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INTRODUCTION o

“He has demonstrated, | think in a very humane, direct and
understandableway .. .thatthere is a depth of humanity, courage and
determination in ordinary Canadians that surprises us all from time to

' time,” . .
— Opposition House Leader Walter Baker
- House of Commons, June 29, 1981
Unanimous praise for the herdic efforts of Terry Fox’s five month. 5,000
kitometre run did much to achieve a sensg of pride in our country and
ourselves. His efforts alone raised over twenty-three million dollars for cancer
research. ' .

Here was a young man who believed that he could run across Canada
with only one real leg and through those efforts draw the entire nation’s
attention to the suffering of thousands of cancer victims. Such convictions are
atribute to Terry’s parenigand to his school.

“Edup,[ation must respond to each individual's need to develop a
positive sense of self including a desire for competence and continuing
self-development and self-evaluation.”

- . P1J1

Despite such lofty objectives, however, a number of current problems in
education suggestthat such objectives are not being fully realized. The
spectre of declining enrolments has resulted in increased efforts to ‘stem the
tide’ of secondary school student “drgpouts".

One of the discoveries in 0.S.S.T.F.’s Holding Power Il report was that
students' self-concepts were Iower in low holding power schools than they
were in schodls with high retention power. improving students’ selt-concepts,
therefore, could have a significantimpact on improving schools' retention
powers. -

The problems associated with drug abuse, violence, alcoholism, single-
parenthomes, sex-related crimes, vandalism and absenteeism are
manifestations of a changing society; they are also related to the problems of
lowered student self-esteem. Teenage suicide rates in Canada increased
from 91 in 1968 t0 298 in,1977, an increase of 227%, in a ten year span.

The self-esteern problem was sufficiently serious to prompt the writers of
the Secondary Education Review Project to propose four recommendations
to deal with self-concept. These recommendations indicate that teacher
ed+icafion should be expanded from one to two years with a bne year
internship phase so that prospective teachers could learn the necessary
guldance, counselling and affective skills needed to deal with such problems.

“In-service programs . . . must stress-the need for the development
of attitudes that will recognize students’ needs to feel a sense of dignity
and self worth”.

. — SERP, Rec.88
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A recent California sut:vey revealed that parents’ number one priority in
education was that their children be exposed to a school atmosphere that
made them feel good about themselves.

This need to upgrade the teacher's skills lays one more burden on the
teacher who is already wogking at a maximum stress level — the third highest
stress level in the world next to surgeons and air traffic controllers. Teachers
are dying four years earlier than the average citizen. v

Solutions exist for these classroom i)roblems. The solutions may not be
cure-alls nor will they work for everyone; however, they are based on a great
deal of statistically valid research. )

Teaching can be an exciting profession. Itis still possible to cultivate a
love of learning in the classroom. Strategies designed to ejevate teacher self-
esteem will ultimately elevate student self-esteem. The reverse is also
certainly true. The excitementof seeing a youngster grow and develop is still,

the motivating force behind most teacher efforts in contemporary classroomis.

The development of a caring relationship in the classroom is
fundamental to this growth. The smorgasbord of ideas found In this booklet is
not designed to overburden the already overworked teacher. Rather, such
techniques will free the teacher from many managgnient problems so that he
can teach in the noblest sense of the word. ! "

- 1
“You see it is first a matter of perception. When we see the child as a
worthy person—regardless of his behaviour ... our creative forces are
freed to flow in a positive affifming direction. Together we look for—and
find the strengths within the system. We define a pool of fesources to
draw upon and design ways to implement the use of them.”

— Mrs. Jeanine Williams George Peabody College for Teachers
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SELF CONCEPT THEORY

“A person who doubts himself is like a man who would enlistin the ranks .
of his enemies and bear arms against himself. He makes his failure certain by ] -
himself being the first person tg be-convinced of it.”

(William Purkey, Self Concept and Schooi Achigvement, p.20)

In a recent pamphlet, the Canadian Mental Health Association pointed )
out that: o

e almost half the people in Canadian hospitals are there because of
mental or emotional iliness ’

e atleast one million children and teenagers in Canada have emotional
I

or learning disorders requiring professional help . .
) ® one in six children born this year will require psychiatric care-atsome .
time :
L this‘year it is expected that more than 50,000 Canadians who need b
psychiatric help will enter hospital for the first time \ -

® another 50,000 will return to hospital for further treatment. And more -
< than 250,000 people will be treated for mental and emotional
disorders in clinics and outpatient departments ,

® mentalillness strikes more Canadians every year than all other
diseases combined—including cancer and heart disease

One basic characteristic of most mentally ill persons is that they have an
‘ extremely negative ‘self concept’. These people feel overwhelmed by their
problems and feel incapable of resolving them. Conversely a positive self
concept is crucial in developing and maintaining mental health. In “What is .
Méntal Health” the Canadian Mental Health Association defines a mentally -
healthy person as one who:

" '@ feels comfortable with himself
e feels right about other people
® isableto meet the demands of life.

- *
2
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WHAT IS “SELF CONCEPT" AND HOW DdES IT RELATETO
“SELF ESTEEM? .

- . WHAT ARE THE CHARACTERISTICS OF ONE'S “SELF CONCEPT"?
WHAT ARE THE MAIN SELF CONCEPT THEORIES?
HC v DOES ONE'S SELLF CONCEPT DEVELOP?

¥
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Self Concept

The literature on self oncept and self esteem is comprehensive. o
Thevrists have each presented a definition of the ‘self’. The following is a
sampling of the definitions they give: .

¢ the self is a:complex and dynamic system of beliefs which a;r -
incljivldual holds true about himsélf, each belief with a corresponding
value. N .

(William Purkey, 1970 Self Concept and School Achievement, p.7)

¢ Self-concept is the sum total of the view which an individual has of
himself. Self-concept is a unique set of perceptions, ideas, and
attitudes wrich an individual has about himself. . ¢

(Donald W. Felker, 1974 Building Positive Self Concepts, p.2)

»

¢ Imagine the biob [above) as a representation of yéugelf. ou are an
entity that hangs together in an organized, consistent, r sonab'ly firm
and permanent state, yet you also have the quatity of fluidity—
something like a strogg jellyfisht The dots in the blob represent the
thousands of beliefs you hold about yourself, They fit together in a
meaningful pattern or ‘system’, each complementing the others so
that they form an integrated whole.

] - (Jack Canfield, Harold Wells 700 Ways to Enhance Self-Concept in
- the Classroom, 1976 p.2)

8
® The notion of self can be defined first as process and then as structure.
- On the former level we shall be concerned with that process by which
the person conceptualizes (or categorizes) his behaviour—both his
external conduct and his internal states. On a structural level, our
: concern is with the system of concepts available to the person in
attempting to define himself.”

(Kenneth J. Gergen The Concept of Self, 1971 p.22-23)

e Self is an abstraction that an individual develops about the attributes,
¢ capacities, objects and activitles which he possesses and pursues.

This abstractign is represented by the symbol ‘we’ which is a person’s -
. idea of himseif to himself. This concept is formed in the course of

experience by the same process of abstraction employed in other

areas of experience. Directed toward self-referent experiences, the
. process results in abstractions about the self; directed toward

external experiences, it results in abstractions about the physical and

social world. d

(Stanley Coopersmith; The Antecedents of Self Esteem, 1967 p.20)
Self Esteem

Another termygommonly used In relation to self concepfs the term “self
esteem”. Self esteem Is the value that one places on himself. It expresses an
. attitude of approval or disapproval, and indicates the exient to which the
individual believes himself to be capable, significant, succgssful and worthy.
. As William Purkey and others have pointed out, if that value is high, chances
a ST e e are his school-achievement will be extensive; if, however, the value is low his
achievement in school will be correspondingly low.

3 o ' | 8
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Self esteem is rélated not qnly to the number of successes that one has; it
is also related to the number of successes to which one aspires. The following
mathematical formulation indicates how self esteem relates to successes and

-\ hoped for successes: )

: _ Successes
/ . SelfEsteem = Fo5eqfor Successes

/ ® if one hopes for few successes and has many, one's self esteem will

] . be high :

e if one hopes for more successes than one has, one’s self esteem will
suffer

° if one hopes for many successes and has relatively few, in all
likelihood one will have low self esteem.

It is'evident that one’s aspirations are as important as one’s actual
successes in determining the degree of'one’s self esteem.-

The significan'ce of self concept to the teache‘r is obvious. As Donald .
Felker points out: »

If the child has a positive self concept the teacher has a firm
foundation upon which to build. If the child has a negative self concept,
the teacher needs methods for helping the child to develop feelings
about himself which will free him'to be successful and happy in the
school situation.

(p.24 Donald Felker, Building Positive Self Concepts)
Characteristics of the Self

e The self is organized. The self has a generally stable quality'which IS
" ‘ characterized by harmony and orderliness.

e The self contains some beliefs which are felt to be extremely
important, and it contains some beliefs which are rot felt to be so
important. .

® Various parts of the self are highly resistant to change while other
. partsof the self are unstable and open to revision.

® Each concept in your self concept has its own generally negative or
\

positive value. .
® The experience of.success or failure by the individual is generalized
throughouUt the system.

® One's self-concept is unique. Each person has his own unique
collection of ideas about himself.

® The self is dvnamic. The maintenance and enhancement of the
perceived self is the motive behind all bqhaviour.

e The self does not tolerate inconsistencies. If a potentialiy new concept
of himself appears to the individual to be consistent with and relevant
to the concepts already present in his systemized view of himself, it is
accepted and assimilated easily. If the concept appears to have no
relation or relevance to that system, it is generally ignored. And if it is
‘inconsistent and uncongenial with the'system, it is likely to be rejected
or distorteg.

® Each inaividual strives to behave in ways which are consistent with his
self-interpretation.

® Self concept is learned. Individuals are not born with self concept, but
with characteristics which will influence the type of self concept
: developed. . .

- Personality Theories oand Self Coricebt

It can be argued that until recent years psychology has been dominated by two major
forces, the Behavioristic school, modeled largely on the physical sciences, and the
Freudian school. heavily ladened with the mechanistic emphasis of early biological
sclence. It is apparent, as Maslow and others have pointed out, that relatively recent
psychological literature has seen the rise of a new movement. a Third Force, which can be
termed hurhanistic or phenomenological-humanistic psychology.

(H.J. Vetter et al, Personality Theory: a Sburce Book)

9




“Personality theories which attach a great deal of importance to self
concept are a relatively recent phenomenon. Although always a factor in N
. personality fheories, the self concept has only achieved central importancein ,
' personality theory with the arrival of huma¥istic psychology. Lo

.
t

. N\ .
Three main ctirrents’exist in cont‘empqoaryperso_nality theory: N ‘{_

® the Freudisn approach: members of this group have all placed heavy’
emphasis on the psychodynamic role of personality, i.e. that -
personality systems are dynamic energy systems operating within the -
individual. In this light the ego is seen as the efficient organizer and
maintainer of balance. One’s self concept, according to the Freudians,
. dec}/ellgps from the ego as it controls the basic ingtincts of the N
individual. - ~

® the Behavioristic approach: between 1800 and 1940 the self concept
was in disrepute amongst psychologists. Duririg this period
psychologists were only interested in examining measurable
phenomenon, i.e. stimuli and responses. These theorists forgot all ’
such “mentalistic” notions as,self, purpose, desire, hope, expectation
: .. and sensation. '

o’ the Humanistic approach: In part as a reaction to the mechanistic
A features of behaviorism, humanistic psychology began to develop in
the 1950’s. These theorists assug;e that man naturally strivesfor those
things that aremost conducive td personal growth and self-fulfliiment. o
Some humanists such as Carl Rogers, D. Snygg, and A.H. Combs are
known as phenomenological theorists because of their stress on the |
role of the conscious self concept in determining a person’s . |
behaviour. v -

. »

The Freudian Approach ” . oL

‘Freud said that there were three parts to the human personality.

‘ i e |D: The "Id"” is that part of the personality that says, “I .
. . want"”. It is an inexhaustible reservoir of wishes,
impulses and strivings which continuously press for
discharge through some form of action. An infant when
first born is dominated completely by the "Id”.”

® EGO: The “ego” is the mechanism in the personality that
controls the id. The ego gradually develops under the
influence of the experiences that an individual has as a
young child. The ego also contains the image that a
person has of himself
The ego is reasonable and rational and seeks to adapt
‘the personality to the externalworld and seeks to
~  assure the survival of the person in a world populated
: by other people wto have their own rights, needs and
. motives.

e SUPEREGO: The “superego” is the “conscience” of the human
personality. The superego sets a standard for
performance;it together with the ego is largely
determined by the experiences the child has with
adults. The superego represents the precipitate of the
parents’ values, Ideals, prohibi,tiohs. injunctions and
standards.

One’s self concept according to the Freudian approach is a personalized
compilation of characteristics that are dependent for their definition on the
interplay between the ego, the id and the superego. ’

+ Freud did not attach central significance to one's self concept. In his early
writings, Freud felt that it was the id with its great variety of instinctual desires
that was of central importance to the individual human personality. Self
concept grew from the ego and was affected significantly by the id and the
superego. .

< .
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The Bc’nviormic Approach ‘ ..
This theory merits little anaiys'is here for it downplays the operatinn of the * . : S
self in the behaviour of the individual. According to the behaviorists, humans + b
want to be stimulated like mechanical toys. It is the ‘stimulus’ that arouses the )
human to act. If the individual has been correctly ‘reinforced’ by responding to . '
the stimudlus in a gdrticular manner, he will continue to respond in a'similar e
manner when similar stimuli are presented in the future. ’ =L .
4.
Behaviourism has given rise to various learning theories; the basic thesis
eSthese theories is that properly timed reinforcement is crucial to the learning :
process. Such techniques as programmed learning and behaviour ’ . ‘ )
modification have resulted from this theory. . .
. ~ - . . - ¢
* »  The Humanistic Approach T ' g NS
To the humanist, the primary force behind the actions of the individual is . P
. not the id-or the environment, but the self concept of the individual. As Carl .
. Rogers stated in 1950: e )
- ] .
The central construct of our theory would be concept of self, or the ! s *
sélf as perceived object ir%c’z\e phenomenal field. (In dther words, whatis «
important is how an individualviews himself in the context of his .
individual perception of events.) ood .,
- THE HUMANISTIC PERSPECTIVE
DA Dynamic Organization of
Self Concept and of
Values - - Perception —
Stimulus [—*{ Attitudes tt?: Mediation ~| Response -
Needs . affegt. Emotion ’ AN
: Expectations Communication :
}
' : : . . | IMPLICATIONS
PROMINENT BEHAVIOURIS BEHAVIQURIS FOR
THEORISTS MOTIVATED BY CONTROLLED BY TEACHERS
FREUDIAN Sigmund Freua Inner The Ego and Teachers can do little
APPROACH Karen Horney. Drives Superedo tg:alter the instinctual -
i1 S. Sullivan i.e.thelD (according to Freud | drives of the :
Erich Fromm the self concept is individual.
only one part of the
( ego), -
BEHAVIORISTIC | JohnWatson Outside Placement and Teachers are no more
APPROACH B. F. Skinner Environment Intensity of* than reinforcers of
. Reinforcements appropriate responses;
to be effective, *
. howevef, the teacher
must have 2 great deal
y of control over the
. . . -environment.
HUMANISTIC Abraham Maslow Self Concept — Congruence or Teachers can provide )
APPROACH Carl Rogers one naturally Incongruence of students with
¢ wishes to self- elf concept with experiencesin order
. actualize ’ actual behaviout that they can
realistically examine
their self concept.
* Teachers can also
facilitate,the positive
R development of self
concept.
\




For Rogeérs the basic units of focus were “self regarding attitudes": a
* person’s perception and cognitions of his abilities, actions, and relatiQns
within his social milieu. The important element in this self concept for Rogers -
was self acceptance. For Rogers the self concept is

an organized configuration of perceptions of the seif which are

admissable to awareness.

Rogers pointed out that the individual strives to make his self concept
consistent with his behaviour. If there is inconsistency, psychological and
psysiological distress will result. Self concept, then, is absolutely crucial to the
operation of'the individual persornality. . . ’

Abraham Maslow also gave central importance {o the self. Maslow felt.
that the human personality has a basic drive to self actualize. But in order to
achieve this lofty state the human personality must take care of a great variety
of Iogver levelineeds. The accompanying chart points* < Maslow’s levels of
neads.

'

‘ Self Actualization Needs
2

" Esteem Needs

Need to Belor_\u'g

/N
/ . \ Satety Needs
/ ' \ Physiological Needs

N . <

. o . ¢
The self for Maslow is a dynamic force which strives to resolve the above
. needs. The higher level needs however. can only be attendedto if ‘lower level’ .
.needs are resolved. - > :

!
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.
~
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Self Concept :

The primary task of the child in the first six years of his life is to develop a”
sense of 5elf which is not so dependent on the parents for its definition. During
the middie years the child is exposed to extensive peer group influences as
well as toesignificant others' in addition to the parénts. Role identification
becomes the main task of the child at this stage. :

The ‘Development of the Individual -

L Y

Perhap‘3 the‘most tumultuous of all the stages of development is
adolescent8. For the adolescent to establish high self esteem he needs to

® establish tinal fndependence from family and agemates
< * . .
@ be al .e to relate to the opposite sex
@ prepare for an occupation for self support
® establisha workable and meaningul phiiosophy of life.
Itis-obvious that the adolescent's “plate Is full”, anc that strategies to

build self esteem are extremely important at this stage. Particularly in our
complex society, the adolescent faces a formidable task.

!
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EDUCATIONAL IMPLICATIONS OF
SELF CONCEPT.THEORY ‘

Student Selif Concept and Student Achievement —
“The Poker Chip Theory” . . 4

“_. . the proportion of general level students who remained in school untiftheir
fourthgear was far fess than that of the advanced level students in all twenty schools
examined: a large part of the difference in holding power appears to be related to the
achievement or lack of achidvement of students who take mainly general courses.”

Holding Power (Summary Report)

In 1970, William Purkey made an exhaustive review of recent research
and concluded that the evidence clearly indicated a “persistent and
significant relationship between §elf-concept and academic achievement”.

InOne Hundred Ways to Enhance Self-Concept in the Ciassroom,
Canfield and Wells examined the influence of self-concept on achievement
andl developed their ‘poker chip’ theory of learning. These authore saw all
learning as dn outcome of risk-taking situations, analogous with a poker. game
or any gambling situation. They hypothesized that students with high self-
concepts (i.e. more poker chips) would be morewillingto takeariskina
learning situation (ganible) than wo.!d students with a low self-concept.

Brookover, focusing in his work on “self-concept of academic abllity”, i.e.
the student’s perception of himself as a student, congluded:

e self-concept of academic ability is significantly relsted to school
achievement of seventh grade boys and girls

e self-concept of abllity Is positively related to school achievement when
- measured intelllgence is controlled

- @ astudent's self-concept cf abllity in a specific school subject may
differ from hls self-concept In anothzr subject as well as from his
gerieral gelf-concept of abillty :

e the hypothesis that & student's self-concept of ability is positively
related to tha image he perczives significant others hold of himis
‘supported when parents, teachers, and peers are identlfieqéas
significant others. - .

’ > (Brookover 1962, pg.73-76)
. ’ ~ -,
. . & @




Student Self-Concept and Underachievement

Other important studies related to self-concept and achievement
have focused on the characteristics of the self-concept of
unsuccessful students or underachievers. Drop-outs and
underachievers have a significantly lower self-concept of ability when

1.Q.-and Grade point averages are factored out. As well, these
students tend to view themselves as:

lacking cenfidence

lacking ambition

unable to complete required tasks
not motivated tolearn

Students with low self-concepts are also significantly more anxious than
students with high self-concepts. When anxiety is too high, students do not
respond to stimuli that lead to learning. .

Student Self-Concept and Self-Fulfilling Prophec®

“Once upon atime an inquisitive mouse was investigating a computerized

¢ . scoring centre when D.A.T. testing for incoming secondary school students
was being scored. Accidentally, the mouse triggered .ne mechanism justas
the tests for a very average young boy called Wilfred; who was quite unsure of
himself, was being sgored. Wilfred emerged with results which placed him in
the category for exceptionally ‘gifted’ students. When the staff dealing with
Wilfred were informed of his rest 'ts they set up special programs for
encouraging his positive growth. Wilfred's parents began to expectgreat
things of their son. History will document that Wilfred grew up and became
one of Ontario’s most outstanding citizens.”

