
NBkl 
rto.xrm 

EFFECTS OF CITIZENSHIP CURRICULUM TRAINING ON 

NINTH-GRADE DISCIPLINE-PROBLEM STUDENTS 

DISSERTATION 

Presented to the Graduate Council of the 

North Texas State University in Partial 

Fulfillment of the Requirements 

For the Degree of 

DOCTOR OF PHILOSOPHY 

By 

Antonio M. Pedraza, B.S., M.Ed. 

Denton, Texas 

August, 1986 



Pedraza, Antonio M., Effects of Citizenship Curriculum 

Training on Ninth-Grade Discipline-Problem Students. Doctor 

of Philosophy (Administrative Leadership), August, 1986, 189 

pp., 12 tables, bibliography, 83 titles. 

This study was conducted to measure the effects of 

classroom instruction entitled Citizenship Curriculum Train-

ing on high school discipline. 

Data for this study were collected and analyzed for 

fifty-eight ninth-grade students who had been referred to 

the principal's office three or more times the semester 

prior to the experimental treatment. An experimental group 

of twenty-nine students received citizenship curriculum 

instruction. The control group of twenty-nine students 

received only the school's traditional curriculum during 

second period class. Two teachers presented the citizenship 

curriculum training which included instructional units on 

beliefs, attitudes, emotions, anger, decision-making, com-

munications, confrontation, positive attention, stress, peer 

pressure, authority figures, getting along in school, and the 

society game. 

Data were collected relative to grade-point average, 

absences, discipline referrals, and attitude toward high 

school as measured by the Remitters High School Attitude 

Scale. 



T-tests for correlated samples and analysis of 

covariance examined the effects of the Citizenship Cur-

riculum Training on the four variables measured. The .05 

level of significance was used to test the four hypotheses. 

The results of the study indicate that Citizenship 

Curriculum Training does not improve the students1 grade-

point averages, absentee rate, lower the number of 

discipline referrals, and does not improve students' 

attitude as measured by the Remitters High School Attitude 

Scale. 

It is recommended that similar studies be conducted 

to address the problems of grade-point average, number of 

discipline referrals to the office, high absentee rate, and 

attitudes toward high school by teaching discipline 

students in small classes with a curriculum that aims at 

improving these specific problems. 

Future studies should collect the posttest data the 

first grading period following the experimental treatment 

to test for immediate results. 
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CHAPTER I 

INTRODUCTION 

Discipline, or the lack thereof, continues to be 

identified by the public as the greatest and most pressing 

problem facing school personnel today (10, p. 74). In the 

Phi Delta Kappan's Annual Gallup Poll of the public's 

attitudes toward the public schools, respondents con-

sistently rank discipline as the major problem plaguing 

education in the United States (7, p. 35). 

The problem of discipline in the schools is so signifi-

cant that numerous books have been written on disciplinary 

approaches (Furtwengler and Konnert, 1982; Jones and Jones, 

1981; Madsen and Madsen, 1981; Wolfgang and Gluckman, 1980). 

In 1979, the National Association of Secondary School 

Principals Bulletin devoted two entire issues to the problems 

of student discipline (16, 17). 

The traditional form of school discipline has attempted 

to maintain order by rules and regulations enforced by 

penalties. The severity of the penalty varied with the kind 

and degree of infringement. Among the penalties that have 

been frequently employed were reprimands, detention, with-

drawal of privileges, corporal punishment, and expulsion. 



While the use of such penalties has by no means been 

abandoned, they have been used less frequently in recent 

years. The tendency today is to seek proper conduct 

through learning rather than by arbitrary authority (9). 

Teachers continue to express considerable concern about 

student misbehavior. A recent report (22) suggests that 

disruptive student behavior is a major factor that contributes 

to teacher stress and job dissatisfaction. Recent data show 

that our school system is in a dilemma regarding discipline 

and the use of punishment. The controversy over punishment 

cannot be resolved unless teachers are given alternatives for 

dealing with children who misbehave and refuse to learn (15, 

p. 455) . 

There are problems in both our schools and society that 

have not been present previously. Students are different; 

rules and home environments are different. Students no 

longer accept parents' and teachers' judgments as absolute. 

Indeed, in many cases students pay little or no attention to 

parents and teachers. Parents are being called upon to 

justify students' actions in ways which were not expected of 

them in the past (3, p. 12). 

Open and structured classrooms suffer the effects of 

misbehavior as do upper- and lower-class schools. Both 

black and white, ghetto and non-ghetto students misbehave 

in school. Teachers and principals are frustrated; parents 



are both frustrated and angry. Discipline has definitely 

been identified as a problem of major proportions (2, p. 13). 

Discipline is the most basic all of basics (18, p. 1). 

One of the principal goals of education should be to teach 

discipline for the purpose of improving classroom behavior. 

The challenge for educators and parents is to help students 

to develop the skills of responsible behavior by creating an 

environment in which students may acquire those skills. 

Statement of the Problem 

The problem of this study was to determine the effects 

of citizenship curriculum training on the grade-point average, 

discipline referrals, school attendance, and attitudes toward 

high school of ninth-grade students who were classified as 

discipline-problem students. 

Hypotheses 

The following hypotheses were developed for testing in 

this study. 

1. There will be no significant difference in the 

adjusted grade-point averages of discipline-problem students 

who received citizenship training and discipline-problem 

students who did not receive the training. 

2. There will be no significant difference in the 

adjusted daily absentee rate means of discipline-problem 

students who received citizenship training and discipline-

problem students who did not receive the training. 



3. There will be no significant difference in the 

adjusted average number of discipline referrals of discipline-

problem students who received citizenship training and 

discipline-problem students who did not receive the training. 

4. There will be no significant difference in the 

Remmers High School Attitude Scale adjusted mean scores of 

discipline problem students who received citizenship cur-

riculum training and discipline—problem students who did not 

receive the training. 

Background and Significance 

Few concerns during the history of American public 

education have spawned/ over such a brief period of time, 

so much program development, staff training, scholarly 

inquiry, press coverage, policy making, and intense feelings 

on the part of parents and professionals as the contemporary 

student discipline "crisis." What surfaced during the mid-

1960s as student unrest and alienation had grown by the 

1970s into a nationwide rejection by large numbers of young 

people of the rules and conventions by which schools and 

homes had been run for over a century (6, p. 25). 

Duke and Jones (6, p. 26) report that this concern was 

reinforced during the early 1980s by reports from the 

National Commission on Excellence in Education and the Task 

Force on Education for Economic Growth of the Education 

Commission of the States. These reports focus attention on 



low academic standards and poor student achievement, thus 

reinforcing the importance of on-task student behavior. 

Students need to learn to behave in a socially accepted 

manner in order for a healthy learning environment to exist 

(21, p. 390) . One way to encourage students to exercise 

responsibility is to teach them to be responsible. Respon-

sibility, like reading, is learned through practice. 

Teachers should not assume that students understand how they 

are supposed to behave in school. A study by Duff concludes 

that students are uncertain about how to act in school (4, 

p. 502) . 

A recent Gallup Poll (7) indicates that the public wants 

more classtime devoted to teaching students how to behave 

properly. According to Duke (5) , school rules and issues 

related to student behavior belong in the regular school 

curriculum. Duke also suggests the following ways in which 

student behavior and related topics can be addressed within 

the context of the regular academic curriculum. 

1. Analyzing values and the ways individuals 
develop their own values; 

2. Teaching specific values necessary for the 
perpetuation of society; 

3. Discussing human behavior in general and 
student behavior in particular; 

4. Teaching group dynamic skills that can be 
useful in resolving conflicts related to behavior 
problems; and 

5. Teaching school rules and the consequences 

for disobeying rules (5, p. 51). 

Duke and Jones report that a growing number of 

researchers are working on curriculum approaches aimed at 
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both reducing discipline problems in schools and increasing 

student interest in learning. One researcher studied a 

variety of cooperative learning projects that required 

students to work together effectively, thereby minimizing 

the likelihood of class disruptions and distractions. 

Other researchers analyzed various ways to teach about con-

flict resolution, ethical development, and justice (6, p. 29). 

The most ambitious attempt to address student behavior 

through the curriculum has been developed by Kohlberg (13) 

who is a moral—development theorist. Kohlberg developed the 

cognitive-development approach to moral education that teaches 

students how to function in a rule-governed organization and 

how to be contributing members of a democratic microsociety. 

Duke (5, p. 11) discusses a similar program that seeks to 

improve student behavior by increasing interpersonal sensi-

tivity through a curriculum unit devoted to teaching emotion-

ally disturbed and socially maladjusted students to care 

about each other. 

According to Ban (1, p. 345), behavior in school should 

be an object for study in the classroom. Ban proposes that 

instruction during the first week of school should center on 

conduct and its consequences. A lesson plan should be 

prepared for the purpose of teaching proper behavior. 

Self-disciplining structures are based on the recogni-

tion that learning of self-discipline and personal 



responsibility on the part of students is a basic purpose 

of any educational institution. Stensrud and Stensrud 

(20, p. 165) suggest that one of the best ways to eliminate 

the discipline problem is through the conscious structuring 

of educational institutions for the learning of respon-

sibility and the self-discipline which this requires. Self-

discipline does not develop without being encouraged and, 

if it is a major concern, it should be a major part of any 

curriculum. 

This study examined the effects of a citizenship cur 

riculum training program on ninth-grade discipline-problem 

students. The areas examined included grade-point average, 

attendance record, discipline referrals to the principal s 

office, and the students attitude toward high school. 

Definition of Terms 

For clarification purposes and handling of the data, 

the following terms are descriptively defined. 

Discipline-problem students are students who had been 

removed from the classroom setting three or more times due 

to discipline problems. 

Citizenship curriculum training is the experimental 

instructional treatment used in this study. The citizen-

ship curriculum training is discussed in detail in Chapter 

III. 
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Discipline includes procedures and rules by which 

order is maintained in a school. 

Grade-point average is the numerical point assignment 

for grades received each grading period. 

T h e Hawthorne Effect (8) is a term used to describe 

a situation where the fact of being studied rather than the 

experimental factors being manipulated cause the subjects 

being studied to react. 

Attendance record is the daily school attendance of 

schools. 

Students attitude toward high school as used in this 

study refers to a score on a seventeen-item, Thurstone-type 

scale entitled Remmers High School Attitude Scale developed 

by H. H. Remmers to measure a student's attitude toward 

high school (Appendix A) . 

Discipline referrals are the number of times a student 

was referred to the principal's office for discipline 

problems (Appendix B). 

Limitations 

This study was limited to discipline-problem students 

who were enrolled in an inner city high school in a large 

North Central Texas school district. The selection of 

discipline—problem student (see definitions on page seven) 

was limited to those students who were referred to the 



principal's office three or more times for discipline 

problems. 

Basic Assumptions 

The following basic assumptions were made for this 

study. 

1. It was assumed that the Hawthorne Effect (8) may 

have had a major impact on the findings of this study that 

was not measurable. 

2. It was assumed that the Remitters High School 

Attitude Scale (19) is a valid and reliable measure of 

student attitudes toward any high school. 

Methodology 

The following procedures for collection of data were 

utilized in this study. Areas briefly discussed include the 

population of the study, pretest and posttest administration 

of the instrument, data collection, and analysis of data. 

The population of this study was composed of 434 ninth-

grade students from a high school in a large urban school 

district in North Central Texas. The sample population for 

this study consists of fifty-eight ninth-grade students who 

were removed from the classroom setting three or more times 

because of disciplinary problems. 

