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. : i“l This five-part documeht, based on the position. that
schools should teach social-emotional development, presents a -
rationale concerning human needs for healthy social-emvtional
developnent, presents a rationmale for teaching it, andbshtiizes :
exploratory and respectful behaviors, Part 1 defines the position
vhich stresses tlig|néed to increase awareness and respect of ™~
différence ‘and willingness to assume responsibility for the ‘
-constructive behavior of self and others. Part 2 discusses human
needs for healthy social-emotional developament, which include
self/other exploration, self/other respect, and self/other ' /
responsibility.. Part 3 discusses ways to teach social-emotional
development by learning to (a) assess constructivesdestructive
social-emotional behavior, (b) set goals for increasing constructive
social-emotional behavior, (c) plan and implement strategies for
encouraging comstructive social-emotional behavior, and (d) evaluate
the results of instruction directed toward increasing comstructive .
social-emotional behavior. Behavioral indicators are given for
determining high and low exploratory behayior and high and low
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_ "Most Americans would probably agree that developing - 4&
;o - a society in which people care for and respect each - o
/ other deserves high priority on the nation's agenda. ’ o
a * Most would agree, too, that the schools should play ~ .
a central role in our efforts to move toward such a )
humane goal. But the schools today are ill-prepared
to assume that responsibility, and we have given too :
) little thought to how they could serve such a purpose," * oy
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_ i . *Harold Howe 11, former U.S, Commissioner of Education, presently
. vice-president of the Ford Foundation'’s Division of Education and
= Research, in Safurday Review, March, 1973. .

el




' WHAT DO HUMANS NEED FOR HEALTHY SOCIAL-EMOTIONAL DEVELOPMENT?
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OUR BASIC POSITIQN:.

Kot
‘-

-iheisocisl-qmotlonsl needs of man are viewed by clost educators in
AW :_.
a pu;zlidé“wsy. Lbsc educators recognize and will admit that man's
re;atlonsrlps with man hsve created great proJlems since the bcgiuning

of time. \wsrs, prejudice, hatred and cruelty are hardly rare'occurrences

in man's h?story. Yet, public schools have never tscklcd man's social-
emotional problems directlx as they have hls physicel and intellectual
ones, For exsmple, when 1nsnfficieut food was & ma jor problem for many
Americans, sgricultursl training programs were emphasized in schools and

colleges until’ eventuslly food productlon was successfully brought to

the sorplus stage. Wken llllteracy was a major problem for most Americans, -

reading and writing programs were émphaslzed and although problems still

remain, the literacy rate has been greatly increased. When mathematicians,

scientists and foreign language specialists were judged as needed (Sputnik),

-\
the schools responded sno'agsin they produced a surplus,

| Yet, in spite of-the recognized need for people who are socially
aqo emotipnally‘mature;snd'stsble, who can solve social and emotional
proﬂlems in constructive, rsther’chon destructive ways, the schools have
not atcc@ptbc co systematlcally tackle the problems in this area, The
most fceoueot "excuses" given for this state of affairs relate to the
fact that thc area is too illusive, too complex, too speculative.
We are suggesting tost 1£ is time that the socisl-emotionsl-side,of

man, illusive, complex, and subject to speculation as it may be, be

~._studied and taught in its own right. We are duggesting that human feel-
3o .

ings, beliefs and values, and the behavioral manifestations and consequences
of diverse feelings, beliefs and valucs'be recognized as important content

that should be incorporated into the school curriculum,' It is accepted

ot
i

et
e
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©us, deal directly with'one's contept of self and with one 8 concept of .. "

' respect of oneself and others. ?ith the incressing sssistsnse coming from

_improvement in man's socisl-emotionsl growth. We Iust _try to increase @@ f-

: ™
o fot the constructive ehavior of self and others.

. . . . o : o ad .:_li

that scli-concept affects physieel and intellectuel hesltb Then, let

others; examine the bases for. prejudices snd/or fears that interfere with

»

behsviorel science, it: is- very li&ely thst schools can mske a significant

awvareness and res ect of differences gand willingness t a8ssume respon ibilit

N,

It is important ta note the relstionship between the sociel-emotionsl

needs we posit and the pursuit of a. qualitative surviva. ethic. Explora-

~ tion and respect of d ivgrse humsn feelings, beliefs, values end construce -

tive behaviors are considered to be msjor goals goals we see related to

»

survival-in two ways. First » sll we believe thst _awareness snd accept-
ence of differences decreeses .2« chances of man's inhumanity to and
destruction of otner men. Beciuse of the increiéingly complex and dynamic
nature of our social milieu, if man is to survive, we must seek solutions

to man's "inhumanity" to mun e whether it manifests 1itself ag interpersonsl
problems in the classroom (sometimes referred to as "discipline pProblems")
or interpersonal problems in the community (sometimes referred to as "rscisl
problems'") or interpersonal problems in the wurld (sometimes referred to

as "war"), But second, and perhaps more importsnt, we believe that a sure

I

way of assuring non-survival of any gpecies is to gstrive for homogeneity.

'Differences are healthy, stimulating, and productive of more optimal and

innovative solutions than are likenesses. In a pProvocative article .

‘entitled, thn 8 Efficient Rush Towsrd'needly Dullness," Kenneth E, F..

Watt, a lesding svstems snslyst vho has studied eco-systems in the field

in the laboratory and in computer models states,'"Diversity is more than



the spice of ufe v e o it is an esaentinl. elenent of survival
because of such reasons as this

'* It is

that we reaffirm our position t:hat knowl- L
edge. relative to ’explaming}, predicti.n,g and controlling the- sochl-enoticnnl .
needs of man,

shonﬁld be a wa jor part of foml education.

*Kenneth E. F, Watt

» "Man's Efficient Rush Toward Deadly Dullness,"
Natural Histo

) Febmaty. 1972’p0 74"82



. . ST

. WHAT DO HUMANS NEED FOR HEALTHY SOCIAL-EMOTIONAL DEVELOPMENT?'
" Our Position and Rationale

.The social~emotional needs we cite do not spring from well

:eéearched ground as. the physical needs of humans, or from such obvious

ground as the intéllectual needs. . Rather, they emerge from more
theoretical ground, suggested by a numbey of psyéhologists and sociol- _' ;

ogists. Research in this-dtea‘has produced a number of hypotheses hppn.

which we base some of the social-emotional needs. Other needs remain

=0 i more speculative, but appeal to both common sense and logical projection.

1' At the present time, thq§ include the following:-
v | | -
! SELF/OTHER EXPLORATION

\ Y

\ I. Seeks new experience with diverse people, environments, and ideas. -
--i" . II. Seeks new data regatding human feelings, beliefs and values from -

R . the new and diverse experiences, .
L, ' . : ™

) -

|
. l . @
. . al
’

B ‘ \SELF/OTHER RESPECT .

'x. 'Aunep:s human behavio by expressing and allowing for the expression
\"  of diverse feelin eliefs and values. - .

11, Supports- hyman benavior by helping oneself and others pursue personal
goals, . - ' _ : . : e

adt

SELF/OTHER RESPONSIBILITY

I. Can describe; - IR Tt |
T A, the predictable effects of one's behavior on self and others
L ' B. how the effects of one's behavior are apt to gffect the individual
and collective survival of self and dthers
C. the consistency/inconsistency between intended behavior and out-
- comes, and actual behavior .and outcomes for self and others

11. Takes action to:
A. increase constructive intentions and behavior while decreasing
destructive intentions and behavior for self and others
B. increase consistency between the intended and actual behavior
of self and others : '

ead




";Self[Other Exploration

{

3 . .
——— - : . - =

First let us consider the need for exploration. Exploratxon
congcerns nan's need to (1) seck now expetlvnse wich dl\ctaa revple,
environments, and ideas; (2) seek new data reserding ﬁhman feelings. : -

beliefs and velues £rom the ‘new and diverse experiences, and’ (3) disclose

.

personal reactions to ney experience ond data and seek feedback :egerding

one's reaction, Explorecory beheviot might also be desctibed as
openness" == openness to new experiences. new people.-new places, new
ideas, The for exploration of self and others suggeste taat people, e

all of us, need to get both "into ourselves! and “out of ourselves," -

‘v

-?}r . oo continuously seeking and gaining new 1nsights about what it. ‘means to '
. be human and about the great variety of{weys that hunanness can be

-expressed, ‘The need for exploration, that is, the need to becoae fomiliar

with a wide range of'sociel and emotional experiences is seen as essential

to survival for the following reasons:
. y
§
l, Growth is stunted ‘when "new data" is not allowed in for congid-
- - eration, That is,‘t\e acquisition of new insights is dependent
' upon different input than one has previously experienced

= 2, Chances for successful adaptaticn are decteosed if people do .
: not have opportunities to "practice" coping with a variety of .
social-emotional experiences. That is, if circumstances are
_ : such that a person is forced to face a "difficult" situation
— : " for which he has had no prior experience, his chances of
' : successfully handling it are less than 1f ‘he had had prior
expereence dealing with like or similar situations,

3. Persons whose experience and insights are limited have fewer
options available to them, Freedom is always a function of .
the number of alternatives we see before us; 1f we have not %
observed and/or considered a variety of social-emotional ;
responses, we do not have them as a part of our repertoire and 5
we, therefore, have less choice of an appropriate response,

#’t

=
.
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‘People in general tend to dislike ann/ur fear the uuknd;n;:'ln .
all likelihood, a large part: of the "natural‘ﬁboidnnce tendency" comes
ftum our btq;ogtcal evolution. When eawly man had little to. protect
himself and vhea the human population was sparse, the pPresence of
somenne or something "new" frequently meant dnnger. Tribes were

‘close-knit and 1ndividual and collect*ye survival was ineteased when

all stayed close togethet. Today, however. man is extremely mobile

,.'-

.and is more apt than not -to chnnge home base several times in a lifetime

At

'And uith our population as it is, wherever he goes, he will encounter

other people -- different people with new idens and new customs. Hig

fear and suspicions 1n this kind of situation can limit his ability to ..

comfortably and optimnlly adapt.’ Hie fear and suspicion may become

-/

dysfunctional in the sense that it leaves him feeling alienated and
lonely amids* the crowd, ..
Actually most of us have a strong desire to be able to move in

and out of various social interchanges -- interchanges with both

'individuals and groups of people -~ with enjoyment and ease. We do

~ -aet wxnh to feel awkward or suspicious or gfraid « « . these are hardly

comfortaole feelings. Bat how do we get awvay Enom these feelings?

Periiaps the answer is explorltion. 7

LY~ . .

White people are_f:eQuently suspicious;;fearfulﬁand uncomfortable
with black people (and vice versa) until, that isy they have a wide
range of expetiences togethet (numerous people and numerous interactions),

This is frequently difficultffot . Rany because of the nature of their A

& - e

%4
A=ty

Hor =



atior loa}niné. Yet if they contnﬂl ;hoir toars \instoaa ot lntttng '

their tears control them) and do integact, both whigés and blacks '
discover their common hunanoess and find that the color diffetence is

) 'nothing to be feated. Typicolly, it is essier for young children to be

less fenrful -8nd more open and ex gloring becauSe they have haq less

prior "conditioning," 1ess opportunity to solidify Rrejudice and fear,

Examine for a moment the phenomenon of prejudice. 1t ie:defined as:
P _ \\_\‘ )
"(1) an_ opinion formed before the‘foc:s are known; a .
greconceive usually uhfovorable, idea; (2).an opinjon
held in disregard of facts that: contradict it: unreagonable
bias, (3) hatted or intolerance of other races, creeds, etc."

%

In a complex soclety soch as ours, where the spaces becween people get

= l‘ Smaller,everyday. where' ve must seek to live. together in harmony. the °

>

cx;stenc@"bf prejudice becomes more and more hatmful and dangerous.

But how do we deal with ic == how dg we work to decrease it? Solutions

must be- fou f!that will counter its growth; solutions must be found that

W }
et

¥ lessen uhreasoned fears that rcject Td find such solutions, we must
\\exglore cogether the potential causes, consequences and possibilities .

or more pro@y?tive feelings, beliefs and valuee.

There {s” furthe,t reason for valuing exploratory behavior and . o
unter with ﬁivefsity,jho@eoeclﬁthat is imbe?oed in more than just S
'c mmon eense." One of the world's leading psychologists, Jean Piaget,
has developed a developmenghl theory of learfiing that is based on the
notion of dealing with diversity and dissonunce. At the risk of over-

simplification, I &iil attempt to breifly summarize the essence of his

‘;\\\\ / position,




-

T o TLT I et e SR Ll MG o Yol it o et “F L T - e,
i e L ) . - e i P e A T AN s - . E O Yy
DT e P - RET- - T g SR et . . Tt . )
M - . o - R i . N
M ! - tT e N . v .
. : - . .
1 . . .
- .
. S
*y
.

~ ‘\.‘ . T ; : N
to remain for half an hour, as pynishment. ‘Later_in the dny. of

vourse, these fvel:ngs had disalphted und we were back to our morq

positive antvrchangos, . The next day. howevet. 1 was tclktag to’ my . ._. “ : 2

Ny . v

— e o

triund and-he told -e how terrlfted his daughter had become when she

Yom
L

sav me get angry. 1! lunedi.tely stnrted to.apologlze for my behavtor _
- when he said sonething to this effeqt: "No, no --\:hhi\f really all . ?

