pattern emerges. OD behaviour
often produces feelings ranging from sympathy :o outright contempt in the
other toward the OD person. Also, the other iy feel guilt or anger at
having achieved goals at the OD person's expe.ise. In contrast, a trans-
action involving BSD enhances feelings of self-worth and pemmits’ full
expression of self. In addition, while the self achieves his goals, the
goals of the other may also be achieved.

In sumary, then, it is clear that the self is hurt by his own self-
denial in OD behaviour; the other toward whom he acts may be hurt in SD
behaviour. In the case of BSD behaviour, neither person is hurt, and
unless their goal achievement is mutally exclusive, both may succeed.

Exanples

1. Mr. and Mrs. A are at dimner in a moderately expensive restaurant.
Mr. A has ordered a rare steak, but when the steak is served, Mr. A
finds it to be very well done, contrary to his order. His behaviour
is:
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Other-Detemmined (OD): Mr. A grumbles to his wife about the
"burned” meat, and observes that he won't patronize this restaurant
in the future. He says nothing to the waitress, responding "Fine!"
to her inquiry "Is everything all right?"., His dinner and evening
are highly unsatisfactory, and he feels guilty for having taken:

no action. Mr. A's estimate of himself, and Mrs. A's estimate of
him are both deflated by the experience.

Balanced Self-Detemmined (BSD): Mr. A motions the waitress to his
table. Noting that he had ordered a rare steak, he shows her the
well-done meat, asking politely but fimmly that it be retumed to the
kitchen and replaced with the rare-cooked steak he originally requested.
The waitress apolpgizes for the error, and shortly returns with a

rare steak. The A's enjoy dinner, tip accordingly, and Mr. A feels
satisfaction with himself. The waitress is pleased with a satisfied
custarer and an adequate tip.

Selfish-Determined (SD): Mr. A angrily summons the waitress to his
table. He berates her loudly and unfairly for not camplying with

his order. His actions ridicule the waitress and embarrass Mrs. A.
He demsnds and receives another Steak, this one more to his liking.
He feels in control of the situation, but Mrs. A's embarrassment
creates friction between them, and spoils their evening. The waitress
is humiliated and angry, and loses her poise for the rest oif the

evening.

2. Mr. and Mrs. B, who have been married nine years, have been having
marital problems recently because he insists that she is ‘cverweight
and needs to reduce. He brings the subject up continually, pointing
out that she is no longer the girl he married (who was 25 pounds
lighter), that such overweight is bad for her health, that she is a
bad example for the children, and so on.

In addition, he teases her about being 'chunky'', looks longingly at
thin girls, commenting how attractive they look, and mekes references
to her figure in front of their friends. Mr. B has been reacting
this way for the past three months and Mrs. B is highly upset. She
has been attempting to lose weight for those three months but with
little success. Following Mr. B's most recent rash of criticism,
Mrs. B is:
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OD: She apologizes for her ovexrweight, makes only feeble excuses
or simply doesn't reply to same of Mr. B's camments. Internally,
she feels alternately hostile toward her husband for his ragging,
and guilty about being overweight. Her feelings of anxiety make
it even more difficult for her to lose weight and the battle
continues.

BSD: Approaching her husband when they are alone and will not be
Interrupted, Mrs. B indicates that she feels that Mr. B is correct
about her need to lose weight, but she does not care for the way he
keeps after her about the problem or the manner in which he does so.
She points out that she is doing her best and is having a difficult
time losing the weight and maintaining the loss. He acknowledges
the ineffectiveness of his harping, and they work out together a
plan in which he will systematically reward her for her efforts to
lose weight.

SD: Mrs. B goes in