The effects on student seif-concept and acnievement of ‘self-fulfilling
prophecy’ were obsérved in the Oak School Experiment. (Rosenthefl and
Jacobsen, Pygmalion in the Classroom). In this experiment teachers at Oak
School were led to believe that certain of their students had been identified as
academic ‘bloomers’ or ‘spurters’ as a result of their,performance on “The
Harvard Test of Inflected Acquisition”. Actually, the “Harvard Test of inflected

~+ Acquisition” was simply a'standardized test of intelligence and students who
were identified to their teachers as pctential ‘bloomers’ were simply randomly
selected students. The experimenters later re-tested all students using further
1.Q.testing. ‘
v ?

They found that:

® students who were identified to teachers as “bloomers” or “spurters”
showed greater intellectual growth as defined as the difference
between pre-test and post-test .Q. scores

® older students in the program retained the changes in their
intellectual growth longer, even though they were more difficultto
effect change in Initially

® the teacher communicated to the children of the experimental group
that she expected improved intellectual growth

e teacher communication of high expectation may have helped the child
to learn

The conditions under which the self-fulfilling prophecy are most likely to
occur are:

® the teacher has an unstable concept of the student’s abilities or his
expectations for the student are positive ’ —_

e the student has an unstable concept of his own ability or feels positive
about his own ability

, @ the pupil perceives the teacher as a significant other )

* . \‘\.
Other researchers have noted that the self-fulfilling prophecy advantage

may work negatively as well as positively.

14 . ' 13




No one can deny that teacher attitudes are a strong determinant of
student academic achievement. In George Bernard Shaw's Pygmalion, the
story of a flower girl who is turned into a lady, Eliza Doolittle explains to
Colonel Pickering that the difference betwéen a lady and a flower girlis the
way that she is treated. Eliza feels that she will always be a flower girl to
Higgins because that@s the way he treats her while she is able to be alady with
Colonel Pickering because that is the way sheis treated by him.
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The “Chicken or Egg” Theory. What comes first: self-concept
or achievement?

A strong positive relationship exists between self-concept and school
achievement, although the cause-effect role is not conclusive. At present,
evidence suggests that there is a continuous action between the two and that
each is influenced by the other. .

g . .
Implications of research on studentself-concept and achievement:

e Information gained from i.Q. testing and socio-économic background
may not be as relevant to achievement as was once thought.

e Thereis a significant and persistent relationship between self-concept
and achievement.

e Student self-concepts are positively related to the image they feet
significant others’ (i.e. teachers. parent, peers) hold of them.

e Self-conceptis a necessary but not a sufficient factor in determining
academic success.

® Underachievers and ‘drap-outs’ have a lower self-concept and view
themselves more negatively ti;an achievers.

“If there is one particularly significant result growing out of this
research, it is that nothing succeeds like success. This isnot a new
understanding, as the old cliché indicates. The work reported here does,
however, re-emphasize the importance of success in the learning
situation as a contributor to positive psychological growth”.

(Don E. Hamachek, pg.185)

Teacher Self-Concept and Teaci:or Effectiveness

“The secondary school teacher is expected to keep up with
developments in his or her field, and to create or adapt curriculum materials
from year to year. In addition, teachers need to renew their methods of
instruction and classroom management, and are expected as well to act as
caring adults who can offer sound advice to students with vocational or
personal problems. Over and above these responsibilities, the teacher is
expected, according to The Education Act, 1974, to inculcate by precept and
example a host of virtues, including respect for religion, regard for truth and
justice, loyalty, sobriety, frugality, and so on. Faced with increased and
sometimes overwhelming responsibilities teachers often experience a sense
of futility. They must cope with school populations that have grown more
diverse, with consequent variation in abilities, interests, family support, and
cultural background. Their jobs are further complicated by certain changes in
school organization, such as the individualization of school programs and the
introduction of levels of difficulty in courses. Behaviour problems
encountered in the school are often more serious than those of the past, and
the supportonce provided-by the home-and-church-has been ero ded.”

(S E RP: A Discussion Paper, May 1981, “9‘9-3)

Teachers with postive self-concepts areapt to be happier, more
productive and more effective. Speaking to Toronto teachers, Arthur Combs
pointed out that the researchers were surprised to discover that what makes a
"good" teacher is dependent not necessarily on the teacher’s knowledge or
methodology but rather on “how a person/teacher has learned to use his
self.” Combs believes that competent teachers have a positive view of
themselves: .
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1. Good teachers see themselves as identified with people rather than

withdrawn, removed. apart from, or alienated fror others.

. 2. Good teachers feel basically adequate rather than inadequate. They do not 4

see themselves as generally unable to cope with problems.

3. Good teachers foe! t:rstworthy rather than untrustworthy. They see

themselves as reliable, dependat!e individuals with the potential for coping with’

events as they happen.

- 4. Good teachers see themselves as wanted rather than unwanted. They see )
Lot themselves as llkeable and attractive (in personal, not physical sense) as

opposed to feeling ignored and rejected.

5. Good teachers see themselves as worthy rather than unworthy. They see

themselves as people of consequence, dignity, and integrity as opposed to

feeling they matter little, can be overlooked and discounted.

{Combs, ThegPrglassionaI Education of Teachers pg.70-71)

Teacher Self-Concept, Student Self-Concept and Achievement

Studies on the relationship between teacher and student self-concept
indicate the close relationship between these two items. Although itis
* impossible to prove conclusively that teachers with high self-esteem produce
confident students most research indicates that before an individualcan -
reach out to another, he must have a healthy love and respect for himself.

. . Students will grow and flourish in an environment that includes a significant
other who projects a trust and belief in the capacity to reach potential. Level of
teacher seif-concept has also been positively related to student academic
performance. ’ s

|
|
l
|
!
|
IMPLICATIONS. -
® Teachers need to pay attention to their own personhood.
® Teachers need to become aware of their own self-concept.
L

® Administrators have to be aware of the fact that positive views of self
are learned by teachers from the way significant others view them.

‘@ Teachers need success experiences for growth.
® Teachers with high self-concepts influence their students’ self- .

.

concepts positively.

® Teachers with high self-concepts are more likely to project a positive
view of self to students.

® Teachers’ self-concepts relate positively to student cognitive growth.

® Positive teacher self-concept will enhance student academic
performance.

S o . e o o o .
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SELF-CONCEPT ASSESSMENT
INSTRUMENTS

Why Measure Self-Concept? The Educational Implications

Since self-concept can have a positive impact on teacher and student
performance, there is a need to measure such a construct.

e Such measurements could serve as predictors of performance not
only for teacher selection but also for student success.

e Self-concept measurement will also help the teacher to assess the
cause of student behaviour not readily explained by other assessment
instruments. Students who see themselves negatively usually perform
negatively. .

o _Evaluation of self-concept will allow the teacher to make more
* harmonious groups if those with high self-esteem are grouped
together. Selection of leaders for such groups would be more likely to
be successful if leaders were chosen who had a strong valid self-
concept. N

e Theuse of such tests does provide one method of assessing the -
efficiency of innovations in the classrcom.

How Do You Measure Self-Concept? Azsessment instruments

“First of all,” he said. “if you can learn a simple trick, Scout, you'll
get along a lot better with ali kinds of folks. You never really understand
. a person until you consider things from his point of view—"
“Sir?” ’
“_.untit you climb into his skin and walk around init.”
— Harper Lee, ToKill a Mockingbird
Itis impossible to thoroughly assess something as tremendously
complex and multidimensional as another person’s “self". Since one’s
observation of oneself is always open to distortion, it is most important to have
a clear understanding of one’s own self-concept before attempting to assess
others'. There are really oniy two ways in which one person can attemptto
assess the self-concept of another individual:

e By observation
e Through self-report )




Evaluating Others Through Observation

If one is to get “inside another’s skin", the traditional approach of being
the detached, passive uninvolved observer of student behaviour must be
supplemented with a more sensitive approach. An observer should be
committed to looking for reasons for behaviour rather than just the behaviour
itself if he is to get the “feel” of how things look from the other’s point of view.
When evaluating the self through observation, the observer should ask:

“What is he trying to do?”

“How does he feel?”

“How would | have to feel to behave like that?”
“How does he see others?”

Despite this need to get the “feel” of what goes on in a student’s mind, the
- observer must still be as objective as possible. Personal bias can be
eliminated by starting with simple observations:

® What does he wear?

How is he groomed?

What's his height, weight, posture?
Is he clean?

Does he have health problems?

Does he have peculiar speech, movements, facual expressions and
mannerisms?

How does he relate to his peer group? to adults?
What does he avoid? *

How does he respond to success? failure? agproval?
How does he spend his spare time?

Using this raw data, one can then make inferences about how one thinks
. the student might see himself, keeping in mind that his perceptions of his
appeadrance and behaviour are far more important in assessing his self-
concept than are our own perceptions.

Structured interviews dssigned to deal with students’ hopes, fears, likes,
dislikes, family life and school life can produce extremely accurate
assessments of student self-concepts provided they are conducted inan
atmosphere of acceptance and trust.

When making inferences about a student, one should ask:

o How do | feel about this student? ’ .
o Do my personal biases distort my perception of him?
e Did | observe the student on his *“off day”?
> ® Does he see himself as an athlete, ascholar, aleader...?
® Are his beliefs génerally positive or negative?
s ® What is his most pressing problem right now?

Drawing inferences solely on the basis of cumulative folders, anecdotal
reports and staff gossip should be avoided. First hand observations are more
likely to'be {ree of bias and misunderstanding than case histories written by a
third person. .

a Coopersmith’s Behaviour Rating Form is a good example of an objective

self-concept assessment instrument that he found particularly useful in his
S "—smdy‘offm‘pﬂm“c‘sshb‘TcﬁTdfﬁn“ATa‘r‘iy“ﬁigh correlation coefficient{.73)
between teachers’ and princlpals’ ratings of the same children suggests that
such a form may be a fairiy valid method of assessing student seif-esteem. A
numerical value can be assigned to this form by rating responses on a scale of
1 to 5in the desired order.

e.g. “Always” in item #1 would be rated “5” while “never” would be rated
“4”, “Always" in item #8 however, would be rated “1" while “never” would be
v rated "'5". Coopersmith established no norms for this self-concept instrument

, ' ' 18 S ) 7




BEHAVIOR RATING FORM (BRF)

. Does this child adapt easily to new situations, feel comfortable in new settings, enter easily

into new activities? ,

Al
————.8lways usually sometimes seldom never

. Dcas this child heslitate to express his opinions, as evidenced by extreme caution. failure to

contribute, or a subdued manner in speaking situations?

always usually “sometimes seldom never

. Does this child become upset by fallures or other strong stresses as evidenced by such

behaviors as pouting, whining, or withdrawing?

——always usually sometimes seldom * never

. How often is this child chosen for activities by his classmates? Is his‘companionship sought

for and valued?

— always usually sometimes seldom never

. Does this child become alarmed or frightened easily? Does he become very restless or jittery

when procedures are changed. exams are scheduled or strange individuals are in the room?

always usuall sometimes seldom never
y kS

. Does this child seek much support and reassurance from his peers or the teacher. as

evidenced by seeking their nearness or frequent inquiries «s to whether he is doing weli?

always 1*>.1ally someiimes seldom never
r

. When this child is scolded or criticized. does he become either very aggressive or very sullen

and withdrawn? . R

—_always usually sometimes seldom never

8. Does this child deprecate his school work. grades. activities. and work products? Does he
indicate he is not doing aswell as expectéd?
always usually sometimes ~ seldom never
9. Does this child show confidence and assurance in his actions toward his teachers and
classmates?
always —usually sometimes seldom never
10. To what extent does this child show a sense of self-esteem. self-respect. and appreciation of
his own worthiness?
very strong strony medium ________mild _____. weak
11. Doesthis child publicly brag or boast about his exploits? ‘
—_always Lsually sometimes seldom 2 _never
12. Doesthis child attempt to dom 1ate or buily other children?
always usually sometimes seldom never
° 13. Doesthis child continually seek attention. as evidenced by such behavior's as speaking out of

turn and making unnecessary noises?

always usually sometimes seldom never

Using Scif-Reports to Assess Self-Concept

Self-report inventories have always been suspect methods of

determining self-concept because of validity and reliability problems. Any
statement a person makes about himself is a sample of his self-concept. The
direct approach of asking a student how he feels about himself yields data at
least as reliable as that obtained from observation reports. A self-report
hat-a-person-is-willing-and-able-to-disclose-to-someone else.—

<<

Thus, the self-report is not usually a totally honest assessment of how a

person sees himself. ~

The degree to which a seif-report can be relied on as an accurate

»

indication of self-concept depends on’_
® the clarity of the subject's awareness
¢ the command that the subject has of the language involved ‘
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® the social expectations the subject has with regard to teachers and
peers , ‘

%
o the degree of cé-operation and rapport that exists between the
administrator of the self-report and the person writing it

e the degree of trust, empatny and regard existing in that relationship

One of the most effective and most frequently used self-concept tests is
the Tenessee Self Concept Scale (TSCS). It assesses students’ ideritity, self-
satisfaction and behavior in terms of physical, moral-ethical, personal, family
and social self. It consists of 100 questions answered on a five step scale from
completely true to completely false. It has a test-retest reliability coefficient of
.92 and correlates well with other self-esteem rating scales. Extensive testing
with delinquents, alcoholics and poor readers reveals that the test
discriminates between such subjects and “normal” subjects who scored
significantly higher in every case. . )

Unfortunately, the TSCS is not generaliy available nor is it particularly
suited to typical students in Ontario. To solve that problem, Phil Cassidy and
Gloria Broks developed the North York Self-concept Inventory which deals
primarily with aspects of self-esteem related to school environments and
teelings about self and peers. Items selected for this inventory demonstrated
a high degree of discriminatory power between high and low storing groups
of students. Three items discarded from the original instrument were either
too ambiguous or imprecise to distinguish between students who had high or
low self-concepts. What remains therefore are test items that possess & high

' degree-0f validity for assessing self-concepts. One pointis given for 2ach

respoﬁse which indicates a positive self-concept. Scores on the inventory
rangé from 0-25. It can be administered in 15 minutes and easily scored by a

classroom teacher.
NORTH YORK SELF-CONCEPT INVENTORY

A QUESTIONNAIRE DESIGNED TO DETERMINE
HOW STUDENTS FEEL ABOUT THEMSELVES AND SCHOOL
IFYOU THINK A STATEMENT IS TRUE FOR YOU OE-D\E‘SCRlBES, HOW YOU FEEL MOST OF
THE TIME, CHECK THE TRUE SQUARE. IF YOU THINK-A STATEMENT IS NOT TRUE FOR -
YOU ORDOES NOT DESCRIBE HOW YOU FEEL MOST OF THE TIME, CHECK THENOT___

TRUE SQUARE. ——

THERE ARE NO RIGHT OR WRONG ANSWERS, ONLY YOU CAN TELL US HOW YOU FEEL.

Board of Education for the Borough of North York
Department of Educational Research and Development

TRUE NOT TRUE

\-
~.

1. MOST OF THE TIME | ENJOY SCHOOL. . A B,
2. IA;ﬁ POPULAR WITH KIDS MY OWN AGE. A B
3. IAP:/I LONELY VERY OFTEN. = A B
4. OTHERKIDS THINK|AM A GOOD STUDENT. A B
5. MOST PéOPLE ARE BETTER LIKED THAN | AM, A B ,
. o2
6. IFINDIT DIFFICULT TO STICK TO ONE PROJECT FOR VERY LONG. A B
7. |OFTEN GET DISCOURAGED IN SCHOOL. A B
»
8. |HAVE VERY FEW FRIENDS IN SCHOOL. A B

9. IHAVE A LOT OF SELF CONTROL. A B

20
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10. MY TEACHERS MAKE ME FEEL ! AM NOT GOOD ENOUGH. A, . B
11. SCHOOL WORK IS FAIRLY EASY FOR ME. A B
12. 1 OFTEN WISH | HAD MORE FRIENDS. A 8 .
. .
. 7 ) .
. 13. 1 WOULD LIKE TO DROP OUT OF SCHOOL. : A 8
14. 1 WISH | WERE A DIFFERENT PERSON. A B . .
2 - e k

15. "TEACHERS EXPECT TOO MUCH FROM ME. . A B ’

. . 16. IFORGETMOST OF WHAT I LEARN. A B
17. 1 DON'T SEF.M TO FIT INATTHIS SCHOOL. A B
18, OTHER STUDENTS SEEM HAPPIER THAN | AM. A 8
18. NOONE REALLY CARES MUCH ABOUT WHAT HAPPENS TO ME. A 8
20. 1AM SATISFIED WITH MYSELF. A B
21. 1AMUSUALLY SHY AND SELF CONSCIOUS IN SOCIAL SITUATIONS. A B (
22. | HAVE DIFFICULTY ACCEPTING CRITICISM. A 8

T 23, SOMETIMES | THINK 1 AM NO GOOD AT ALL. A B
24. 1ENJOY GOING TO THIS SCHOOL. * A B
25. THERE ARE LOTS OF THINGS ABOUT MYSELF I'D CHANGE IF A N
_ tcould.
\\ / ,
"~._  Although no comparisons were made of this inventory with other more
traditional methods, students responded positively to it. They felt the
questions were understandable and not too difficult to answer; however, since
40% of the 812 students had negative feelings about putting their name on the
questionnaite, the authors recommended that: .
e the students shou!ld be guaranteed that their responses will be held in
confidence by the teacher
® no student should be forced to Identify kimself or herself on the ;
invenjory \
\ “
, . \\ ,
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° STRATEGIES TO IMPROVE
SELF-CONCEPT .

Common concerns arising from attempts fo enhance self-esteem have a
thorough historical base. Adolf Hitler's attempts to instil natlonat pride In
Germany and the abllity of Jimmy Jones to Influence hundreds to commit
sulcide In the Jonestown massacre ralse legitimate concerns regarding the
‘ desirabillity of ralsing self-esteem in the unbalanced personallty. Many
teachers fear that unbridied self-esteem enhancemeni can only accentuate
the “do your own thing” mentality that s so common to behaviour problems In
s contemporary classrooms. T

Even a cursory review, though, of the preceding sectlon should reveal the
fact that a healthy self-concept is more than a blind'acceptance of one's
. imagined strengths. A healthy self-concept Is more than self-satisfactlon. it
i involves how one sees oneself, and the degree to which one accepts whatone | .
’ sees as well as how satlstied ane Is with this self-perception. .

Thorough self-concept enhancement technlques begin with self-
. awareriess programs that first help one to “tune-In" to one's inncr selt and to
. other people. Self-awareness means belng aware of one's uniqueness. It
. involves the processes of perception and sensltivity to others’' needs as well as,
- . one's own concerns.

It is unllkely that the pursuit of the following technlques wllil develop self-
centred, antisociai behavlour, It is more likely that such techniques will help

. people become-r’nore aware of thelr humanity and thus become more
genuine, caring indlviduals. ’

\

Ciin Self-Concept Be Enhanced?

; The literature on this subject suggests that the self-concept Is a very

- integrated stable varlable. Peop!e’s views of themselves are not easly -
modifled. Reslistance to elther positive or negative changes In self-concept s
almost unlversal. Little data exists to suggest that anything we do In

] conventlonal classrooms or staff rooms In any way effectively elevates self- '
. concept. This may mean that adequate testing Instruments to measure such
. : constructs have not as yet been devised. It may also mean thattherels a
* dearth of affective technlques avallable to teachers. ¥

d The strategies presented In this booklet may bridge this gap. Strategles
alone, however, will not necessarlly solve the probiems ol "burn-

. . “drop-out”. The degree to which these strategles change an Individual's view
of himselt wlll depend on: -

. ¢ the willlngness to change.

p . ® the potency of the technlque Involved; i.e. the degree of tralnlnéﬂ
necessary to Implement It, the data base supporting the technique,
and how well the strategy Is employed.

- "
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Heaithy Self-Concept

S

® the appropriateness of the technique; i.e. how well the teacher
understands the way the strategy is employed and its suitability for
. any given situation. ) _

_® the length of exposure to the technique. Aimost all techniques require
ongoing applications to be effective. Overnight success stories are not
possible in the affective domain.