? right. 1'm glad it happenecd and she hnd the opportunity’ to experience 3

-an ¢mot ion she rarely {f ever gets to see. Anger is sgnething she is

sure to oncounter in life, and if she is ever to deal with {t R 4¢:‘
?ZL\ P effoctively. she must experlenc? it.. Fhe savw the anger, the behé&iofﬁi
it goner.ted ‘and the consequencés lt‘hid. They éere.hot harmful in .
any permanent sense; a little unconfortable naybe. but not destructtve;
Anger can have good or bed consequencee. and it is imporcant for her to -
b learn to deal with lt. What if someone, such as a tea;;er or a :t;end
gets angry wtth her and she has not e:perienced it. She utll be much
k more able to cope uith it now aftér hsvlng been exposed to ft."
.“ I thought of this tnterchange§ag¢lnrnot too long ago when I .took {

= .. my daughter to the emergency ward of one of our local hospitais with a °

————— - cut lip that neqdqc to be stitched. She had just beeh tgken in, when‘ !

e

A cardiac casc was rushed in and Liz was left while they worked on thr
‘dynng man, She obscrved as he wns given the last‘txtes, @5 the
rclatives and friends sobbed with grief, as the doctors and nurses
worked furiously to save_his life. 1 thought to myself, what a terrible
thing for her to see, But I .colded myself later when 1 realized how

naively protective my response had been. Lizabeth handied {t

Leautifully, She satd, "I didn't care vhen they stopped working on .

f’ 4




_ does not “fi:“ vlth the existing cognitive structure. futtber:heutal

. :'accommedhve _the nev hnovledge.,-!hus. it is the dissonance that induces .

of yec doiné that again!").and escorting him to his room where he was

cggedentel Yoo el e e aad TIRT e
. Wttt 0t L R R T WL A S
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P:ngvt aasoxts that there are two maior. adcptiv0 grouth.

g'procowsos- anotmtlntidn and accolnodneton. Both gtowthqptocvswes are

dvpendont upon the tnput of new knonledge that“trﬁiles dissonance.

“v
Once the indlvtdual encountern nev knowledge, he seeks to :educe the

dtseonancekby attenpttng to fit lt fnto his exjscing cognitive sttucturey' - =
If the new knouledke can lndeed flt vith uh&t }s-already Lavwn and/or
“understood ﬂt is nsninilated thus bringlng new ueaning to the existing b

cognitiva s:rucéute. 1f, houever, new knouledge is encountered that : f,'<ﬁ

actlvity u\ll os unttq he finds g "neu structute" 'hat will .

*

. /
the montaL ac:lvit;}and nodiflcatacn of existing .cognitive structures,

Neu uays ¢f viewins one's. world are'tnhibtted by the absence.of , e
dasconauce. new ways. of seeing qnd dealing uith ona s world are
facilitated by the presence cf dlasonanco. Thus, exgloratlon beuones ) :?

8 dtssonance-seektug acttvtty. a necelacry condition for coguitive

LY

- growth,. Let me share with you- ‘some exahples that might help clarify'the

notion of increased adsptation rhat result g_fron exploration and ' .
‘encounters with new experience, \ e \\ i ' . q/r
- ' ' N _ .
A good friend of mine and his wife wete‘szithg with their

nine-yearQOId daughter. 1 have two children, a sqn;\ten, and & dadghte;,
\ ‘ :
eleven. Now this partic.lar couple are eatrenel; qqlm. cool and

collected They seldom, if evet. erpress gnger or hostillty. Uell.

-

let me tell you...1 got angry with my son that day -~ exactly for 9hat

- now, 1 can "t_recall, but 1 reneuber grabbing him Sy the arm, scolding e

him angti.y (I can hear myself now, “1 don't eveg want to see or hear

Y Y
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J | L e, Mﬂm. _that man nepﬂﬁd help more than 1 did. You know,'" she said, - 'ﬁfg
i * Lz
uiwn l saw all those people crying, 1 thought of/'hm\ badlq 1 felt ‘ o
Y .

\“\ when Freddie (our eught-year-olq Scotttsh terrter) died.u Tyey must

_ have‘(elt worse becaase it waen't just a dog, but & resl person A | 3

Ad )'. ¢ . '.'.=
was iﬁoked plth emot ion. at the amount of empa:hy and unﬂerstanding she 1’ L B

. N . ' z

) . had -- empathy and unJhtst.ndtng she-could not-have felt 1f ghe ] hau | i

LT “not experienced,almething nbout denth in life. Uudoubte ly,,sh& will

be better prepnred to handle grief and face "death" again, whether it .
» be mine or a friend,” than if it/ were a complete unkﬁbwﬁ_ ghe explored

/ ' only one of life's many unknownn. but she is' better prepared for similar

~

o~ - future experiences because of the exploration. .

4 . .

q;nef. anger, fear, sadness, joy, ecstasy, wgrﬁth,&accepgangé, .

-

) . rejection are all very human feelings that all of us, as humans, will -.\.

; encounegr in.ouf lifetime. Will we be piepareh to handle them

from then;- only lf ve face them head on and explore our actions and

d.
14-

their reactions cqn we learn whnt effects they haye oa/pﬁ?selves and

v L ]

others, only then Cﬁw we wotk (o wake them constructive.

4 - 8- ’
What is true for our feelings {8 also tiue of our beliefs and
- .values. « How can\we know that they are right and good for ourselves
. _ NS
and.othcrs if we do not eéxamine them? If we do not explore and openly

|
‘\~ consider. 2 verse beliefs and vslues and the consequences they have for

v ourso!vrs aqd otherg, we cannot make optimal decisipns concerning their
’ ‘7 : goodness. In the presence of restricted data and experience, woe

cannot be confident of our judgment. The person who lides in Berdeau

L3
¢

and thinks it the best city. in the vorld’ "only because he has never

’
[ .
M .

. - -~ . -
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’ beqp anywhere olse, is clearly restricting his knowledge, he denies

-

\
+himself other a“??hatives and possibilities. If he has never been

. - AN

to Paris. how can he "kpow" that Bordeau is better for him? The
.
. Parisian "climate" (physicsl socialnemotional and intellectual) may

~well be much healthier for him. It might well provide him a longer

‘

.and more satisfy}qg 1if- - or indeed- {t might not, but unless he

Py

1

“explores," he will assqredly never know 1 want to leave this

rather lengthy discussion of explorsti&h.with a poem that was written

rd

last year by a very bright tourteen-year-old girl. She had just been
placed in a juvenile homé*insuichigsn for being "incorrigible " One

€an hardly escape her very poignant message ' : . )

¢

. ‘ Don't look:
LA -~ You might see

-

Don't think
You might learan e

L _ Don't walk
IR You might stumble

P Don't run
You might fall

Don't try
You might fail

Don't live
You might die

For -the good of oneself and others, we take the position that
’ { - ' . / '
. one must explore and encourage'othgks to explo;e.

’l

1

A



Self/Other Respect ] | - S '

[

® The'gonstruct of self/other reapect appears to be more readily

Zﬁ understood than thar of exploration. Eaaentially. respect behaviors

; are thoge behaviora that indicate that one believes in the worth of

himself and the worth of others. We suggest that there gre two

.- -

important aspects to respect -- acceptaJre and- support.

o Acceptance of oneself means that @ person can express and

willxngly own his unique 1nd1vidua1ity. He does not reject t}maelf

for being dlffere t from others. He is agble to ahow others what human
feelings and beliefs he- holds ‘because h\hia proud of himself -- Ye
does not shave to hide or pretend to be something he is not, Similarly,

the person who accepts others does not deny them their feelings and

_beliefs, He encourages others to express their unique é\dtviduauty _

"(whether it is like or different from hig own) because e values

others. He does not force them to hide or pretend to be something they

' are not, Acceptance of self and others g quite simply a valuing of

humanness -~ it is the expressed belief that "I'm okay, you re :kay."
Support of oneself and others is the second aspect of respect.

Support goes beyond acceptance :n that itc represents a deeper

commi tment and more intenge level of valuing one's humanneas;' When

one_supports oneself or another he gives something of himself

<

" whether it be time. energy, effort, momey or what hgve you. One shows

g
valuing or worth by spending something to help oneself or another
: K4 .

pursue personal goals. Supportive behaviors say "I am worthy -V:I

will help'myself," or "You are worthy -- 1 will help you."

L..
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The dir«ﬁi rtlatinnshlp between respect for human 1t{te and survival -

" is perhaps mos clearly 1llustretud with the extrewe example of war. ',

+ - In wvar, there is little respg::ﬁfor hyman 11ife and destiuction (of the ) “ﬁf:;

N

enemy as it exiats) is the “goal. There is little if . any acceptance or

support of ﬁhe human ‘lives, When killing is recommended as in war or
~ . in cases of capital punishment, one observes a total lack of _respect -
P ' for human life, as in the coutuents. "He must be an animal " or "‘l‘hey

live just like animals." In these cases, acceptance and/ot'apy

E o . willingnegs to share or help is abaent. Similarly, the attempted °
- . ‘ ;. .

- - ’ aicide ‘cries M"I 'm just not worth anything," ; . 3 : .
——~: Co ) Lack of r%spect. i ita less extneme forma. is most ;pt)to \ | A _.' f
N rdl . affect long:term survivall, Th; person who doe; not respect himself
pays little attcntion to‘hﬁmself and makea little effort to he}p - _agkﬁé%gj;f
himself in constructive ways. In fact, people who lack self-respect 'T .

- Y

frequengly behave in ways that .are actually desfructive to themselves --
not ca jng how they look, how théy eat, whether or mot they are healthy
or safe\wpether or qot they have friends or achieve worthy goals,.. .

: all co€>itions that in the long run affect the quality and quantity of ’

?

“ their survival, Similarly, lack of respect for other humans folloqs
a parallel path. Where one lacks respect, one makes little effort to
accept, cmpathize with bt help others in the pursuit of pctSonal oals.,

The student who does not respect himself intellectually will not take \\v,/f
’ ] '

steps to help hxmsclf perform better in school wheteas the studqnt

»

who does rcspcct himself will, The middle class teacher who doef .

3

" not respect children because their standard English is8 “poor" o Jf
ceptance,

- because their parents are on ADC will give the children lesa a

L4
*
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- less empathy and less help; and with less acceptance and less help,

thotrfchancos for a qualitative and quantitative survival are decreased,

For 'the good of oneself and others, one must have respect for oneself

and Others.

Self/Other Resgonsibilltz

Responsibility {s the third social-gmotional need posited as

>

'
heing important to individual and collecttve survival. Responsibility

is (1) knowing the predictable effects your behavior is ‘apt to have on
yourself and others, (2) knowing the potential consequences .of these
effects in :iTs of survival, (3) knowmg the extent of the consistency
hetween your intentions and your actual ‘behavior and 1ts _outcomes,

I

and (4) - taking action to encourage consistent and coustructtve

xntentxons --‘behaviors -- and outcomes.

Society's need for i{ndividual and collective responsibility has
become much greater with the increase in numbers of people and social

complexities. It q‘iﬂ to bes for example, that if a small percentage

. of the population threw theit garbage in the river. the conseqﬁeqces

to oneself and others were almost 1mpercept1b1e. But no longer is
this the casc. The behavior of one or a, few indidtduals~epn grossly
alter and ondanger the lives of many. As we become more and more

bound to lxving in highly populated complexes, it becomes increasingly-

dmportant that we be conscious of our bchgvior and the cffects it has

upon oursclves and others.

fKnowing the potential effects of one's behavior on.self and others

. )
is only onc’ part of responsibility, however. The other part is taking

-

/ -
actioéato assurec that the effects are mutually constructive to oneself

Bl




mw SHOULD S(X: IAL EMOTIONAL DEVELOPMENT ¥ g TAUGHT?.
+Qur Position and. Rationale . t

: . : . et
. ]

. : THE HIDDEN CURRICULUM

N . .
o T ) or
- (Some Introductory Thoughts On 'reaching Social-emotional Developnent)

Wi
<G e

Do students learn thinga in scho6l in addition to cognu:tve and

affective responses’ to traditional subject mtter. e.g., reading. acience,

math, etc ? Do teachers teach things in achool besides traditional .
" . . subject mtter? In your -own expertence. do you remember henring te;chers .
s A - '}x’ ‘

.

people "o

"It is not polite to interrupt when other people are talking, "
\'we don't hit other people.”

"I want all of you to leam to be responsible

.\.J

-

"‘l'here is no fighting in ‘the school.”

"You keep your hands to yourgelf while you are here at school . 4
"Leave that kind of language outside!"

"We must respect otihet peoplea property," ‘
"Can't you tell himp that nicely?"
Yo

"You must not lose your temper like that!"

"We don't allow kisstng in school -- it's hardly the

appropriate place,"
"You should listen when other people are talking,"

"Don't you think it would be nice to 31ve Jerry a turn now?"

- [
"If you don't get your work in on time, it won't count,"

Y]




leet )
.