Twenty-nine students were selected randomly from fifty-

eight discipline problem students to form the experimental 
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group. The twenty-nine remaining students from the sample 

population, who were not randomly selected for the experi-

mental group, served as the control group for the study. 

All students in both sample populations were adminis-

tered the Remitters High School Attitude Scale (19) as a 

pretest measure in March, 1982. All students in the experi-

mental group participated in a citizenship curriculum train-

ing course. All students in both sample population groups 

were administered the Remitters High School Attitude Scale 

(19) as a posttest measure in January, 1983. 

At the end of the Fall Semester in January, 19 82, pre-

test data on the sample population groups' grade-point 

average, number of discipline referrals, daily attendance 

record, and the pretest score on the Remitters High School 

Attitude Scale were collected. These data were recorded as 

premeasures. At the end of the Fall Semester in January, 

1983, data on the same variables were recorded as post-

measures . 

One-way Analysis of Covariance was the statistical 

procedure that was used for analysis of the data. The .05 

level of significance was utilized to test all of the 

hypotheses. T-tests for correlated samples were utilized 

to compare the differences between the experimental group's 

pretest and posttest mean scores and, to compare the differ-

ences between the control group's pretest and posttest mean 

scores. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

The literature relevant to this study was examined in 

four specific areas in relation to discipline-problem 

students. Topics covered are (a) the lack of discipline, 

(b) the role of discipline, (c) discipline and school rules, 

and (d) the pedagogical approach. 

The Lack of Discipline 

The problems of lack of discipline and the misbehavior 

of school age children, plus the many problems that are 

created by lack of discipline in youngsters, are concerns 

that are not new. Concerned with the youth of his day, 

Socrates stated in 400 B.C., 

Our youths love luxury. They have bad manners, contempt 
for authority; they show disrespect for their_elders, 
and love to chatter in place of exercise. Children are 
now tyrants, not the servants of their households. They 
no longer rise when their elders enter the room. They 
contradict their parents, chatter before company, gobble 
up their food, and tyrannize their teachers (56, p. 9). 

This classic lament of Socrates could easily be attri-

buted to parents of students in the mid-1980s. The concern 

with discipline problems is not new; what appears to be new, 

according to Raffini (56), is the frustration faced by 

teachers and parents when they apply the traditional 

13 
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approaches and techniques of control with today's disruptive 

and discipline-problem students. 

United States President Ronald Reagan made school 

discipline one of the major issues in his 1984 re—election 

campaign (38). Reagan has waged a campaign against unruly 

behavior in schools and is making improved discipline and 

reduced school violence a major focus of his efforts to 

foster excellence in education. 

Baker (6) and Bauer (8) agree with President Reagan's 

campaign against lack of discipline in our schools' class-

rooms. Bauer states that student misbehavior is one of the 

most serious problems facing our schools today. Civil 

behavior in the classroom is a prerequisite for learning. 

Even a few disorderly students can disrupt the education of 

the majority of the students who are in school to study and 

learn. More than a few disorderly students make education 

virtually impossible. Rutter and Mortimore (57) found in 

their research that a school's internal life influences how 

all students behave and learn, and often does so more 

powerfully than the home or community. 

The National Institute of Education (51) surveyed a 

nationally representative sample of principals, teachers, and 

students in secondary schools on the extent of disruptive and 

criminal activity in United States schools. The NIE study, 

commonly referred to as the "Safe School Study," found that 
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only about one of every fifty-eight crimes that occurred in 

the schools was reported to the police. According to this 

study, in each month of 1976 the scope of criminal activity 

in America's secondary schools was as follows: 

1. 282,000 students were physically attacked, 
2. 112,000 students were robbed through force, weapons, 

or threat, 
3. 2.4 million students had their personal property 

stolen, 
4. 800,000 students stayed home because they were 

afraid to attend, 
5. 6,000 teachers were robbed, 
6. 1,000 teachers were assaulted seriously enough to 

require medical attention, 
7. 125,000 teachers were threatened with physical harm, 
8. more than 125,000 teachers encountered at least one 

situation in which they were afraid to confront 
misbehaving students, 

9. one out of two teachers was on the receiving end of 
an insult or obscene gesture, 

10. 2,000 fires were set in schools, 
11. 13,000 thefts of school property occurred, and 

12. 24,000 incidents of vandalism occurred (51, p. 74). 

A study conducted by Boston's Safe Schools Commission, 

in 1983, which involved nine hearings around the city and 

surveys at four out of seventeen high schools, resulted in 

similar findings to the NIE study. The results show that 

three out of ten students admitted carrying weapons to school. 

Half of the teachers and almost 40 percent of the students 

were victims of school robbery, assault, or larceny. Further, 

nearly four in ten students often feared for their safety in 

school or reported avoiding corridors and restrooms (53, p. 

12). 

In another study reported by Bauer (8), which was con-

ducted by the Detroit Free Press in 1983, teachers were 
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surveyed across the State of Michigan, and the data revealed 

that 46 percent of all teachers had been threatened with 

violence. One out of five teachers in the study (19 percent) 

had been hit by a student. Two out of three teachers said 

that unmotivated and undisciplined students were a serious 

problem in their classroom. 

The NIE's Safe School Study (51) found that three million 

teenagers from fourteen to seventeen years of age had problems 

with alcohol. One out of four students from grades ten to 

twelve drank alcohol at least once a week; 6 percent of the 

twelfth graders drank daily. The National Office of Juvenile 

Justice and Delinquency Prevention Research and Development 

Project in 1983 found that the proportion of seventh-grade 

students who reported being high on drugs or alcohol at school 

ranged from 2.2 percent to nearly one in every ten students 

(52) . 

Although the different types of discipline problems 

receiving the greatest attention have changed over the past 

two decades, the overall level of public concern regarding 

discipline has remained high (14, 19, 55, 62). The problems 

involving student discipline have reached alarming numbers, 

particularly at the high school level. Duke (19) identified 

the various types of discipline problems that are encountered 

in schools and placed the infractions into five major cate-

gories. 
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Attendance-Related Problems: 
A. Absence from school without permission (truancy). 
B. Absence from class without permission {skipping, 

cutting). 
C. Late arrival to school or class (tardiness). 
D. Leaving school without permission. 

Out-of-Class Problems: 
A. Criminal behavior 

1. Physical assault and battery. 
2. Extortion; intimidation. 
3. Theft. 
4. Possession of weapons. 
5. Possession, use or sale of controlled 

substances. 
6. Destruction of property (vandalism). 
7. Bomb threats. 
8. Setting false fire alarms. 

B. Noncriminal behavior 
1. Fighting (without injury). 
2. Cigarette smoking (outside of designated 

smoking areas, where they exist), 
3. Use of "nuisance" equipment on school 

property (radios, skateboards, etc.). 
4. Littering. 
5. Loitering in halls or unsupervised areas. 
6. Public displays of affection. 
7. Improper attire. 
8. Disruptive behavior on school bus or at 

an extracurricular activity. 
In-Class Behavior: 

A. Classroom deportment 
1. Talking or answering out-of-turn. 
2. Disrepect toward the teacher. 
3. Disrespect toward another student. 
4. Disruptive behavior. 
5. Chewing gum or eating. 
6. Moving around the classroom without 

permission. 
B. Conduct Related to Academic Work; 

1. Failing to complete assignments. 
2. Not completing assignments on time. 
3. Forgetting equipment (pencil, textbook, 

etc.). 
4. Cheating on tests. 
5. Copying homework from another student or 

plagiarism. 
6. Failing to prepare for class (i.e., not 

suiting up for physical education class) 
(19, p. 4). 
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The American public has been alarmed by the above-

mentioned problems that continue to confront our nation's 

schools. According to Hyman and D'Alessandro (38), respon-

dents to the Annual Gallup Poll of the Public's Attitude 

toward the Public Schools have consistently ranked lack of 

discipline as the major problem plaguing education. Lack 

of discipline has been named as the primary problem con-

cerning the American public on fifteen out of sixteen Annual 

Gallup Survey Polls. 

Teachers' attitudes were surveyed in the First Annual 

Gallup Poll of Teachers' Attitudes toward the Public Schools 

(29) in October, 1984. The purpose of the survey was to 

track opinion trends and to compare teacher attitudes about 

key school topics with the attitudes of the general public, 

including those of parents and children. The results of 

the 2,000 teacher survey study indicate that the public's 

perception of discipline in the schools differs considerably 

from that of teachers. The teachers named lack of parental 

support as the most crucial problem facing local public 

schools. The teachers ranked lack of discipline as the 

fourth most crucial concern in education; 16 percent of the 

teachers compared to 30 percent of the parents thought that 

disciplinary problems were very serious. 

Huber (36) conducted a study of parents, teachers, and 

principals in forty-four middle schools in South Dakota. 

Huber's study investigated the discrepancies of disciplinary 
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concerns among parents, teachers, and principals. The 

results of the study indicate that parents rank student 

use of drugs, alcohol, and tobacco as their primary 

discipline concern. Both the teachers and principals were 

most concerned about students' lack of interest and apathy 

toward the school. 

Duke and Jones (20) report that earlier research con-

cerning lack of discipline supports evidence that educators 

feel the public's concern over discipline is justified. In 

one study, 60 percent of the teachers sampled in a midwestern 

metropolitan area agreed that public alarm over discipline 

was warranted. Other studies indicate that lack of discipline 

is the key contributing factor to teacher stress and "burn-

out ." 

From its 1983 Nationwide Teacher Opinion Poll, the 

National Education Association says, 

Nearly one half of all respondents (45 percent) reported 
that student misbehavior interferes with their teaching. 
Another 46 percent reported that student misbehavior 
interferes to a small extent with their teaching? only 
9 percent reported no interference from student mis-
behavior (50, p. 10) . 

Teachers are leaving the teaching profession at an 

astounding rate according to the National Education Associa-

tion teacher survey. Wolfgang and Glickman (68) cite the 

1977 NEA report which found that only 14 percent of the 

teachers surveyed had been teaching twenty years or more. 
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That was half the percentage (28 percent) of fifteen years 

before. Only one-third of the teachers still in the pro-

fession believe that they would make the same choice again 

in 1977. Duke and Jones (20) report that in 1982, 63 percent 

of teachers polled cited discipline problems as the reason 

for job dissatisfaction, and the major reason for leaving the 

teaching profession was negative student attitudes and 

discipline. 

According to Hyman and D'Alessandro (38), the results 

of the public's outcry throughout the last fifteen years 

has illuminated a national concern but also engendered a 

harmful overreaction by influencing educators to make drastic 

changes in discipline policies. School systems across the 

country appear to be attempting to respond in rational ways 

to irrational stimuli. Baker (6) reports that school reforms 

pertaining to lack of discipline have been initiated by eleven 

states since January of 1984. Eleven states have acted on 

school discipline legislation* fourteen states have formed 

task forces on school discipline and school crime? eighteen 

states have submitted special reports on school discipline 

and crime to their legislatures; and seventeen states are 

involved in other discipline-related activities. Duke and 

Jones (20) suggest that the difficulties posed by the lack 

of school discipline and class disruptions are intensified 

by the disagreement of school officials over which problems 
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are most serious or how to go about handling the different 

types of problems. 