@ the affective conditions that prevail; i.e. the school climate, caring

relationship, quality of interpersonal relationships and committed
staff.

v

N

Clemes and Bean, in'their recently published book Self-Esteem: The

Key to Your Child’s Well-Being, outline four conditions of self-esteem:

THE FOUR CONDITIONS OF SELF-ESTEEM

Sense of Sense of
Connectiveness Uniqueness
The individual feels a part Theindividual feels respect
of something, important to for himself, knows there's
others. something special about himself:
Sense of Sense of
Power Models
The individual féelshecando | The individual needs to
what he sets out to do, he can experience peoole who are
make decisions and solve worthy models for his own
problems. - - behaviour. d

(Clemes and Bean, pg.37)

r

>

In the strategies sections which follow, an attempt has been made to link

~strategies with each of the four conditions for self esteem: -

® asense of connectiveness — e.g. school climate enhancement,
organizational development

® asense.of power — e.g. peer power, contract learning, Teacher

“—EffectivenessTraining-— - - --

® asense of uniqueness — e.g. self-awareness exercises, physical
activity, career development, transactional awareness

& asense of models — e.g. leadership training, clinical supervision

23




STRATEGIES TOIMPROVE TEAC-HEB
SELF-CONCEPT ‘ .-

Organizational Development o

O »
“The changes in teachers’ roles and responsibllities . .. demand that -
opportunities for professional development be enlarged and improved. Now
that fewer new teachers are entering the profession, much stronger emphasis
must be placed on in-service education to help those already teaching or
supervising in secondary schools.”

S.ER.P.

“Our product is steel, our strength is peoole.”
Dofasco Advertisement ‘

Organizational development strategies are based on the premise that an
organization is more effective when tha people, who are either part of the

problem or part of the solution, are genuinely involved in diagnosing the .

problem and solving it. Organizational development emphasizes results: -
e the successful implementation of change in an organization
e goal-setting

. e action plans .

e Improvement of problem-solving skills ' ;
e collabordtive skills
e interpersonal competence ‘L "

Because a teacher works withln an organization (school) his self-concept
is directly influenced by forces within the organization. {n healthy
organizations, individuals have many more opportunities for self-concept
enhancement. The characteristics of a healthy organization are:

goal focus (clarity) -

»

adequate communications (relatively distortion free)

-~

optimal power (equitable distribution of influence)
reéqurce utilization (effectlve use of personnael)
coheslveness (organization knows whatitis)

morale (healthy summation of individual sentiments)
Innovation (abllity to be creative)

autonomy (feeling exists In the individual and the organization)

One way of building some of these characterlstics In schools Is through
an Organlzational Development program. :

L2400 e
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One of the most interesting aspects of organizational developmentis the
concept of teambuilding. Teambuilding provides an opportunity for a work
unit (department, or group of teachers, department heads, vice-principals, Or -
principals) to review Its effectiveness, identify and set priorities for signiticant
issues and then work towards improving itself. The process involves:

® ‘a survey of team members to help determine the major problems
e areview of the problems within the group

® the setting up of a problem-solving workshop designed to work on the
highest priority items*

¢ the making-of action plans
® afoliow-up procedure
> Some of the kindéof problems which teams might work on iri
teambuilding sessions are: .
establishing goals . )
improving staff meetings
improving intergroup and intragroup communications
decision-making
@ coping wiLh change / »
© \ -

Implications for Teachers -

)

e Because a teacher is a member of an organization his self-conceptis
influenced by the organization/school.

e Schools with the characteristics of a healthy organization provide
. oppottunities for teachers to enhance their se!f-concept.,5

> © Healthy organizations may be created through strategies called
Organization.Development strategies adopted trom business.

-3
e Organization Development workshops require the help of outside ‘\
consultants for needs assessment inventories and the setting up of . . . -
workshops and evaluations. . .

e Very few Organization Development programs are presently
occurring in Ontario possibly because of the commitment in time and - '
funding required. If you would like to learn more about Organization )
Development in schoois contact: . . .

Ken Penrose & Associates )
Organization Development Consulting Services
106 Parkway Avenue )

Markham, Ontario

* . . .

School Climate Enhancement

The Secondary Education Review Project Discussion Paper made the .
following observations: )

® Few aspects of the secondary school are as crucial to helpirg  ~ .
students achieve the goals of education as an elusive quality:cailed ¥ . (Y
“school atmosphere”. . .

"o A healthy atmosphereis a produét of well-designed programs, o ,
enlightened leadership, caring and conscientious teachers,
supportive parents and enthysiastic students. ° \

e Within the school itself, however, steps can and should be taken to.
offset some negative factors that have emerged in recent years. ¢ Y

A positive schooi climate is both a means and an end. A good cltmate makes tt ,
possibie to work productively toward important goals. such as academic learning. ¢
soctal development, and curriculum improvement. It aiso makes school a good place to

* be. a salistying and meaningful situation In which both adults and youth cave to spend a
- substantial portion of their time. . . /
School Climate Improvement: B )
N A Challenge to the School Administrator.
by Robert S. Fox et al .
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The climate of an organization is the first and most important condern in initiating
and sustaining change. People simply do not change in & threateningatmosphere—
they become defensive and #ntrench. They may change surface behaviours—
conform—receive and responchat the lowest ieve! possible and acceptable to the
t powers that be; but attitydinal change ahd subsequent behavioural change must be

preceded by perceptual change.
S The Dynamics of Educational Chenge .
P, to by Henry.Birckell i

Afe any otthe iollowing chatacteristic of your school?

. high student absenteeism
high frequency of student discipline problems N 4
weak student government

——+—— studentcliques

high faculty absénteeism

—— negétlve discussion {n faculty lounges . >

w—— . crowded conditions . '

“Jost” fealing of students because fhe school is too iarge .
vandalism

—, Student unrest ' . ;

poor school spirit

s

e———\ poor community image of the'school
— e facultycliques

—_— préperty thelt rom lockers
————high'student dropout rate

underachieving students .
iow staff morale -

passive students .

_1aculty apathy

poor imageof the school by stafl

e dislike of students by faculty members
e —— feeling among studeunts that schoo! has little purpose .
 e—w - highincidence'ef suspensions and expuisions

if you have checked any of the above, then chances are your school has a climate
probism.

..

What Is a Good School Anyway? -

A committee of respected educators in the United States came up with
eignt climate factors which would Indicate a positive,climate In schools.

e Respect — Both students and teachers should see themselves as
' persons of worth.

® Trust — Honesty Is a basic element In créating trust. People also
doing what they say they will do-bullds trust.

~® High Morale — People feel good about what Is happening.’

e Opportunities for Input — People must feel that their point of view Is |
( considered by those making the decislons. .

e Continuous Academic and Soclal Growth — Both students and ‘
teachers should experience-thls In a “good"” school.

- e.Coheslveness — People (Students and teachers) feel that they belong.

e School Renewal — A school should not be stagnant; it should be
constantly reviewing what It is-doing with the Idea of Implementing
change If necessary. .

e Caring — People In a school (both teachers and students) should feel
that somebody cares about what they are doing. )




What You Can Do to Make Your School a Good School A\

According to the authors of School Climate Improvement: A Challenge to

the School Administrator, the determinants of school climate can be divided >
into three major categories: .

.® program determinants: these are characteristics of the
teaching/learning program that contribute to a positive school
climate. ‘ } .

® process determinants: these are management processes that are
used by both teachers and school administrators that foster positive
» regard for the school. .

e materiai determinants: these are the plant characteristics that
centribute to or detract from a positive schoot climate.

One significant factor affecting process determinants of school climate ES'
teacher morale. Because of the importance of this factor a section entitled
“Coping With Teacher Str&ss” will examine the topic of teacher morale.

Ifyou as a teacher feelthat there is room for impfovement in your schoot
in the area 6f morale your first task is to pinpoint the area where improvement
is needed. This can be done through the use of a School Climate Profile
Instrument (an excellent School Climate Profile Instrument is contained in
School Climate Improvernent.a Challerg. ‘o the School Administrator,
p.53-60; on pages 69-72 are aetailed directives on how to score the
instrument). Once the area is pinpointed strategies for improveme:® of the
particular area have to be developed. . -

Pbt_pof:rfi of Techniqt'xes to Ershance Schoof Climate _
e CLIMATE CONTROL WORKSHOPS ' .

& If a school is experiencing climate and/or moréle p{oblems. one method
. -- = of clearly finding out what problems are uppermost in the minds of the staftis
to'have a staff meeting. The following steps may be'used to find out which
problems would have the highest p/r:'ority for resolution.

o Asa group, each member of staff is asked to list privately ali the
concerns he& has abouit the school. - . 8

e Membersof staff are asked to meet in groups of thiee. Each group of
three is to make ‘one listof problems:; all problems listed by individuais
«. areto belisted by the group. Repeat items are listed cnly once. There
-+ is no discussion at this time about the value of particular.ideas.

v

~ . ®_Each grou‘b of three meetswith another group of three and carries out ~ ¢
the same task outlined inStep 2. :

‘o A spol:esman from each graup of six reads aloud his list of problerﬁs;
.arecorder listson the chalkboara ali of the problems stated.

. The'recor&eﬂaﬁels the list alphabetically; the first problem ig\lébelle&
- “Problem "A", the second prablemis "Problem "B", etc.

& Each staff member is given the same number of slips of paper as
- there are problems listed. Individuals are asked to attach a priority to
each problen listed. The problem with the highest priority in the mind
“ e of a staff member is given the number one. For every problemrlisted -
* . there.is a different number. : e

Nerr T
e Therecorder allocates locations for the slips of paper according to t4
alphabetical labelling of the problem. For each problem a seore is , "
. tallied. The problem with the lowest score is the probiem which is
* considered to be of the highest priority,, v . ,

e Thetop ten problems can thén be considered by the Staff. The staff
can be divided into ten groups with each group considering one ofthe -
+  problems; the “Force Field Analysis” technrique can then be used to .
prqsent possible resolutions to the problem.é

“a

«

N x

.® FORCE FIELD ANALYSIS TECHNIQUE FOR PRESENTING RESOLUTIONS
TOPROBLEMS - .
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if @problem has been identified in a school, the Force Field Analysis p -
technique is a useful strategy to develop action plans to solve the problem.

The problem should be reworked so that a goal is presented. Force Field
theory assumes that any state of affairs remains just as it is because there is a
whole set of forces pressing against each other. There are forces that might
support movemant towards the goal and there are forces that operate to
prevent achievement of the goal. By eliminating or reducing some resisting
forces and oy adding new supporting forces,.great movement toward the -
accompiishment of the goal can be achieved.

Once the problemis reworded so thatit is a goal the following chart can
be used to structure discussion. .

FORCE FIELD ANALYSIS CHART

’ Current Status of the Goal - °.
‘ . . j .
Forces supporting or working Forces resisting or workin
toward the achievement of the agginst the achievement of the
goal goal
1. 1.
2. 2.
3. 3.
4. 4,
5. 5.
i e 6.

Statement of the Goal

_Once all the forces have been identified, the list of forces should be
etamined to détermine:

e ® which forces are most important, i.e. have the greatest influence

e which forces are most likely to be open to change, i.e. which are worth
working on.

.

to which should be given attentjon first, second, etc. The priority items should
;Je “brainstormed"” to consider alternatives for changing theimpact of the
orces. ‘

On the basis of these two g:ctors, the forces can be ranked in priority as
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e . TECHNIQUE FOR PROBLEM SOLVING T~

The Nine-Step Problem-Solving Model
R Counterproductive Steps:_ © Deny the problem
. " @ Ignore the problem :
¢ , e Blame something for the problem ~

e Blameoneself for the problem

Prior Stepe: { ® Acknowledge there is a problem i

e Décide to attempt a solution
| P

. i. Define the Problem ) il

['conFuict |

If the problem is a confiict, ask these questions for diagnosis: .
Whose problem is it? Who is doing what to whom?
What are the distortions of perception?

. - | What are the distortions of communication?
v, What is at stake? What are the decision-making possibilities?

; After the conflict has NFLIC

been Jdiagnosed... Ifthereis no conflict . ..

' definelthe problem define the problem

it. Decids ona Method of Attack for the Problem
® Form acommittee ® Form an ad hoc group
@ Call in a consultant : * @ Solveitwithout outside advice
o Call a conference with ¢ Delegate to another person
key persons ) or group * . -

If a groun is to be used in the problem solving, the problem ' *
should be redefined in col!aboration with the group.
lil. Generata Alternatives
V. Teot Aternatives for Reality

V. Choose an Alternative
Vi. Planfor Action

Vii. implement the Plan e
Viil. Evaluate
¢ Evaluate the plan based o Evaluate the effectiveness
on the goals of the pian; of the plan for solving the
if plan did not meet goals. .. problem.
IX. Next Steps

1f the problem still exists, or if new problems have surfaced. ..

o STAFF RETREAT

A retreat of staff members to an area completely divorced from the
school can be an effective way to enhance statf morale and thereby enhance
schooi morale. Staff,working together can delineate problems and propose
solutions to these-problems.

— “— “There are many advantages to an off-site location: -

. e comfortable environment fosters a relaxed feeling

@ larger extended blocks of time are avallable for In-depth dialogue,
discussion, and problem solving

e the impact of traditional organizational patterns and \—/alues is reduced”

e aretreat setting minimizes authority and status roles, allowing power
to develop naturally. .

29
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A typical format fora retreat is preéented below.

Day 1

5:00 P.M. Brief introductory meeting organized by the planning
committee. Registration, rooms assigned, etc.

6:30P.M.  Dinner .

8:00 P.M. “Icebreaker” activity. .
Leadership Committee presents draft agenda; grou
modities or accepts, then selects top-priority items for

7 action at the work session.

9:.00 P.M.” Free time and recreation.

Day 2 h

8:00 A.M. -Breakfast

9:00 A.M. Work Session #1 i
Large and small groups focus on problems.

10:30 A.M. Break

10:45 AM. Work Session #2 - .
Problem-solving process, consensus, and proposed
action. r

12:00.Noon Lunch and recrestion. J

1:30 P.M. Work Session #3

: Sgeciﬂcs of implementing action — who, what and
when.
Checklists are developed for follow-through back at
school.
Pians are made regarding what to tell staff members

. not in attendance.
' 4:00 P.M. Evaluation of conference and adjournment.

e IMAGES OF POTENTIALITY

Rather than focusing on problems in a school, it might be preferable to
actfrom a more positive, creative starting point. The following steps outlinea
strategy to implement positive growth experiences in the school.

A representative group of teachers, administrators, students and parents
is selected. These people will meet for approximately two and one-haif hours
- inalarge room with table clusters to accommodate six people. Newsprint and
markers are required. '

Step 1 — A chairman Indicates to the group the purpose of the meeting
and the procedures to be foliowed. All mambers of the group are
instructed to think about what might be going on inthe school one year
from rrow Should everyone be able somehow to do everything the way
they would like to do it. In this future scenario, individuals are asked to
state whatis hfppenlng and who is involved.

Step.2 — Thelarge group is divided into groups of six; these groups put
their ideas on newsprint and post these sheets on the wali. All
participants circulate to see what ideas have been generated.

Step 3 — Each group is asked to ct.oose one image that they think is
‘ important enough to do further work on. A group can use the idea of
another group if it wishes. The group is instructed to rephrase the image
| into a goal statement.

Step 4 — Two groups will join together, one serving as consuitant to the
other. On newsprint sheets the following will be recorded:

<
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GOAL

" GOAL

.

PEOPLE INVOLVED
IN ACHIEVEMENT
OF GOAL

PROGRAM IDEAS OR STEPS
THAT MIGHT LEAD TO
ACHIEVEMENT OF GOAL

STATEMENT INDICATORS

4

Group A wilt teII‘Gr0up 8 whatits goal is.

Group B will then suggest all the possibie goa! indicators it thinks might relate to
the goai. Group A records these on newsprint. The groups then reverse roles.

The two groups will then spend fifteen minutes brainstorming a list of program
ideas or steps that might lead to achievement of the goal. These ideas are listed
on the newsprint.

As a result of this meeting there will be a collection of goals and methods for
implementing these goals. Teachers. administrators and students can then use
these for program pianning. ’ .

Teacher Supervision and M’anagemen't

Supervision at its best is an art thatcan release teachers' initiative. responsibiiity,

creativity. internal commitment, and motivation. . ’
Glenys G. Unruk.
President, 1974-75

positive self concept. Thisis
activities as it is for students.

Teacher Motivation P

Association for Supervision 2nd
Curriculum Development (U.S.)

Self esteem s largely derived from the reflected appraisal of others. The gauge of seif-
. evaluation is a mirror image of the criteria employed by the important persons of our social
world . . . No manis an island in his seif-appraisal. No matter how isolated and
- independent he may believe himself to be. he carries within himself the reflecting mirrors
of his social group.

Stanley Coupersmith,
The Antecedents of Sell-esteem. p.31

. Teacher evaluation should kick rocks out of teachers’ paths. not load them in teachers’
knapsacks.

Richard P. Manatt,
Professor of Education.
lowa State University

Much of the literature on self concept points to the importance of
feedback mechanisms for the development and maintenance of a
as true for teachers in their day to day
All too often feedback mechanisms for
teachers are avoided or downplayed by supervisors. An incredibly
pofént force for the enhancement of teacher self concept isin the hands
~ of those responsible for supervising. If used improperiy, however, the
environment can degenerate significantly. This section will outline
management techniques that the school administrator can utilize so as
to enhance teacher self conceptan
performance.

d thereby improve teacher

money intellectual stimulation
prestige need for power
security cannot do anything eise
holidays ? desire to help others

tamily tradition
social interaction

CHECKLIST OF REASONS FOR BEING A TEACHER

.contact with the opposite sex
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Fraderick Herzberg has put forth a motivation theory that is well
accepted in management circles. He believes that there are two factors which
affect employee motivation:

® hygiene factors — these are certain conditions in work which teachers
expect to enjoy. If these conditions are present in sufficient Quantity,
teachers will perform adequately. If these conditions are not present
in sufficient quantity, teachers will be dissatisfied and work
performance will sufter. The presence of all hygiene factors, however,
does not motivate performance.

. ® molivation,factors — these are conditions which if present in the -
workplage operate to build strong levels of motivation which can )
resultin gogd job performance. S -

) . *
1
L '
Motivation Factg}s ‘ Hygiene Factors 1
i. Achievement -— afeeling of personat 1. Rhysical conditions — this includes .
accomplishment or the feeling of such things as the room and
having done a job well. equipment. supp:ies.
2. Recognition — being recogn:zed for 2. Secunty — fceling certain of the
doing you: job well, for example by future. .
* being rumplimented by your boss or R
peers. 3. Economic — salary, fringe benefits. B
" 3. Participation — being personally 4. Social — relatioitships with fetlow
involved in your work: having some workers or with the boss.
responsibility for making decisions
4. Growth — the opportunity for a i .
chalienge in the job. the chanceto
learp skills and knowledge
Herzberg’s Two Factor Theory

£xpectancy Theory of Motivation

MOTIVATION EFFORT _ | PERFORMANCE OUTCOMES .
S 1.
e Pl
1 1 =
” Expectancy Instrumentality

Expectancy theory of motivation was developed by Victor Vroom in the
1960's. He bases histheory on three important concepts:

® Expectancy — this refersto the perceived probability that a given level
of effort will resultin a successtul performance. If a teacher has & very
negative selfimage he may conclude that the expending of effortin a
particular situation would never lead o successful performanca.

® Valence — is the value that the teacher places on various outcomes
that he expects torealize through the successful performance of an
act. These outcomes could range from a smile on a student's face to a
promotion to a position of responsibility. ) .

o Instfume_ntality — The degreeto which the teacher believes that
successful performance leads to various outcomes is termed

instrumentality. K |
A teacher's motivation according to this theory is directly related to three |
aspects: .
‘® effort to performance expectancies — in other words a teacher has to ‘
s believe that his efforts in a particular area will lead to a successful |
. ~ performance. :

e perforimance to outcome expectancies (termed “instrumentality”) — in
other words a teacher to bé motivated must believe that his successful
performancein a particular area will lead to an outcome to which he
attaches high value (i.e. “valence”).



e perceived valencs of outcomes — in other words to be highly -
" motivated a teacher must attach high value to the outcomes that result
from successful performance. i he does not highly value the
‘ outcomes or the outcomes do not materialize, the teacher's
motivation will suffer a serious decline.

Significance of Expectancy Theory for Teacher Managers

® Teagher managers, in order to effectively motivate employees, must
determjne what outcomes are important to their teachers. This can be
done by asking, observing, and listening.

® Teachers who have devéloped a negative self concept due to “burn-
out” or any other cause will have low “expectancies” and will therefore
be poorly motivated. it is incumbent upon teacher managers then to
enhance the self concept of teachers as much as possible.