-

/

, to put students together in the large and dynanic social groupa that

 Yet, it is Seldom recognized as a central part. of the achool curriculum --

except perhaps by the atudentl.- lut the fact that it is "tcnght"

.exenplelea that teaehera rocosniln a need to deal with peraonal awd

interpereonalwbehavior. (3 uuuld in fact, be terribly naive to expect

thcy are in during school and not have 1ntorperaonal concerns. whenavar'
people are together in groupa (this, of courae. includes adulcs as uoll
as youth ---e.g,, rrtage partueru. families, church groupa. achool
faculftes. ete.), soctal-emotional problems will predictably nrtle. ‘One
of the shortcaminga in effectively dealing with these problems iu that J'
people frequently do not anticipate them nnd/or do not gggggL_their\
occurrence as "normal". . They tend. to use the ostrich's hend-tn-the-sang
approach to not facing the inevitable, The 'we will alvays get along
beautifully" approach 1s clearly naivn, since differenceo and cogfl%éta
will occur whenever people come together. The potential consequences
of the "problems will-qot/ahould-néé happen approach" are that people
set themselves up for a nymber of "fallure" experlenceq. |

" Problems do occur, and the people uho have not expected them
typically experience 8 number of uncomfortable, even painful £eelinsa,
such as dlsappOintment, fear, frultration. anger and/or guilt, They
also lack, because chey have not expected them, alternntive uuys of
effectively and constructively dealing with fh‘ problems, In addihion,
the 1. .- of anticipation of potential probl means that . one takes 4
fewﬁr itaps to avoid their occurrence, and su equently, more prpblenp .
occur becauae of the lack.of provantiva nnalurcl._

’

As proapecuva teachers, then. ve rec_ud that you expect your

-

learners to have soqial-emotional prqblenn. This uill'enablg you to.

~
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accept their ;6curtence and.dgql w(th them as a necessaiv aud worug
part. of teaching, But in orde; to handle them efﬁectively. you“mﬁ;t_
éq further than simply recognizing th;t it is normal for people in -
social settings to have conflicts of 1hteresta;and.deaites. You must
examine yourself -- how will uty beliefs,.expectations, needs, actions,
values, etc., contribute to the occurrence and reeolution of problems?

You should also exnmine the nature of your learners -- how.will their

beliefs, actiona. needs, etc.. conttibute to~the occurrence and

resolution of problems? ' : _ :

We recommend that you begin by "taking the hidden curriculum out
of hiding". ' To do this, you must examine what you will be teaching
students about "appropriate" social-emotional behavior, ?ou.must make
your expectat{&hs and ‘intended actions public and seek critical exam»ﬁ
ination of their "goo@ness" - tﬁeir ""goodness" being judged on the

| basis of their openneﬁs.and potentially constructive effect on self :

- and otheré. We will attempt to help you in these efforts by teachir
you -how you might (1) assess conatructive/deatructive social-emotional
behavior, (2) set goals for 1ncreaaing constructive social-emotional

" behavior, (3) plan and implement strategies for encouraging constructive

gsocial-emotional behavior and (4) evaluate the results of your instruction

directed toward increasing constructive social-emotional behavior,

(l
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-Where Do We Begin?

I £ 3 . =
This unit focuses on fhe assessment task., In one sense, it can

be viewed as the most lnportanu_}nlﬁltn that it so strongly determlnpa

P

the focus of the subsequent tusks.’ The proceoa we. teach (aaueaunaut.
goal aetting, acrategies, evaluation) is a problem-aolving model, *

The assessment task focuaea on problem 1dent££icntion. Too frequently,
we believe, teachers overlook behawiors thut are indicative of poten-
tially eerious groblema for Students, focusing instead on behaviors that

are problems for teachers, Then there is the danger thut they will be
changing students for their own "well-being" rather than for the

'studente well-being, It would be .ludicrous indeed to g0 to a physician

and have him decide what he was going to do tefore he determined vhat

the patient needed., Can you*ﬁmagine him doing a_tonsillectamy,
appendectoumy or vasectomy/hysterectomy simply because he thought everyone
“needed" one? Or wurse still, because he enjoyed doing them or liked

tue uoney? The obvious firat.obligation is to the patient -- does he, N
in fact, need one? Data must be glthered about the patient, it must be

analyzed, communicated and decided upon. And so in teaching: the

first obl;gatiun is to the learner and data.must, be gathered, studied,
comnunicated and decided.uponm And it takes more uhan "uuumon sense" --

it takes special knowledge and expertise =-- "professional;sense". To

increase ydur-“professiongl sense”, we hope you will seriously and

- conscientiously examine the material presented in this assessment unit,

What is "problem" Social-emotional behavior? How can you recognize
1t? How should one interpret it and make optimal decisions about

changing it?

L) : : _ . C =z



Would you, i'a‘_ & teacher, seek to change any behaviors of the
_Students deacribed below?

A . Tommy i3 one of the most restless six-year-olds -in his class,
' Playing nervously with string, rubber bands or crayens » frequently
81ggling, He keeps his eye out for the teacher but apparently
.~ feels no compulsion to study as he seldom completes an assignment,
On a test of reading, Tommy scored the lowest of &ll the children
in the group. His voicé {s weak and his attention wanders a good
deal, During seatwork, he leaves his chair seven or eight times
in fifteen minutes to ask directions or seesk help from the
teacher, He picks his nose a good deal, watches the others and
does a lot of whispeting, He seldom initiates interaction with
his classmates, does not assert himself vhen others seize his
play materisls, or engage in competitive activity at recess, On
_ ' the playground, he remains in close proximity to the teacher and
= _ calls for attention when playing on the equipment,*

Nhlt.-if anything, would you seek to change?

. ' ‘ Compare Tommy to ten-year-old Jimmy, deacribed’below: ' S

- - Jimmy clumps loudly vhen hexvelks and:needles the teacher a great

' deal in annoying ways. ‘For eximple, whenever she speaks to him” o
about talking out loud, he replies with & blank stare and a loud, ™
"What?!" When reproached by the teacher or classmates, he utters
swear words in a barely audible tone. On several ozcasions

“during spelling and arithmetic tests, he drew airplanes or stick
figures on the board, eraged them at.the teacher's request, then

did the same thing several more times. He disturbs thé¢ room

- during seatwork with noisy trips to the sharpener or fountain,
bumping desks and punching at others. Jimmy uses his loud voice

to make unkind statements like "Fat Ags!" about his classmates,

*(adapted from Kagan and Moss, Fels Research Inst{tute Study of Child
— Development; subjects were observed in public school settings,)

[ Yainand 550



On the playground, Jismy pokes and shoves, plays with an abandoned
sort of violent, physical effort and blames his teammates bitterly
if he loses. Jimoy seldom completes an assignment.* '

.- What, 1f anything, would y'o{x seek to change?

!
i

Compare Tommy and Jimmy to Sandy (age 15).

Sandy is a physically attractive girl and receives much attention
from the boys in class. She vaars tight clothing (pants, sweaters,
skirts), very short skirts, and she frequently goes braless. She
reacts and complains loudly when boys vhistle or comment about

her dress or body: "Shut-up your filthy mouth, Tom," or “The

boys won't leave me alone again, Mr, Brown." She rarely completes’
an assigament and does not contribute or participate in class
discussions. She combs her hair and attends to her make-up during
class time. Her teat scores indicate that she can read on an
eighth grade level. She says that "school is a real drag."

What, if anything, would you seek to change?

Why?

*(adapted from Kagan and Moss, Fels Research Institute Study of Child
Development; subjects were observed in public school settings.)

-}
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Consider these three students that have been briefly dEXcrihed.

\

‘lommy appears pessive and non-asscrtive; shows signs oi‘nervoqs

' anxiety (restlessness, noaeptckjpg), qnd dependency (frequent requests

for assistsnce and approval). He seems unwilling or unable to attend

to his work and seldom interacts with his echoolmatcs. Do these
behaviors seem indicative of lny aoclal-enoelonal needs? Jinuy, the
aecond boy, represents an 1nteréot1ng contrast. His behavior fulln on
the opposite extveme from passivity. Like the ﬂrn: child, however, |

he scems to seek attention from others by making "noisy trips" to

‘the ben&;l sharpener or '"flip tennrkaf to the class. How do you . .

interpret his needs? Do you think that the age difference between

fhe two childreniis significnnt? How about the fact that both are
boys =- if the first child waa a litele gitl would your: recctton be
different? What do you know about dependcu: or aggressive behavior
which may help you interpret this iaformation? And what about Sandy?
Are the "attention-seeking" behaviors she displays in any way like
Tom's and/or Jim's? What do you think she ”needs“?. 1f you chose | e
to intervene and.attempt to change any of these behaviors, what might
be the potent;al effects of your 1ntetveng}on? The “ntent of this
paper is to.provide you with some baets fog’optimizing these itnds of
judgments and answering :heae kinds of queationa.

Our putpose is to help you with :he Htfftcult judgnents teachers
must mlke concerning,needed and poaoib}&'tnotructlon -= to help you

learn more about and become more skillful in performing the important

S L 2
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*ask of aaséksmen;. The four steps involved {n the assessment process

T C ~T v .. -
lncl?de: ‘ L : ?b $L0x / _ : . .

- S

«4v. Cathering dnta nbout lumer@i) behavior, motmctionn'vpr_ubl,e’n

/
~and _ r.heu' lnteucttafl. o oo ) .";" : Y

L 4 L

zufi mlyzing dau to produec hypotheses nbout causes and conaeqnmca

of learner (l) bchmior.

3 Couunicuup* the uoumut uu}nt is buns ot has ‘hean gathered

(

and the purpose of assessment,

4. 1dentifying knovledge and skill needed by-ghe lesmer(s) for growth.

t A\ e <
[ : v

cw; strongly suggest that these four steps of the a'ss__eﬁmen'e task be
taken by teachers for any and all subjects, pz?.dr to 'b'e:_t:lna specific
goals and objectivés, We fesl that assessuent is pb’subiy the’ ms?:
important task of teaching and yet has, unfortunately, been the most

negiected by teachers and teacher educators alike, Let us exanine a

case in point: S

One of my best friends majored in secondary English teaching. She
was wild about English literature; her particular favorites being
Shakespeare and Milton, I rvecall her intense excitement when she
was offered s position teaching eleventh and tvelfth grade 1it-
erature. It was a middle-sized (15,000 peoplé), rural Michigen
community, She had designed ins mtioml units in her methods
classes at the university and she knew just vhat she was going
to do. She had bulletin boards ready, reading assignments and
lessons prepared . . . the students would enjoy discussing the

i . materisl and her own excitement would help. Except + o o that vhen
‘school began, she found herself with excepttom!ly lérge classes

_(the local bond issue had failed and no pew teaching positions .

_ were available -- growing nunbers of students were packed into
existing classes). She was faced with wvall-to-wall students; not
cven space to write on the blackboard, Not enough books to go
arqund, and little did this matter since the modal reading -level

PR A S SIS
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- _ e ‘was tour m bmde for ueveral of the classes. Many of the students
\imd extvemely negative attitudes toward school in generel and
English in particular. To begin studying Shakespeare or Miiton -
vithout spsce, books, reading skille or student interest seemed P
~ 1llogical'at this point. But vhat vas to be done instead? .She . L
* had not: f(umd that one does not begin teaching with “what they .
will: .!@un" or "what I'm going to dv” but rather-with "I wonder e
what my students need to leam?” Much dissppointment (studeut - S
ane -r,eachet alike) could have been avoided if sho had léarued to e

S begtn ‘with asscssment,

- To bcgin by asseseing the needs of otudu\u and e!m - unique varubles
«f m’x"- % .

of lp\“ﬁrneuon Py lound intmcly loaiul, it has_.not,-how

recenz‘!!y. been pxeccribad by many bﬂhwiotal leientioti. . Thé cuehiné

model that begin¥’ w}u\ assésement is far from befng universally accepted; , . .

. ulthough sn'pport for it is growing, Its prtnry conpatitor i¢ & model . B
‘ DA “"3' ¢
a pteseribed by an educational plycholoaiot nmd Robert Claser, de
| pougs that you begin with contmt objectives, then assess students’ . ¢

Vi entering ability in terms of these objectives, then instruct and evaluste,

This is s'imihr to the model we recommend, but the netuze and position . .
of the assesemont task makes them very differant in outcasei- Compare A

the two:

GOAL SETTING

' l ASSESSMENT
{objectiyes)

STRATEGIES | __, | evALEATION '..Ho‘dil

r— | ' *

‘| OBJECTIVES 5. | ASSESSMENT > STRATBG!BS EVALUATION Model

X

I

We strongly feel that the model ve ucmd provldeo for amre - - =

ek~ e

human approach :o teaching (we therefore refer éo tur. nndel as: E!_; ' ;
" Model -- Towards Humanizing Education). It begins vith humns -- :he h

e sub ject of the {nstructional process and g_{u untque set of variables g '
._*_.: | . - . - "ﬂ‘]%m , ,‘ b .\
Vo -_(ﬂ’ : ) PN ] “3* "-’ » . .’ ' - st \
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18 upon the leamer and the conemnitnnt human, curricular and environ-

o>

.
3, i e e v R »

.. . R P
- ghat surround them. Thus, for THE model the §nitial focus in teaching

@& s .
mental elements with vhich he or she interacts. . Anaeasment should come .

. . ) A'.——.
first because the needs of the learner, as they y’ceuct with the human,

éur;}gular and environmental givens, should je @ priority. The content ‘4

is only phere to help meat the needs of the eamer; therefore, one must .

know the learners' needs first; only then cai one determine what Specific
content is importlnt:to the learner  and how Lt cén best be acquired.