The Role of Discipline in School 

Strong historical roots support the theory of the 

necessity for the discipline of students to adopt certain 

behavioral dispositions in keeping with expectations of 

dominant power-groups. In the case of classical Sparta, 

the process was harsh, inflexible, and oriented toward 

highly specific ends. Castle (13) relates how Spartan 

schooling involved the complete submergence of individuality 

in a system where the state possessed the child, body and 

soul. Discipline was construed in terms of obedience to 

immediate superiors in a hierarchy of persons themselves 

obedient to a static community tradition and was enforced 

by means of incessant corporal punishment and the ruthless 

conditioning of young minds toward an exclusively military 

ideal. 

In the English schools of the last century, according 

to Landon (47), obedience was enforced for the most part 

less brutally and without military goals in mind. But still, 

discipline in England has been essentially a process of 

obedience—-training for society at large. The real intention 

of early English discipline in schools was apparently to 

provide a schooling in subordination. 

Durkheim (22) , the French sociologist, also saw school 

discipline in terms of preparing the child for the "discipline 
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of society," but not in the sense of reducing him to a 

position of insubordination. Durkheim argues that education 

should be in harmony with the values and needs of society and 

that the objectives of moral education could be determined by 

identifying the collective interests of society. These 

interests Durkheim saw as a collection of societal "facts" 

that were roles, habits, customs, and laws which through 

education could become internalized by all members of society. 

Durkheim believed that teachers had a moral responsibility to 

cultivate in their pupils what he called "the spirit of 

discipline." This, he advised, could be achieved not in 

terms of inducing uniformity of behavior nor in terms of con-

trolling students to make them work. Durkheim's emphasis 

was on regularizing the child's conduct, moderating his 

egocentric desires, and encouraging him to respect authority. 

This he called the guarantee of the survival of society. 

Schools in the Soviet Union do not have problems identify-

ing the needs of the Russian society because the goals of 

education in Russia are implicit in the notion of "communist 

morality" and are explicitly defined in manuals, books, and 

the popular press. Bronfenbrenner's (11) Two Worlds of 

Childhood: U.S. and U.S.SYR, illustrates vividly the ways 

in which Russian children are trained to behave by "collec-

tive means" through the influence of the community. Russian 

parents and teachers are given detailed guidance concerning 
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the expected behavior of children at home, school, and the 

community. The mode of behavior in Russian schools must be 

seen in the context of Soviet collective upbringing where the 

classroom is a unit of the communist youth organization, and 

where all activity is oriented toward agreed ends in keeping 

with Soviet ideology. The school regime is not a punitive 

one; rewards, praise, and competition are heavily emphasized 

and carefully systemized with the group rather than the 

individual as the referent. Although it is the teacher who 

first sets the standards, monitors assigned to each class 

and to each row within each class gradually take on respon-

sibility for maintaining order through interclass and inter-

row competition. Always, the appeal is to the group. As a 

result of this collective way of upbringing, Russian children 

are seen by Bronfenbrenner as being more conformist, less 

anti-adult, and less rebellious than their United States 

counterparts. 

Ausubel (5), an American psychologist, regards 

discipline partly as a process necessary for orderly teach-

ing, and partly as a means for providing students with 

emotional security. According to Ausubel, discipline can 

be construed as a form of training that contributes toward 

the development of a stable personality. 

Sociologists have tried to show how education serves as 

a function in preserving the structure of society and the 
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social order. Education serves the demands of the economy 

and the political system and has little control over its own 

destiny. Shipman (59) contends that the socializing influ-

ence of schools may well outweigh educational influence in 

terms of cognitive development, Shipman argues that the 

pervasive quality of the disciplinary environment constitutes 

part of the hidden curriculum so that the values which are 

enforced in school are precisely those which are needed for 

the efficient functioning of bureaucratic organizations and 

the maintenance of the social order. Part of the hidden 

curriculum are obedience? abiding by rules, loyalty, industry, 

punctuality, regular attendance, quietness, orderly work in 

large groups, working to a strict timetable, tolerence to 

monotony, the ability to change readily from one situation 

to another, and ignoring personal needs when these are 

irrelevant to the task at hand. Shipman points to the "moral 

courses" laid down by the Japanese government in the 1950s 

which led to the industrialization of Japan and received 

support from the educational system that helped create a 

readiness to accept training and discipline in industry as 

well as an aggressive nationalist outlook. Respect for 

service, good manners, impartiality, and observance of rules, 

the difference between right and wrong, the appreciation of 

labor, were emphasized by Japanese education and Shipman sees 

this as an illustration of the Japanese faith in the power of 

the educational system. 
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American economists Bowles and Gintis (10) attempt to 

demonstrate the economic importance of the education system 

in reproducing the social relationship of the American 

capitalistic mode of life, Bowles and Gintis claim that 

"since its inception in the United States, the public school 

system has been seen as a method of disciplining children in 

the interests of producing a properly subordinate population" 

(10, p. 37) . 

Bowles and Gintis do not view the nature of discipline 

in American schools as being personalized but rather as part 

of a large bureaucratic structure of the schools that relies 

on regulations from higher authorities with the aim of 

compliance giving its way to behavior modification with the 

objective of self-control. The American system operates to 

inhibit those manifestations of personal capacity which pose 

a threat to hierarchial authority, thus playing an insidious 

role in social control. This state of affairs is a reflection 

of the force of business interests and the idealogy of 

efficient management. 

The use of the word discipline coterminously with 

control is fairly prevalent in educational literature, 

Ausubel's (5) definition of discipline also means control, 

the absence of permissiveness, while self-discipline 

signifies the internalization of extrinsic controls. Ausubel 

emphasizes that discipline must have certain characteristics 

which are in keeping with a democratic society. 
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Democratic discipline is as rational, nonarbitrary, 
and bilateral as possible. It provides explanations, 
permits discussions, and invites the participation of 
children in the setting and enforcement of standards 
whenever they are qualified to do so. Above all, it 
implies respect for the dignity of the individual, 
makes its primary appeal to self-control, and avoids 
exaggerated emphasis on status differences and barriers 
between full communications. Hence it repudiates harsh, 
abusive, and vindictive forms of punishment and the use 
of sarcasm, ridicule, and intimidation (5, p. 511). 

Democratic discipline is an appropriate way of control-

ling students through processes which are noncoercive. Hobsen 

(35) makes the conceptual point that coercion can never be a 

method of educating, in the sense of helping students to grasp 

what is true. Hobsen says coercion is forcing a belief with 

a threat and is irrational because it does not provide a moral 

reason for action, only an expedient one. 

Silberman (61) deplores the ban on movement prevalent in 

many American schools where even the length of time which 

can be spent in the toliet may be rigidly prescribed and 

where corridors are constantly patrolled by staff. Control 

in this sense is a means to an end with a preoccupation with 

efficiency where orders are given in the interest of 

convenient administration rather than in relation to the task 

of educating students. Silberman suggests the reason for 

this present condition in American schools. 

If teachers are obsessed with silence and lack of move-
ment, it is in large part because it is the chief means 
by which their competence is judged, A teacher will 
rarely, if ever, be called on the carpet or denied tenure 
because the students have not learned anything,' he most 
certainly will be rebuked if the students are talking 
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or moving about the classroom--or even worse found 

outside the room (61, p. 144), 

According to Smith (60), discipline has been referred 

to as the procedures, including rules, by which order is 

maintained in a school. For a school to function properly, 

the discipline and conduct of the students must conform to 

conditions that are conducive to learning. In recent years 

the system of discipline characterizing society has been 

moving from force to persuasion and thence in the direction 

of self control. 

In the early days order was secured by coercion, the 

older form of school discipline maintained order by rules 

and regulations enforced by penalties. The severity of the 

penalty varied with the kind of infringement. Among the 

penalties frequently employed were reprimands, detention, 

withdrawal of privileges, corporal punishment, and expulsion. 

The use of such penalties has by no means been abandoned in 

the mid-1980s but the use is less frequent in recent years. 

The tendency is to seek proper conduct through learning 

rather than by arbitrary authority (60). 

Jones (42) discusses the concern about the manner in 

which school discipline is being handled, which has also 

been expressed by minority groups who point to studies indicat-

ing that a disproportionate percentage of minority children 

are suspended and expelled. Consequently, racially integrated 

schools have begun to explore reasons for the imbalance in 

punishments given to minorities. Furthermore, a strong 



28 

concern has been expressed that too many educators do not 

try to prevent discipline problems. Educators in the past 

have waited until the problem has reached a crisis, and then 

they administer short-term interventions that ignore the 

reasons why the crisis originated and that promise only 

momentary relief (44) . 

Duke and Jones (20) identify the lack of clear, con-

sistent, and comprehensive definitions of classroom manage-

ment and school discipline. This problem has slowed the 

development of discipline and classroom management as a 

widely recognized specialization. Currently, in 1986:, 

widespread agreement does not exist concerning the most 

effective ways to manage classrooms, prevent behavior 

problems, or coordinate school discipline. 

School Rules and Discipline 

School discipline is often seen as an important ingre-

dient in the process by which students are enabled to function 

in society. According to Docking (15), if students are to 

participate in adult society, they must develop rule-

following and law-abiding habits. Students must conform to 

the general social expectations of mainstream culture, thus 

absorbing the culture's basic attitudes and beliefs. 

The use of formal school rules in the past has been 

based on the somewhat cynical belief that students will tend 

to misbehave unless external limits are placed on their 



29 

behavior. Duke (19) points out that such 3- belief dsnvss 

some legitimacy from religious notions of "original sin," 

It is the belief, according to this theory, that in the 

absence of established authority, humans (particularly 

immature humans) will act selfishly and irresponsibly, h 

corollary of this belief is that rules are more useful when 

promulgated before being needed rather than afterward. 

In many cases in the past educators have used the word 

discipline as a synonym for punishment. Students have been 

punished for doing things that the teacher thought were 

immoral, illegal, unsafe, or disruptive of the learning 

situation. Teachers also punished students for misbehaviors 

that were distasteful to the teacher. These misbehaviors, 

which were often called impolite, discourteous, or uncouth, 

comprise the majority of discipline referrals to the 

principal's office. Newly hired teachers are oriented 

toward the ground rules of discipline in their schools by 

receiving long lists of rules and their corresponding 

punishments (31). 

Because living in society involves living in accordance 

with certain agreed rules which govern an individual1s 

behavior, Docking (15) contends that schools are sometimes 

regarded as a kind of training-ground where children come 

to internalize the behavioral values of the dominent culture 

and learn to act accordingly, It is clear that the notion 
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of social values and, of rule—following is implicit in the 

notion of society. Alexander also points out that 

a society without rules is inconceivable, and rules 
without some attitude of disapproval towards breaking 
them are inconceivable. Anyone who seeks to change 
a society rather than to abolish society altogether 
must be aiming at something with some rules, however 
exiguous (2, p. 149). 

Schools cannot afford to disregard societal values and 

behavioral expectations. Schools have been set up by society 

for the purposes of society, and one purpose of a school is 

to ensure that students' behavior is commensurate with 

society's general expectations (15), 

Despite the popularity of rules, the evidence concern-

ing their effectiveness is mixed according to Duke and Perry 

(21). Duke and Perry have observed that the absence of long 

lists of rules may help improve students' behavior. They 

state that too many rules may actually contribute to the 

creation of discipline problems by overtaxing the capacity 

of teachers and administrators to enforce them. This leads 

to inconsistent discipline, teacher frustration, and under-

mining the school's credibility as a rule-governed organiza-

tion. 