{

® The teacher managar must link important outcomes that the
individual values to desired performance levels. The reward system
must be accuraje, prompt and visible. Teacher managers legally are
unable to utilize financiat rewards for deserving teachers. There are
however a variety of other rewards that can be utilized, e.g. curriculum
writing tasks, plaudits in newsletters, etc.

Goa} Setting Theory of Motivation >

Edwin Locke, in the late 1960's, presented an additional motivation
theory which could be particularly applicable to teachers. Locke believes that
an individual's goals or intentions influence behaviour. Challenging or
stimulating task goals result in higher levels of performance than do easy or
routine task goais. The more specific and clear the goal, the better the level of
performance. Genéralized or "do your best” goals are not as powerful in
motivating desirable performances. The goal setting approach to motivation
is quite different from the éxpectancy approach. In the latter approach,
incentives or rewards may influence goai acceptance and commitment; in the
former approach, however, the most important factor is the goal.

-

Significance of Goal Setting Theory for Teacher Managers

e Goal directed activity in teaching is as important as it is in any other
field of endeavour.

e Teacher managers in consultation with teachers should develop
specific performance goais. - -

® In order to be motivated, teachers must experience success in the
completion of their goals. Specific performance goals, then, must be
realistic and related to the needs and aspirations of the individual
teacher.

e Teacher managers should indicate their goals to teachers for teachers
‘ to better understand the motivations behind-teacher manager
behaviour.

-

i
Management Techniques to Enhance Teacher Self Concapt \,

1. Management by Objectives
(MBO) &

The establishment of targets or goals is another key aspect of human
resources supervision. Without some sort of agreement, some notion of
direction, some idea of what is to be accomplished and why itis of vaiue,
achievement, recognition, responsibiiity, work itself, and personal growth
remain abstractions. Motivation factors are derived from the accomplishment
of work, and work needs some definition and rationale in order for it to be fully
undersiood. But target setting, supervision by objectives, and similar
programs which are established to facilitate this goal focus can cause more
problems than they solve if implemented dogmatically and indiscriminately.

An MBO program typicaily involves the estabiishment of objectives by
the supervisor alone, or jointly by the supervisor and a subordinate.Ina
teaching context, itis importantfor the objectives to be developed jointly. An
280 model I presented in the diagram below. .
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Self Assessment Development of Action Plans Periodic
of Present and Goalsand and Programs Progress Reviews
Future Needs » Objectivesin Includln? _—
- Consultation with Criteria for
Teacher Manager Success T
F ¥ ¥
] ] - ,
- Systematic N H
Feedback
. .
The key features of an MBO program as applied to teachers are:
@ Teacher manager and teacher meet to discuss and jointly set goals for
o ’ teachers for a specified period of time.
v - ® Both the teacher manager and teacher attempt to establish goals that are
realistic, challenging, clear and comprehensive.
® The goals should be related to both organizational and personal needs.
o ® The criteria for measuring and evaluating the goals are agreed upon.
: * ® The teacher manager and teacher establish some intermediate review dates -~ -
when the goais will be re-examined.
® The teacher manager plays more of a coaching, counselling, and supportive
role and less the role of a judge and jury.
e Theentire process focuses upon results accomplished and not upon
activities, mistakes and organiza....1al requirements,
- o AR
The follcwing is an example of an MBO program impiemented by the Guidance
Department at Sir Robert Borden High School in Ottawa in 1978-79. -
SIRROBERT BORDEN HIGH SCHOOL GUIDANCE DEPARTMENT
COMMUNITY COLLEGE LIAISON
1 DATE OF DATE OF
OBJECTIVE ACTIVITY CNLEE\‘%(L)N g%)r;%%gm RESFONSIBILITY | [MPLEMENTATION EVALUATION
1 Todetermine whichgrade To survey grade tweive and | 100% implementation Survey C ty September 28 1978
twetve and thirteen students are thirteen students through College Liaisor
interested n attending nomeform teachers Otiicer
Commiunity College . - i
2 Todetermine yshatinformation Above surv! 100* :/mplementat:on Survey [of ty September 28 1978
the prospective apphcant -~ Coliege Liaison
needs relative 1o his t Otticer
Lrommunity coliege program

2. Job Enrichment

Management theory today emphasizes the need for good job design and
eftective job enrichment programs. Every employee, whether he be an
. industrial wage earner, a doctor or a teacher, must experience some degree
of satisfaction in his work if he is to be motivated. The more satisfaction he
experiences, the more motivated he will become. Cne method for enhancing
teacher motivation is through “job enrichment”. As Thomas Sergiovanni
points out in Professional Supervision for Professional Teachers:

. One prime contributor to motivation well within the supervisor’s
province as an individyal knowledgeable about education and with
responsibility for instruction is the structure of the teacher's job.
Changing the teacher's job to improve opportunities for Intrinsic
satisfaction is called job enrichment. . . The purpose of job
enrichmentis to increase the amount of Intrinsic satisfaction one
attains from a job. (p.22)




‘ Characteristics of a Good Job
e a job shoyld be reasonably demanding'in terms other than
sheer endurance "
- ® ajob should provide a got.d variety of pe(formance tasks

® aperson shouldlbe able to learn on the job on aAcontinul'hg
basis :

e ajob should include some areas Ji decisionmaking that a
person Gails his or her own

e there should be some degree ¢f social suzpori aid
recognition in the workplace from both colleagues and
supervisors

e people should be able o relate the work that they do and what
taav produce to their social lives (i.e. their work is meaningtul)

e people siiould be aole to feel that their jobs will lead to
desirable futures

e people should have access to good fdedback data about how
they are performing

(Source: Dr. Eric Trist, Labour Gazette, 197§'p.10-20)

-

Is your department in need of job enrichment? The following
questions might help the teacher manager to decide whether his
department is in need of job enrichment programs.

® Are tgachers iding what will be taught, when and how?

o s the curriculum confining to teachers or does it free them to
be innovative and creative?

® Do tgacheis know what they are trying to accomplish and
why

® Are schedules established and youngsters grouped by
teachers for educationgl reasons? ‘

@ Are teachers free to deviate from schedules for good
educational reasons?

® Are the teachers more accountable for achieving agreed upon
goals and objectives than for teaching the curriculum or
operating their classroomsin a given way? . :

® Do teachers have some budget control and responsibility for
their areas?

e Can teachers team together if they wish?

o Areteachers free *s choose their own curriculum materials
within budget constraints?

* Onamethod for achleving job enrichment is termed “vertical loading”.
Vertical Inading could be defined as a strategy that can be employed by
teachsr managers whereby an individual teacher is requested to assume
responsibilities that are not noi mally part of his job. The individual teacher
would have a high degree of interest in the area of increased responsibility
and $his allocation of responsibility would ideally be seen as a growth
experience. . N

Vertical loading is a strategy that builds into the job increased
opportunities for experiencing achievement, recognition, advancement,
opportunities for growth, and increased competence. Itis not a strategy for
giving the already overburdened teacher more work. it is a strategy for
providing the teacher with positive growth experiences in areas that are of
interest to him. ‘

o " ‘
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One example of vertical loading#ould be to ask a classroom teacher to
sit in on meetings of a school timetabling committee in order to learn about
the prccess and to provide input. The.invitation to participate would perhaps
be vigwed as acompliment by the individual and would also allow the
individua! to develop in an area where he had a high degree of interest.

There are many components of the teachin§ job where job enrichment
strategies are applicable: '

e teaching methods

.® curriculum sequence, sdope. and content

o scheduling of students

e scheduling of instructional modules and class periods

®’goals and objectives

® evaluation ) N

o planning

® new practices

® selection and purchasing of materials

e self development

»

3. Clinical §_upervision

Department Heads and Directors of Commercial and Technical Education DO NOT Yy
HAVE A SUPERVISORY ROLE FOR THE PURPOSE OF ASSESSING TEACHERS'
PERFORMANCES FOR DEMOTION OR DISMISSAL. However, itls evident from

Regulation 704, Section 17, that they have a responsibility to ensure that their

organizational units are properly managed; assistance in the improvement of

instruction and the maintenance of propeg standards for instructlon are part of the

same regulation.

“Evaluation and the Department Head",
Evaluation Bulletin No.3, Vol.1. September 1980,
Ontario Secondary School Teachers' Federation, p.1

Teachers need feedback. Through the use of various supervision models
feedback can lead to the growth of the inuwidual teacher and the teacher
manager. One such method of supervision is termez “Clinical Supervision™.
Morris Cogan, an instructor in the Master of Arts in Teaching program at
Harvard University, defines clinical supervision as '

the rational and practice designed to improve the teacher’s classroom
performance. It takes its principal data from the events of the classroom.
The analysis of these data and the relationship between teacher and
supervisor form the basis of the program, procedures, and strategies
designed to improve the students’ learning by improving the teacher’s
classroom behaviour. (Clinical Supervision, 1973 p.9)

One does not become a “clinical supervisorovernight. One has to
become well versed in interaction analysis in order to operate an effective
clinical supervlslor{smodel., One crucial aspect of clinical supervision to
remember is that instruction can only be improved by direct feedback to a
teacher on aspects othis or her teaching THAT ARE OF CONCERN TO'THAT
TEACHER (rather than'items on an evaluation form or items that are pet .
concerns of the su pgrvis r only). 4

Teachers who wish to become well-versed in the processes involved in
clinical supervision should take the A.l.D. course offered by the federation in
the summer. An introduction to the process Is offered in Evaluation
Monograph #4 (September, 1981), available from the federation.

4. Team Teaching N

A strategy for teaching which, if prop\e\rly conducted, will enhance
significantly a teacher’s self concept is teamteaching. Collegial feedback
directed towards individual teachers is a potent force to enhance teacher
morale and self esteem. Robert Goldhammer.}r} Clinical Supervision, outlines
various features of an ideal team teaching situation: ’

e the teaching is conducted within flexible :}age thatis open at least to
some extent; all of the space, equipment, and.instructicnal materials

within that space is communal property. N ‘
% . N , Ny
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e allteam members (including students whénever possible) participate
in formulating broad overall-objectives for the total program.

e allteamme nbers participate at Ieéstweekly in formulating the more
immediate 0 jectives of the program. .

e allteam members have an opportunity from time to time to contribute
to the specific daily planning of their colleagues, and vice versa. That
is to say, Teacher X's lesson plan for Thursday afternoon is presented,
discussed, and (it is hoped) modified for the better in Tuesday'steam -
planning session, and, in turn, Teacher X has equivalent opportunities

to examine and Improve the plans of her team mates.

® allteam members are at all times at least conversant with the specific
daily plans and professional repertoires of the other team members.

® ailteam members at least occasionally carry on teaching functions in
the actual presence of colleagues who are either taking some partof _
the same lesson or simply sitting in as interested observers.

® allteam members participate periodically (weekly, if possible) in
evaluation sessions of the overall as well as the current program.

@ each team member is the beneficiary of at least one weekly N
conference in which episodes of his own teaching are carefully &énd
objectively analyzed and out of which emanate specific suggestions
and Ideas for professional management.

® periodically all members of the team engage ina full-scale discussion
- and review of each child’s school pragress. ’

® role specialization exists at least to some extent.




A -COPING WITH TEACHERSTRESS ~ _
Stress: The Nature of the Beast

Stress Is not a “catch-8|I"” term for mental iliness, anxlety, tenslon, fear, .
v . ego-threat or general discomfort. Selye defines stress as: “Non-specifically , . -
Induced changes within'a blological system.” Thus any adaptation that the
body makes when exposad to a stressor regardiess of what the problem [s,is *
“stress". Obvlously then it Is the Intensity of the demand for readjustment that
Is critical. Stress usually accompanles any change that occurs in one's life
whether it Is a positive or a negative one. .

Selye stated that an indlvidual's reaction to stress occurs In three major
A stages: -

e The Alarm Reaction — This includes an Inltlal shock during which
resistance is lowered, and a counter-shock phase during which one's
body defences are Immobillized. .

® The Reslstance Stage — Here the body makes Its mightlest efforts to
adapt to the stressor. -

® The Exhaustlon Stage — At this stage, the Initlal shock phase
reoccurs and resistance Is lowered because adaptive mechanisms
have collapsed. lliness, disease or death soon follow.

Adaptation Energy Is Iike a bank account from which one can make
withdrawals but Into which one can't make deposits. When an organism
exhausts the supply of adaptation energy, It dles. One's true age then

/ . depends on the prudsnce In making withdrawals from this account. An
’ . Intense lifestyle accelerates physlological hge. - .

Individual Stress Patterns
, / Canadlans react to stress in varlous ways. The flve most common stress
. . patterns are:

® Emotlonal distress — Includes Insomnla, tatigue, loss of appetite,
moodiness and depression.

. ® Medication Use — sleeping diliis, diet drugs, paln rellevers, vitamin
pllis and tranqulllzers. _

® Cardiovascular symptoms — high bloo& pressure, rapld heart beat,
and heart disease.

° ® Gastro-Iritestinal symptorns — ul®ers, colitls, digestion problems,
diarrhea and nausea..

¢ Allergy-Respiratory Problems — hay fever, skin problems, eczema,*
psoriasis, raspiratory problems.

Emotlonzi distress seems to be particularly high among the young
Wwhereas medication use and cardlovascular problems are more common
. amongthe old. . .

- - 3




‘ . . - _ ' ' What Causes Teacher

. Stress? -

" In general, threats to teachers’ @eli-belng. economic viability, self- -
esteem, health and survival either make teachers perform extraordinary feats .
or become Ili. Common stressors causing this “fight or flight” syndrome are:

® insecurity about jobs — declining enrolments

impossible goals — too much to do in too little time

isolation from peers and community o $
pressure to sell oneself and one’s subject

conflicting demands of heads and administrators

feeling that education must be all things to all people

difficulty mainstleaming students with léarning problems

lack ‘of teaching materials

increasing violence and vandalismi

The National Education Association (U.S.) reports that.physical assaults
on teachers are up by 77% since 1972. In 1979, 70,000 teachers were
physically attacked by their students, 250,000 had their personal property
maliciously damaged and 500,000 teachers (one out of four) had personai
property stolen. As a result, teacher absentgeism has doubled in the last
sixteen years In some 2reas. In Pennsylvania, 27 million dollars is spent
annually for substitute teachers.

« Stephen Truch, in a book entitled Teacher Burnout and What to do About
It, teels that teacning can be a self-desiructive activity. Responsibility
for peoplé always causes more stress than responsibility for things. Hence
burn out (physical, emotional, and attitudinai exhaustion) occurs more
frequently in the helping professions.

One of the primary causes of this malaise may be the Itss of control that
teachers are experiencing over their conditions of work and the students in
thelr classrooms. Since self-concept involves the capacity to influence or
control one's environment, loss of autonomy may inevitably result in loss of
self-esteem. .

Being In control in a stressful situation and being able to influence its
outcome has great therapeutic value. For example, driving a car during rush
hour is much more relaxing If you, rather than your spouse, are driving. Having
the responsibility at work to make decisions without having the power to carry y
them througt: can be very stresstul. It is the sehse of helplessness that makes
many teachers’ jobs so debilitating. -

The spectre of declining enrolments ie the major cause of stress to inany -
teachers today. Teaching in different subject areas, retraining and Iooyﬁg at
alternate vocational plans can add much to the “burnout” many teachers
experience. Atthe same time, disintegration of the family unit and the
absence of relijion means that the conventional sources of emotional and
psychological support are dwin .

I

Who's in Chargea?

@
.

The degree to which a person believes that what happenstohimisa
result of his own behaviour will dictate to a large extent the state of his mental
health. Mentally unhealthy people tend to blame what happens to them on
chance, fate or powerful others.

Internally motivated people are less anxious, more trusting, less
suspicious, more self-confident and more willing to remedy personal
problems. There is a significant relationship between “internality” and selt-
esteem. Thus internality is closely related to teacher effectiveness.

.

. Weall can learn to take more control of our own lives, Teachers must
participate in degision-making processes. The Master Teacher Is a self-
actualizer. Maslow felt such people constitute'! less than 1% of the population.

Q ~
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Selye’s Solutions

L

The REAP Program for

-

« B 4 1 ]
@ .are usually over 60 * T )
. e represent the healthiest of the f\uman_specles both physically and
psychaiogically : . : N
® use strass to enhance their self-concept \
Managing Stress . d ’

Self-Actualizers:

-

?

. Selye fejt the most important principles for handling stress were:

® Find your own stress level. Determine the speed at which you canTun
toward your chasen goal. Your intensity level may not be the same as
someone else’s. .

® Be an altruistic egoist..Look after yourself first but be aware that when *
satisfying your needs the most potent of these is the wish to be of
some use—to earn the réspest and gratitude of others. . "

. ® Earn your neighiiour's lave. Don't presume that you are instantly |
loveable: Not all people are loveable. it is impossible to love on
command, N ’ .

Stress Management
. ' L]

No one technique will be successful in managing stress. Only a holistic
approach to teacher anxiety will help one cope with personal and job
stressors. To reap maximum benefits from this program, a balance between
activity and rest must be struck. The first step is to accept oneself. Only when
one admits to himself that he/she can make mistakes will significant lifestyle
changes occur. L .

' ARE YOU A BURNOUT 1. Do you tire more easily? 13~Are you unable tc'
Feel 1atigued rather than laugh at a joke absut
CANDIDATE? . energetlc? R yoursel{?
2. Are people annoying 14. Does sex seem llke
BURNQUT. The pop psy- you by teiling you, "You don't,, more tfoubie than it's wolth?
chology term was coined ook 80 good lately™? : 18. Do ycu have very little
about eight years ago by U.S. 3. Are you work!ng harder 10 say to people?
psychoanalyst Herbert J. . and harder and ac- Tally your answers and seo
Freudenberger and Is used complishing les and less? where the final score falls on
most often to describe the 4. Are Yyou lIncreasingly the burnout scale designed
letest occupational hazard cynical and disenchanted? by Prof, Freudenberger: h
caused by stress and tenslon. §. Are you cften Inxpdw 0-28%: You're doing fine.
Not 1o be confined to the by a sadness you cant ex- 26-35: There are things
work place, burnout recently - plain? - you should be watching, -
has »wn applied to soclat or 8. Are you forgetting 36-50: You are a can-
famiiy relationships. , things such as appointments, didate,
in a recent book, Prof. deadiines, personal, posses- $1-8S: You are burning
Freudenberger, former presi- Jslons? out, .
dent of the New York Society 7. Are you increasingly ir- Over 6S: You are in a K
of Ciinical Psychologists, ex- _ itablia? More short- dangerous place, threatening
plains the symptoms and how tempered? More disap- to your physical and mental -
“to racognize whether you are pointed in the people around we"-belhq.
burning out, . you? I “Keep-in mind that this is
His rmethod consists of 8. Are you seeing ci.se merely an anproximation of
reviewing your feelings dur- friends and tamily memopers where you are, useful as &
ing the past six months about less frequently? gulde to a more satisfying -
® family, friends and work— 9. Are you too busy to do life." he caujions. He notes

based on the following
questions—to detect
changes Ir. yourself and your
environmnent. Rate yous

answers in & range of 1-

through 5 to "designate the
degree of change you
perceive” (1 means fione or
little, 5 indicates a great
deal). The author advises
readers to think about each
answer for haif a minute or 30
before Qiving it a numerical
value.

even routine things like make

. phone calls, read reports or
send out your Christmas
cards?

-=-10.”"Are you suffering from
physical complaints? (aches,
pains, headaches, a iingering
cold)? ,

11. Do you feel dis-
orlented when the activity of
the day comes to a hait? -«

, 12. Isjoy elusive? e

s

that you should not be

* alarmed by a high score *but ~

pay attention to it” and the

sooner you start being kinder

to yourself, the better. On an
optimistic nots, he says bur-
nout Is revers.ble, regardiess
of how far it has progressed.
. Globe & Mail
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The REAP program will help one to cope with job stressors. The REAP

program consists of: .