_ Contrast this td the Glaser model .that heginl with content; then

assesses the learnet {f relation to the contjnt. To begin with conteht
obdecttves wlthoat first assessing the ncedsd of learners 13 to risk’ *
teaching that which is 1nappropri¢te. irrelcvant.*or unneceasary. If !
one begins only with subject matter, content secunes the priority and

the learner is viewed secondarily, and only 1n.relat£on to tbe contgnt.

It is important, therefore, not cnly that you understand vhat aasesament
is, but that you recognize its importance and rdtionale for the sequential

’

position it holds in relation to the other teaching tasks,

A3

what can and should be :augh:'infa complex and difficult question -

and simple answers will not suffice. As much information as possible ‘ﬁ;

- about the leawmer and the human, curricul:. and cnvironmentar'factcra

that surround him should be acquired and combined to nakg the judgments
that will eventually determine the nature of the goale and objectives .

that sre set, ’ ;

{



On M}king Judgments

Teachers are céntlnually Havtng to make deciaiona about what is

»

- .

pood; a ncuessary function in their role of "helping people grow" that
is, helping people change in positive and constructive ways, More
specifically, 1f the teacher 8 role 15 to manipulate instructional

givena" to produce intended chnnsea in. ltudent behavior, decisions

must be made ¢ cerning 1ntended changes and mnnipulations. The decisions '

made by the ceacher must be moral; which is to say they nust be honest

~aad public, and ge#uinely atmed at the needs of the ntudenta. In

earlier papers, we duggeuted aone humlu aeeds we believe to be 1mpor-
tant for optimum growth and development (qualicy aurvivnl). Now we
will focus on one set of those needs -- the mocial-emoticnal. needs. We
will deal with the question of how a teacher mi,ht judge whether or not
these.needs are being fulfilled; whether or not luatruction in thig
area is needed, relevant, and/or poaeible.

Whenever one makes Judgments, theze 1a-nlwnys a basis for the
judgment; sometimes the teacher/ judge is ¢ onscious of the basis being
used to make judgments and sometimes he or she 13 not. We take the

positian that in order to be moral, the basis for the judgment must

. be'conscious and public., 1In 8ll courts of law, judges are required to

—~ ——

make the bas%s for their judgments public so that their fairnesa and

appropriateness can be evaluated, No less s 1mportant'for teachers,

since their judgments also hnve important conaequen;;s fot human’ beings.
Lngus begin by exnminlng che diverse "bases" f?r judgment teachers

can and do use in making decisions abou: the social-emotional needs of

stzgents. While there may be others, there appear to be three ma jor

.ways that teachers make judgmentqmgbout needs. As a basis, they rely



eicher on (1) pernonal experience (aalf-gﬂferanced judgment). (2) the
" observed und avernstn%\of student rc‘ponlcn (notu-reierenccd jud;nanc),

or (3) external cricoél: (criterton-refornnced judgment). ' ——

self-Referenced Agoentnggt

The self-referenced approsch to assessment is the ﬁonf_prevalen; ;”
;:approsch to behsvioral assessment and th;;(¢enotven some combent. This |
approach is one in whtdh the teacher uses his or her own experience in
edstablishing criteria rogardtng constructive/destructive classroom behavior.
:'Thene experiences tnclnde inforuitton from sources such n; (1) reflection
on one's own paroonal developnent ("That's the way-I.vas . . M,

\ .

(2) previous encounters with children "1 h;d a brother who vas ii§15~4m o
that, or, 1 had a boy like that last yecr.") or (3) data abotracted fro;\\\\\\\\-“‘;
readings in child development psychology, ("He is asgrauaivu because . . ."), ;
"and. (4) one's own values as to wvhat one believes is "right" ("We just
don't do that!"). |

There are a number of difficulties associated with self-referenced
judgment, One of the problems created by this approach is the obvious
" limitation placed on judgment vhen one has only his petsonll'e:perience
as a rqference_potnt. DoBbon? for 1notance; found that teachers with
three to ten yeé&a of experience tend to vievw certain behaviors as
being more serious than thoge with ten years of experience. This '
suggests tnat a teacher's judgment may become less severe as more evidence
accumulates. | .

Another difficulty related to self-referenced judgment is the i
tendency for -judgments to be clouded by personal and institutional

‘biases against certain types of sex-related behavior., Evidence for a



.
1 |1|

- 9

sex bias can be found in the fact that boys outnumber girls in admissions

to psychiattic clinics by a ratio of more than two to one (United Scates

l
Department of Health, Eﬂucation and Welfare, cited in Clarizio and

. McCoy, 1970), 1Ip addition, Gilbert (1957) found that "academic difficulty"

*y
constitutes a frequent reason fpr referral to such clinics,
The biases indicated above point to a more general problem in assesa-

ing behavior in the self-referenced approach. That is, behavior tends
: ]

to be judged in tgtms*oﬁ:ﬁersonal utility, Behavior that causes incon-

venience ig;regarded désfavorably and becomes an impetus for control and

modification. Thus the passive, withdrawn child is ignored because he

presents no immediate problem for the teacher.

out behaviors, on she other hand are usually reggrded as dbeing
indicative of underlying emotional problems, probably becaufé such

behavior 1is personally more troublesome for the teacher than the less

ouert kinds of benguior. Sarason (1960) é%ﬁq? that teachers overlook

emotionally disturbed youngsters who are.non-disruptive. P (The utili- : '

\

tarian bias pervades even the intelleccual domain, where thqre is

precise "external étiteril" in the form of intelligence test performance,

One ' psychologist (Mahey, 1963) puts it succinctly. "An individual who

does not greace a problem for qthers in his social environment and who

)

) . ( .
manages to Lecome self-supporting 18 usually not defined as mentally
retarded no matter what his test 1.Q. may be,"

 This personal preference -- "What is good for me" view of good-bad

behavior maytbe extended beyapd individual boundariea to society. at

latge. Judging other'peoples' behavior in terms of what makes oneself

comfortable frequently generalizes to judging appropriaceness of life

‘styles, beliefs, and personal habits on the basis of whether it i3

i

Aggressive and acting -

.
S | .
N,
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aseful in advancirig values and goals acéoptahle to ihe group. Bandura

points out that the confotmtng mljority within a society may label non-

'Lonformist groups with names such as "Bohenmians", "beatniks", and

"hippied" if" these groups refuse toaetfive for the.goals highly valued
in the culture, stmilnrly, from the ﬁeropacttve of the deviants, the
life style of conforming members is considered symptomatic of a "sick"
society, Thus, the same pattern of behavior may be seen as a?ptoprtate
by onc social group but ju&ged unhealthy by persons who adhere to a
Jdifferent code of behavior. ‘ﬁehawior is'regarded favorably by members
of a social group if it advances vnlue; and goals acceptable to that.
group. Similarly, behavior which does not appear to promote either
personal<ir‘social ends 1s‘£requept1y regarded as evidence of emotional
disease, behavior that can be explained in terms of its utility may

6& disapproved of, but can at least be understood, while behavior which

has no apparent purpose is considered to be "sick", "Thus, delinquents

who strike victims on the head to extract their wallets are generally

labeled semiprofessional thieves exhibiting inqome producing instrumental .

aggression. By contrast, delinquents who simply beat up strangers

but show no interest in their victims' material possessions are supposedly

diéplaying emotional aggression of a peculiarly disturbed sort."
(Bandura, 1969), From a self-:eferenced'point.of view then, 1if one can
perceive a behavior as an attempt to achieve a goal that.is socially

acceptable -- wealth, power, revenge, esteem, it is more'eaaily under-

stood than one in which the end 13 less socially valued -- approval of -

pccrs, expression of feelings, and assertion of self,

b
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To summarize thus far, we have said that behavior assessed from a

personal context tends to be evaluated in terms of 1its Min_mm- |
g indigidualiagic valuea. Such a utilitatian approach to the avaluation

. ‘ .

A . of behavior has’ ‘inplications for education, especially in 1ight of the

fact, as Cremin (1966) points out, thai public schools have alwaya baen

a | » ',§ . middle class and upper middle class in atitut;gna. Classroom behavior, +

: T historieally. haa been viewed throush the filtar of middle class values ‘7
> .
= . - and beliefs, Such a social class bias is no leaa evident today. Thus

one well known educator arguea that it ia.not academic ability which
_5. | ; prevents miqqrity group atudenta from advancing socio-economically, but
| - their failure to acquire middle class and thus by definition "utilitarian"
habits of punctuality, aelf-diacipline, aud reliability. (Jencks, 1969) .
Silberman (1970) writea that it is because of this bias that schools

have "never been effective with children from lawer claaa ox minority

homes'. He goes on to say that "it ic a grosg g!ersimglification to

. - attribute the failures of the slum school to lower claaa atudents
inability to understand or unwillingness to accept middie class values.

What teachers and administrators communicate to lower class students .« o

is not middle class vaiues but middle claka'attitudes toward lower class
m.‘
people and their role in society". The schools convey a middle class

image of the lower claaa child and how he should behave, "an image which

emphasizes obedience, respect, and conacientiodaneas o+ . ratber than .
| ability, tesponsibility, and initiative, and which expects . . . unruli-

ness wvith regard to behavior and apathy with fggard'to turriculum".

. (Leacock, 1969). Such expectations often Seéame self-fulfilling prophecies

£dt'the ghetto child,




o, . -31-

Problems stemming from this middle class bias are further compounded

- l

by the fact- that many of the minorlty groups queltion the usefulness of

-
4 v

such middle tﬂassabehcviogs as patience, obedience, and respact for
authority ih attatntng gonls shared by' the larger eociety. Otis Dudley
Duncar*Has dgmonetuted,: for example, that b‘lacka receive ~-- at least
uptil now -- ;‘muchwlowei‘t!tutn on educatioqal‘investment than vhites.

He writes " .. , . Negro and White men in the same line of work, with,

_ the same amount of formal schooling, with equal ‘iility. from families

of the same size and same socio-economic level, simply do not draw the
same wages and salaries". (Silberman, 1970); |

The discussion above has indicated pitfalls associated with a self-
referenced apprdach to behavior assessment., Problems center around (1) the
lack of objective data on which to evalugte behavior, (2) the tendency
to focus on personally inconveniencing behavior, and (3), perhaps most
importantly, a susceptibility to reference group 51ases and expeS%ations

Ls

(i.e., social class, race, sub-group).

]

Norm-Referenced Assessmént .

-

A second approach to decision maktng sbout behavior has been
called the norm-referenced approach, This approach uses "what is typigal
{o% a group or class" as the basis for cfaslifying'Sehavior ae*;ither
norﬁél or abnormal. There are several pitfalls inherent in this
approach; ‘ahe greatest danger {8 the potential.gifect of judging ;
differences or deviations from the‘norm na_undesiéable and, thus;

consciously or unconsciously encouraging confo:mity "Sally is so much -

more aggressivc than other. little girls her age", "Tommy prefers to

play house with the girls, rather thar play kickball like a 'normal'

little boy". The connotation so frequently takes the form of something
— . SN
& - s
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y being "wrong" with theiqndtvtdual who deviates, that notm»reilpenead
'¥p§ses§ment can be'thre‘tening‘po uniqueness and individuality.

Another danger inherent in this approach 1e related to the shifting
of noms. For example, "the noiaiest child in the group" may not be
' “the noipiest child in the group" i -the nature of the group changes.
With a generally qﬁ@e: group of chtldrpn._a child may stand out as
"excepttonally nodsy", whereas wiﬁh a generally noisy group of éhildren,
this same child may stand out as "normal" or even as "relatlvely quiet",
'Thia makes decision making about the approptiaceneoa or 1nnppropriatenes.
of behavior based on gtoups ;orms precarious. To decide to change
behavior on the basis of “i¢ deviates from the norm" is to risk chang-
ing that which may indeed be appropriate for that individual, given his
unique experience and predisposition. In addttion, if one perceivea
differences as healthy and constructive for a group, that is, if one

perceives within-group and between group variation as normal, the norm-

referenced approach makes 14tEle sense. As confusing as it may sound, .
we are suggesting that "abnormal (deviant) behavior dlight well be
perceived as "normal", even “healthy" group behuvior and therefore

renders this approach less than useful. *

Criterion-Referenced Assessment
The problems.inherent in gelf-teferenced assessment can be attributed

to the fact-that it; s based on subjective criteria. Critetion-reférenced

- - AN

assessment attempts to avoid such pitfalls by focusing on the individual

,

and his behavior rather than on the personal and societal acceptance

certain beha§10r8 and by specifying certain external standards. Thege

-

'standardélcan be used to evaluate pehivior apart from social class/ race,

age, and sex., In criterion-referenced assesiment, certain behaviors
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-thought to be valid 1ndicetoro of conotructtve/destructive functioning

regardless ofwhow common (in the nornative sense) they may be, are
used as standards to assess an 1nd1v1dual'o "well being", But criterion-
referenced assessment ig aloo not free of problems, and we should
recognize them. The prime dtfficulty centora around; the question of
selecting reliable and valid criteria. B
Before suggesting our own model for cricerion-referenced assessment
'1n rhe clasaroom, we will look at two other criterion-referenced modelg -«
1llustrations in redicine and poichology == and examine their i;plicetion,
posirive and -negative, for assessment of behavior in the classroom,
The first 111uetret1on s a-criterion-referenced model that has beer
adopted by psychiatry. Its positive effecr has been thot we now view _'