Administrators must realize the cost of using their 

position to establish rules and more controls. The cost 

may outweigh the benefits in many cases, according to 

Gouldner (33), Gouldner indicates that the intent to 

obtain control of students through increasing bureaucratic 
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rules may have the reverse effect. When the rules are 

spelled out they are typically the minimum acceptable 

standards, and Furtwengler and Konnert (27) state that many 

schools, teachers, and administrators expect more from stu-

dents than meeting the minimum acceptable standards for 

appropriate behavior. The increased supervision necessary 

to make certain that the rules are being complied with makes 

the power relations more visible, and thus produces more 

interpersonal tension between the students and the super-

visors of those rules. The establishment of more rules and 

regulations increases the need for control devices and may 

have negative rather than positive consequences. 

Gouldner suggests that rules should have the following 

characteristics. 

1. Rules should be initiated and supported by 
both students and teachers. 

2. Rules should be enforced by the educators 
and obeyed by the students. 

3. Violations of rules should be received as a 
lack of information. 

4. Attempts to educate violaters about the rules 
should be initiated (33, p. 162). 

Hargraves, Hester, and Mellor (34) report on one of the 

most extensive studies of school rules, and they conclude 

that in some schools some of the rules could be abolished 

without any serious consequences. 

If a rule is not strictly necessary or does not serve 
any really important purpose, might not its abolition 
and the abolition of all its associated deviance be in 
the best interest of all? Teachers might devote 
greater attention to examining the pupils' perspective 
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on rules, for they may not always understand or share 
the teacher's justification for the rules. Research^ 
has shown . . . that where teachers enforce rules which 
are seen by some pupils as illegitimate the enforcement 
of the rules may provoke an entirely unintended and 
unanticipated widespread deviance (34, p. 256). 

Duke and Jones (20) concur with Hargraves, Hester, and Mellor 

and observe that the enforcement of rules is reputedly incon-

sistent within and among schools as well as over time. 

In the study of teacher behavior and classroom manage-

ment, Gage and Crawford (28) and Kounin (46) are credited 

for advancement in these two areas. Gage and Kounin 

identified that there is a need for teachers to develop a 

system of rules that allows pupils to attend to their 

personal and procedural needs without having to check with 

the teacher. 

Charles (14) states that every classroom needs a set 

of rules that governs two things—work habits and personal 

behavior. Charles also adds that for rules to be effective 

they must be jointly formulated, reasonable, positive, 

succinct, observable, public, enforceable, and enforced. If 

broken rules call for appropriate penalties, penalties must 

be applied immediately, consistently, and impartially with-

out malace. Obsolete or unnecessary rules should be 

dropped; since all rules are made to be obeyed, unreasonable 

rules can be changed. As long as rules are in effectf these 

rules should apply to everyone. 
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Teachers should not assume that students understand how 

they are expected to behave in school, A survey by Duff (17) 

asked the question, "Do students have a clear idea of what is 

expected of them where student behavior is concerned?" The 

results of the survey show that 30 percent of the students 

answered "no" to the question. This negative response 

occurred even after the students had received instructions 

in an assembly for the sole purpose of discussing behavior 

standards. The results of the survey were questionable as to 

whether or not the students were displaying a lack of under-

standing of the rules or disagreement with the reasons for 

the rules. 

A study conducted in 1980 by the National Opinion 

Research Center at the University of Chicago for the National 

Center for Education Statistics (50) surveyed 1,015 schools 

and school administrators pertaining to school rule enforce-

ment, rule perception, and misbehavior in school. Students 

perceived rules as being enforced more often in schools where 

there was a lower rate of misbehavior than in schools with 

higher levels of misbehavior. The study also found that 

high schools which enforced more rules had lower rates of 

misbehavior reported by the students. A relationship was 

found between rule enforcement and a perception of fairness. 

Students in the survey felt that where rules of conduct were 

strictly enforced, disciplinary procedures were unfair (50)» 
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School rules and regulations have been developed by 

school boards, superintendents, principals, teachers, and 

trustees since the development of the public school move-

ment. Johnson (41) reports that studies of school rules 

which were compiled by Henry Barnard from forty-nine cities 

when he served as United States Commissioner of Education in 

1870, indicate that for every rule listed by Barnard a 

counterpart could be found in rules and regulations today. 

Johnson (41) emphasizes that school administrators and 

teachers need to remember that it is difficult to organize 

and operate today's schools with rules that were developed 

even five or ten years ago. Rules and policies should be 

developed in order to assist teachers in the elimination or 

prevention of classroom discipline problems, thereby enabling 

teachers to develop the best learning climate possible. 

Administrators and teachers can do much to prevent or 

eliminate some school discipline problems if they would 

1. review present rules, regulations, and policies 
and revise them if they are outdated or difficult to 
enforce; 
2. make sure that each rule is designed to assist in 
the development of a better school climate; 
3. provide a variety of alternatives for students when 
punishment is administered (when possible); 
4. ask key students to review the present rules and 
suggest revision, additions or deletions? 
5. ask parent committees to review present rules and 
suggest changes; and 

6. build flexibility in each rule (41, p. 36), 

The removal of all unnecessary school and classroom rules 

would allow and encourage teachers to use their own 
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professional judgement to solve minor infractions. This 

would also reduce discipline referrals to the principal's 

office, and the time saved would allow administrators to 

work more effectively with the serious discipline cases. 

The Pedagogical Approach 

Discipline has always been a concern of educators. 

Different cultures throughout the world proscribe acceptable 

techniques to shape the process of socialization in their 

children. In Western society, the socialization process is 

associated with the term discipline, which has different 

meanings for different people. 

The word discipline has its roots in the Latin word 

disciplina, which refers to teaching and learning (67) . One 

meaning of the word discipline refers to a particular field 

of study. Another definition implies self-control, while a 

third definition involves the concept of punishment. It is 

the latter meaning that most educators often associate with 

the act of disciplining. According to Hyman and others (37) 

it is important to note that both the term discipline and 

the closely associated Latin word disciple are associated 

with the concept of education and learning and do not 

necessarily have negative connotation. 

Discipline is part of education and educators need to 

provide positive educational approaches to discipline to 

re-establish order in our schools (54). Discipline should 
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be a process by which adults inculcate values and encourage 

behaviors that are considered acceptable within our society. 

By teaching students the development of self-control and 

positive behavior, it is believed that discipline can be 

achieved without the use of punitive approaches to discipline 

(37) . 

Stensrud and Stensrud (62) suggest in their research in 

educational psychology that teachers should seek alternative 

ways to conceptualize discipline. Rather than viewing 

discipline as a behavior to be coerced, Stensrud and Stensrud 

recommend that discipline be viewed as an attitude which can 

be learned through the process of responsible decision making. 

Discipline can be learned and can have a great impact on an 

individual's entire life. However, for discipline to be 

learned, it must be taught. One of the best ways of eliminat-

ing the discipline problem is through the conscious structur-

ing of educational institutions for the learning of 

responsibility. Since self-discipline is a major concern 

that does not develop without being encouraged, it should 

be a major part of any curriculum, 

Duke (19) and Furtwengler and Konnert (27) believe that 

training and education toward self-control must be provided 

for school-age children. Teachers have been in a perfect 

setting to teach discipline to their students since the 

doors of the first school opened. Teachers can teach about 
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rules, responsibility, communication, and consequences for 

rule violations. Teachers may begin in the early grades by 

treating rules as subject matter worthy of serious study. 

Duke also suggests that students should get a grade for 

classroom instruction on school rules. Classroom discussions 

on rule violations and the consequences for disobeying rules 

will help to demonstrate to students how to improve their 

school attitude and acquire acceptable behavior. Van Avery 

states, "The process of learning responsibility can best take 

place between people who can really get to know each other. 

We need continually to be concerned about allowing small 

groups of young people to interact with responsible adults" 

(65, p. 177). 

Gordon (32) proposes a formal problem-solving process 

to deal with discipline problems in a creative way. The 

teacher defines the discipline problems and guides a brain-

storming of possible solutions (all listed on the board) that 

are then evaluated. The class moves toward a consensus on 

the one solution that everyone, including the teacher, is 

willing to try for a specified period of time. 

The schools must realize the value of teaching students 

which behaviors are desirable, if the students are to benefit 

from their public school experience. First and Mizell (25) 

state that there seem to be few initiatives by schools to 

teach students responsibility and to give them the opportuni-

ties to exercise the learned responsibility. School 
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discipline is a process that usually occurs between indi-

viduals, most often two people. The problem of discipline 

is a process that comes into play because very few students 

are taught the skills of how to deal with personal problems 

or with the problems of others. Discipline is a process 

that involves confused, angry, and frightened students in a 

conflict situation. 

Phi Delta Kappan's annual polls have reported in the 

past that the American public wants more classtime devoted 

to teaching students how to behave in the classroom (17). 

Duke (19) contends that school rules and issues related to 

student discipline belong in the regular academic curriculum, 

Social skills, attitudes, rule making, and the nature of 

rule-governed organizations should be incorporated in the 

regular academic curriculum of the school. 

Bort (9) agrees with Stensrud and Stensrud (62) that 

strict discipline and control policies treat only the 

symptoms of the difficulties experienced by students with 

anti-social behavior. Discipline should be coupled with 

serious instruction on effective communication between 

students. Bort suggests the use of group discussions so 

that students can learn the dangers of drugs and alcohol, 

how to handle threats, fights, intimidations, shakedowns, 

and how to develop respect and cultural sensitivity for 

other students. 
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The modern view of discipline recognizes that the 

schools have the responsibility for teaching good citizen-

ship behaviors as well as good academic behaviors, and that 

the teacher must set up classroom experiences to encourage 

and develop both. Good citizenship in a classroom is made 

up of specific acts that can be described and understood. 

The teacher who takes the opportunity to explain and illus-

trate the classroom rules and regulations usually spends 

less time correcting students' misbehavior. When rules are 

broken, the teacher's time can well be spent giving a brief 

explanation of why the behavior was wrong and a description 

of another more preferable response to the situation (31). 

Wagner (66) supports the idea that most discipline 

problems result from communication problems with others. 

According to Wagner, students need to learn and be taught 

communication skills in order to behave in a socially 

approved manner. 

Duke (19) links the teaching of responsibility to 

students with acting like a responsible student. Teaching 

responsibility, according to Duke, is an exercise that can 

be learned through practice. The teaching of responsibility 

and school rules should be incorporated in the regular 

academic curriculum. 

In recent years, a variety of programs have been 

developed to increase student awareness of themselves, their 

behavior, and the world they live in. Values-clarification 
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activities employ hypothetical situations and forced-choice 

techniques to stimulate students to consider why they act 

in certain ways. "Self-sciencing," "reality therapy," and 

"program tribes" are current group-dynamics strategies that 

utilize actual student concerns to foster discussions about 

personal feelings (19). 

Mosher and Sullivan (49) have developed a particularly 

comprehensive approach to student behavior in the "Curriculum 

in Moral Education for Adolescents." The curriculum is 

intended for high school juniors and seniors and consists of 

four phases: (a) personal introductions, (b) discussion of 

moral dilemma through case studies, (c) learning counseling 

skills, and (d) teaching high school students to be moral 

educators with younger children (49, p. 159). 