R — Relaxation Techniques °° . <

. 7 E'— ating Pattern Recommeng:ions B

A — Attitude and Awareness Tathniques

P — Physical Activity Programs

. _RELAXATION TECHNIQUES

Instead of a “fight or flight” response to stressors, one needs to inculcate
a “stay and play"” fesponse. This response will automatically lower breathing
rates, heart rates, metabolic rates and blood pressure. In the'twentieth
century, we are usually unablé to fight or run away from threatening situations
either because of social constraints or becai:se our enemies are nebulous
ones. Although we may display no outwardi sign of stress, damaging
physiological changes do otcur inwardiy if we cannot fight or run. Thus any
response contrary to the “fight or flight” response that we can develop will be
avaluable ally in stress management. :

>

-

' Progressive Relaxation

This technique ignores the mental component of anxiety and emphasizes the
neuromuscular component. Thus it proceeds “outside-in”. By relaxing body muscles.
anxietyis reduced. The aim is to progressively relax different body parts. The following
program should be done daily, 20 mins/day. 3 B

® sitin a comfortable chair in a quiet room.

e tapethese instructions in 2 monotone on a cassette so that you don't have to
think. » y

o closeyour eyes.
° imagine\you are carrying all your responsbilities in a big sack on your back,

(] irpagﬂne putting down your load. Don't worry about énything. You are
responsible for nothing. Just relax. .

e Now imagine you are a puppet and your mind is the puppeteer.

3 ® Relax each muscle groupas you release the "strlhg" attached to it. Aliow the
muscles to go limp. .

e Tighten the right hand for 5 seconds and then letgo for 10 seconds. Let the
muscles go limp. Repeat. .

o Tighten the left hand and relax it in the same way., )

e Nowtry to touch your shoulders te your ears. Hold for 5 secs. then release for /’
10 sécs. Repeat. 4

e Next inhale deeply for 5 secs. and slowly release air for 10 secs. Repeat. ) f-

A o Naqw lift your legs slowly and hold them up for 5.secs. Relax for 10 secs. {
Repeat. . A

® Pointyour toes towards your chest for 5 secs. then ;elagc for. 10 secs. Fepeat. [
® Curlyour toes downwards for 5 sece Relaxand repeat. ;
o Tighten any body ’partlghat is stiil tense and then relax. Kk
) Enjoy‘ the feeling of relaxation. . . !

w

® Now stretch and open your gyes. ¢ . :

>
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EATING HABIT MODIFICATIONS ,

There is a growing body of evidence that suggests that North Americans
era eating their way to the grave. The undernourished and overfed arg
prevalent everywhere. The following rules will assist one to overcome diet-
Lelated health probiems and to improve the ganeral sense of physical well-

eing.. - . ' : ,
®_Follow Canada’s Food Rules. Eat raoderately from all food groups.-Try
-to cut down on meat and carbohydrate consumption. .

. ® Avold foods with artificial additives. If possible, grow yotir oWn or go
“organijc” to prevent accumulations of poisons in the tissues.

. 1
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® Avoid alcoholic beverages and ¢affein in excess. Excess coffee

dripking has a harmful effect on the central nervous system.

-4 . ® Avoid fads and miracle diets. Long term weight loss is the result of
) regular exgrcise and good eating habits.

o " ® Smoking is dangerous. Avoid it. It is an added stressorin a period of
excesswe environmental stressars.

Change yout,eating habijts. Avoud too rnany saturated fats, sugar,
cholesterul, and salt.

Pid
L]

® Eat more fruits; vegetables and whole grains.
. ® Eatmore poultry and fish.
® Reduce cholesterol consumption to 300 mg/day.
. ® Reduce salt consumption to § grams/day . ‘
” . ® Eatoutless often. It is too easy to eat poorly,balanced meals You
have no control over the quality of ingredients used or the methods of
A , preparation.
] ATTITUDE AND AWARENESS ' )
. Most people generally invest their time and energy in four major . .
K . . activitiés: .
<ot e ‘Work o
. ® Family ’ ‘ . .
e Self
e Community -
. : Investing too much energy in one or two of these areas is a high risk

strategy. At retirement, for example, usually the self is the only “egg" leftin the
“basket” for investment. If the self has been neglected, retirement can be
“hell”. Teachers need to balance activities so that more fesources are
available if one of.the actlvmes disappears.’ .

Y
(]

Heart dlsease spécialists were the first torealize that their patients wore
out the seats in the waiting room long before seats occupied by other patients
wore out. This discovery ied psychotogists to the realization that people can
be separated on the basis of *hurry-sickness” characteristics into two distinct.
psychological types—Type A and Type B.

Y

TYPE A BEHAVIOUR

Aggressive struggle todo alotin a
little time

Hostile when facmg environ mental
challenge

Tends to talk fast, think of three
things at once and do two things at
the’same time

Impatient with traffic speed and
séntence completion speed of others
Feels guilty if notworklng every
minute

Has tremendous obsession with
numbers of tasks accomplished,
things sold

Not very creative

Concern with numbers

Makes great salesperson or head
secretary

\

‘Doesnottry to squeezea lotintoa

" Waits patiently for other cars and

TYPE B BEHAVIOUR

Doesn't refer to watches often and
pushes less hard to fittasksinto a
timeslot

Less hostile ‘

little time

others to complete their own
sentences

Enjoys relaxation and periods of no
accomplishment

Enjoys being . . . astrollin a park,
daydreaming
Creative
Takes time to make good decisions
or delegate—therefore often are
corporation presidents

>

Despite their aggressive natures, fewer Type 4 individuals reach top _

management positions because:

® They make decisions too quickly. Wisdom in decision making is more
valued than quickne§s of decision makmg in top management

positions_. -

e Type A's die earlier—usually from coronary disease, leaving only Type

B’s available for such positioris.

L - 42
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® Type B's are more creative, are more apt to ponder a problem, leave
it, relax and then come back with freski insights.

/
- While all Type A’s are ambitidus, not all ambitious people are Type A’s.
‘While Type A’s are very productive, they need to tearn to stop running and
start living. \ :

Rethinking means switching gears to a rational problem-sclving
approach rather than “bitching” chronically about sorie concerri. Holding
grudges and “crying over spilled milk” interferes wiin interpersonal
relatjogshi‘ps and prevents gatting on with the job of living.

The process of planning, anticipating or preparing for stressors is called
imaging. It is best done on a daily basis during relaxation sessions. Imaging
involves the following:

.® Become aware of personal stressors on a daily basis. Don’t ignore
stress. Itemize the stressful incidents in the course of your day.

e Let the stressors incubate. If you feel embarrassed or angry. thisis
usually not the time to act. Time allows you to be more objective.

® Try to “unsiress” the stressors in a harmless way. Clearly define the
problem; solutions will “pop-up” for many of the problems you face.

® Detailed lesson plans may automatically sequence themselves as a
result of this technique. The end resultis a feeling of high self-esteem
stemming from the success of your problem-solving techniques.

~

PHYSICAL ACTIVITY .
*  One of the most potent techniques for coping with teacher stress isa
regular pattern of physical activity. The American Medical Joggers
Association recommends one hour of running a day, 6 days a week to avoid
coronary disease—the number one killerin Canada. Recent research reveals
. that running promotes the growth of high-density lipoproteins (HDL) which act
to fight off heart disease by attracting free-floating cholesterol from the blood
stream. This cholesterol would normaily end up clogging arteries.

The “high” that most people feel as aresult of regular patterns of
exercise is probably the result of increased secretions of endorphins—
hormones secreted from the pituitary and the brain. Called the vody’s natural
morphine, endorphins act like pain-killers creating intensely pleasurable
feelings when the body is under stress from physical activity.

Running is our most ancient and effective survival mechanism. We are
descended from those who ran to stay alive. The need to run may actually be
genetically programmed into our brains. In any caseitis a positive alternative
- tg tranquilizers. While it may not eliminate stress it may put us in a better
trame of mind to deal with it. It is a “time-out” therapy that is an effective
treatment for mild depression. What is true for runners is equally true for
others involved in moderate forms of exercise. - .

Y]

GET RID OF YOUR "PAUNCH"
ABDOMINAL STRENGTH MAINTENANCE PROGRAM .

Begin by lying on your back. arms at your sides, teet fiat on the tloor
Stowly it your head and shoutders until your head is clear of the floor
Repeat 30-40 times each day.

Then progress by having your head touch your knees.

Next clasp hands behind head and touch your elbows to your knees.

Practise contracting the abdominal muscies iscmetrically at your desk or while
watching v V by forcibly “squeezing” muscles together

e Alternate strong isometric contractions with a “holiowing™ ot the abdominsl area.
Attempt tc suck it in” rhythmically as you exhale. -~

® This is an excellent way to eliminate lower back pamn




A Stress-Proof Life Style

—
7
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CAUTIONS ABOUT EXERCISE
ot you have high blood pressure, start slowly with low
resistance exercise—no isometrics or weight-training.

® R.rla: a cupftul of water every 20 mins. when exercising in the
a .

e Don't exercise when temperature is 28°C (84°F) or higher, or
the humidity is above 80%.

The REAP program described for stress managementis really a re-
emphasis of good health habits. It emphasizes the five most important .
technigues for reducing stress symptoms.

e Build resistance by regular sleep, exercise, relaxation and proper
eating habits.

e Compartmentalize life into clearly defined work and non-work
segments.

® Letno otner activity interfere with regular physical activity.
® Talk problems through with peers on the job. Confront the issues.

® Withdraw physically from the stressful situation to allow relaxation
techniques to "'pop up” solutions.

Dr. Lester Breslow, in a five and one-half year study of over 7,000 people,
discovered that those following six or seven of the daily health habits
described had an additional life expectancy of 33.1 years at age'45 while _
those following three or less of these habits had an additional life expectancy
of only 21.6 years. Thus an additional twelve years can be added to your life
by following these sevan health habits:

® Get eight hours of sleep per night. As you grow older you may need
less sleep but a range of six to nine hours is normally-required.

¢ Eat a good breakfast every day. The rise in blood sugar will help you
_get through the morning without a coffee break and will give you the
energy to exercise during your lunch period.

e Don't eat snacks. People who snack a lot usually have poor eating
habits to begin with. )

\
e Maintain your weight within reasonable limits. Women should carry no
more than 20% body fat and men no more than 14%.

o Ifyou can pinch aninch of fat any\\here or it your waist is larger than
your chest, you dre carrying too mugh fat.

® Don't smoke. Heavy smokers have shorter life spans. Pipe and cigar
smoking is less hazardous than cigarette smoking.

® Be moderate in your alcohol consumption. Recent research suggests
that moderate drinkers who exercise regularly are less prone to
coronary heart disease than those who don't do either.

® Follow a regutar daily habit of moderate physical activity. Too
strenuous an exercise program can beccme another stressor in your
life. Avoid overemphasis of any one habit.
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STRATEGIES TO IMPROVE STUDENT
SELF CONCEPT |

‘Teacher Effectiveness Training

William Glasser, in his book Schools Without Failire, stated that
education itself causes students to fail. He blamed the school's lack of
involvement, relevance and thinking as the primary culprits in student failure.
The needs for love and self-worth are crucial to the development of student
identity. Schools will cease to be self-destroying institutions when they
gecome staffed with responsible teachers who are warm, affectionate and

uman. . ..

_ Thomas Gordon feit quality student-teacher relationships were essential
tothe learning process. Teaching and learning are really two distinct
processes. If learning is to occur in a classroom, a unique kind of relationship
must exist between the teacher and learner. Communication skills that bridge
this gap is what Teacher Effectiveness Training (TET) is all about. Itis a -
natural outgrowth of Gordon's Parent Effectiveness Training which is now
taught by more than 5,000 instructors throughout the worid.

What is a Good Teacher-Student Relationship?
@ Ithas openness. Students and teachers are each able to risk
directness and honesty with the other.
® Thereiscaring. Each knows that he is valued by the other.

® Thereis interdépendence'of one on the other, as opposed to
dependency on the teacher for constant direction.

o Thereis separateness to allow each to grow and develop his
uniqueness, creativity and individuality.

® Thereis a mutual needs meeting. Neither’s needs are met at the
expense of the other.

Acceptablée and Unacceptable Behaviouis

Thefirst step in TET is determining which student behaviours are
acceptable and which are not. By locating all student behaviqurs in his
"window”, the teacher can determine how accepting a teacher hereally is.




. 4

Student explains how to Student puts
doassignment to another -t~ ACCEPTABLE .= equipment away
- .  Sudent BEHAVIOUR |
- - ., Student ieads
- - - group discussion
ST e Stutsmcametoc
- another studen udentcomestoclass °
'\\ acceptance / without notebook or pencil
. G p
UNACCEPTABLE Student interrupts others

while they are answering

aasamem———
Student swings BEHAVIOUR questions

on apparatus

X

TEACHER'S ACCEPTANCE WINDOW

Teachers with high standards usually have a high “line of acceptance”
where the number of unacceptable behaviours far outweighs the number of
acceptable behaviours. These teachers emphasize students’ feults and
Jy(eaknessés because they believe students are incapable of self-correctio‘n.

- At the beginning of the day, this line may be low because the teacher is
fresh andcheerful, but it may rise dramatically. during a hot afternoon when
the teacher becomes fatigued. .

- >
>

_Who Owns These Problems? .

Once the teacher has clarified which behaviours are unacceptable his
. next step is to determine whose problem it really is.
ya

Student
- owns the }—' Student quarrels with classmate
problem ;

No 1 studentworks quietly

.problem

Teacher .
owns the — Student draws obscenities on desk
prgbiem )

-Teachers must learn to actdifferently when the studentowns the -
problem. If the teacher feels heis being damaged in any way, it is a teacher-
owned problem but if the teacher merely feals that the student should act -
differently, the problem is probably a student-owned one. .

The object of TET.is to expand the ho-problem area of the relationship
because it is only here where effective teaching and learning can occur.
Mastering effective TET skills will allow the teacher to eliminate many of these
problems so that more real “teach able moments” can take place.

. »

s:udcnt-awnod:Probloms

Learning'is virtually impossible if a student is worried about moving away
from home, lack of money, child abuse, or his pregnant girifriend.
Responding effectively to these problems does not mean that a teacher
shouid assume ownership of them. An effective teacher response is one that
avoids using the twelve common roadblocks most of us use to indicate our
unacceptance.of the student at a time when he is desperately in need of *»
acceptance. 3

.9.
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THE LANGUAGE OF UNACCEPTANCE o

- Whenever astudent encounters a problem, i.e. getting an assignment done on )
time, teachers may respond by:
5 @ offering a solution to the student's problem
— “commanding” that the work be done now
A — *threatening" the student with failure
— “moralizing” thatit's the student's job to study
— “advising” that he should work out a better time schedule
— “lecturing” that the student has only fifteen days to compiete the work

® judging, evaluating or “putting the student down” N
— “criticizing” him for his laziness
— “labelling” the student as immature
— “diagnosing” the student as “devious”

® praising or reassuring the student .
— “fiattering” the student into thinking he can do the work
- ";c%nsollng" the student by relating a similar problem that the teacher
- a .
@ quéstioning the student
-~ “cross examining” the student to determine where he went wrong

@ avoiding the problem altogether

— “humoring” the student or suggesting that now is not the time to deal
with the problem

]

>

Mostteachers resort to these roadblocks when confronted with student-
owned problems. They are ineffective because whenever a teacher says °*
something to a student, he also says something about the student. For
example, if a student says: : .

“4 can't stand going to school”, a typical teacher response might be:
“Oh, everybody has felt that way at one time or another. You'll feel better
once yout get in the swing of things.”

- Such a response may prompt the student to infer:
“You don'treally think my problems are genuine concerns to me."
“You feel my judgmentof the school is unacceptable.”
“You must think I'm crazy.”
. “You obviously think I'm the one who needs changing, not the school.”
“You don't really take me seriously.” .
“You probably think I'm very immature to think this way.”

Each inference the student makes from what the teacher said implies
unacceptance cfthe student. Obviously such a response is not a constructive
one. The student’s self-esteem as well as the teacher-student relationship has
been adversely affected by what the teacher felt was a well-intentioned
. response. Professional therapists and counsellors avoid these roadblocks
ghen fhey work with children. Such responses are either non-therapéutic or *

estructive. v ;

The key to the helping relationship is listening skills. Listening invites
troubled people to talk, releases feelings, keeps the “ball” with the person
who owns the problem and}communicatesacceptance of the student as he s,
troubles and all. i .

’

There are four different ways of listening to students.

@ Passive Listening (Silence)
Saying nothing communicates acceptance. A student can’t tell you
what is bothering him if you are doing all the talking.

e Empathetic Grunting

Silence does not prove you are really listening, particuiarly if the
student has a lot to say. Nodding, smiling; frowning, “uh-huh”,
- - "ON",“) see” all indicate that you are well tuned in.

RIC . . 7 A Y
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Helping Students with
Problems -
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Tgacher-Owned Problems

-

Modifying Student Behaviour

Solution Messages

R -
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® Door Oneners
Sometimes students need additional encouragement to 'o deeper |

¢ “or even to begin: ..
“That's interesting. Want to go on?” 5

“Do you want to talk abouf it?” '

e Active Listening .

The most effective listening 6ccurs when the listener interacts with
- “the speaker to make sure the listener has understood. This involves
detoding what the speaker said.

£
T

Oiten a student's anxiety level is so high that he has difficulty stating
clearly what is really bothering him. The effective teacher can usually get at
the root of the student’s ptoblem by using active listening skills.

e.g. Student — “Are we going to have a test soon?”

Teacher —4Xou are worried about getting a test.”

Student — “No, it's just that | don’t do well on essay exams.”
Teacher — “Oh, you're worried that the test might be an essay type.”
Studéent — “Yes, | don't do well on them.”

Teacher — “I see, you feel you do better on objective tests.”

Student — “Yeh, | always botch up essays.” ]
Teacher — “Itwill be a multiple-choice test.” ~, >

»

Student — “What a relief! i'm not so worried now.” .

Active listening is a powerful tool for facilitating learning. it creates a
climate where students feel free-to think, question, discuss and €xplore. italso
frees up more time for teaching and learning.

v ¥

When ateacher becomes annoyed, frustrated, distracted or angry, he “
has a problem."When.students destroy equipment, interrupt the teacher, or ’
smok2in the washroom, they are causing teacher problems. Coping with
teacher-owned problems requires a totally different approach. Using the
language of acceptance here is inappropriate, and phony. The teacher must
modify either -

e the student's behaviour
e the environment-learning materials, Seating, or -
e theteacher's own behaviour ‘

Most methods that teachers use to modify student behaviour fall into
three categories. .

® Solution messages
® Putdown messages
® |ndirect messages

e ordering, commanding — e.g. “Shut-up! Sitdown!”

® warning, threatenin — “If you don’t settle down, you‘dll be here 'til
five.” ' -

® -moralizing.— “Grow up, you're in high&schoor."

e using logic — “Do you do that at home?”

® advising — “Start now so you won't have %o do it tonight.”

Solution messages fail becauss the teacner holds ou} solutions to his ,
own probiems and expecis studentsto “buy them". They usually don’t work |
because they send the message of inability-to help yet they give us no

information at all about how the problem affects the teacher. Hence students
infer that the teacher is grumpy, unfair, mean, uptight, etc. .
. -~

"
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Put Down Messages

@ judging, criticizing — “You haven't passed a test yel.”

© name calling, ridiculing — “You're acting like wild animals today.”

e-.analyzing, dlagnosing — “You're just trying to get attention.”

® praislfig,'agreeing — "You have the brains to do this.” .

@ reassuring, sympathizing — “! realize you have a big game today but
does that ailow you to sleepin.” P

® probing, Interrogating — “Why didn’t yourhand this in earlier?”

]
’

Putdown messages blame the student for causing the teacher a .-
problem. Again, the teacher gives no.information about how this problem is . .
affecting him. Such negative evaluation continually picks away at the student'’s .
self-esteem. In response, the student may argue, shift blame or say “l don’t
care, go ahead. D&fyour worst.” ,

L3 -

. Kidding: teasing, sarcasm are techniques teachers use when they know

the risks involved with giving solutions and put-downs. The teacher’s hope

. here Is that he can solve the problem quietly. . v,

’ “Now that the comedy hour is over, let's gét on with the lesson.” . ..

is'one teacher’s method of getting his class to settie down. These messages a
seldom work because they're often misunderstood; students see the message Y
as an avoidance of direct contact.

. Indirect Mgssages

How to Confront Students
Effectively

Teacher confrontation messages use the same language of
unacceptance that was common to roadblocks dealing with student-owned .
g;oblnems. Almost all teacher confrontation messages contain the pronoun,
ou"”. . .
“(You) stop that!”
“You ought to know better!”
“When will you grow up?”
“You're acting like an infant!”

Thefocus s all on the student. If the teacher said anything about how he
- felt about the behaviour or how ittangibly affected him, the message would
come out as an “| message”. - .
“l can’t think straight when you behavc iike that.” ) -
“I'm frustrated by this noise.”
“'m really annoyed when people get pushed arqund in here.”

-

: ) , The “I” Message -

&

* *“I" messages put the problem where it belongs—with the teacher.

TEACHER

STUDENT

.