.mental and emotional disorder as a medical problem deserving humane

trcatment instead of an unacceptable condition elicirtng social dis-

_ approval and perhaps ostracism. With this medical model, persons

exhibiting dysfuhcriooal patterns- of behavior are called "patients"
and their disorders are termed "mental illnesses". The implications
of this model for assessment of learning problems in the classroom are
clear, for educarors now try to 1dent1fy causes of learning dysfunctiong,
This assessment process/allows educators to accommodate g child's particular
'lcarning styles and needs instead of punishing or shaming him for his
inadequacices,

A major criticism leveled against adoption of the medical model, however
toncerns the lack of agreement over each of its main components on the
part ‘of mental health specialistis (Clarizio and McCoy, 1970). There is

little agreement’ as to the cause, symptoms, course, and treatment of

mental "1flness". Psychotherapy's most telling shorteoming concerns its.

o
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inability to arrive at ob)ective, operational criteria (i.c.; symptoms)
tor behavioral disorder. Some ciinicians attribute thie.failure to the.
nature of such disorder. White (1964) writes, 4Beclusg symptoms are

- | .surface phenomena, :heir-}bgical classification corresponds scarcely

at all to the logic of thé undezlying disordérs". Others, e.g., the

B XS

.+ Committee on Child Psychiatty..cite the lack of a conceptual frame-
work as being at fault (cited in Clarizio and McCoy, 1970). This dif- >
N _.ficulty in arriving at suitable critetin has made reliable uiagnosis -

' diffiéglt. One psychoibsia: concludee. “Unfo:tunﬁcely. monﬁ diagnostic
systems have not aatiafied the criterion of reliable clasaiftcation.
Regrettably, it is" not uncommon for children to receive different diag-

a noses as they move from clinic to clinic. We see similar analogous
difficulty in establishing criteria for assesement in education, for
the child who has learning problems in school ;s‘labeled aphasic in
a speech clinic, a paégive-aggresaive personality at the child gq{ﬂence
center, and a'tea;ing d#sability case at the psychoeducational clinic.
(Clarizio and McCoy, 1970).
§ o= For a second illustration of the.criterionotefergnced approach, we
will lqok at th; psychologist A. H. Maslowis development and use of
criteria for assessing ideal health or "self-actualization" in human
beings. Maslow is foremost among those psychologists whp, as a reaction
against the focus on pathology, ﬁttempted to develop p;iteria for evalu-
ating normal, healthy development. He argues that normality is something
morc than the absence of pathology; rather, he identifies normality as
"ideal health". To establish critétta for such normality, writes Maslow, .

psychologists must study the ideally healthy, that is, "self-actualizing"

. human beings. "It becomes more and more clear that the study of
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crippled, stunted, immature and.unhealth> spesimena vau vield unls @

‘cripple paychology and a cripple philosophy. The study ot self-actualizing

people must be the basis for a more universal science of psychology."

(Maslow, 1954),

"

'ﬁaslow's criteria forlhealthy development rest ou the assumption that
there i5 a hierarchy of baéic needs, These needs, five in number, serve i
as motivators for all "psychologically iupor:ant" behuvior. They are:
(1) physiological needs, such as the need for food and drink (2) safety - ;Q

needs, including the need for ordet and routine, and fteedom from unpleasant
7 .

stimuli. .{3) needs for love and affection and a place in the _group, (4) need ..

for self esteem, including the desire for strength, achievement. mastery,

independence, and freedom, and (5) the "self-actualization needs.“ which,

according to Maslow, are at the top. of the hzeratchy. Most basic and the_

first to develop are the physiological needs, for if they ure not satisfied;

the organism will perish. Of these, Masloy estimates that the average S

American citizen has satisfied 857, Moving up on the hierarchy, and further

in the development of the individual, Masleow finds that fewer and fewer of

the self actualization needs are met, About half of our needs for love C .

and affection and only 40% of our needs for self—esteem are ever met.

Maslow admits that actualization is difficult to define. Essentially. it

means "becoming everything that one is capable of becoming.," The.average

individual is able to satiéfy 107 of his sélf-actualization.needs.
Self-actualization is the criterion that Maslow applies to heafthx,‘

"normal’ behavior. Maslow describes self-actualizing people as individuals

who feel "safe and unanxious, hccepted. loved and loving, respect-worthy

and respected," and who have “worked out their philosophical, religious,

-¥
-

and axiolugical‘bearings." (Maslow, 1954). His criteriu are described in .

the following chart, .



3. Feelings of belongingness, of being one of a group,' of identification

.,-40-

SOME PHENOMENA THAT ARE IN LARGE PART DETERMINED BY
" BASIC NEED GRATIFICATION*

A. Cognitive-Affective . ,

1. Feeiings of physical sating and glut-food, sex, sleep, etc., =~

and, as by-products «=- well-being, health, energy, euphoria,
physicnl contentment. : .

2. Feelings of safety, peace, protection, leck of danger and threat.

with group goals and triumphs, of acceptance, of having a place.

4., Feelings of loving and being loved of being loveworthy, of love
1dent1f ation, * .

S. Feelings of self-reliance, self-respect, self-esteem, confidence,
trust in onegelf; feelings of ability, achievement, competence,
success, ego strength, raspectworthtneaa. pruattge. leadership,
autonomy, independence.

B. Cognitive

.

1. Keener, more efficient, more realistic cognition of all types.

2. Improqu intuitive powire.

3. Mystic experience.

4. More reality-object-and-problem centering. less projection and
ego centering.

5. Improvement in world view and in philosophy (in sense of bécoming
more true, more realistic, less destructive of self and others, etc.).
C. Character Traits

l. Calmness, equanimity, serehity, peace of mind (opposite of tension,
" nervousness, unhappiness, feeling miserable). . -

2. Kindness, kindliness, sympathy, unselfishness (opposite of ctueigy).

3. Healthy generosity
4, Bigness (opposite of pettiness, meanness, smallness),

5. Self-reliance, self-respect, self-esteem, confidence, trust in
oneself,

*Taken from A. H. Maslow, Motivation and Personality, 1954,

-
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It iu obvious that such rigorous criteria for "healeh" muist exclude
an uvervhelmtng na jority of oux ooctety. In a study of college Students
in which he attempted to lpply thls ériteria, Maslow found only one
"immediately ugable" oubject out of 3000, and one or two dozbﬁ "pciﬁtble
future subjects”. (Maslow, 19546). This ;eaﬁo Meslow to .onclude that
self-actuslization is "not possible in cur society for young, develéping
people”, ‘ . . . : | - |

Let us look at Maslow's criteris for heslthy behavior ia terms of .
whether they are tools teachers might use in the @ssessment process. That
self-actualization 1is "qq&hgoqgtble gg ocur cociéty” for young people, or
-that only-a tiny minority of the adult populstion has Ppassed the test,
does uo: mean that self-actuslization is an unworthy goal toward which

~“<Young people might atrive. Further, wve could nll probably agree that
ic 1is lnportant to h;ve critesia by which to evaluate healthy growth a
well as pathologicai disordete. The critical questlon ig vhether auch
. criteria are ugeful na day-to-day guides in a8sessing constructive/destruce
tive classroom behuvtbr, and thus in helptna children grow, We feel the
-answer to this queation 19 no -- that such criteria, however helnful they
may be as guides to long-range goala. are too global and vague to serve
the immediate needs of the classroom teacher. .

To deel eftectlve;y with behavior on o da;-to-dsy. hour=by-hour
basis, teachers need specific criteria for deqllloh making about the
desirability or undesirability of varicus behaviors. Ihe_leriousneii
of this need cannot be overestimgted, Thus, a recent review by Glidewell
and Swallow qﬁ 27 studies of maladjustment in elementary school (1968),
indicates thal as many as 307 of the elementary ochgol children show

“ad justment problems", with 10% or at ‘least three youngeters per c¢lass-



thL wocial-emotggnal needs of adolescents tndicated in several studiee -

_1btllty (Powell, 1955 Allen, 1959), Ancreaoed dopandency on the pesr '

. - % e 4 ., . .._-w,—\.‘--v .
. : y;

-

room -~ in nced ot professional cltnlc&l asolstance, ﬂot is there

rcason to belleve that chts problem is less savere in ‘secondary ochoots. _

-d

show, ior exnmple. sharp increases in anxiety over the years of éleven

\

to -seventeen, ecpcclally 88 rcgerds sexual rclctibns snd social sccept- S

Y
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group, particulurIy on the part of girls _ (ﬂoutnn and Adelnon, 1966), -

and increasing concern uith school problens in ehe adolelcenc yalri, >

school being menttoned more often ‘thaa. auyuhera alse a» the eite oE the § -

- ”
. ) -".;' : ﬁ-"
Teachers are in a unique position to help or hinder students in o '

adolescent's biggest problems g&dann, 96&).

-

their efforte to cope ef}ectively vith their envivorment, dut first \ o
tenchers need workable and reasorable criteria for assessing 1ndividua1
necds. That 15. as y;s'sussested by our consideration of the two

previous models, they need értterin theat educators can agr&e~upon, that = .«
.. . [ et ‘-
they can apply corsistently, snd that are specific enough to guide ﬁé .

decision making in day-to-day classrpan situstions, .

. v

What Criteria Should Tencherg Use __MMW f
Soc ;gl-ggg:ional Behavior? \’\

We have discussed three bases for mskiug judgnenta - self--eferenced

“

normative, and criterion-referenced aaoesiuent. Tbncharo~vill and uhouxd - .

use their own pcraonnl expeg%éncee ‘end group norms to some éxtent, but

.

&
"!

wve believe that a criterion-ng!erenced basis for }udsnenc {6 the most

desirable, provided, of couapb that the ctﬂtetﬂn used ere (1\ clearly‘

and explicitly opernticnnitzed. (2) nppiiclblo ‘to school age children, XQ ?Bf
and (3) logically and/or empirically related to constructive human \
actlvity. Let us now 'Mno-gﬂ‘e criteria ve rocommend.

-

® ~
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4 CATLIET Cuper, @ FARAGAle WEI PLevmiles Gvi s osvng SLRTE
4s a criterion for selection os conatructl. o categories oi behavtor. |
Thts rationale will not be repeated here, but we urge you to review.
thfe discussion especially as it relates to the social-emotional needs
if you cannot recal.l. 1:. At this point you should be familiar wtth the
soctal-emoclonal needa ve huvn suggested based on this autvivcl ra:zonale.

t

They are represented by three "constructs" ve call g!plggg;&gﬂ. reaggct,_

and reeggnagbilttx L - . : . ‘ )

Constructs represent vategories of behavior thet subsume a vargety
of conceb;ually'related-behavtOrs. They are useq/as a wvay ofjsimpli-

o
fying the complexity of humaﬁxichavior that occurs {n the claasroom.

- r

To bhe useful a construct ahould enable & teacher to better uuderatand

and thus changs behavior ln conatruc'iva vays., - )
'Y ’

It 18 important for you to realiée, however, that the issue of

construct selection is not without controversy. Psycholégists have

studied social-emotional behavior for a number of years and have developeh

4 number ot "constructs" that might be studied. They include such
things as aggression, dependency, anxiety, persistence, etc, There is-
much contébveray among payéhologiots regarding the stability and thus

the predictive validity of these various constructs. But the atability
{
of particular ca;’gorioa'of behavior ehould not be of 1mmedia:e concern -
)

to tcachers. Unlike psycholosﬁs:a, teachers nead not "be as conedimed

with predicting a particular child's behqvlz: f;om one year to the next -

as they are with determining whether the béhevior is ‘conptrtictive or

destructive {n terms of fvtute devalopment. More important than a

4

tonstructs predictive qualities is whether or not it enables the

teacher to better understand and thus change Behavior in constructive ™

/
wvays, N
’ !