Kohut and Dale point out that traditional approaches 

and methods for helping students to cope with values, 

attitudes, and emotions have usually included "telling" 

the students (a) how they should act, (b) how they should 

feel, (c) what they should desire, and (d) what was right 

or wrong (45, p. 43). Kohut and Dale note that traditional 

approaches have provided little active opportunity for 

students to explore the values, attitudes, emotions, and 

concerns of themselves and others. Many previous approaches 

emphasize knowing rather than experiencing. The students 

in the past have undergone indoctrination rather than 
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development through exploration. Kohut and Dale list the 

following techniques that can be used by teachers to provide 

exploration and understanding of problems, 

1. Dramatic play--students' try out different roles 
and behavior to experience feelings of the characters 
portrayed. Discussion follows role playing. 
2. Role-playing—acting out a situation, then reacting 
to behave properly. A safe way to try out different 
behavior. 
3. Sociodrama—groups act out a social problem then 
discussion follows. 
4. Unfinished problem stories—the teacher presents a 
problem that is discussed by the group. 
5. Questioning strategies and self-analysis sheets— 
students identify their own values and those of others, 
student finds out what makes him happy, what he does 
well and things he likes to do. 
6. Bibliotherapy—individuals and the teacher discuss 
another person's problem that is similar to the student's 
problem to search for a solution (45, p. 43). 

Duke (19) assumes that some students misbehave simply 

because they have not learned how to behave properly or they 

lack the understanding or the values that would result in 

acceptable conduct in school. Among the curriculum-

augmentation procedures identified by Duke are (a) deport-

ment training, (b) moral education, (c) values-clarification, 

and (d) effective education. The little research that exists 

on these approaches fails to demonstrate their general effec-

tiveness as prevention procedures. However, these approaches 

may work only for particular students. 

New students, according to Byerly (12), should be pro-

vided with rules orientation and school rules instruction 

when they transfer from other schools. An exemplary program 
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for transfer students in Milwaukee was established as an 

induction center for the entire school district. Students 

were placed in small classes a,nd taught by specially selected 

and trained teachers, The objective of the program was to 

socially readjust the incoming students as well as to teach 

all students the expected school rules. Once students mani-

fested an adequate level of adjustment, they were sent to 

regular school programs. Byerly notes that behavior problems 

and negative attitudes were minimized if not eradicated by 

placing pupils in the orientation-center classes. 

In dealing with angry students, Anderson (4) stresses 

that the teachers' actions should be motivated by the need 

to protect and to teach—not by a desire to punish. Parents 

and teachers should show a child that they accept his or her 

feelings while suggesting other ways to express the feelings. 

An adult might say for example, "Let me tell you what some 

children would do in a situation like this." Anderson con-

cludes that it is not enough to tell children what behaviors 

we find unacceptable; children must be taught acceptable 

ways of coping by creating an atmosphere of quiet firmness, 

clarity, and conscientiousness, while using reasoning (4). 

A lesson plan approach to dealing with discipline 

problem students has been developed by Ban (7), The approach 

addresses misbehavior before it happens. Ban proposes that 

teachers set aside the teaching of subject matter during the 
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first week of school, during which teachers would devote 

that time to "comportment training." Teachers should teach 

not only behavior in general but also, more specifically, 

behavior in education institutions. Students should be 

encouraged to study in detail the school board's discipline 

policy and the school's conduct code—including behavior, 

corporal punishment, suspension, expulsion, due process, 

student responsibilities, specific offenses, and consequences 

for breaking rules. Students should be given the opportunity 

to explore the reasons behind these rules and express their 

reactions to them. Ban believes that understanding the role 

of rules or laws in society is closely tied to any effective 

discipline system. Discipline can be learned from studying 

it and it can be taught to the students. 

Dreikurs (16) points out that Alfred Alder was among 

the pioneers in the use of class group discussion in the 

educational process. Recently many known educators advocate 

group dynamics, especially the use of group discussions for 

training students to understand behavior and to unite them 

toward common goals. The use of group discussion not only 

helps children develop better personal relationships but 

also enhances learning through accumulated information. 

Effective communication of ideas leads to problem solving. 

Students learn through discussions to explore controversial 

matters and to deal with people of different backgrounds. 
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In a discussion group, children form attitudes and set 

values that may influence them for their entire life and 

may affect their behavior inside and outside the school. 

Group discussions provide opportunities for emotional and 

intellectual participation and reassurance that the student 

is not alone. Difficult tasks seem lighter when ideas, 

aspirations, successes, problems, and anxieties are shared. 

The student learns to evaluate and profit from another 

classmate's experience as well as from his own experiences. 

The student in a group feels supported and becomes more 

responsive. Valet contends, in agreement with Sheffler (58), 

"that the affective domain of human development has been 

seriously underrated in education as determined through 

curriculum offerings and methods of school organization" (64, 

p. 23). 

Scheffler (58) believes that the growth of cognition is 

inseparable from education of the emotions. In his study of 

cognitive and effective teaching techniques and success in 

solving classroom disruptive problems, Scheffler found out 

that teachers can improve learning climate in their class-

rooms by identifying disruptive problems and seeking methods 

for improvements by education for the emotions, 

Alschuler (3) proposes problem-solving education to 

overcome oppression in interpersonal relationships. 



45 

The teaching-learning enterprise should be critical 

problem solving. Freire (26) more specifically indicates 

three characteristics of problem-posing education as follows: 

(a) "teachers and students engage in dialogue," (b) "teachers 

and students attempt to speak words about central conflicts," 

and (c) "the meta-goal of specific problem solving is to 

develop critical consciousness, not magical or naive con-

sciousness" (26, p. 71). 

Alschuler's problem-posing education is likened to 

collaboratively resolving a live classroom conflict instead 

of studying the dead battles of the Revolutionary War. 

Problem-posing education addresses problems-in-living 

(answers have to be invented), There is a value in learning 

about people, about things, love, and critical problems to 

help balance what others call regular academic education. 

Johnson, Miskel, and Crawford (40) discuss a case in 

point. East High School in Wichita, Kansas, was having 

many problems with discipline in 1975. The school principal 

formed a task force of students, teachers, police, psycholo-

gists, and sociologists to develop a new set of instructional 

courses which was called the "Peer Leadership Program," The 

assumption behind the new curriculum was that students can 

teach other students and produce a positive learning environ-

ment to help alleviate many student problems. Students were 

involved in teaching discipline to students who needed help. 
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The curriculum consisted of the following seven goals of the 

Peer Leadership Program. 

1. To develop an understanding of preventive law in 
society. 
2. To develop communication, personal interaction, and 
group process skills. 
3. To develop an appreciation and acceptance of other's 
values. 
4. To provide resources and guidance to peers in helping 
them solve problems. 
5. To develop an understanding of leadership qualities 
and of the power of peer leadership. 
6. To provide an opportunity for classroom discussion 
of student problems. 
7. To improve students' attitudes toward school (40, 
p. 82). 

The Peer Leadership Program classes were taught by 

selected student leaders. The students in the classes were 

those who had been having discipline problems. Four teachers 

were assigned to help the students teach the class. Students 

were divided into groups of fifteen to twenty to receive the 

instruction on positive discipline. Data were collected for 

two school years and the results of the program were impres-

sive: a 4.6 percent decrease in student absences, an 8.6 

percent decrease in the dropout rate, a 22 percent decrease 

in physical attacks, a 25.2 percent decrease in vandalism 

costs, and a 46 percent increase in student involvement. The 

only process that did not change was the number of referrals 

for discipline to the office. Overall the program was 

successful at East High School (40). 

Albert (1) compared the changes in attendance, grade-

point average, self-concept, and number of discipline 
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referrals between a group of students who were in short-

term group counseling and a group of students whose parents 

were in short-term group counseling. Forty-five tenth graders 

were administered a pretest and posttest self-concept 

attitude test and divided into three groups. One group of 

fifteen students received short-term group counseling from 

the school, the second group of fifteen students received 

short-term group counseling from their parents, the third 

group of fifteen students served as the control group and 

did not receive any counseling. Albert's research study 

concludes that short-term counseling does not significantly 

reduce the number of discipline referrals, improve grade-

point average, improve attendance, or improve students' self-

concept and attitude. 

Another attempt to reduce the number of discipline 

referrals to the office was made by Wright (69) in 1978. 

Wright conducted a study of fifty-eight fifth- and sixth-

grade students who were discipline problem students. All 

students were administered the Spielberg State Anxiety 

Inventory to measure their anxiety changes. Behavior 

changes were measured with a check list by the students' 

teachers. One group of students received relaxation 

instruction fifteen minutes a day for four weeks. Two 

control groups were utilized in the study. Control group 

one received a psuedo treatment for fifteen minutes a day 

for four weeks; control group two received no treatment. 
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The results of the study indicate that relaxation training 

did not significantly reduce the number of discipline 

referrals to the principal's office. 

The teaching of values clarification to reduce the 

number of discipline problems was investigated by Dye (23) 

in 1979. Dye identified forty-five discipline-problem 

students in middle school, and she assigned one group to 

receive values-clarification instruction in a self-study 

student packet for nine weeks. The second group received 

values clarification instruction in small group settings 

for nine weeks. The third group served as the control group 

and received no values-clarification instruction. At the 

conclusion of the study the number of referrals to the office 

were counted, and the results indicated that values-

clarification instruction by self-study or in a small group 

setting did not significantly reduce the number of discipline 

referrals to the principal's office. 

The effects of client-centered group counseling and 

relaxation on the self-concept and negative behavior of 

thirty discipline-problem students was investigated by 

Kaggwa (43) in 1981. A H thirty discipline-problem students 

were administered the Tennessee Self-Concept Test before 

and after the experimental treatment. The experimental 

group participated in group counseling and relaxation 

sessions. The control group received no group counseling or 
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relaxation sessions. The results of the study did not show 

any significant improvement in the students1 behavior after 

group counseling sessions. The subjects in the experimental 

group scored lower on the Tennessee Self-Concept Scale after 

the treatment. Kaggwa explained this unexpected regression 

as the operation of the students' defensive distortion 

mechanism in the pretest scores and a reduction in defensive-

ness as a result of the counseling being reflected in the 

posttest scores. 

The impact of a humanities education curriculum was 

studied by Feinman (24) in 1982. The humanities curriculum, 

entitled The Interchange Program, was administered to 104 

ninth- and tenth-grade students, and 102 students served as 

the control group. After measuring and tabulating data both 

before and after the humanities instruction, the results of 

the study showed that humanities curriculum instruction did 

not benefit the students, did not significantly improve 

the students' self-concept, did not improve students' 

attendance or grades, and did not eliminate racial prejudice 

or reduce discipline referrals. 

Discipline—the learning of good behavior, distinguish-

ing the right from the wrong thing to do, the helpful from 

hurtful—is no different from the things that teachers teach 

in the classroom, states Hymes (39). Teachers must realize 

that students do not know how to behave and do not understand 
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due to lack of experience or lack of maturity. They need 

more practice in doing what teachers call the right thing. 

Students do not get the hang of good behavior right away 

all the time; no more than they get the knack of reading, 

dancing, or typing immediately. Most students want to be 

good, but the ways of behavior—the right things to do and 

the acceptable appropriate actions—are hard to master. 