You-message ’ ,
“He thinks

I'm bad”

"“You are rude”
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When the teacher uses a "“You" message, the student gets the
message that he's had; whereas when an | message is used, the student
finds out how the teacher feels.

TEACHER STUDENT

.~

-

llHe's
frustrated”

lI-message

“I'm frustrated” -

®©z—-0oozm
4
®z-ooomo

“I" messages avoid the negative impact that accompanies “You"
messages, freeing the student to be considerate and helptul, notresentful, -~
angry or devious. “|" messages reveal teachers as honest and real. "~\\

N R . . 4 - 3 L\r‘
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HOW TO PUT AN I-MESSAGE TOGETHER :

. e “I" messages must state clearly what is creating t! - teaéher's
problem, e.g. “When | seefeeton the desk . . . “When you ]
interruptme . .. . K

e No editorializing (evaluating) must be made, only the facts '
should be stated. - ‘ L

e “When" must precede each statement to emphasize that it is'
just at specific times when a particular behaviour occurs that
you have problems. It is not the student's general character
but rather the particular behaviour that upsets you.

® The“|" statement must pin downt he con~rete effect that such
behaviour has on you. “When you borrow books from my
desk without telling me, | get very annoyed trying to find
them.” °~ "

e “|" messages must state the feelings generated within the.
teacher. “When you leave your feet in the aisle, I'm afraid I'll
trip, fall and hurt myseit.” .

The “I" message must follow the pattern
' Behaviour — effect — feeling

Teachers must learn that anger is a secondary feeling. Tt usually follows
fear, anxiety, frustra’an or disappointment. Itis an act, nota true emotion.
The “I” message should contain only the primary feelings that caused the
anger. Usually sin e these feelings are less intense, the tendency to “overkill”
disappears. .

The No Lose Method of Resolving Conflicts

“We cannot afford to underestimate the psychciogical brutality,
dehumanization, and irrelevance of life in many of our nation’'s schoois. The
creative spirit of man is being destroyed within the schools many of your
children are forced to attend.” ) ‘

. — Charles Silverman

= The authoritarian and permissive methods of resolving conflicts a;e too
often self-defeating. The no-lose method-allows both teachers and students to
win. -

This is an excellent method fo use at the beginning of the year to clarify -
assignment expectations, attendance procedures and equipment usage.

! ’
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® first convince students that this is not a gimmick buta genuine
attempt to make a democratic decision.

e only involve students who are part of the conflict or those who will be
affected by the final decision.

e students must be willing to get involved with the problem-solvmg.

e don't minimize your own feelings. Say exactly how you feel. Make
accurate “I” messages. Don't overstate your case.

e state your problem here, not your solution. | want qmet" isnota
need. It's a solution for anxiety.

® . use active listening to help students express their needs.
e concentrate on conflicting needs, not conflicting solutions.

® don'tintroduce this method when the conilict is over a rule you have '
arbitrarily imposed.

® don’t bring up only problems that bother you. “What are the problems
we are having?” is a far better approach.

\ @ Use “brainstorming” techniques here to generate many solutions.
\.

\®, don’t evaluate proposed solutions.

'S use “door openers" to get everyone involved.

] Wrute down each solution.

° dohtrequure students to]ustlfy their ideas. .
\

e “Which ideais best?”

e cross off any solution that anyone is opposedto. - -

¢ besure everyone understands opinions that are expressed.

® state your own opinion. Don’ t let a solution stand that you object to.

e document and analyze. Encourage people to explain why their ideas
have merit.

® don't rush—let everyone have his say.

e Don't vote—this produces losers.

®_Straw votes are O.K. if they're not binding.

o Test proposed solutions.

e Work towards consensus. Everyone should agree to at least try it.

® Write down agreed upon decision. Grudging submission is not
‘ consensus.

® Who does whatbywhen? - - \
e What do we need to get started? =
o Determine standardls of performa‘nce.

® Assign timekeepers to check schedules.

R

® Has the problem disappeared?

. ® Did we make progress? ) ’

® Are we happy with what we did?

" ® How effective was our decision? -
e Ifthe decision didn't work, don't be afraid to make changes. 51

Define the Problem

it}

Generate Possijble
Solutions

Evaluating the Solutions

M;king the-Decision

Determine How.to
Implement Decisions

Assessing the soccess of
the Solutions

L
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. - The no-lose méthod of problem solving can be used for student-student
" conflicts &s well as teacher-student conflicts. The benefits and rewards are
° , } great. N

“ ’ . ® noresentmerit Is involved because no power plays are made

e motivation increases because the students participated in the .
: ] decision-making ) .

no selling is needed

no power or authority is required

students like teachers and teachers like students
real problems are uncovered . -
students become more responsible and mature

<

Transactional Analysis R

-

) . Transactional analysis Is a very simple tool that teachers and students
can use to understand better their self concept. Transactional analysis is
o - surveyed in the 0.S.S.T.F. Resource Booklet entitled Valugs Education so a
detailed discussion wiltnot be prp§ent‘eq here. -
‘ ) Transactional analysis was founded by Eric Berne and was popularized
by Dr. Thomas Harris with the publication of his book I'm O.K.-You're O.K..
‘ . Berne says that whenever people communicate with each other, they are
’ communicating from one of thrée ego.states—the pdrent, the adult, or the
» . - ) . child. Such things as voice tone, body stance and message content provide
‘ clues as to the ego state that is in operation. , : ' .

’

" s . * When people communicate they engage in transactions. if two people
engage the same ego states when they transact, no conflict will occur. These .
. are known as complementary transactions. If two péople communicate to
- i - each other from difterent ego states, confiict will take place. These
: transactions are known as crossed trahsactions. v

, - Grdup Dynamics/Self Awareness
' - -—  Techniques - o

b

Y ' introduction

Teachers understand that to be effective in their t2aching activity they !
. _ should have a series of objectives for every lesson that they teach. These
. objectives can be neatly categorized into three areas:

e knowledge objectives — these are objectives related to “content”. If
. after a particular classroom activity you hope that students would- .
. . be able to list six events that led to the confederation of Canada in :
1867, then this would be a knowledge objective. ,

e skill objectives — these are'objectives related,to being ableto
perform a particular act,successfully. If at the conclusion of a
mathematics course you expect students to be abfe to add,
_subtract, multiply and divide successfuily, then this would be a skill
objective. . - .

e attitude objectives — these are objectives related to how a student .
“fgels” about a particular event or pérsonality. It also relates to how
. astudent feels about himself. (e.g. empathy towards the surviyors
" . of the Jewish holocaust would be an.attitudinal objective.) -

* Some educators beliéve that attitudinal objectives naturally flow from the

successful accomplishment of knowledge and skill objectives. Other

Tract " . educators believe that by concentrating on attitudinal objectives the student. -

e will be better able to successfully complete skill and knowledge objectives. A
‘. teacher who devotes his complete attention to knowledge and skill objectives -
o ignores an area that could be instrumental in achieving high student e
- 7 motivation. A teacher who devotes his complete attention to attitudinal
5, . objectives, however, in effect “throws the baby out with the bath water”,
L
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“The Experiential Approach

Most people halve had the experience of “cramming” for a final exam.
. Information is ingested ata rapid pace and in turn Iis regurgitated ir an equally
rapid fashion. The l% problem with this process is that it allows little time for
n

digestion. “Real” le’rring is minimal—retention of information is low and the

A only behavioural change occasioned by the process is recurring attacks of
acute anxiety. This approach minimizes learner involvement. The learner
passively accepts information either from the teacher or from a textbook. One
approach that attempts 0 counteract this passivity is the “experiential
approach’, The basic assumption of this approach I8 that students will
internalize iearning more effectively if they are active participants in the
learning experience. This approach Is not particularly new. John Dewey
recommended much the same thing in-the 1950’s with his book Experience
and Edycation. :

Various teaching activities have different levels of eXperi‘entlaI
involvement. Listeningtca teacter lecture on a particular topic requires a low
degree of involvement by the student. Structured experiences, however,
invoive the student to a much higher degrea. The following chart illustrates the
relatllonghlp of various teaching strategies to degree of student involvement
required. ) -

LowInvolvement ........ccciieererariinnanenennnes

..... High Involvement

Didactic:

Meaning .
External to ..
Learner

v Experiential:
Meaning
Internal to
Learner

The experiential approach has a great potential for student self concept
enhancement. Experiential learning is characterized by high learner
involvement and interaction. The data for learning comes from the life
experiences and “here-and-now” reactions of the group members.

. Participants are expected to integrate their learning into new self concepts on
.their own terms. ’ . .
.. The experiential approach is cyclical; it involves five separate but
intertocking procedures. .

IGG
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Experiencing | ¢ The process usually starts with experiencing. The participant ™ - e
A Z becomes involved in an activity; he acts or behaves in some way or he

does, performs, observes, sees, says something. This initial
experlence is the basis for the entire process. .

Publishing . e Following the experience itself, itbecomes important for the
v participant to $hare or “publish” his reactions and observations with
. others who have either experienced or observed the same activity.

Processing e Sharing one's reactions is only the first step. An essential—and often
. neglected—part of the cycle is the necessary integration of this
sharing. The dynamics that emerged In the activity are explored,
discussed, and evaluated (proces:sed) with the other participants.

Generalizing ) , © Flowing logically from the processing step is the need to develop.
principles or ext. act generallzations from the experience. Stafing
learnings in this way can help participants fyrther define, clarify, and
elaborate them. )

. Applying ’ ¢ Thefinal stepinthecycleisto p.lan éppllcatlons of the prlncfpleg L °
. derived from the experience. The experiential process is not complete
. until a new learning or discovery is used and tested bshaviourally.

Outside information in the form of reading and lectures can be titllized to
“enhance the meaning of the experience that took ptace at step one.
Knowledge objectives then can and do play an impor.antrole in the
experiential approach.

- The basic element of the experiential approach is;the structured
.o . experience. Structured experiences appropriate to the needs, abilities and
maturity leve! of the students will foster a learning situation where students
. ) obtain a heightened self awareness, and will perhaps improve upona, - .-
negative self concept.

: 54 .
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.. Edugators will recognize that the experiential approach is not
appropriate for all subject dis¢iplines. There are, however, some subj 2cts
taught at the secondary level where experiential learning could be an integral
part of the Course. . ‘\

® Man in Society courses — Many units in a Man in Society course
could utilize the experiential approach. Units related to group
- processes, the individual.versus the group, the psychology of the
self—all would be appropriate units for the experiential agproach.

® Careers courses — Many schools offer careers courses. One basic
objective of these courses is to heighten self awareness so as to allow
‘the student to make an appropriate career choice. The experiential
approach to learning could be an extremely useful method for
achieving this objective and many others. * )

e Family Studies courses — Many family studies courses have units
related to child rearing and child development. Experiential exercises
coul be used to enhance the student's awareness of basic
psychological processes related to the development of the child.

® Engiish courses — Some English courses review literature refated to
the topic of the individual interacting with his environment.
Appropriate structured experiences could be utilized to enhance the
student’s understanding of the author’s point of view. ) .

The Experiential Approach arid the Secondary School

¥

Besides being used in traditional secondary school subject disciplines,
the experiential approach could bg used in new or “experimental” courses
that could have various titles'such as Human Development, Education of the
Self. Human Relations, Basic Communication, Leadership, etc. One sugh
course is describe:,d in the sectign entitled “Leadership Training”.

>~ The experiential approach e¢an be veryeffectively utilized in leadership

programs conducted outside the schgol for students involved in student
government or the organization of athfetic events. *

The Pfeiffer and Jones System of Experiential Learning — An Overview

. ltis evident'that for experiential learning to be effective, the teacher or
facilitator must be able to design an appropriate course and must have
access to appropriate structured experiences and pertinent support
materials. Space\does not permit a detailed analysis of experiences that can
be utilized. However, an indispensable book that can be used by the teacher
designing a course around experiential learning is entitled Reference Guide
to.Handbooks and Annuals by J., William Pfeiffer and John E. Jones,
University Associates, 7596 Eades Avenue, LaJolla, California 92037. This

ook is in effect an index to all the structured experiences, instrumentation,
lecturettes, theory and practice discussions and resources listed in the
eighteen handbooks published since 1972. The structured experiences are
organized under the following categories:

Ice Breakers
- Awareness Expansion

Interpersonal Communication
Intergroup.Communication
Personal Feedback

~ . Dvads

. Leadership
Group Process
Group Problem Solving
Competition
Organization Development

Itis obviously somewhat cumbersome to handle eighteen volumes of
information. Pfeiffer and Jones have therefore recently produced The
Structured Experience Kit which is simpiy a portable-file cabinet containing
340 structured experiences in 8%2" x 11" format.

i
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Listed below are some of the materials available for.classroom use that are specificaily
designed to elevate student self-esteem '

S . = e 100 Ways to Enhance Self-Concept in the Classroom, Jack Cantield and Harold Wells,
ot Englewood Cliffs, N.J. Prentice-Hall, Inc., paperback, $6.95. An exceiient collection of
classroom strategies to help students appreciate who they are. Jack Cantield ofters
. superb workshops on Self-Concept Enhancement through the Centre for Wholistic
e . . ' Education, Box 575, Amherst, MA, 01102, .

p ® About Me: A Curriculum for a Develcping Selt, Harold Wells and John T. Cantield,

s Encyclopaedia Britannica Education-Corp., 425 N. Michigan Ave., Chicago, lllinois,

’ . 60611. Student book—69 cents, Teacher’s Guide—$3.95. Excellent curriculum material,
: 17 lessons designed for grades 4-6. A

: Curriculum Materials for Experiential Learnihg Programs
v " ‘

. R e Developing Self-Concept. Sunburst Communications, Pleasantville, New York, 10570.
LT Two filmstrips and records or cassette. [deal secondary school resource that
' - emphasizes raising self-respect by getting real self, perceived seli, and ideal self closer
- together. Good for adolescents whe often judge themselves in a severe and
uncompromising manner.

® Dare 6 be Great, Dare to be Great Inc., Winter Park, Florida. Series of cassettes
emphasizing goals, enthusiasm, people relationships, creative imagination,
perseverance, self-discipline and producing results. Good for younger children.

® The JALAC Story, Sidney B. Simon, Argus Communications, 7440 Natchey Ave., Niles,
{llinois 60648. 8 minute cassette and filmstrip, $20.00. Story of a young student who »
loses his “i am Loveable and Capable™ sign, after a typical day with his family and
school.

- e Achievement Motivation Materials. Alfred Alschules et al Education Ventures, Inc.. 209
\; N . Court St., Middletown, CT 06457. A curriculum program for.pinth graders adapted from
- Harvard University's Achievement Motivation Development Project. “

e Motivation Advance Program. Audrey J. Peterson. Achievement Motivation System, **
East Wacker Drive, Chicago, Il 60601. An experiential program for high school students
v . to see themselves as worthy and unique individuais.

. o Study Guide for Building Self-Esteem. 1.S. Barksdale, SBarksdale Foundation, P.O. Box
187. idyliwide, Ca 92349. Lack of self-esteem is seen as a major cause of alcoholism.
drug addition, aggression, suffering and unhappiness. Pamphlets, booklets, and
cassettes are included.

e Teathing People to Love .Themselves. Dr. D. Peretz Elkins, Growth Associates, P.0. Box
8429, Rochester, New York, 14618. An excellent leader’s handbook of theory and
y . . technique for Self-esteem and Affirmation Training 1978. o

® Reaching Out. David W. Johnson, Englewood Cliffs, N J. Prentice Hall. Inc. 1972.
Experientially based learning programs on interpersonal effectiveness are outhned.

® Freeto Be. .. You and Me, Francine Kiagstrum, Webster Division McGraw-Hill 8ook Co.
1974. Popular book and record dealing with seif-esteem for aduits and children.

v e AmIO K.“Paul C. Phillips ( F.D. Cordell, Argus Commurications. 7400 Natchey Ave.,
Niies, Hl. 60648. 30 spirt masters. 26 TA posters, plus ook for $34.00 makes an
excellent course of study for high school teenagers. -

® Joining Together: Group Theory and Group Skills. David H. Johnson, Frank P. Johnson,
\ Prentice-Hall Inc.. Englewood Chiffs, N.J. 1975 (476 pgs.). This book outlines various
structured experiences and also provides accompanying readings. Chapter titles
include: Leadership, Decision Making. Commupication within Groups, Cohesion and

Norms.
-
e The Effect of Affect: Over 100 Classroom Activities to Develop Better Relationships, Self-
Esteem and Decision Making. Anthony J. Cedoline. Academic.Thetapy Publications.
San Rafael, California, 1977 (61 pages). This book presents a sequence of activities
! ' ‘related to introductory, awareness, role-playing and decision making experences.

‘ e Growth Games. Howard R Lewis, Harold S. Streitfe'd, Harcourt Brace JovanovichInc.,
New York. N.Y. 1970 (292 pages). The authors present many structured experiences that
a classroom teacher could use to enhance student self-concept. Discussrons and
‘ anecdotes are presented also to supplementthe experiential activity.

o Groups: Theory and Experience {Instructor’s Manual). Rodney Napser and Matti
Gershenteld, Houghton Mifflin Company, Boston, Mass. 1973. Many exercises are”
{presented around the topics of perception and communication, membership, group
norms, standards and pressures, leadership. group problem solving and decision
maxing. (148 pages).

Contract Learning

Getting students to assume responsibility for learning means allowing
them to make decisions over what they learn, when they learn it and to what
degree they master the topic chosen. Student contracting is one way of
getting students to take some initiative in the learning process. With
contracting, the teacher becomes a facilitator—instead of being a source of ~
information and the initiator of all activities, the teacher contractor becomes a
diagnostician, a co-evaluator, a motivator and a resource person.

/
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True contracting involves payment upfront. Here the teacher and the
student come to terms over grades before the work begins. If the teacher can’t
be specific enough about quality and quantity or work required, the whole
idea of contract learning becomes a sham. If someone went to a builder and
said, “Build me the best house you can and | will pay you what I think it's worth
when it's finished”, the contractor would walk off the job. We attack a
student’s self-image in the same way when we question his perception of his
ability. When teachers and students agree to a grade before the project
begins, they do'so with a clear understanding of the knowledge, skill, and
affective objectives involved in the contracted task.

The following principles are essential in contract design:

e Time allotment — the amount of time allotted for contract completion
will depend on whether a short term or a long term contract was
chosen and the Grade level at which the contract was chosen.
Younger students or those new to contract learning should begin with
short term contracts to become familiar with the degree of
responsibility involved. Some students are incapable of working on
their own for any length of time.

SHORT-TERM CONTRACTS

Grades 10-12 One that can be completed
in one week or less. *
Grades 7-9 One that can be completed

in less than one week.
LONG-TERM CONTRACTS

Grades 10-12 One that lasts six weeks or
- longer. -

Grades 7-9 One that lasts three weeks
orlonger.

® name of student and the date the contract was agreed upon.

e performance objectives

quantitative
- e.g.2 page book review of 8 books for a B grade
qualitative rating system
e.g. unacceptable
low median
median
median superior
superior

® provisions of contract
i.e. work to be done

In not more than fifty words (using any form of prose or
poetry) do one of the following:
describe a clock as a villain
describe a truck convoy as animals at night
describe a woman as a bird or an insect
describe the sun as an orchestra leader
describe the moon as a trapeze performer
describe a group of mountains as a family
describe the wind as an artist

NHWN =
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® duedate

® signatures of student and teacher

e evaluation agreed upon by teacher and student relative to
performance objective chosen.
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'SAMPLE LEARNING CONTRACTS

WHALES & WHALE ECOLOGY |
Contract 1 . ’ !
)ssignments:
1. View filmstrip “Whale Ecology” and answer questions on
Question Sheet. ;
2. Read article on “Whales: Past and Present”. .
3. See Nature Canada reprint “The Statys of the World’s Whales”
and read: .
(a) p.12 -=The Whales off Canada’s Coast :
(b} p.15-17 — Blue Whales, Humpback Whales, Sei Whales
{c) p.18— RightWhales
4. Read magazine reprint “Whale-watching™ and do Question Sheet.
5. View film “Whales and Whalermen”. e
6. Read — “Whales — Believe It or Not!”
7. Listen to recording “Songs of the Humpback Whale”. <
8., Read newspaper article “It's Russia and Japan Against Everyone
Else” and answer questions on Question Sheet.
9. View film “After the Whale".