. .
«®



The use of constructs is an essential tocl in understanding human

-‘behavior, Teacherq,deal with a staggering amount of input daily. Philip

Jackson estimates that the average elementary teacher eypicolly engogeo
in 200 to 300’;nte:peraona1 exchanges every hour of the working day
(1968). 1f teachers are to qake sense out of this complexity, they' must
have a feel for d‘zt is important, given certain needs of the child,

and hooxseeningly unrelated. events uay in fact 1nter§wine to yield a

-comﬁbo te picture of each und every child in the ciassroom. Teacliers

\
must view behi?ior as neithor random nor haphazard if they are to helieve

that there is payoff to the coreiul oboerVation of student behav1or.
The fact that teachers seldmm make use of sophisticated conacgocta

could be symptomatic of what Charles Silberman, author of Crisis in the

. Clagsroom, feels 1s wrong with American education: its "mindlessness” --

oy

the inability of educators "to think seriously and deeply about what

they are doiog". Constructs can faciiicote this kind of thought, Philip
Jackson (1968) comments on the reluctance, or %nabi}ity, of teachers to
talk in terms of constructs: "One of the most notable features of

teacher talk ig the absence of a techuical vocabulary". Technical terms

. “from related fieldg such as psychopathology, group dynamics, learning

theory, social organization,; and developuental poychology~are notice‘bly
obsent.in,teacher talk, he writes. Jackaon gves on ‘to soy that "although
teachers often use words and ohoooea denoting global aspects of human

behavior (such as motivation, social relations, and intellectual develop-

ment) the referents of these terms on clooe inspection, are usually

found to contain only pale reflections of the rich concepts from which

they are derived”. Coupled with this "conceptual simplicity” in teachers'

talk is an equally”uncomplicated view of causality. Jackeon concludes



- that teachers tend to settle on a single cause explanation for puzzling

classroom events: "Why is Billy doing so well in school? Because he
has a high 1.Q. Why is Fred such a troublemakey? Becau;e he conoa'fron
a Aroken family." 1In an attempt to bring "some semblance of order to
an othecwise confuling and chaotic envitonnant". teachers frequently
tend to oversimplify, to overgeneralize and, unfortunately. to err.
While constructs can be helpful, however, they can also be harmful.
A number of studies concerned with teacher "labaling" of students ‘
illustrate ways in which constructs can be abused, The best known of
these, Pygmalion in the Classroom by Rosenthal and Jacgpaon, has come
under recent attack for poor’reaearch methodology. Nevertheless,
Rosenthal's finding thst a random l;beling_of students "gifted" and -
"nén-gifted" by Harvard psychologists strongly influenced teacher

expectations and subsequent student performance, should serve as wvarning

that constructs can be abused,

Even psychologists freqﬁently misuse the constructs that they have
developed to explain behavior. Skinner (1961) warns that constructs
easily lend themselves to "psuedo explanation”, in which the renaming

of a phenomenon is advanced as an explanation of the phenomenon. Thus,

. the person who exhibits withdrawn,, hallucinatory, delusional behavior !s

labeled schizophrenic. Ié‘is only a step from there to saying that
the‘pntient exhibits these behaviors because he 1is schizophrenic.
Intelliginée; as measured by I.Q. tests, 1s frequently offered as
"pseudo explanation" for scholastic perform;nce. Here therc is a less
obvious circular relationship between I.Q. and scholastic performance
in that i.Q. tests are evaluated partly on the basis of how well they

predict scholastic performance. Scholastic predictability is thus one



cqmﬁonent of an 1.Q. test just as delusion is one componint of I ;
schizophrenia. To say that a person performed poorly ln_scpool because
~of a low 1.Q. is aimilar to_s;ying that & persons suffers deluaions
because he 18 a schizophrenic; -Bofﬁ explanations are ﬁeeudo-gxplanntiona,
_and represent abudés-of the behavioral cbnntfﬂcts tnvénted_b& psychologiste.,
As we poiﬁted out’ earlier, constructs can be useful in understanding
human behavior, but only if they are "6 rationalized" or defined in |
terms of cbservable behaviors. Censtructs must label a set of specific - .
responses,.then they are useful:in understdnding and 1nf1ﬁencing human |

behavior. - ,

: , _
Teachdrs need:constrgc:e that will help them perceive behavior .and

v .
/ . -

conceptually ofganize it Qo that it is relevant to student needs -~ which

is to say, thg constructs should help focus attention on behaviors that
‘are indicatiQ& of particular needs $e1n3 or not being met. At the same

time, the constructs gshould provide some basis for evaluaﬁiné tne--

information collected. i: is important to note that the constructs

relate to NEEDS; they do not relate to the CAUSE of the behavior. Igat

is to say, observation of a particulg} set of suggested behaviors will _ .
" be indicative of s need for more exploration; therethiora should be

. viewed not as being caeused by a lack of exploration.

This brings us, them, to assessment of. the exploration, respect -~

-
Ge

and responsibility constructs. The constructs will be discussed in

-~

terms of the data gathering, data analysis, communication, and decision-

T BAMLs v - At —

*” ' making steps necessary to the assessment process. ;

¢
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Dats Gathering -

j‘ * Dats, as you knew, are facts frém vhich judgmentes caq'be inferred.
LA Since teachers make judgments about human behavior, the data that must
be gi;heted is greciue behaviorsl data. We place greit emph.sin,

" therefore, on a toacher being able to diltiaguleh fact (actu.l behavior)

from inference (teacher judgment). A prospective teacher I talked with. -

| the other day wis_describtng ch@ “behavior" of one of her studetits.
. ™ihat does he da?" 1 asked. "He takes tlings,” she replied. ﬁuw, if
1 ﬁaq based my judgment of the child on thio_tnpreciee; inferential
- data, i would have done theféhild a great injustice. On further
questioning, I found that "he takes things" means that on gne occasion,
whan a substitute tescher was in the room, this six-year-old child took
three picture plece; of a train off s bulletin board, At first, I was
. - _prone to “think that the child was bordering on thievishness, but with
more precise behavioral data,\} decided that there was little if

- , anything to be concerned about. This 111ustrates our very -strong
Jviffﬁtas' teachers should sxstematlgallx gather precise behavioral data

before making even tentative declat&ns about changlng studenta. To help
you learn to do this, we have done two things. First of all, we have
operationalized the explorgtiou. réspect and responsibility constructs
in terma.of observable and messuresble behaviors; that is, we describe
the exploration construct by lﬂentlfying behgviorq that indicate o
wiliingnesl to éxplore and behaviors fhat suggest an hnwillingnens to

-

explore, Similarly, the.respect conitruct is opérifionallied with




.

beﬁaviors that are iﬁdlcatlve of high respect and behaviors that are
indicative of low rebpec;. These llsts of behaviors.are presented at

the end of this paper and if you study the behaviors carefully. lt

ohould glve you a fairly definitive idea of what kinds of data you

should loog,fot regarding student's social-emotional development.

The behaviors 1isted under the various constructs are considered relevant
to !323 children and adulfb.. We recommend, therefore, that you look
for-che behaviors in yourself as well as in your studénts. Recognition
of thesc behaviors will help you decidééwhether or not theré'mmy.be a
need for increased exploration, reo;ect cr respohglbillty.

Knowing what to observe is only a first step in data gathering,
howevef.‘ The second is kncwing.hg!_to systematically observe and ‘-
record the behaviors as they occur in the complex milieu of the class-
room. We have, therefore, designed additténal wini-lessons to help you

begin to develop the systematic observation-snd recording skill. These

lessons sre contained in thil unit and follow the lists of behaviors

-~

ve recpnnend be observed.

*

It must be noted that the teacher should collect data pursuant to

social-emotional development from more than Just his/her own learners

and his/her own personal knowledge and feelings; therefore, the opinions

and beliefs of other teachers, the administration, and the patents
and community should also be considered, Because our iastructional

time here s limited, we camnot speak to these fecsues in depth;

unfortunately, it must suffice for us to remind you to sttend to and

AR

gather dats from all of=;h§ varisbles of instruction and the var {ous

contexts in which they occur.

v
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Data-Analysis

’

How one interptets the behaviors he or she observ.s is extremely
important, since it affects the "to change or not'to change" decision

‘ as--kronsly as the observation iteself. There is a major basic assump-
tion that must be understood for proper intorgxetation'of any of the
behaviors described. This assumption .is;that it is not only desirable
and normal, but alao.gggz”hgggé for all individuels to display some or
all of the behaviors described. That is, humans will gllaenglge in
bd;h exploratory and nqy—exploratory behavior throughout their 1ifetime

' (as well as respectful snd disrespectful behavtqg 1nd'§§lp°nui§1e and
irresponsible behavior). Thto!nean,. thetefore. that the non-exploratory
behaviors themselves (or disrespectful or irresponsible behaviors .

themselves) are not vad and/or vrong; that is to say, it 1q_nof‘

undesirable or abnormal in any way for humams. to display nonTexploratory

behavlor.'*The behaviors should only be considered non-constructive, and
' therefore in need of modificdtion, when an individusl's behavioral
) repertoire includes the consistent and frequemt dfcglaz of large numbers
' of the non-exploratory behaviors and few displays of the esploratory

(L —— e

behaviors. When an individual is so non-exploring, that is, so closed
to new experience, that it preverits his lénrning to deal effectively with
major segments of the world he and others must face, then {t should be ;
judged "non-éonattucttve.” That is to say, a single or small number
of "I don't want to try that" tecpqpcéo would not jupitfy teacher.
intervention, Large numbers end f:oquout instances of this kind of

' behav{or would; however, justify intervention. The same is ttué of
respect and responsibility behavt;rl. We are saying that it is normal

- and human for all individuals (childten‘ggg adults) to be disrespectful
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and irresponsible at sometime and no "big deal" should be made of it
unless 1£ is a predominant utyle.of behavtngi‘ The child who forgets
his library bo;k occasionally, gets into qu;rrels and/or fights -
occasionally, gets angry with htmselé and/or the teacher occasionally,
choodes not to pagttctpntgioccaoioqally, atz:. should not be punished

or made to feel that his behavior was wrong, bad or in any way

“gbnormal." 1t should again be stressed that the Same rules of thumb

" apply to both children and adults.i For too long, we feel, different

standards have existed for the two groups. If adults, e.g., the
teacher, forgets to bring something from hon;. it 1s.accepted as being
okay, whereas when the child forgets his homework, he is frequently
scolded and/or punished. Children are supposed to contzol their
bladders so that they all go to the bathroom at the same time (e.g.,
before or after recess, .before they leave for a trip, etc.). If they
express the need for sn exception, the frequent reply is, '"You were
supposed to t;ke care of that ;efore'we left," or "You we¥e supposed

to take care of that at lunchtime." Yet the adult goes whenever he/she

feels the need. Hholwould express anger to the father driving on a

" trip who pulls over to a gas station because he has to use the restroom?

Can you imagine one of his children saying in ;-condeacending tone,

‘"1 told you to take care of that before we left." A ludicrous thought,

indeed!

1f it i{s normal ind acceptable for adults not to get all their
work done at times, so should it be considered nmormal and acceptable
for children and ndoieoc@ntl? 1f it 1s normal and acceptable for adults

to be forgetful and cross and sick and tired of work at times, so

should it be uonalderedJnormnl and acceptable for children? Too
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frequeﬁtly we hold higher, more stringent standards for children and
adolescents than we do for adults (vho. after all should be more able
| to meet htgher standards than children). A good rule of thunb that 1
recoumend to teachers for checking themselves against holding a double
standard for children and adults is to put themselves in the same
nieuatlon as thetr "tudentn ~~ only as an adult student at the univer-'
sity. Then, I encourage then to ask themselves whether they would
vant the teucyer/profellog there to respond to them in the same vay in
which they would respond to the child/adolescent. . This kind oi_briefl'
"examination" lonetinau,helél one decide whether or not the nﬁ;ndnrd
is the same for both children and adults. .

Again, however, for emphasis pﬁrpooel. le;;mg re,fftrn our position: f
only large_ and frequent displays of non-eiploratory, disrespectful and/or
irresponsible behaviorc should be coasidered non-comnstructive and
therefore in need of change. :

This postiion will consequently affect the mmount of eystematic
data gsthering and record keeping you will do. While you will observe .
the described behaviorn in all of your students, you will only need to .
- make 8 systematic record for thoae students uho display extremely
frequent amoun;n of the non-exploratory disrespectful snd/or irresponsible
behaviors. All of your students will not have problems in the social-
emotional areas, if the stgndards are realistic. Ihe‘teacher who has
large numbers of "problem students" is typically one who sees too
Q;ny things as "problem behavior."‘ If "normal human behavior," e.8.,

occasional forgetting, anger, tenseness, resistance, silliness, etc.,

. 18 viewed as "problem human behavio "' one will expétience-“pgoblc-l“

EY
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all the-ttme. Vnriatton‘tn motivation, nood and ability is 'a
characteristic of hunan beings; one will only experienue frustration
and failure if one attenpto to deny this huﬁ{p quulity. We strongly
urge you, therefore, as pronpect{ve tegchgro.\te interpreg “problem

~ behavior" only as very frsquently occurring sets \0f non-exploratory,
“disrespectful and/or irresponsible béﬁlvioro.... frequently occhrrtng
sets of behivior th;; ire harmful tolfhe quality surviyal of oneself

and/or others.

Conmunication

It is importent to communicate to laarners what you consider to ‘
be healthy social-emotional development. In doing this, you make
public your valugl and beliefo‘r;gnrdlng vhat is desirgble human
Sehavtor, a necessary condition for morality im your teaching. You
share with students the behaviors you are looking for and going to be
‘encouraging in them. And since communication is a two-wvay street,
you get their impreooioqnfund reactions and co?cernaﬁresardtng vhat {s
and vhat is not desirable behavior for their personal social-emotional
developnept; The students' response to your ideas and beliefs provides
you with more data conc&rninc their readiness for and acceptance of what
you think should be taught. This additional data enables you to more
clearly understand th‘ir unique and specific needs end incorporate the
addttioﬁal'tnfornntion into your decision-making pursuant tﬁ vhat
should be taught and how it should be-taught to the unique set of

individuals with whom you are interacting.