Teachers have to explain. Teachers have to talk things over 

and find out what part is not clear. Teachers have to 

emphasize certain points again. Teachers have to make the 

generalizations clearer. Teachers have to give the under-

lying reasons again and offer more examples. Teachers have 

to talk through with the students what could happen, what 

might happen, and why the right way is the best. Teachers 

have to teach discipline to their students to help them 

understand the right from the wrong, truth, promptness, 

kindness, respect, and other needed lessons in life. A 

student has to learn all of these, but he cannot apply any 

of these lessons automatically. Teachers should not expect 

students to learn discipline overnight, Hymes strongly 

encourages teachers to plug away patiently and steadily and 

keep teaching discipline year after year. It takes longer 

to teach discipline. The teaching of discipline calls for 

even more of a teacher's patience and demands more growth 

and more maturity (39). 
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Kohut and Range (45) believe that by providing students 

with experiences in dealing with, their specific values, 

attitudes, emotions, and behaviorsf the teacher increases the 

potential for students' self—discipline. Kohut and Range 

believe that these areas must be "explored" by each student 

if he is to form an identity and begin to control and direct 

individual behavior toward self-discipline. 

According to Docking (.15) , school discipline can be 

regarded as character-building or as training for society in 

order to reinforce certain values, usually those upheld by 

the dominant culture in society.. Discipline can also be 

seen or interpreted primarily in terms of control, in which 

case it is regarded as a means whereby teaching is facilitated. 

Discipline can also be seen very definitely in terms of educa-

tion where it is regarded as one thing which leads to some-

thing else, thus being part of educating students. Discipline 

should be an aspect of social education which places emphasis 

on the way children construe their own behavior in relation 

to others. Through social education students can learn to 

think about discipline in an educative sense and come to 

view their behavior involving some rational appraisal of 

what is right and wrong in contrast to what is approved or 

inappropriate. Discipline is part of the educational 

process. 
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Summary 

Discipline has been a major problem to parents and 

teachers since ancient times. The lack of discipline in 

schools has been so disruptive that Ronald Reagan made 

discipline a major campaign issue in his 1984 re-election 

campaign. Several reports (51, 53, 57) and studies have 

revealed that a nationwide problem exists, Duke (19) 

identifies the various types of discipline problems that 

are encountered in schools as (a) attendance related 

problems, (b) out of class problems, (c) noncriminal 

behavior, (d) in-class behavior, and (e) conduct related 

to academic work. 

The American public has continuously named discipline 

as the number one problem in the public schools (30). 

Parents show strong concern over the use of drugs and 

alcohol. Teachers and principals show their greatest concern 

about the lack of parental interest toward the school (36). 

Lack of discipline creates stress and job dissatisfaction 

among teachers. Class disruptions and the lack of discipline 

are the major reasons for teachers leaving the teaching 

profession (20). 

Discipline and the role of discipline implies the 

development by individuals of the necessary self-control 

to allow the individual to be an effective and contributing 

member of society (11, 13, 22, 47), The role of discipline 
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includes the training of students for the efficient function-

ing of bureaucratic organizations and the maintenance of the 

social order. Shipman (59) identifies a hidden curriculum 

which includes (a) obedience, (b) abiding by rules, (c) 

loyalty, (d) industry, (e) punctuality, (f) regular atten-

dance, (g) quietness, (h) orderly work in large groups, and 

(i) working to a strict timetable, as necessary roles that 

students need to learn to survive in our society. 

Discipline, according to others (5, 10), plays an 

insidious role in social control. Discipline inhibits those 

manifestations of personal capacity that pose a threat to 

hierarchial authority (10), In the early days order in 

schools was secured mainly by coercion. School discipline 

was maintained by rules and regulations that were enforced 

by penalties. The penalties frequently employed were 

reprimands, detention, withdrawal of privileges, corporal 

punishment, suspension, and expulsion (60) . The use of 

such penalties has not been completely abandoned in the mid-

1980s. The tendency at present is to seek proper conduct 

through learning rather than by arbitrary authority, 

Docking (15) stresses the development of rule following 

and law abiding habits for students if they are to partici-

pate successfully in adult society, School rules, according 

to Gouldner (33), should be initiated and supported by 

students and teachers. Rules should be enforced by teachers 
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and obeyed by students. Rule violations should be perceived 

as a lack of information. Gouldner also emphasizes that 

students should receive educational instruction about rules 

when the rules are violated. Rules and policies should be 

developed to assist teachers in the elimination or preven-

tion of classroom discipline thereby enabling teachers to 

develop the best learning climate possible. 

The word discipline has its roots in the Latin word 

disciplina, which refers to teaching and learning (67). 

Responsibility and discipline can be taught to students in 

different types of settings during the school day. Schools 

have the responsibility for teaching good citizenship 

behaviors as well as good academic behaviors. The teaching 

of discipline should provide experiences for students to 

explore specific values, emotions, and behaviors to increase 

the potential of students' self discipline. Discipline 

should definitely be part of the instructional curriculum. 
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CHAPTER III 

METHODOLOGY 

This study was designed to measure the effects of a set 

of instructional units on the behavior of ninth-grade 

discipline problem students. The citizenship curriculum 

instructional units were developed as a result of a needs 

assessment study by a large urban school district in 1980-

1981. The large urban school district identified a need for 

an instructional approach for dealing with student discipline. 

These instructional units were developed in 1981-1982 and 

were entitled Citizenship Curriculum Training. 

Description of the Citizenship 
Curriculum Training 

The approach to improve student discipline that was 

experimentally investigated in this study was the Citizen-

ship Curriculum Training developed by Robin Otstott for the 

Dallas Independent School District. Funds for the curricu-

lum development project were provided by a Title 4-C Grant 

to the Dallas Independent School District for the develop-

ment of an alternative program to improve student discipline. 

The Learning Council of the Dallas Independent School Dis-

trict approved the use of the citizenship curriculum units 

for the purpose of this experimental study (Appendices C-R). 
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The purpose of the citizenship curriculum training is 

to teach responsibility, decision making, and communication 

skills to students in the fourth through twelfth grades. 

The citizenship training is intended to intervene with 

students who exhibit antisocial behavior and to prevent anti-

social behavior from occurring with students who are more 

well adjusted (2, p. 2). 

The citizenship curriculum training was developed to 

be utilized in the following settings. 

1. Alternative education programs for disruptive 

students. 

2. Social studies classes. 

3. Low-level reading classes. 

4. Special education classes (self-contained resource 

room). 

5. Language arts classes. 

6. Counseling programs. 

7. Classes for high-risk students. 

8. In-school suspension programs. 

9. Talented and gifted classes (2, p. 2). 

The citizenship curriculum training was presented by 

a team of two high school teachers who had participated in 

a teacher orientation training session (Appendix C) for the 

presentation of the citizenship curriculum training units. 

The two teachers presented the instructional units to 
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twenty-nine discipline problem students for fifteen con-

secutive school days as follows, 

Unit 1. Citizenship Curriculum: Training 
Unit on Beliefs 

The teacher presented a basic concepts introduction on 

beliefs by explaining the following concepts. 

1. Beliefs like values are the things people like or 

dislike. 

2. Beliefs are the things or ideas that are important 

to a particular individual. 

3. All people have beliefs. 

4. Some beliefs are more important than others. 

5. We often learn beliefs from the people that are 

close to us and from our family. 

6. Our beliefs change as we grow up. 

7. People who have the same beliefs often like each 

other. 

8. People who have different beliefs often think that 

they do not like each other. 

9. In order to have harmony and cooperation among 

people it is important to understand and accept people who 

have different beliefs than ours. 

10. Beliefs are important in a person's life because 

people act and make decisions based on their beliefs. 

11. The three steps in developing your own beliefs are 

(a) choosing, (b) prizing, and (c) acting. 
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A worksheet on beliefs (Appendix D) was passed out to 

all students. 

1. The class participated in a discussion of the first 

two paragraphs by answering the following two questions: 

(a) What are beliefs? and (b) How do we acquire beliefs? 

2. The class was asked to respond to the term 

"experience." The teacher wrote a list on the chalkboard 

for discussion. 

3. The class participated in a brainstorm activity on 

the question "How do I know what is important to me?" 

4. As a group the students were assigned to work on 

the worksheets following the teacher's directions as the 

teacher read the worksheet out loud for the students. 

2. Citizenship Curriculum Training 
on Emotions 

The teacher presented a basic concepts introduction on 

emotions by explaining the following concepts. 

1. All people have emotions. 

2. Emotions are feelings such as (a) happiness, (b) 

sadness, (c) anger, (d) love, (e) fear, and (f) excitement 

etc. 

3. It is natural to have emotional feelings. 

4. The important thing about emotional feelings is 

not whether we have the feeling, but what we do (what 

action we take) because of that emotional feeling. 
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5. Sometimes our emotions can get us into trouble 

with other people (like arguing or fighting). 

6. People feel their emotions on the inside where no 

one can see them or know what they are unless the feeling 

is expressed physically or by telling someone. 

7. Physical expressions of emotions are (a) making 

faces, (b) yelling, (c) crying, and (d) laughing-smiling. 

A worksheet on emotions (Appendix E) was passed out 

to all students. 

1. A brainstorm session was conducted on naming the 

different kinds of emotions that people experience. A list 

of emotions was written on the chalkboard by the teacher. 

2. A discussion session was conducted based on the 

following questions. (a) Are any of the emotions written on 

the chalkboard related? and (b) Are there any "good" or "bad" 

emotions listed on the chalkboard? 

3. The class was divided into eight groups and assigned 

to discuss only one of the following per group: (a) love, 

(b) anger, (c) happiness, (d) sadness, (e) fear, (f) excite-

ment, (g) irritability, and (h) jealousy. 

4. Each group was assigned to answer the following two 

questions pertaining to their particular assigned emotion on 

activity number four above. (a) How the emotion makes a 

person feel on the inside? and (b) What the emotional 

behavior looks like on the outside? 
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Unit 3. Citizenship Curriculum 
Training Unit on Anger 

The teacher presented a basic concepts introduction on 

anger by explaining the following concepts. 

1. Anger is a strong feeling of displeasure and 

usually of antagonism. 

2. When people do not like something or if something 

or someone rubs them the wrong way anger usually results. 

3. It is important to remember that it is all right to 

get angry during certain situations. 

4. Some people have a bad habit of getting angry at any 

little thing that may happen to them. 

5. People need to learn to control their anger 

(temper). 

6. Sometimes students bring their anger from home to 

school and end up getting into trouble. 

7. People need to learn ways to release anger in ways 

where nobody gets hurt or in trouble. 

A worksheet on anger (Appendix F) was passed out to 

all students. 

1. All students were individually assigned to answer 

the following questions. 

(a) What are some words that mean the same as anger 

(feeling words)? 

(b) What are some thoughts that come into your mind 

when you think of anger? 
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(c) What do you feel like when you are angry? 

(d) What does your body do when you are angry? 

2. A class discussion on activity number two was con-

ducted. 

3. The students were divided into eight groups to 

brainstorm on (a) What makes teenagers angry, (b) Is life 

fair to all of us, and (c) What does the expresssion "I 

never promised you a rose garden" mean? 

Unit 4. Citizenship Curriculum Training 
Unit on Decision Making 

The teacher presented a basic concepts introduction on 

decision-making by explaining the following concepts. 

1. Learning to make sound positive decisions is one of 

the most important things a person can learn to do. 

2. A decision is the act of making up one's mind to do 

something. 

3. Many students get in trouble because they lack the 

skill of making positive decisions. 

4. All decisions have consequences. 

5. Students can learn to make good decisions by (a) 

learning from their own mistakes, (b) learning from others' 

mistakes, (c) by using their feelings and thoughts when 

considering a decision, (d) by using will power as a force 

to do what is best, and (e) planning ahead by looking at 

the consequences of the decision. 
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A worksheet on decision-making (Appendix G) was 

passed out to all students. 

1. All students were assigned to answer the following 

questions. 