10. Read newspaper article “Saving Whales No Eccentric Whim" and
do questions on Question Sheet.

11. Listen to cassette tapes on “Whales in Canada”.

12. Write a two-page (double-spaced) essay that tells your ideas
about the future of the world's whales.

Grade Completion Requirements:
A—all assignments
B—assignments 1, 3,4,5,6, 8,9, 11,12
C—assignments 1,2,3,5,7,8,9, 12
D—assignments 1,3,5,6,7, 9,12

Figure 1 ’

Secondary Sample Contract

The following provisions of the contract were iointly agreed ugon by
and on
(Student) (Teacher) (Date)

OBJECTIVE:

PROVISIONS OF CONTRACT:

-

The due date for completion of this contractis

{Date)

I agree with the contents cf this contract and
agree to fulfill the obligations written herein.

EVALUATION:
{Student)
(Teacher)
SCIENCE CONTRACT
by et e e e , do hereby promise to fulfill all the
equirements specified for agrade of. . . .. onthe..............

section of this Science course.
by et e e e , do hereby promise to grant the

student named above a gradeof..... on the aforementioned section

of this course should he/she fulfill the specified requirements.

Signed this.......... dayof............. ...t 197..... .
57




Types of contracts teachers can use

® Teacher-made, Student-assigned
Here the teacher decides the amount of work and the amount of time
S allowed. Student may decide, from choice of three contracts varying
in degree of difficulty, which contract to do. ~

e Student-made, Teacher-agreed
Student identifies an area of “weakness” for himself, decides what he
wants to do and then gets teacher agreement. Teacher helps student
modify plan if necessary. ‘

® Student-made .
Student decides what he wants to do, writes up the contract and is
then given classroom time to pursue the topic. )

If the student contracts for an unaceeptable grade. he should be

- ._convinced to upgrade his contract to a pass. A student should be encouraged
to accept the agreed-upon-grade even though his perfcrmance is superior to
that contracted for. A tradesman, for example, doesn’t expectextra-
remuneration when he does a better job than that contracted for. The student
must assume ownership of the task; otherwise, he will contract low all the time

- and letthe teacher bail him out everytime he misjudges his potential.
Students should be encouraged to redo incomplete assignments until they
reach the grade contracted for.

Drawbacks of learning contracts

® students who aim at 60% will perform only up to that level. Total
performance then throughout the year may notimprove at all.

e students may avoid learning experiences beyond contract and thus
may receive less enrichment than students in traditional classes get
when they are held responsible for the whole course.,

® discussion time needed by teachers to work out contracts may not be
available to many teachers.

® teacher has the difficult burden of identifying standards for each
grade and translating standards into terms meaningful to students.

e teacher may be unwilling to give up a piece of his power by agreeing
to a grade before work on the contract begins.
Advantages of learning contracts

® student learns to functionindependently—assumes responsibility for
his own self-management.

® teacher has more time to work on the learning needs of individual
students. ’

® contract provides continuing source of information on student
progress. Thus teacher is able to monitor the exact point at which the
student is working. 8

® students like learning contracts because they minimize the effect that
personal feelings have on subjective grades achieved.

students prone to anxiety from work and grades are freed from worry.
students can distribute their work evenly over the semester or term.
students learn to be more realistic in assessing their capacities.
dissatisfaction over grades at end of year is minimized.

by returning incomplete work for redoing, teacher can see students
make real learning gains throughout the course.

Peer Influence

“Peer group pressure in the secondary school is obvious and inescapable.
Schools must find ways to turn this pressure to good use.”

S.ER.P.
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b
The objective 6f personal counselling Is to provide each student with
opportunities to develop and reinforce a positive self-image and to explore
ways of coping with personal and interpersonal concerns. One objective is to
initiate a,peer counsellor program where students are trained to provide some "
individual and group counselling to their fellow students . . . . \

Ministry of Education, Guldance, Senior Division 1977
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The Peer Influence Model : A

Unlike their forefathers who were introduced to adult status at an early
age, young Canadians are forced to remain in a position of dependence for *
long periods of time. Though they leave childhood behind at an early age, they -
do not embrace adulthood until much later, usually when they join the job
market. In the intervening years, these young people create their own sub-
culture which has its own values, norms, language and symbols. Adults
attempt to retain significant influence over the lives of adolescents but as time

passes peer influence takes over. s ‘
o SHIFTING INFLUENCES UPON THE YOUNG
ESTIMATED SHIFTS IN THE INFLUENCES UPON 13-19 YEAR OLDS
~ WHICH CHANGE THEIR VALUES AND BEHAVIOUR
1960 4 1980
1st Mother, Father- = 1st Friends, Peers {up 2)
2nd Teachers; 2nd Mother, Father (down 1)
3rd Friends, Peers 3rd Television, Records. (up 5)
*  Cinema, Radid
4th Ministers. Priests. 4th Teachers . (down 2)
" Rabbis ..
Sth Youth Club Leaders. 5th Popular Heroes, Idols (up 1)
~ Counseliors, Advisers. in Sports and Music
- Scoutmasters, Coaches.
- Librarians v
6th Popular Heroes, idols 6th Ministers. Priests. (down 2)
°  inSports and Music Rabbis
7 7th Grandparents, Uncles, 7th Newspapers, Magazines  (up 2)
Aunts ¢
8th Television, Records, 8th Advertising (up 2)
- Cinema. Radio
9th Magazines. NEwspapers Sth Youth Club Leaders. (down 4)
. Counsellors, Advisers. !
. Scoutmasters. Coaches.
: * Librarians -
10th. Advertising 10th Grandparents. Uncles. (down 3)
, . Aunts
Johnsfon Company Synthesis of 18 su;'dies for youth and values-oriented clients.
1954-1980."

The peer group,has most influence over the values, attitudes and

[

_ behaviotr of youth. Much time has heen spent by educators in discussing the

negative influences of peers on one another. However, few programs have
been designed that capitalize on the strengths of the peer influence. Those
programs which*have been tried have been highly successful and have
indicated the degree of positive influence one adolescent may have on
another. If peers exert more influence over one another than anyone else
does in areas such as attitudes, behaviour, and values then peers can and
must exert great influence in the area of identity or self-concept. Self-concept
of peers is enhanced through their interaction with one another. Research
indicates that ydung people who are psychologically healthy derive some of

this mental health through meaningful interactions with others. Families and

schools have not capitaiized on the adolescent need for meaningful
interaction.

“Curricutum for Caring”

The objective of this concept, coined by Urie Bronfenbrenner, is to
provide adolescents with more opportunities to perform meaningful and
responsible service to others—one learns to care by caring. This can be
accomplished in school by programs such as peer tutoring and counselling,
and matching students in lower grades with those in higher grades.
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Aruitoxt provided by Eic:

Peer Counselling

One of the pioneering ventures in utilizing “peer power” was a neer

counselling program instituted at Sir Robert Borden High Schoolin 1972.

- “peer Counselling refers to a relationship in which communication on
matters of joint concern; with appropriate levels of empathic understanding,
positive regard, genuineness and concreteness is made available by atrained .
peer designated as ‘more knowing’ to a person of approximately the same .
age designated as ‘less knowing™.” (T.J. Vried, The Peer Influence Model in
Counselling, 1969, p.50). in the Ottawa program, student leaders were
identified by staff and senior student body members. These students were
interviewed and the components of a peer counselling program were
presented. Parents of the selected students were contacted and permission
from them for student participation was requested.

At the end of a training period, senior “trained peer counsellors”
participated in group sessions with junior students. Parents of junior students
in the counselling segment of the program had been contacted concerning the
aims of the program. The group sessions focused on the following
developmental concerns of adolescents:

e The way | seem to others.

What | look for in a friend.

Right and wrong. .

My career plans — how my high school coufses relateto them. *
My responsibilitiés to family, friends, and community.

Freedom — what it involves in the family, with friends, andin the
community. \

® The role of women and men in an adult society.
e Dating behaviour.

~
The following are unedited comments chosen randomly from those
made by “peer counsellors” at the end of the progfam.

“1.think this programme 1s very worthwhile. At the beginning of the regular sessions we are
having | didn’t think the meetings were very structured, and I was a little leary of the
programme’s intention’s and goals. It was only through my ignorance of the programme
that | must have felt this way, since in later sessions. | have found that the programme 1s
exceptionally well organized. and the intentions are becoming more clear each day. This
programme has also done me a lot of good. I am beginning to think about things | have
never thought about before such as my responsibilities to other groups of people.”

- “The program is an excellentform of release. both of emotions and opinions. and helps
one to understand the nature of other people’s problems and offer helpful advice The
inter-action between peaple is both interesting and enlightening, and yet it seems a shame
that more people cannot benefit from the scheme.”

"The growing pains are over. Our group is much more relaxed and seems to have jelled as
a fairly close unit. An honesty and sincerity in expressing oneseif is “refreshingly”
R prevalent. ’

The discussions on how we must seem to others was to say the least quite interesting

and | might add quite successful for the group as a whole in ke early stages of bringing us

together. . !/
The program is definitely succeeding in channeling and developing the potentials that

mostof the students have to offer. Atthe same time it has aided in the formation of a

. greater awareness of the seif.

On the whole I'm very pleased with the present progress.”

At the end of the Peer Counselling program students who partiéipated
were given the following award:
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PEER COUNSELLING AWARD

L

This awarci is presented to

as an expression of sincere thanks for pioneering the Peer
Counselling Program at Sir Robert Borden High School. -

During the course of the program, you gave freely of yourself, your
time and your energy in order to help your fellow students. We hope
your life at this school this year has been richer because of your
increased Involvement. Your willingness to learn, your desire to
undérstand, and your gift of caring for others have made our initial
program a success. '

A

Program Co-ordinator.

“Positive Peer Culture”

Much attention has recently been focused on the outcomes of a program
called “Positive Peer Culture” which is in operation at Downsview Secondary
School in Noth York. The following diagram taken from “Positive Peer
Culture” by Harry Vorrath and Larry Brendtrc shows how they feel that thi
program enhances.self-esteem: .

NEGATIVE » ’ POSITIVE
SELF-CONCEPT : . SELF-CONCEPT

s
| am a bad person y | am a good person
gﬁ“ ‘

} am not acceptéd 1 am accepted

| don't deserve acceptance | deserve acceptance

£2 . 6
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“Positive Peer Culture” was introduced at Downsview in the fall of 1979
because of a desire on the part of administration and staff to enhance the total
education and development of students served. One hundred and twenty
indigenous leaders, both positive and negative, were selected from a student
population ofapproximately nineteen hundred. All of these one hundred and
twenty students were interviewed and twenty-seven were selected to be
placed in P.P.C. groups. These ‘leaders’ met in groups ofnine in regularly
scheduled classes throughout the year and outside of reguiar class time on
neariy as many occasions. The composition of P.P.C. groups is clearly
outlined by Vorrath and includes:

® homogeneous grouping by sex
® nine members in each group
e homogeneous grouping by age, maturity and sophistication

Vorrath provides participants in the program with training in problem-
solving. The following problem-solving list is provided to indicate the nature
and scopeé of such training. Although this is not an exhaustive list, it does
indicate the sorts of problems that P.P.C. leaders work with.

DESCRIPTION OF PROBLEMS

1. LOW SELF-IMAGE: HAS POOR OPINION OF SELF; OFTEN FEELS PUT DOWN OR OF

LITTLEWORTH R

a. Feelsunlucky. a loser, rejected, mistreated, feels sorry for himseif; has no confidence he can
_ be of value to others. .

b. Worres that something is wrong with him, feels inadequate. thinks he is good for nothing, is

afraid others will find out “how bad | reallyam ”

c. Distrusts others, feels they are against hit and want to hurt him, feels he must detend self

from others. . <

d. Is uncomforfable when people look at him or speak to him, can’t face up to pecple confidently

and look them in the eyes.

e. Isinsecure with “superior” people. doesn't feel good enough to be accepted by others. except

those who also feel poorly about themselves.

. INCONSIDERATE OF OTHERS: DOES THINGS THAT ARE DAMAGING TO OTHERS

. Dogs things that hyrt people, enjoys putting people down.

. Acts seltishly, doesn’t care about the needs or feelings of others

. Seeksto build self up by manipulating others for his own purposes.

. Takesadvantage of weaker persons and those with problems

. Won'thelp other people. except. possibly, if they are members of his own family or circle of
friends. . ’

3. INCONSIDERATE OF SELF: DOES THINGS THAT ARE DAMAGING TO SELF

a. Puts self down, brings anger and ridicule on self. does things that hurt selt.

b. Acts asthough he doesn't want ta improve self or solve problems.

¢. Triesto explain away his problems. or blames them on somebody else

d. Oenies problems. hides from problems. runs away from problems.

e. Doesnt wantothers to point out his problems or talk about them butresists help with
_ problems.

‘4. AUTHORITY PROBLEM: DOES NOT WANT TO BE MANAGED BY ANYONE
a. Viewsauthority as an enemy camp “out to get him,” "
b. Resents anybody telling him what to do, does not readily accept advice from either adults or
peers. . '
¢. Can'tget along with those in authonty. gets inte big confrontations with authority figures, often
over minor matters. .

. Does not respond well to parental control or supervision. -

. Tries to outmaneuver authority figures. circumventing or manipulating them if possible.

. MISLEADS OTHERS: DRAWS OTHERS INTO NEGATIVE BEHAVIOR.

Seeks status by being a negative or delinquent Jeader.

Gives support to the negativé or delinquont action’ of others.

Misuses others to achieve his own goals, getting them to do his “dirty work.”

Wants others to be in trouble with him, afraid of being separate.

. If others follow him and getin trouble. feels that it is their problem and not his responsibility

EASILY MISLED: 1S DRAWN INTO NEGATIVE BEHAVIOR BY OTHERS.

Can'tmake his own decisions and is easily controlled by stronger persons.

. Can'tstand up for what he believes, even when he knows he is night.

. Is easily talked into committing delinquent acts in order to please orimpress others.

. Behavior varies from good to bad, according to influence from those with whom he associates.
. | ets people misuse him. is willing to be somebody eise’s fiunky.

. AGGRAVATES OTHERS: TREATS PEOPLE IN NEGATIVE. HOSTILE WAYS, !
. Makes fun of others, tries to embarrass them and make them feel low.

b. Seeks attention in negative ways, irritates or annoys people.

¢. Makes subtie threatsin word or manner

d. Challenges, provokes, or hassles others

¢. Intimidates, bullies, pushes people around

8. EASILY ANGERED: IS OFTEN IRRITATED OR PROVOKED, OR HAS TANTRUMS

a. Frequently becomes upset or explosive but may try to excuse such behavior as naturally
“havingabad temper.” '

b. Easily frustrated, unable to accept failtre or disappointments.

¢. Responds to the slightest challenge or provocation, thus making other people’s problems his
own.

d. So sensitive about himself that he cannot stand criticism or disagreement with his ideas.
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" culture among the leaders of the school. The group then works with students 7

o

NN )
Although mflch of Vorrath’s work deals with the Help Group common to
the residential setting, the Leadership Group is the more common PPC group
in a typical high school. At Downsview, for example, three groups of nine
students each aretralned in values education and counselling skills to-
develop a culture of caring. The one rule is that people must care for each
other. Caring means wanting what is best for a person. Iti§'the type of caring
demonstrated-by the marine who,crawls on his belly through enemy fire.to
rescue a-wounded-buddy.——- ] .

i

PPC Leadership Groups are designed to develop a strong positive

in the school who are haying problems. These Leadership Groups can be -
utirl‘izecli by the staff to help resolve any problems that involve students or the :
school. -

* Selectlon of student leaders is based on lists submitted from staft
members and students themselves. At Downsview, each staff member was
asked to submit a list of nine boys and nine girls whom they saw as being  ° -
leaders within the school’s various subcultures. - . - .

Any student so identified by at least three staff members was interviewed
to determine his/her willingness to be involved. Both “positive” and “negative”
student leaders were selected. Many times the “negative” student is the one
many students will ¢ nulete. When turned around, these “negative” leaders
become positive role models. ' '

- “Itwas one of the best things that ever happened to.me,” says Sonny
(who looked like a miniature Lou Ferrigno). After a year of PPC, Sonny got
four marks In'the 60's for the first time in his life. “I still get in trouble but by the
end of the year !'ll know that I've accomplished something and for the first
time I'l] feel good,” he said.

Leadership group sessions deal with problem-solving skills and the
values inherent in most teenage dilemmas. For further information, contact
Ken Morris, PPC consultant, Downsview S.S.

The following are typical success stories at Downsview: . . :

Attendance X

In many cases, a student’s problem comes to lightthrough his or her lack
of attendance. The student leaders have learned to recognize this as a
symptom of other problems and have helped students work with the problem
behind the behaviour. PPC leaders counselled many students about
attendance and, in some cases, actually picked up students who were _
skipping and brought them to school.

Interpersonal Problems .
Among students in this age group, boyfriend/girlfriend problems can .
lead to other difficult situations. Student leaders have discussed these kinds
of situations and have been able to help one another and other students. For
example, one group was able to help a young lady see that because of her
own self-concept, she allowed boys to take advantage of her. They convinced
her that she did not need to ‘pay off’ in order to be deserving of another-
person'’s affection. )

P

Family Problems a

Students who leave home often feel they can no longer continue coming
to school. Many feel the school would not be interested in their housing
problems. In two cases, the families of student leaders directed the students
in difficulty to adults within the North York system who were able to help them
find adequate housing, or helped them with their problem so that they could
return home.

School Behaviour

Historically, Downsview has had a problem in the spring with students
racing their cars and driving Irresponsibly in front of the school. This spring,
student leaders talked to many students formerly inyolved in this activity and
helped to eliminate much of this behaviour. One young man who was involved
was persuaded to meet the family who had issued the complaint. When he
realized that what seemed harmlass behaviour was in fact threatening the
lives of three young children, he looked on his behaviour in a different light.
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PROGRAMS

. {‘ .
e Adequate administrative and organizational time must be made
available to ensure that well organized and effective programs are
presented.

® In most programs a Iengthy’perlod of time {$ needed for observable
results to be noted.

e Staff commitment to such programs is essential, lip-service is not
enough. .

® |n most programs students work under close one-to-one . ) )
. supervision of a trained professional. \ .

® Adequate communication with students, staff, pargnts about the
goals of “peer” programs are essential.

® Many benefits of peer power programs maiy be felt by peers
participating in them.

e Peer power programs may.be costly in terms of time and staffiné.

® Some programs are costly because they require the hiring of
outside consultants (e.g. P.P.C.).

® Credits have been awarded to some students who particibate in
peer programs. ' ' . e rE—

s ® A “culture of caring” must be developed i & very structured way. It
must become fashionable to be interested in others. Values 3
education must be an integral part of the school curriculum. T,
Although every school has a subculture of caring, a concerted
effort on focusing on concern for others must be made so that
individuals are encouraged to manifest their concern.

]

F

t” °  IMPORTANT CONSIDERATIONS CONCERNING “PEER INFLUENCE"
. s

!

y

N

N

bhysical Self-Enhancement

-

Two aspects of self-concept which are of primary concern to adolescents
are: ' ' '

® how they are pe}ceived by others physically (personal awareness)
T ® how effective they are in social interactions (social awareness)

Personal and social awareness can be developed tr}u’roughi
- @ personal hygiene programs
® grooming instructions
e training in social mannerisms /
e .involvement in fitness programs '
® involvement in extracurricular activities
Landis stated that the major cause of inferiority feelings in adolescents

was physical appearance. This factor was far more important than grades,
athletic ability or clothes for most teenage boys and girls

4




My physical appearance 28 27
My lack o! soclal skills 14 13
My lack of popularity 12 14
My poor grades 13 , 10
Being left out of activities 8 14 :
My lack of athietic abitity .7 5
The appearance of my home 5 4 A
How my family acts 3 5
My clothes : ¢ 3 4
My lack of mechanical abllity - 6 3
° Sometimes it is helpful to know that other people worry about the same things that we

FACTORS THAT MAY LEAD TO INFERIORITY FEELINGS

CIRCUMSTANCE BOYS : GIRLS

" Percent

worry about. Purdue Unlversity polled high school students in alf parts of the country,
asking them which of tha above things were most likely to make them feel inferior.
Notice that about.the same things bother both the boys and the girls. (Adapted from
Purdue Opinion Panel.)

el
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Fitness Programs

Fitnes. nrograms have been particularly effective in raising students’
Javels of seli-esteem when the students involved were in some way
disadvantaged. Studies reveal that the students who stand to gain the
most from such programs age the physically weak, the disabled and those:
students who have a low opinion of themselves and their abilities.
Unfortunately, such students are not generally the onegwho opt for Physical
Education courses, Intramural programs or extracurricular activities.