—
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Decision-Msking R

-t

While ve talk about data collection, analysis and communication

as separate steps, vhich they are, it should be emphasized that they do

‘not alvays occur in a linear (one following the other) fashion. One

k]

collectu-odng;dnta, analyszes it, may then collect some more datas,

-

communicate his/her tentative findings to the learnmers, collect more

data, etc. In assessment, then, the first three sub-tasks are

'perfotned in various sequenced, with the last lub-talﬁ, decision-

making, terminating: the assessment process. Decision-making occurs

as the teacher synthesises all collected information and decides (a)
vhether or not his/her students have social-emotional needs for which
goals and objectives for behavioral change should be formuluted and

(b) vhether or tiot the envirommental limitations and/or possibilities
would allow fét'thexﬁeﬁlvtoral téhange to be brought about. The decision
to work to change or not to work to(chanée others is one of a teacher's
major responsibilities. .If the assessment process has been conscien-
tiously and professionally carried out, the tescher should be confident
that‘htufhervaictuion-iu a good ona,.and will, therefore, be prepared
to assume the respomsibility for the consequences that follow. If the
decision is t@ﬁattelpt to modify and/or change student behavior, then

the teacher is ready to move to the second major task of teaching, that

of ‘Goal Setting. | \

Your task now is to become more familiar with the constructs of .
exploration, réipect and responsibility and learn what kinds of behav-
ioral data you should be able to identify pursuant to these constructs,

how you might most effectively collect and record the data, how yéu'
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. " might most effectively analyze and commnicate the data and how you
can optimige your decisions regarding nesded change in students’
social-emotional developmant. |




‘ -51- B&r _ L |
. _ mp"”ﬂ(@ .

1 : EXPLURA (R BLUAYTOR

N

N 7
tebuvioral iadleators of Hoo! Expluratton Bchnvlqgul_!ndlt-t¢ra of lowv kaplorstion

-
-

2t

fo % SEEKS Li% AN .;:.‘:_:-:_--'! AR S VN AE LU LR B AN PR RN SN S 8 TN T : A3 0% NEW AND DUVERRE FYPERIESCE fited 0 H-‘\'tby?&{}.ﬁti.\:i:m
A.. loteracts with o varicty ot people A, Interscts with few people, snd pri  Aily those with “like
characteristics e
1. people with diverse phvsical Jharacteristics l. people with Ithe phystcal chasecteriatics {c.5.,. 84 1
: a, JIverse ape levels lar or.sane age, race, sex, physival {osturcs ;“etc.)
» b, divetse reces s ¢
" ve  Jiverse sexes
do hiveree Caosdal roatures, e,g., weight, caght, .
tac fal appearamce "
¢. dlverse aodes of Jdress . =
g £, Jiverse phystval skilis and abilities {¢.3., handi- -
LAPS A arpatrrents ’ .
2. divetse standarde o! ncatheas and claanliness .
- . Mvetse -oden of self-cxpression {e.g., introverted, e S
extiowericd, passive, agaressive, otc,) ' o~
2 Se. prople with diverse soclo-cultural characteristics 1 de uuple with llke socfo-cuitural characteristics (19
T a. dverse econonil status FiNlar of sazme economic ststus, occupetional 0LakUS,
de  diverse vecupational stat.as cthric background, social interests and hobbios; such

-

so diveere ethey. backgrounds as sorority pegple eanly, “hip” pot smokers only,

" 4. diverse social tntetests and hobbles ¢ ’ chutch people only, facily only, bovfric.sd o :1y)
. © €. diverse rellaious bellefs :
t, diverse political views andfor,preterences
e lverse rales of otiquette
' ., Jiverse seRerele expectations
1. diverse lancuaye pattems, dialects, usages, etc,
3, people with diverse foteliecnual chauracteristics 3. people with like Intellectual chacacteristics fe.g.,
"oy diverse cegritfve styles (c.d., direct, tedivect, . sinflar or ake cogritive styles, dintelicctual skitls
o rellective, lopical, analytie, indective, deduc- and sbilities, styles of communization §¢ch aw only
tive, creatfve, ctc,) . people in scientific fields, people in the huzanit ies,
b, diverse {ntellectual skflic and abtlicfes (e.g., people shilled in expressing therwelves vertally or
reading, writing, deawing abilttics, eic,) people vhio have valued and/or attained success in
+» divetue styles ot corpwunication (e.g., through scadecdc fields) ..
oral, written, ~usical, Jdranatic, pictorial sodes) - : v
. d. diverse 1 tellectusl tnterests (e.3., interdaes in
learatng ahont antmals, elements, nlanes, arz, Sic-
crature, ot.-,) D
\ -
Bs Freels so? willingly enters & variety of new situattons . 8. FExpresses discomfort and/or unwillingness to try rew *
. ) . things or ventdres
l. expresscs a desire and engages in new and diverse ’ 1, seldnm c¢rRages in new and/or divefse sctivicics
a:tivities '
a4,  tries new foods, e.g., not ualy a variety like a. ‘trics small vartety of foods
. tish, beer, la~t, snagls, etc., but alsc multde }
R cthuy and diverse vays of preparing foods
b, wears Jitterent styles and tvpes of clothfng, e.g., b, wearc one or few Lypes or stvles o! ‘rose
treral amd casusl dress, different colors and coawm- . : ,
“oatgees, tallored and "frilly,” diverse atyles of
4licks, shorts, suits, shires, deessos, ctc,
€. o rt exeroiee in 8 varicty of vays, e.8., wotking, Co ©OnRages in oinple or fow tyncs of gxcroiss
Btal o, tiding, tennls, swirmiag, gplayiag ball,
g 4o, ete, ) .
. g6 wets rea? and o relavatise fn 2 verlety of wvays, d. enganes in single or few types of rest andlos
Voo, Teading . Lsteninn e ~upie, dencing, the- relaxation
C iy " last~y cards, ctc. ' . :
. acheates anior atfontkewleder - a4 varfety of wavs, €. acqguites inforrationshoovicdge in [ew va-s - S
S v howedy work, sight-sec: v, librartes, N
Sesa, vl
1.0 tiics “vw and diverse w.rk ex;eriesies == a0t only ¥, sticks 1o traditional 8t 'or roqtine taskc
Witrenet obe, bot slse diverse tasks and respone -
Parilatae: withia 2le sace ‘ab Wtovy so3stble, e.g.,
salagied wark, lie- sr cazien wotrn, Yalintleel ¥OTh, . o
olc.
;4 \)‘ ‘ , N 3 - )
L;nng; . : . . - t ’ :

.'.



R S BES COPL MVAILABLE -

b, visite homes 908 domunitics 8 Vada-wy oo 8wl
fevels, ©,8., woalithy, =iddle-vfacs, poos
. travels to different countrlen, C.g8., = airats,

E 2. expressts & dosire and suca LRI VNS | ‘52' Ja fetuTla.r ra . 2 ngw onil.sd oo W o Fuxats

. 8. SN O varted end Jiste. t . 4 . T . L s RN N
Calfes \'b.‘\. .Ubh"h.l\'. e al, weetaige, P YT (&1 ac‘: DU I S N, | T 4, (AP e b ._g"'"
- pactics with people of dittess - o, NS , e M T el il valle, I K L e

|l ratheringe, o, v Cleer,  zkr.

R

'.A

0

Hexsco, Eufope .
d, oxprossce & desire ta tyy nev ways of Jodoy thivee ) . 3

ur getting so-tvhere, ¢ g, i'd [ive te o2 thore - LSRRI Y T S S § SURT- BV, TS RS SV £ i S X A ¥ I 11 3 ‘.}rlimsa

somedav,” "Let's take & few Tuute haee” he'vr *ad fof clemtly oviduat, wiele aftucture 10 SaCKLg

done it chat way bofore, let’, try & wew wiv,” and the vot(one Is supredictavle. @.g., 18 wiwllling.

“toad, 1've never tricd that belore, been thege - tu = %50 deuipion sakibn andfal TeFpHJoBibiiily fout~-

FoaAnG 2yayp b wobiownd

before, ote,”
. @Ererpte - f 2o chdage prans, eschking, rether to

: CALLOAIM BRALGE Qui, @5, We'wf alvdys dune 1L
. ~ LS vas,” o “let's pley 1 wefe ond . o o
o GEitfcally interscts with a varfety of Ldess a4 beftefe Lo Nunscrinically lotcracts with: & neri.w agt of fdese and
: - veliete
1., has & relatively broad nuwber of (nterests, c.a., wotk, : 1. ¢ntercsts limited to a s=all vme:tu of wpscs. €
- " politice, societal lcsuss, sports, theatar, ecc. sports only, wotk waly, eie,
A 2. gets inte sudiects in depth, i.e., examines ruitiplo 2. avolds atudying Ideas and Bailicts - Copth, tghoting

tecets of baliefs and $dess -~ their cauncs, conse- vaane end OFLeTt £elatiunphips, €cg., “AlLl 1 haow is

qumcu. and reiationships to oiher idvas and bohch. thee [’ agsinst tt end ehat’s «rouith o o o |
Cofle,. "1 think 1'm against bussing: 1~ not sure £f 2’ afouide.fr Mave e enplein v "
S really needed or if the problems tt might briey ere _
worth ¢, 1°4 better oxamMne vhy wo Aany people Intk .
it fs needed and tﬁmt the possibic consequeaces ofght
be,”
s Skeks vu!ms goints ot wiev regarding {deas and beltefs, . T grgeracte privacil; vith perecns WWo support, wether
« PeRey “1've only taiked with people wbo ave agalnst buses . iz Jhallenge one’a 1deas or bellefs, e.g., 1
\.'ing: I ahould discuss it oith come o are for At den’t want to telk relppton with bio » . . be'e an
athefot o . « OF & Cothelfc . ., c OF . &
o b ptf-en inforndtion froe =ultipic and diverse mources, 4o FUSEFiv e nuwber of inforration souttes, freguently
o €.Rx, own persoasl cuperience and thé experience of rlving 2t persoral eaperience along of the eadvice
othets, the advice andfor findinge cf specinlicts anifor - ol & atngle asthority alonwe

uwuq. articles and bdocks on the subject, etc,

e -

‘sms <E mrkri{na\mw NEW AND DIVERSE EXPERIENCES 1t ANNIDS ACGUISTTLOS Lt S0 IRTA
A, Focuses ettention.on new and diverse people end erperience - «Daes 20t of anly parttally atvgrde go new perscns and
. A T uwmcn:as ki
T. LlI&Lens infertle, DTOCORBLn, ¥erbel i1nformarice (ytnees’ 1. #lceps, JaiJtelry, eﬁgngm ir atternate scriviey,
foeotivge, values, beliefu, comcern. cic,y, o alt Cofhoo Wiiih oy LlOElETS, $iling wadls, Icading, work-
sides of the 1ssue or topic, T.¢. . sne (lateos ae o - mawura fosiice, etc. S .
intently when one disagrees 2% uﬁxi‘“ LhE @RIVeD
-2 wetedes Intentl)y, procesaing. ason-verbal infor~ation - 2. litite €ye contant of wieusl stienlion, .g., lodks
+ {oye contact) wt witdow, doan b hends, of focused W an irvele~ .
- . . veut obiOrE oF activity N ,
- 3, observes othrr peoples' resctiors and Tespw™ars I sa=e 3. facuses smly mae ome's Jwm reecTion TO & ﬂm
situstion (getting rore thap ;ust «i» Of ner “Ar siteation of évgal
* . Xesetion, c.g., this PErsor would netide that wmile rg”
- she vas shocked vy the situtivn event. It o thu atoee
pwplc vere not)
4
8. Asks qu&ltl&. . : W Lp3de Quedl fo ing *
o 1. asks question 10 chochk 10T underItantlsy B & oafd - . o oinply $04s ol sk Questisna of seeh clarifying .
. of Beouirgd ~eaning <~ ‘Lot "e ser 't | "ward cou . Jate .
' cotrcctly a8 | onderstand it .o, . . ’
Ny e AFKE IBtIoms B avguite 8dSltiondl L el Lt ’ <o fElle O palunl@eciowios Sathor Ehan seeking exply-
ST new data, @.f., Tl owenld Dike oo e @l Ll Lt Loli05 9b new, ook.; 8 aludent 18 telllng edout sowee
_ L 8 vou L, iting thet Happened (o Ll ar @ ConiOTu Of how he
.- ' . T tecle . . . anothel canee §n and save, "Oh, thet
. . ‘ RNy BApPEsvd Lo 1t Oack,” ot “That's not how .
o - Pleel about 11,7 end goes o to talk about himeelt/
. Beraelt Lol etiention 8nd loplc away ffom the
. o Ceteet (RT3 dnd palliog It on ocesell _
So0 Y esks 7 wetioTd Lo gkl 0TA O W i ge ilgr - fhe .0 chansee topls to canfortable edd fasilier: geve eelt
e uOBt.o™ B P uT 188 €. ... wEE 8 - ¢ des Tt asd oihets aif the weiden !, e.8,, mlims dscectiy
17 welvelonly hesrd  0onloc. o T rathor huy Baie oBavl busales; ite st (oo ]
. L ettonerainl, e sl joes Indirectly = "That |
. - ) fos. 498 €'l o tine whee . o .
. —— GReeaslg verirtTRTION VT VeThaEl TESBling, prevestr
ity FeAPhrobeh iFe ofhote
S o : . 3 . o bl af goclnlalive aant Ehods dotalie ta Thrgle
B . . : . Flex ., womey Lol "G el wleaf you eeld the tieex
: . : Lha, D cxe. a Stifers : caseple 890 thei Lt e .
i . ) . Mbs mwdet whe e Lt N
- . - - ' I T T Yo ‘”' Lj": ERVIN S Y g o & *£T
i‘-‘-! .. €. % s LI "’ ,‘- " E I R WP IN g
' [ . * - Lana L s - Z
Emc " '
) . . .
T g e ey e .wﬁ:‘.,_. e ) l: ’ e e e e e ey _ et e 2w P, " 3 Y - P _—1 (LS IR




.53 . . | )

; - . had .
| : BEST copy LTI
L ] -
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. fnge end beliefs, cakos tow vertel contribuctons
U, Actively aecks feedback from oithiors rexatding une's [eaction D. Avolds feodback regerding one'’s rmactions
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. &86ureé undetstanding of thefr feedbace and to petber ive verbalirzation, defensiveneas, rellonaltization, °
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. . ..
i -
/
]

oD

Q



-

r
¢

" Behaviorgl lndivatore of High Keap.ct

-~

HMAN GPRAVIOR By “XBRESSING AND ALLOWING FUR THE

1 .
’ %rw & DIVENSL YTel iMWd, BELIEFS, AND VALUES

N\

A

Jerbaily and tm-v8idaily wmupresses ane's ovn divatse

fosllngs

1. " anpresess the vaziet. ot erotions humans feel, o.3.,

Joy &nd happinens, asdness and disappointment,
telief and plessaze, {yrustration snd anger, excite-
mant snd anticipatin, fesr and anxiety, etc.