(a) What is a good decision? 

(b) Why are good decisions important? 

(c) How do we learn to make good decisions? 

(d) What can you learn from other people's experiences? 

(e) When have your feelings forced you to make a wrong 

decision? 

(f) When have you forced yourself to make a good 

decision? 

2. The students were given a writing assignment requir-

ing an answer to the question, "What happens when I make a 

wrong decision?" 

3. Students were assigned to read the worksheet. 

Unit 5. Citizenship Curriculum Training Unit 
on Decision-Making, Part II 

The fifth day instructional session presented the 

following steps in effective decision-making. 

1. Identify the problem. 

2. List all possible choices you have. 

3. Identify the consequences (outcomes) of each choice. 

4. Decide if you need more information about your 

choice. 
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5. Explore what your feelings, beliefs, and goals 

tell you about this decision choice. 

6. Make your decision and accept responsibility for 

it. 

A worksheet on decision-making {Appendix H) was passed 

out to all students. 

1. The students were instructed to think of a problem 

they have had. and to apply the six steps of making an effec-

tive decision, to see if the decision-making problem can be 

solved easier. 

2. A group activity was conducted with students read-

ing and discussing the worksheet problem, "Goals—how am I 

going to live my life?" 

3. All students were assigned to work on the worksheet. 

Unit (5. Citizenship Curriculum Training Unit 
on Communications, Part I 

The teacher presented a basic concepts introduction 

on communication by explaining the following concepts. 

1. Communication is a way of sharing messages. 

2. Good communication between people and groups is an 

important skill that people should have. 

3. Good communications prevent needless misunderstand-

ing between people. 

4. The following terms related to communication are 

important in this lesson: (a) sender, (b) receiver, 
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{c) message, (d) listening, (e) observing, (f) feedback, 

(g) verbal communication, and (h) non-verbal communication. 

A worksheet on communication (Appendix I ) was passed 

out to students. 

1. The teacher led a class discussion on the worksheet 

while the students responded to questions and wrote the 

answers on their worksheets. 

2. The students were assigned to answer the following 

questions: (1) What is listening, and (2) Is listening part 

of communication (why)? 

3. The students were divided into seven groups. Each 

group was assigned to role play an expressive feeling using 

effective communication skills (voice, body language) for 

(a) anger, (b) excitement, (c) sadness, (d) frustration, 

(e) happiness, (f) pride, and (g) sharing love. 

Unit 7. Citizenship Curriculum Training Unit 
on Communication, Part II 

The teacher presented the following basic concepts 

on communication. 

1. Feedback in communication occurs when a response 

is made to a message. 

2. There are two types of feedback—(a) "I" messages 

and (b) "you" messages. 

3. "I" messages tell someone who we are feeling—"_I" 

feel very mad..11 
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4. "You" messages blame other people for how we feel 

or act--"You make me so mad." 

5. "I" messages allow us to accept responsibility for 

our feelings and actions. 

6. "You" messages may make other people defensive 

since we are blaming them for how we are feeling or acting. 

7. Active listening is part of good communication. 

8. Good listening includes (a) hearing the words and 

figuring out what the person means, (b) listening to the 

tones in the voice (loud, soft), and (c) observing the body 

movements, gestures, and facial expressions. 

A worksheet on communication and feedback (Appendix J) 

was passed out to all students. 

1. The class read the worksheet as the teacher 

explained the main points. 

2. Three students were assigned to role play three 

scenes using "I" and "you" messages on the following: (a) 

teacher mad at student, (b) parent proud of child, and 

(c) student angry at teacher. 

3. Students were assigned to read the worksheet on 

active listening. 

Unit 8. Citizenship Curriculum Training Unit 
on Confrontation, Part 1̂  

The teacher presented the following basic concepts on 

confrontation. 
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1. Confrontation is a term that describes when we tell 

people how we are feeling about them or about a problem we 

are having with something they have done or said. 

2. Confrontation does not have to cause yelling or 

fighting. 

3. Some ways are better than others in confronting 

someone. 

4. The goal of good confronting is to let someone know 

how you are feeling and thinking without causing unnecessary 

hard feelings. 

5. Working for cooperation and resolution of the 

problem is important. 

All students received a worksheet on confrontation 

(Appendix K), 

1. The students were assigned to read along as the 

teacher explained the information on the worksheet and called 

on students for responses and examples to the following ques-

tions. 

(a) What does relate mean? 

(b) What does confront mean? 

(c) What do you do when you are upset with a person 

because of a problem and that person does not know 

you are upset? 

(d) What is brood? 

(e) What is resentful? 

(f) What is self-disclosure? 
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(g) What is conflict? 

(h) What is conflict resolution? 

2. The students were divided into five groups for a 

group discussion of the worksheet entitled, "What might I 

do?" 

Unit 9. Citizenship Training Unit on 
Confrontation, Part II 

The students were divided into the same five groups 

that they were in for the previous day's activities. A 

worksheet (Appendix L) was passed out to all students. 

The worksheet introduced the following confrontation model. 

Think of what is bothering you about the other 

person. 

2- S e t stage for the proper time and place you 

want to talk to the person you are having the problem with. 

State or show how you feel by using an "I" message 

about whatever the other person is doing. 

4. State what it is that you want to happen. 

5. Stop talking and begin to do some active listening. 

Respond with some feedback. 

6. What do we want to happen? Negotiate and compromise 

and reach a decision. 

The students received a worksheet (Appendix L) describ-

ing five confrontation situations. Each one of the five 

groups was assigned one confrontation situation for group 

discussion and activities as follows: 
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1. Read the confrontation situation and think about it. 

2. Decide how the confrontation should be solved. 

3. Utilize the confrontation model learned earlier 

today to solve the problem 

4. Assign members of the group to role play the 

confrontation problem in front of the class. 

Unit 10. Citizenship Curriculum Training 
Unit on Positive Attention 

The teacher presented a basic concepts introduction on 

positive attention by presenting the following information. 

1. People need attention to survive and it does not 

matter if the attention is positive or negative. 

2. People know instinctively that they need attention 

and will create a situation when there is need for attention. 

3. Positive attention is attention that makes a person 

feel good. 

4. The students were asked to define the following 

terms: (a) attention, (b) positive, (c) negative, (d) posi-

tive attention, (e) negative attention, and (f) compliments. 

5. The teacher explained to the students that people 

need to accept the responsibility to see that their atten-

tion needs are being met. 

6. People get attention for three kinds of things: 

(a) for having, (b) for doing, and (c) for being. 

A worksheet on positive attention (Appendix M ) was 

passed out to all students. 
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1. The teacher led a group discussion on pages one 

and two of the worksheet. 

2. Students were allowed to complete page three 

individually. 

3. Volunteers were called on by the teacher for a 

discussion on page three of the worksheet. 

Unit 11. Citizenship Curriculum Training 
Unit on Stress 

1. Stress is something that happens to people when 

they are feeling very emotional and nervous. 

2. Stress occurs when there are many changes going on 

in a person's life at the same time. 

3. The following symptoms may occur during stress: 

(a) rise in blood pressure, (b) hypertension, (c) fast heart-

beat, (d) weight gain or loss, and (e) possible reliance on 

drugs or alcohol. 

4. Taking good care of our physical, emotional, and 

mental self will prevent many stressful problems for people. 

There is nothing wrong with having feelings, but positive 

ones feel better than negative feelings. It is important to 

get rid of or to release uncomfortable feelings as fast as 

possible. We. can do this by (a) finding the origin of our 

feelings, (b) working toward changing the situation, (c) 

releasing the. emotion and tension by doing exercise, jogging, 

or other forms of positive releases where the positive side 

of life is emphasized, and (d) taking proper care of yourself. 
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A worksheet on stress (Appendix N) was passed out 

to all students. 

1. The teacher read the worksheet to the students 

and called on students to respond to the questions. 

2. The teacher asked for volunteers to describe some 

of their stressful situations that they have encountered 

and how they will attempt to work them out in the future 

by using the information they received today. 

Unit 12. Citizenship Curriculum Training Unit 

on Peer Pressure 

The following information on the concept of peer 

pressure was presented to the students. 

1. Peer pressure is a term used to describe when a 

student's peers or friends encourage the student to do 

things to "just go along with the gang." 

2. As students grow older the students become less 

dependent on their parents' values and advice and begin to 

listen to their friends more. 

3. It is important that students learn to decide for 

themselves what they need to do in any situation. 

4. Having and learning self-control is part of being 

a responsible person. 

5. When a person controls himself that person has 

learned to release feelings in a positive way. 

6. The following terms relating to peer pressure were 

discussed: (a) peer, (b) pressure, (c) dependent, 
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(d) independent, (e) responsible, (f) influence, (g) self-

control, (h) values, and (i) friends. 

A worksheet on peer pressure (Appendix 0) was passed 

out to all students and discussed by the class. 

1. Students were asked to think of situations that 

have happened in school where a person went along with a 

friend's decision because of peer pressure and then got into 

trouble. Volunteers were called on to share the experience 

and role play two situations as follows: (a) student had 

to do his homework but lied to his parents and went to the 

movie instead and received a zero on the homework assignment, 

(b) student was told to keep a bag of drugs in his locker 

for a friend and the student was caught with the drugs; but 

the principal did not believe him when he said that the drugs 

belonged to someone else. 

2. Worksheet exercise on people who influence us 

(Appendix 0). 

Discussion questions on above handout. 

(a) Do you admire all the people who influence you? 

(b) If not, why do they influence you? 

(c) If so, what do you admire about them? 

(d) Who is influencing you now? 

(e) Who do you expect to influence you in three years? 
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Unit 13. Citizenship Curriculum Training 
Unit on Authority Figures 

The teacher introduced the following basic concepts 

on authority figures. 

1. Authority figures are people who have authority 

over certain things, actions, or people. 

2. People in authority are human. 

3. Sometimes people in authority may seem to act 

fairly in different situations and sometimes they do not. 

4. Since all people are different, each person may be 

dealt with differently. 

5. The police are authority figures. 

6. Teenagers who have trouble with the police often get 

into power struggles with the police and are people who have 

trouble with people in authority positions. 

7. Learning how to handle difficult situations with the 

police or other authorities helps to prevent further problems. 

8. The following terms relating to authority figures 

were discussed: (a) supervisor, (b) rules, (c) cooperation, 

(d) laws, (e) authority, (f) enforce, (g) protect, and (h) 

power struggle. 

9. The class was asked to write the answer to the 

following two questions. 

(a) What would society be like without authority figures? 

(Discussion followed.) 

(b) What would society be like without rules or laws? 

(Discussion followed.) 
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A worksheet on authority figures (Appendix P) was 

passed out to all students. 

1. Students were asked to volunteer examples of people 

in authority in school who have put them down. 

2. Brainstorm session followed on type of jobs where 

people have authority over others. 

3. The teacher read page one of the worksheet (Appendix 

P) to the students and asked the following questions. 

(a) What is an authority? 

(b) Can you name some people who have authority over you? 

(c) What will happen if you curse out a teacher? 

4. The students were allowed to work on their work-

sheets on an individual basis. 

Unit 14. Citizenship Curriculum Training Unit 
on How to Get Along in School 

The teacher presented the following basic concepts that 

will help students know how to get along in regular high 

school. 

1. Learning how to get along in regular school is 

important. 

2. Truancy makes it difficult for any student to learn 

to discipline himself for responsibilities that lead to 

success in future jobs. 