Intensity, frequency, duration and type of exercise used in such
programs are sifnilar to those described earlier in the REAP program for
teachers. The bulk of the research done on this topic, however, suggests that..
self-concept is more apt to be significantly improved if such programs ,
promote the development of muscular strength. The degree to which boys are

. popular with their peers, particularly in Grades Seven through Eleven, often

depends on this variable. Students who rate themselves as physically
attractive, agile, muscular and strong tend to have higher self-concepts than
those who rate them‘selves as ugly, weak and awkwadrd. :

- ——  Thesuccess of-.Charles Atlas, Joe Weider and Lisa Lyoh's body-building

programs have revealed the tremendous need that'exists for self-concept
enhancement techniques that emphasize strength.and body devélopment.
Vic Tanny Gyme, Health Spas, fitness institutes and finishing schools all
capitalize on the enhancement of self through body development.

An eftective deybuildlng program for teenafgers i}N\he High Intensity
program. It is especially useful as a part-time activity in P.E. classes or during
lunchtime when limited.time is available. The program can be complsted in
twelve minutes, strengthens all major muscle groups and can be done on the
Universal apparatus or with free weights.

A}
-

Extracurricular Activities .

Physicdl self-enhancement is a primary reason for many students to get
involved in extracurricular activities. When students are perceived by their
peers as athletic, their self-esteem usually improves. 0.S.8,T.F.'s Holding
Power report suggested that students who participated in'a strong
extracurricular program were more likely to retain self-esteem in the face of
failut e than those not involved. Drop-out rates for non-athletes is twice as high
as those for athletes in Ontario schools. High holding power schools have’
significantly more students involved in intramural sports than do low holding
power schools.

Involvemeant in sports is an exhilarating experience. For many students, it
is the most meaningful learning experience available. Such involvement may
be a far better predictor of success in life than are high grades. The following
prayer read by a student at his school’s athletic banquet indicates the effect
that sport can have on students’ self-esteem.

{
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The Athlete's Prayer .
Dear Fathen ‘
| thank you for — 2 . -
Thursday afternoons,. . .

sweat socks that stood by themselves,
. the locker room which m:itfled the agony of defeat
and amplified the ecstasy of victory,

a mother who ached when | ached,

a father who suffered when | suffered,

. ahoop of steel that dared me to jump ever

higher,

10 precious yards held together by a chain.
Please dear Father, may | always know so well my

limitations and expectations. May the chains

of thought always keep me within that field.
And Father, - .

bless this food.which weare about to receive.
m.ay it help us grow as you want us to grow. .

Amen.
1
Jor

Leadership Training
“Either lead, fol_low, or get out of the way.”

Adolescents exhibit a continuing need for self-esteem and a developing
need for social role-faking. These two forces may be combined in leadership
training. Maslow defines the two major aspacts of self-esteem to include: the
desire for strength, for achievement, for adequacy, for mastery and .
competence, for confidence in the face of the world, and for independence
and freedom; the desire for reputation or prestige, status, dominance,
recognition, importance or appreciation. -

) . (A. Masiow)
Self-asteem grows through the mechanisms ot exﬁectation, realization
and feedback. Leadarship training can provide:

e opportunities for strength, achievement, adequacy, mastery and
competence. - ‘

e opportunities for status, respect, recognition and attention.
e opportunities to state expectation of leadership potential.
e opportunities for recognition of leadership botential.

® opportunities for feedback concerning leadership potential of
students. " ’ ’

v

' The Ontario Student Leadership Centre

Ontario Athletic Leadership Course

Ontario Music Leadership Course

Ontario Student Council Leadership Seminar

Stage d'animation des conseils d’éléves de I'Ontario
Ontario Multicultural, Multiracial Leadership Seminar

lntroductidn

The Ontario Student Leadership Centre is a well-developed 175-acre
waterfront site, iocated on Lake Couchiching about 85 miles north of Toronto.
The Centre is a unit of the Special Projects Branch, Ministry of Education,
Ontario. The Centre and its programs.are administered and co-ordinated by
the Chief Administrator.

The concept of student leadership development began in 1948 when the
Physical Education Brancn of the Ministry of Zducation inaugurated the
Ontario Athletic Training Programs and introducgd the concep} of training

-students with a view to having them assume a leadership role in .
extracurricular sports activities. ' R

In 1952, the name was changed to the Ontario Athletic Leadership
Program to keep pace with the emerging philasophy of leadership

development, The program, as well as the slte, expanded over the years, from

. thainitial 192 students in 1948, to 964 students.in 1973. In that year. a June
O ogram was added to accommodate even more students.




(RS

R

“

331

‘

. - -~

‘In 1974, the Miriistry added seminars for student council leadership, and ’
in 1975.a music leadership program was introduced. In 1979 the program was
further expanded when a student council seminar for students from Frénch
Language instructional Units, and a multicultural, multiracial leaderghip
seminar were both introduced. (The multicultural, multiracial seminar had
been initiated as a pilot project in 1978.) In order to reflect iiils expansion, the .
site, located near Longford Mills on Lake Couchiching, is now namad the

_Ontatio Student Leadership Centre. ) 2

At thepres'ent time, fhe Ministry offers ten courses in seven ditferent a
school-oriented leadershipprograms. These programs involve more than
1600 high school students, and over 150 teacher-counsellors. '

[N -

The Pfograms

The programs are designed evelop leadership skills, communication
skills, organizing skills, self-confidence, and co-operative and responsible  _
attittides In the students who attend. While all courses are similar in thls ’
regard, some aspects of organization angradministration do vary as required
in order to accommodate differences between the various groups.

Adl'of the programs are staffed by experlénced professionals who are
selected from school board, university and Ministry of Education personnel.

The phllosobhy which determined the nature of the initial programs was

* leadership development through the medium of Physical Education and

Sport. Even though,new methods, programs and approaghes have been |
adopted over the years, this basic philosophy of leadership development has
remained constant. It is the common denominator which ties all of the
programs together. * * : :

Selaction of Candidates

D

Each spring the principal of every eligible high school in the Province, in .
consultation with appropriate staff members, is invited to nominate ane
candidate for each course. In mostinstances, the student is required to be Ir;
grade eleven, and to be 16 or 17 years of age. The candidate should rank
academically in the upper third of the grade, and should have demonstrated
leadership potential and interest in service to the school and community.
Although basic or above average abilityin the subject content of-the particular
course is a requirement, the imprcvement of such things as individual athletic -
or music skills is not the prime objective of the Ontario Student Leadership
Centre. It is logical that the improvement of $Kills will be an important by-
product in these programs where students, staff 2nd facilities are of the
highest quality. However, the initial focus is always to provide experiences
which will help the students identify, develop andimprove their organizing
ability, leadership skills, sense of responsibility and service, co-operation,
confidence and teaching potential. It is considered a distinct afid much-

“. sought-after honour to be selected as the school's candidate to any Centre

progfam, and since it is not possible to accommodate all schools, selection is
made on a “first come—-first served® basis.

One very important by-product of the programs at the Leadership Centre

-is their influence on the various school programs throughout the Provingce.

Every fall, more than 1,600 young men and women return to school with fresh
ideas, new skills and new attitudes, which can bring increased vitality and
vigour into their schools. The opportunity fo conduct, plan and organize
various school activities can provide the students with practical back home
experience as a follow-up to the lessorns learnedat the Centre. it can also
provide the often over-worked teacher with excellent assistance in®
administering specific s@c Jl.programs. < -t

<

The Multiculturat Leadership Program:
Purpose of the Program . . . .

The program is designed to provide a Multiculturaland Mult racial
Leadership Program for students and teachers from selected Ontario
secondary schools. Itis the aim of the program to provide participants with_ -
the opportunity to develop skills, attitudes, and concepts which can assist
them in leadership rotes in their home schools as they relate to t:nultlcultural

.

~
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EMC / and multiracial understanding. : T l

/ ' . 67

il



?

Rationale for the Program

The identified need for promoting greater understanding and co-
operation among the diverse cultural and racial groups that attend Ontario's
secondary schaqols is the basis for this program.

<

General Information

Location: Ontario Student Leadership Centre on Lake Couchiching near
Longford Mills.

Duration: Student/staff on-site program; October 6th to 10th inclusive (5
days).
Number of Participants:

® 96 students (12 teams)

® 6 group facilitators

® 1teacher from each participating school (12)
'®. Resource persons

Composition of Groups:
For most of the program the groups of students from the different

=" schools will be mixed homoger=ously into learning teams, with a group

facilitator and two teacher/counsellors for each group.

Participation:
Statf and students will participate equally in all activities.

Group Facilitators: \\

All group facilitators have been selected on the basis of training, and
experience in similar programs. The facilitators are borrowed from school
boards, the Ministry of Education and other agencies.

Selection Criteria for Students *
The students from the participating sc;ucols should be selected to meet
as many of the following criteria as possible:

® 1510 17 years of age.
® Four boys and four girls in each schogl group..,
e Muiticultural, multiracial mix, as representative of the school
community.
& .Possessed of the following qualities:
® |eadership potential
® interest in school and community
® self-awareness, sensitivity, empathy, creativity and self-
motivation \
® social consciousness
e responsibility, and ability to work with others :
e willingness to participate fully in the program and to abide by the
conditions of participation.

Selection of Teachers

Teacher selection is important to the success of the program. Those
teachers chosen should reflect as many of the following criteria as possible:

® the same personal qualities as those listed above for participating
students

® appreciation of the purposes of the program

\ e good rapport with students

® some @xperience in developing working groups in the school or
community -

e willingness to participate in the on-site program

® interestin the development of future activities in this area.

\
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; Program Components

® self-awareness

o experientlal skill development in leadership and interpersonal
relations o

small and large group discussions

outdoor group activities

problem-solving tasks

:;back home/ applicatians of learnings

-audio visual and written resources

guest speakers
/

Evaluation

'

Afinal evﬁuation will be made at the end of the week to assess the
program.

Follow-up

Partitc‘:ipating teachers and students will be encouraged to identify ways
in which the learnings from the program may be of practical use in the
individ%al/school sjtuation. It is expected that they will choose to initiate or
becomé invoived in activities, strategies and programs which will aid
understanding and co-operation. The Ministry of Education will have a
continuing interest in the undertakings of the students, teachers and schools
participating in the program. It is envisioned that the Ministry will attempt to
provide assistancs in such areas as the identification of resources and the
dpvelopment of other leadership opportunities.

l

Should you wish more information on the programs, the following
individuals are available as resourze people: |

John Metcalte
Special Programs

Ministry of Education
Mowat Block,\Toronto

Uwe Schweneke
Special Programs
Ministry of Edugation
Mowat Block, Taronto

3
Individual School Leadership Programs:

| Some schools in ORtario have addressed the need for leadership
training for studentsin u \ique ways. One example of an innovative and
; . effective program is the ope at Earl of March Secondary Scheol in Kanata.
. © This program presently has five phases. The final phase is a credit course
' whichis being offered with Ministry apr~  1l. Each phase cr level ofthe
| program consists of two parts: a trainin_ .tuation or didactic approach
. followed by a laboratory (field activity) or experiential approazh. (See chart for
. full outline of program.)

\
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I-lV PHASES.— LEADERSHIP PROGRAM — EARL OF MARCH

! i i v
1) Workshop — full day 1) Workshop — 4 hours 1) Spring Leadership 1) Spring Leadership
— ——Friday (Sept (December) Camp (June) Camp (June)
Saturday pt.) —
Purpose: 60 students
Intramural . i} To examine how we
- Student Personnel are doing atachieving 40 first year students 20 second year students
Council objectives set in the fall.
Purpose: an introduction Purpose: to give a more
Practical Orientation ii) To examine how we to leadership training advanced leadership
could improve our strategies. training to these
2} FaliCamp (Oct.) performance in student students.
FuiiDay Friday council activities and
Saturday intramural programs.
Sunday

Pianning Camp for year's
activities for intramurals,
student council.

PHASEV

This phase consists of an advanced leadership course which is offered
as a credit course. One prerequisite for the program is that the student has
attended at least one Spring Leadership Camp. More information about this
program can be obtained from:

Mike Peacock or Ed Giffen . )
Earl of March Secondary Schooi
Kanata, Ontario

Career and Self-Concept

“One function requiring much more attention is the guidance and
counselling of students—for choice of school programs, decisions about
careers. and solution of personal problems. The increased diversity and
changing emphasis of both school program and job market mean that now,
more than ever, students need well informed guidance and counselling. The
guidance and counselling functions may have to be shared more evenly
among the school staff rather than left to the specialist alone, partly because
of the increased complexity already mentioned and partly because of
students’ needs for personal counselling.” S.ER.P.

“The goal of guidance services in the Senior Division is to assist studems
to develop into integrated, competent, and socially responsible persons by
enabling them to gain greater insight into their potentialities and limitations;
encouraging a positive self-image; and achieving and maintaining an
appropriate level of academic and personal growth.

In pursuing this goal, it is important that students have opportunities to
increase: .

e self-awareness through an understanding of their own abilities and
areas of competence, interests and values, as well as personal
characteristics that are important in making career decisions;

e planning and coping skills through an understanding of personal
decision making, in order to meet different life situations and carry
through the procedures involved in planning, from secondary school
to post-secondary education, training programs, or employment;

® career awareness through an understanding of career and
advancement opportunities, and the life-styles reflected in different
types of work;

® educational awareness through an understanding of educational
opportunities and learning environments in specific institutions and
programs, and the relationship between career choices and
educational requirements.”

1977 — Ministry Senior Guicance Guidelines
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Setf-Concept Enhancement and Career Planning

Factors that influence an individual's career are:
childhood experiences

® personality factors

® chance

e external factors, such as family, school

¢ and many others.

Donald Super states that career choice is determined largely by self-
concept. In his theory of vocational development he points out that:

e individuals differ in their abilities, interests, and personalities

e they are qualified by virtue of these chracteristics, each for a number
of occupations

e vocational preferences change with time and experience

e this process of change may be summed up in a series of life stages: )
growth, exploration, establishment, maintenance, and decline

e developmentthrough life stages may be guided by aiding in reality
testing and in the development of self-concept

® the process of vocational development'is essentially that of
developing and implementing a self-concept.

Career education is an essential aspect of the education system. The
theory indicates a need for emphasis on the self-concept/self-awareness
component of career education. Most programs should include:

e opportunities for development of self-knowledge and interpersonal
skills

e opportunities for career planning knowledge and skills
e opportunities for development of knowledge of the world of work

Resources/Strategies for Enhancing Self-Concept through
Career Education

Many excellent resource books are readily available to assist with
strategies related to self-concept and career. The following are some of the
many resources as samples of materizal available:

e Life-Pianning Package — York County Board of Education — Task
Force on Senior Guidelines. This work includes a needs assessment
inventory plus a series of strategies for dealing with such topics as
self-awareness, career awareness.

e Department of Education, Manitoba, Student Personnel Services.
Counsellor's Resource Book for Groups in Guidance. Winnipeg:
Department of Education, Province of Manitoba 1972. A resource
book for counsellors wishing to run groups related to career
education.

® Decisions and Outcomes; H.B. Gelatt, Barbara Varenhorst, Richard

Carey and Gordon P. Miller. A workbook for students and a leader’s
guide relating to values and career education.

® Threads: A Tapestry of Selt and Career Explorat,on; Richard.S.
Barkaus and Charles W. Bolyard. The authors focus on strategies to
assist students in learning more about their attitudes, values, interests
and priorities.

Other worthwhile publications include:

e Your Career. University and College Placement Association.
Publisher, Alberta Advanced Education and Manpower.

® Ausin, S.L. How to Choose Your Career-Field. Burlington, Ontario.
Educational Progress Ltd., 1974.

® McClure, Ross M. Destiny Career Planning Manual. Universitv and
College Placement Association, 1980.
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Many different approaches to self-awareness through career
development are used. Some of the more successsful ones are:

® credit courses that include life sKills training along with career
education

® mini-courses that focus on the needs of specific groups of students
for particular career development

® career week programs that utilize members of the community as
resource people

e the holding of a career day or evening when information concerning
how specific careers may suit certain students is given

® work experience programs
e co-operative education modules

® an alternate school program which allows for life skills training and on
the job experience.

Work Experience and Self-Concept Enhancement

Successful work experience programs have recently been shown to have
a great positive influence in changing self-concepts of delinquent students.
(Toronto, 1981, Thistietown Experiment). It has long been thought that self-
concept affects performance but also that self-concept is in turn affected by
performance. Researchers have tried to establish the role of social
reinforcement in improving both self-concept and performance and have
found a positive correlation.

_ Schools may adopt a number of strategies for dealing with the work
experience component of self-concept/career develcpment. The following
outline from the York County Board's work experience program is a sample of
typical programs available throughout the province.

As well, co-operative education programs and aiternate school
programs are providing more opportunities for a young person to experience
the world of work in ways that are meaningful to self-concept.

WHAT IS THE WORK EXPERIENCE PROGRAM?

The work expertence program provides placement of students. for varying periods of ime.
n various business and industrial work stations in the copmunity This placement should provide
the student with an opportunity to gain practical experiences and training in an on-the-job
situation.
WHATIS ITS PURPOSE?
® To introduce the student to new environments and to specialized equipment and facilities

® To provide the student with an opportunity to develop self-confidence, social awareness and a
better understanding of iot-or career selecticn.

e Tohelp the student understand his/her capabilities and limitations

e To give the student first hand experiences in avariety of job situations.

e To i!lSél" in the students the attitudes. skills ana responsibilities necessary to perform well on
the job.

WHAT IS REQUIRED OF THE EMPLOYER?

® To treat the student like any other employee, assigning tasks normally given to a new worker

e To advise the school immediately if the student is not benefiting from the expernience or is
involved in an accident.

® To co-operate with the school to see that the program provides a meaningful and valuable
learning experience for the student. B

® Toassessand evaluate the work and progress of the student at the end of the period he or she
1s with your firm.

SHOULD THE STUDENT BE PAID?

The student does not expect to receive any remuneration and recognizes that the Work
Experience Program is a learning situation. an extension of in-school education. It. however. you
wodald like to remunerate the student. reimbursement of small out-of-pocket expenses. such as
transportation or lunches would be mostacceptable.

WHAT IS THE STUDENT'S RESPONSIBILITY?
® To conduct himself/herself as it he/she were a permanent employee of your company
® Toobserve all the rules and regulation's of your organization
° _To exhibit proper dress and deportment as well as respect for those with whom he/she comes
in contact.
® Tokeep the same working hours as other employees of your company.
® To notify both you and the school if he/she 1s unable to report for work due to illness or
. unavoidable circumstances.
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. ‘ e To have OHIP coverage as well as, Student Accident Insurance. This latter protects the student
against accidents while going to and from work and while performing assigned duties with the
company.

implications for Self-Concept Enhancement through Career Education

- — o self-concept is a major factor in an individual’s career development

® the self-awareness component of self-concept, particularly as.it
relates to interests, abilities, skills and values must be dealt with in
secondary schools

¢ all staff members, not only counsellors, must be aware of their impact
on student self-concept and career development

® many publications’listing strategies for dealing with self-awareness
effectively, are available

® “mini courses” and credit courses in career counselling may
contribute to self-concept enhancement for students

® computer technology may be helpful in doing a needs assessment of
school population related to career counselling

o self-concept development and career development for females
deserve particular attention at this time

® work experience programs, whether they are of the traditional sort or
p—— the more recently used alternate schools ana co-operative education
programs, may provide a very powerful tool in self-concept
enhancement.
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¢ RESOURCE PEOPLE

Human Relations, Organizational Development, Leadership Programs:

Jan Culley
Human Resources Development Associates

P.0. Box 2573, Station B
Kitchener, Ontario N2H 6N2

519 745-7541

Leadership Credit Course:

Michaetl Peacock
Ear! of March Secondary School

Kanata, Ontario

Ministry Leadership Program:

John Metcalfe
Special Programs
Ministry of Education

Uwe Schweneke
) Special Programs
Ministry of Education

Organization Development:

Ken Penrose
Organization Development Consulting Services

106 Parkway Avenue
Markharn, Ontario

Peer Counselling:

Roger Hardy
J.S. Woodsworth Secondary School

Ottawa, Ontario

Positive Peer Culture:
Fred Burford
Downsview Secondary Schoo
Toronto, Ontario ®

-Self-Concept Assessment Instruments:

Pat Crawford, Chief Research and Development Officer, North
York Board of Education, 5050 Yonge St., Toronto.
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