2, expressce 0n8'S diverae feolinys in a varioty of ways,
€.te . thtough laughter, chuckles, gizgles, sniles,
frowre, groans, sighs, tears, swearing, pucszled looks,
touches, node, and stateants of approvsl, disapproval,
such a3 “That’e great,” "It makes o Feel very badly
vhen you . . .7 "That cakes ne furious.? "I can't
lrwgins thet.” “Whoopee," "I can't wngf.” “1'a

. bouged.”' el

Verdally and rom.verbally exprcsapgs one's own bellefes and

veluea

o o vlil tske o tentotive stand on an fseus, end/or

comit oneself Lo & position revealing one's judgaent
of right/wrong, e/propriste/inappropriaste, good/bad,
atc. \ .

-

sakea one's own deciwions, this does 7ot mean one
does aot gather dsta and opiniona from oxhera -« Just

2.

iI.

that he of she doss not let sumeone elop dacide for thes;

that 1s, one can “go ahesd” tndopandestly on one's own
Withoul Auretoud checkling for permisejon and/or approvel
of athers .

one's-actions reflect talth in one's own beilcfa and
veluee

8. one aceH on the basis of vhat he/este balisves tu be
righe

O-R., "Ny pegents didn’t wvant ¢ to come to MSU,
but ! ceca nyway,”

€.8., & ¢hild to his teacher. “You told us to do
it another way, but } did it ditferently; I found
s better vay,”’

€.8.0 % thild dces what he vanis to do even vhen
other hitldren tell him not to

exptenses 11ttle, 1§ 2ny, dleconiort .with self vhen
othety show dissatement or disepproval of one's
bderavics

Jd.

Beapomds vith emi4fh: vhen others *Epress chelr feclings,

Bellefs and vel..ee \ .

i, experiences ¢re feelingn 079 beligts other people
axpress hy attending to ther, t.e., 6%¢ wvatches and
1i0tens ge othuse epficaa e-otions, e.p [ 1oy, sedness,
diseppoict=gnt, reltef, plessure, trustratie:, anger,
escfterret, frar, asaiets:, €tc., ih diverse vave and
4 cthers rantene Jiverse belinfs and points of view
th dlverse .avs

do _ ptoduccs 8 vertal -t ~or-verbal reflection of the
content of the @xpressed be-on -2 iboth the «oprftive
&d aflectiv: w,g,, 7 <A~ mee .ue feel vty headly
Staut ot bammeicg vhat 9 S5 T g Vo, sees terribly
plessed stez .o wete Bswed 1o te in the play.” or e
Tas 181 °bad. enstenoion thet carvers underetood fsellifi,
ftac o ~od, ,ri-axe, srile, ot

[

RESFECI BEMAVIOR

BEST COPY Ay g,
Behavioral lnd;coto:’t of Low R!ggc; .

REJECTS HRUMAN BEHAVIOR BY AVOIDING AND SUPPRESSING THE
EXPRESSION OF DIVERSK FEELINGS, DELIEFS, AND VALUES

A. Avolds expreseing one's own divezse feolings

1,

2.

makes few verbal contributions or statemercs .

that would ehow how one feels: also kheps faca and
body relstivaly rigid aud non-exgressive, e.3.,

eya contact is sometioes averted, and phiysical
movenent 48 minimal

expresses one’s diverse feoclicgs in relatively
lirited vays, €.8., exprussing happiness only ehrough
sailing, cxpresces sadness only with taars, expresases
anger only through nitting, et.. :

Y

8. Avoids expreesing one's own boliefs and values

1.

3'

avoide tsking & posfition that would reveal
“where one stands™ efther directly by Jrefusal, e.g,,
"1 don't khow," "1 don't want to say.” "I don't

7 vent to be first.” or indirectly by ‘procrastinating
(e.g., "1'11 dacide “later”) until evente decida for
one, e.g., "It 18 too lato to get tickets, enter a
contest, tell the persom you are sorry, there's only
one committee lefr to join.” etc. o

~igpende on others to make one's daclstions =e

how one should ect, vhat one should do, how oué
should do tt, ctithar by asking or de erring to
others, e.g., "Tell me vhat I should do." *

this correct?™ “la’'it okay 1f I do it this wy?™

== frequent requests for parmission andfor approvel

from "authorities” such as paraots, tsachers, @ good

friend, boss, etc., for copying vhat somacne else

vrites, dravs, ssys, docs, etc.

one's sctions roflect o lack of fairh

{n one's owm -

.Iﬂ%ﬁ:oiua . )
8¢ ONn€e ACTH the basts of whist others say fo
right, even thos she wiy beliewe {t i» wrong
€.8., My psrents dtén'c to wy M

o | came here.” . .
e.g., 8 child says to his teacher- “1 wanted to
do gt diffarently, but you satd we couidn't,” )

-8.8., & child does what other children tell Bim
even though he Boosu®t wvant to

GXPTHases QNttexe diaconfort with aalf when
others iddicete disagresment or disspproval of
one's behavior

®.8., crying, defensivencan, rationaliiativo,
nnaing evey ~- avoidance, blaming self, poor
mouthing ("1 never do snything right”), physicsl
punishmant (sasochiss), tmmediste apologizing,
"1 shouldn’t have seid phge (ezcopting all the
blase) .

b,

. FHdesponds nm-mpathualfy when others c';pruo thetr
feslirge, heliefe, and values

L.

2.

vithdrews from aftustions vherce esotions 78y be
provoked or sre displayed and whore diverae deliefe
and values arc expressed ~- either by not beling -
prosent or by getting {nvolved tn soaething else,
®.3., daydrearing or an iIntellectual diveraion tike
reading, wvorkirg & crossword Huzile, ceking ldle
chatter, et¢

e JO®O rot reflect any of the "fealing” or “mean-
ing” that wae describod, vk, looks svay or jives &
‘blank” egpression
8 solle in the presence of ssdaess, or ¢ verbel
Statemsnt thet efther Cianges the subject, conveys
s =igunderstanding or “iBlteeprotation of the

acssage, .

.1:#\_

ar stare, or en opposite took, s .

!
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3o ome's verhal andfor noneverbal geactic carties the [ LA . T S B e 4 e

mensagze that (t wids 1 va b o o amd O press b i LW atone, L e T

teolinge and/pr belieta aond values Lnat wotey whoapa-., R R L T e T R I
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slumps In hidn scat and savs, ™1 Late that da b Mr. woatudet sl pa b e meat ol et Ly

tones,” the teadhor vesponds §n 3o waderstardi o b, duedy M. Gunen,’ bt Teoeoer o oL Qs, L

"You souwhd pretty ety and wpsed, foalT esu., a . ) shoulda't talk Jfee teat, i 0 o who 't

tadent sa.a, 1 hate @th,” A stediet fetjpods, fvel that we,, " ., o St g, nate

had day {0 watley hab ™ N ) matl. S sbwsbens refipode, oA, iles 0 o'
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~PENNMUNAL LpALS . - . SBSTRUV LG THE PURS U ©F PEES M co & 0 = we e o
A, spends tise, coerps, citwt, co e, L., 37 onésel: ton Yooooanatds spe WJd1 oty ey vnﬁrga, cftare, "r, Eiu.,
perso-al improve ent 4 d prowtn . wneselt 1ot porsoial Inproveme t o and arosd
1. assesses onesell to teun—e aware of personal [ rre 1. Lo orofuses bt exa-foe one's ov by o) foels W, a2
and weaknesses, capabilities and Hmltatios, lives — SU Appesaune L' order to aved avererens of jerac-al
and dislihes, hopes, and aspirations; cte. strereths a ! weudnusses, capabilitice and 1i-5t-
: ’ 1tto-y, likes and dislikes, hopes :aspivations,
. . etc, )
. 8. collects and & :lvzes data sbo.t one's plysical, . a. rofunesd to accept and analvze teedback abo-t
o g Suttai-eotiuas  and f~tellectual self from sel: ' selt from others 1 diverse s...atiy ¢ a-d
and atfers 1 d. ~e18€ situations ard contexts COLLeXL: .
b, tdentiiics and 5 ares problem areas within ore's e wvedds fdestiivine o 3 shavi o prosles ereas
own behavior that one feels he/she nacds to LPTONEe . withils vac's own behavior tha. one feels he- she
. needs L. (opTove; Pefuses Lo dAdmil wearness of
i ireoy - -
Jv sty realistie goals ¢ ¢ onerelf Jo bels .o goals or nrealistic cosls fur one's owm
' ) i provesent :
- a. one wets suals awd obiectives ter vneseif{, thut 1w, T . wvords etting Koals for onesol! cither by
. Wil one car secl advice froo uthers, he ca: letting others do it ‘or one oy WAy gerts o,
: deter . Gl o direction without rel.ing an any dadls, letting circumsta ves rande 1y
others o deter-ine §t for hi~ : deXer sne one's-ditectfoe

Boooelates proecias and caplicft goeals and oblectives b, states goals and objectives ior {eprove-ent .
for the L ptovement of oneselfl, i,e., 0ne s ¢lear - onvzelt tn such wav e terms that no (lear
4bo.t oo Lehaviorsl tesults one expects benavioral results can be tdeatifred ’

v the weals oot obertivel one sets for oresel! ate C.  aily 1o set wols and oblectives for oneself
thate Wi will, in all prepability, producs “hich will, fr.all probability, produce 4eel-.
leeit- e of paga€st 31 acLangiish-ent tn,s OF sutcess and dccomplishment
by oo v clals represent 3 challenge tn thit the, : YV otne soals represent no challenve and thus

i A% we vt nreset lonel of dchieve=d. ! , wo groWth bevond one's preseatr lovel of
. tot carabiilit. witevement and.cr capabiiee
. Yt el are achresah e 1 2V At then are o Srotte srale oare U 8Ll Q) thet gs, thev
e 208 {t, EhOt s, they cenladis vMieclties 1ire ¢ - tay abuve wece Tprdient jeve, of
. that 4rc cli@ttey above one’s present atta; - vlieve ot and/od capabilily es to be, L
¢t level 'L probat iy, ungttatnadle

do BT e Wt it ner's oam goals and ob 0 tives To Tiiack U shdre with uthers one's own goals

sl Ui Lregfrse 0t€ S@RCL BT abtadning e a ' omeetives $hd the progress one mekes in
. st oy the--
LoGplens sttategies that will taciiiTate atlai-cent ¢ Yoootdls e vopioy Gtrategies that will tacilitate
st ez sl gt attais«nt ol one'r personal yoals

we b titaow sfecroattves #0d the  eelects the after- S, avoids faentifvies alterrnatives ard selecting
valine coat best geads € ¢ tal atIglanent the altyrr-ative that ~est leads to goal attain-

ment, .., Procratticates, fajis to cov i
. . vrescdf B spectfis denandu, et, .

L TR et fes gty o0l acter altortar o - Y. avoids destening pchemg to 1:la¢n goal alzer
weloLted altevrative 1s relectloed
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helps others v ploy sliatexies that will factlitste 3,
ttatiumeat ot thelr pecsuenal joals :

a,

agsist others 4o idunttlyhu:alte;;uthch and

then sclecting the aitemative that dest leoads

to poml attaianent, @,R., supyests altermatives,

anks clurifyiog questions, structures the environ-

ment o thet diverse plans are possible .

assists others in designing scheme’ to attain goal .
atter sitetmative 18 selected

behiaves to assure Ltners that nelp 18 availaeble

1t cvded $n carrvinge out strstery to attain goal

.

BEST-COPY AVAILARLE

conscdounly ot wconBuivisly Teludep t

by utteies

employ sBtrateyies that will facilitdte attal o« @ .
of thelr personal woals . '
talls to assist others i~ fde .t 4. alicrnatt ca
and selecting the altemative Lnat hest. leade

to goal attainment

et s

b,

Co

.

1ails to ansist others in desipring sclivrme t.
attatu goal atter alternative s selocted

fatls to behsve Lo assure others tidt he.p i
wweded {n carryivg out stratep; .:

available {1
attaln goa!
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