3. Going to school every day is a training time for 

future employment. 
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4. Teachers are people and they have duties to per-

form within their classrooms for the benefit of all 

students. 

5. It is important to learn that getting along with 

teachers and principals will help the student in school. 

6. One way for students to enjoy school is to have 

goals that they want to accomplish in school. 

7. Some important skills needed for finishing high 

school are (a) perseverance, (b) endurance, (c) patience, 

(d) tolerance, and (e) self-discipline or self-control. 

A worksheet on how to get along in high school (Appendix 

Q) was passed out to all students. 

1. From the worksheet the students were asked the 

following questions for group discussion. 

(a) How do you feel about high school? 

(b) What are the similarities between going to school 

and going to a job? 

(c) What does truancy mean? 

(d) How do students who do not get in trouble act? 

(e) What can I do to enjoy school more? 

(f) Do I know what I want or need from school? 

(g) What are goals for your school years? 

(h) What are the pros and cons of going to school? 

2. Brainstorm on things that students do not like in 

school. List was posted on the chalkboard. 
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3. As a group activity the students were asked to go 

over all the school rules and discuss if the rules are 

needed and why. 

4. As a group the students were asked to name the 

things that teachers like and do not like of their students. 

Two lists were made on the chalkboard. 

Unit 15. Citizenship Curriculum Training 
Unit on the Society Game 

The teacher explained to the students that for this 

lesson the words game is used for the word role. The follow-

ing basic concepts pertaining to the society game were 

presented to the students. 

1. The expression playing the society game means living 

your life by following the rules of society such as (a) being 

polite, (b) being courteous, (c) being respectful, and (d) 

having good manners. 

2. To get along "out in the real world," we need to 

know the society rules so that we can play the society game 

when we need to. 

3. All successful people know how to play some of 

society's games (a little politics). 

4. Student can play the society game in school by 

following the rules of the society. Sometimes a teacher may 

change a student's grade to passing when the student shows 

courtesy and respect when requesting the opportunity for 

re-testing. Being nice often returns kindness. 
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5. If a person wants a certain job, that person needs 

to understand the rules of getting that job. 

6. The steps to be successful in society are (a) 

finish high school or learn a trade; (b) know and practice 

what society expects as far as manners, respect, courtesy, 

different roles for church, school, work and public places; 

(c) learn how to get a job—ask for help if needed; and 

(d) remember, do what society expects if you want to win at 

society*s game. 

All students received a worksheet on the society game 

(Appendix R). 

1. The students were asked to respond to the following 

questions. 

(a) How do you feel about persons with good manners? 

(b) If we all play by society's rules would you hire a 

person with bad manners to work for you? Why or 

why not? 

2. The students were assigned to individually work on 

their worksheets. 

Selection of the Subjects 

The sample of subjects for this study were fifty-eight 

ninth-grade students in a large urban school district. The 

subjects selected were students who had been referred to the 

principal's office three or more times during the 1982 Fall 
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Semester of school because of discipline problems in the 

classroom. 

A meeting was held in January of 1982 in the school 

auditorium and the fifty-eight ninth-grade students who had 

three or more discipline referrals were randomly assigned 

to the experimental or the control group. Twenty-nine 

students were randomly assigned to the experimental group 

and twenty-nine students were randomly assigned to the 

control group. 

Application of the Treatment 

The experimental group was informed by the principal 

that they would participate in a special class to receive 

Citizen Curriculum Training for fifteen consecutive days 

during the months of March and April of 1982. There was no 

incentive for students to attend. The experimental group 

was excused from second-period class to attend the citizen-

ship education classes. The control group attended their 

regular academic second-period class. 

Instrumentation 

T h e Remmers High School Attitude Scale that was 

developed by Remmers (4), in 1960, at Purdue University in 

Lafayette, Indiana, was used to measure attitudes toward 

any high school (Appendix A). The Remmers High School 

Attitude Scale contains seventeen items and has one 
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validating item on which the subject reports his attitude 

toward school on an eleven-point continuum. The response 

mode of the test requires that subjects check those items 

with which they most agree by marking those items with a 

check (/) mark. The score for each subject is the median 

of the scale values of all statements checked by the sub-

ject. Scores above 6.0 reflect favorable attitudes toward 

high school; scores under 6.0 reflect unfavorable attitudes 

toward high school. 

Hancock (1, p. 142) reported a reliability range from 

.71 to .92 for a variety of samples ranging from sixth-grade 

to advanced graduate students. According to Sigerfoos (6, 

p. 177), this method of test construction provides content 

validity; and is considered to be an adequate scale for the 

purpose of group comparisons. 

Data Collection Procedures 

Data for this study were collected and compiled in the 

following manner. 

1. Frequency counts on students referrals to the 

principal's office for disciplinary problems were recorded 

for the Fall Semester in January, 1982. 

2. The Remitters High School Attitude Scale was adminis-

tered in March, 1982, as a pretest. The test was scored 

and the data were complied and recorded in March, 1982. 
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3. Frequency counts of the students' attendance 

records were recorded for the Fall Semester in January, 

1982. 

4. Students' grade-point averages were calculated and 

recorded in January, 1982. 

5. Frequency counts on student referrals to the 

principal's office for disciplinary problems were recorded 

for the Fall Semester in January, 1983. 

6. Frequency counts on students' attendance records 

were recorded for the Fall Semester in January, 1983. 

7. Students' grade-point averages were calculated and 

recorded in January, 1983. 

8. The Remitters High School Attitude Scale was adminis-

tered in January, 1983 as a posttest. The test was scored 

and the data were compiled and recorded on a data collec-

tion instrument. These data were collected during the 

period from January, 1982, through January, 1983. 

Analysis of Data 

The One-Way Analysis of Covariance was used to test the 

four hypotheses for statistically significant differences 

between the experimental and control group adjusted means. 

T-tests for correlated samples were utilized to compare the 

differences between the experimental group's pretest and 

posttest mean scores, and to compare the differences between 

the control group's pretest and posttest mean scores. These 
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data were tabulated and are presented in tables in Chapter 

IV. 

The formula for the t-test for correlated samples is 

(5, p. 227), 

t = ̂  where D = and D = - X-̂ . 
SD 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

The purpose of this chapter is to present and analyze 

the data and findings of this investigation. The data are 

examined as they relate to each hypothesis. 

The data in this study are presented to analyze and 

compare two groups of ninth-grade discipline problem students 

who participated in an experimental study of the effective-

ness of a citizenship curriculum training program upon their 

(a) grade-point average, (b) absentee rate, (c) number of 

discipline referrals to the principal's office, and (d) 

attitude toward high school. 

Fifty-eight students who had three or more discipline 

referrals to the principal's office the semester before 

the experimental treatment were identified as discipline-

problem students. 

Twenty-nine discipline problem students were randomly 

assigned to the experimental group that received the citizen-

ship curriculum training instructional classes during the 

second period of the school day the following semester. The 

instructional units were presented for fifteen consecutive 

school days. Twenty-nine discipline-problem students were 

randomly assigned to the control group and did not receive 

88 
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the experimental treatment of citizenship curriculum train-

ing. The students in the control group attended their 

regular classes during the second period class of the school 

day. 

The experimental and control groups pretreatment data 

were collected, tabulated, and recorded at the end of the 

semester prior to the experimental treatment. The pre-

treatment data for the experimental and control groups are 

shown in Tables I and II. 

The posttreatment data for both the experimental and 

the control group were collected, tabulated, and recorded 

the semester following the experimental treatment. Post-

treatment data for the experimental and control groups are 

shown in Tables III and IV. 

Analysis of Data 

The four null hypotheses were analyzed statistically by 

the analysis of covariance one-way design technique to test 

for significant adjusted mean differences. The .05 level 

of significance was selected to test all the hypotheses. 

The pretest scores were used as covariate measures in order 

to control for possible pretest differences between the 

experimental and control groups. Pretest scores on grade-

point average, absentee rate, number of discipline referrals, 

and high school attitude were the covariate measures. The 

posttest scores on the same measurements were the dependent 
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TABLE I 

EXPERIMENTAL GROUP PRETEST DATA RECORDED 
THE SEMESTER PRIOR TO THE EXPERIMENTAL 

TREATMENT (N = 29) 

Student 
Identifica-
tion Number 

Grade-
Point 
Average 

Number of 
Discipline 
Referrals 
to the 

Principal1s 
Office 

Number of 
Absences 
from 

School 

Prescore 
on Remmer 
High School 
Attitude 
Score 

1 1.0 3 2.0 7.3 
2 1.2 3 2.1 8.9 
3 .8 3 1.6 8.5 
4 .2 3 5.6 8.7 
5 .4 3 4.5 8.9 
6 1.4 3 7.0 9.0 
7 2.6 5 . 6 8.7 
8 .0 3 2.3 9.0 
9 1.2 5 1.0 7.7 

10 .4 3 2.5 8.9 
11 .2 3 14.3 9.0 
12 1.6 3 3.3 8.5 
13 .7 10 2.8 8.5 
14 2.0 5 7.6 6.0 
15 1.2 3 2.3 6.5 
16 .8 3 .8 8.9 
17 1.4 5 5.3 8.1 
18 .2 3 16.0 8.5 
19 1.5 3 2.0 9.0 
20 .7 3 17.0 4.7 
21 .6 3 7.0 8.5 
22 .0 3 15.1 8.1 
23 1.2 4 8.8 8.1 
24 .2 3 12.1 7.9 
25 1.3 3 2.8 8.9 
26 2.0 3 6.6 8.7 
27 1.6 5 3.1 8.5 
28 1.8 3 .5 8.9 
29 1.6 3 5.8 

I 
8.7 



91 

TABLE II 

CONTROL GROUP PRETEST DATA RECORDED THE SEMESTER 
PRIOR TO THE EXPERIMENTAL TREATMENT (N = 29) 

Student 
Identifica-
tion Number 

Grade-
Point 

Average 

Number of 
Discipline 
Referrals 
to the 

Principal1s 
Office 

Number of 
Absences 
from 
School 

Prescore 
on Remmer 
High School 
Attitude 

Scale 

30 2.0 3 5.1 8.1 
31 0.0 3 13.5 8.5 
32 1.8 3 9.1 9.0 
33 0.8 3 1.0 7.7 
34 1.8 3 9.9 6.5 
35 1.2 4 0.3 8.5 
36 1.0 3 4.5 7.7 
37 1.6 3 1.0 8.5 
38 2.2 3 0.7 8.7 
39 1.0 3 4.3 7.3 
40 0.2 3 5.1 6.0 
41 0.8 3 1.9 8.1 
42 1.4 13 8.0 8.1 
43 0.5 3 9.0 8.7 
44 0.8 3 12.3 8.7 
45 0.4 4 1.8 8.9 
46 0.8 3 8.1 8.7 
47 2.3 3 0.3 8.1 
48 1.2 3 3.5 8.9 
49 1.8 3 6.1 8.7 
50 0.6 4 5.5 6.0 
51 0.4 3 2.3 8.9 
52 1.2 3 8.3 7.7 
53 1.0 3 5.0 9.0 
54 1.0 5 7.1 8.5 
55 1.6 3 0.5 6.0 
56 1.8 3 3.8 8.1 
57 0.8 3 7.5 8.5 
58 0.8 3 3.6 8.1 



92 

TABLE III 

EXPERIMENTAL GROUP POSTTEST DATA RECORDED THE SEMESTER 
AFTER THE EXPERIMENTAL TREATMENT (N = 29) 

Student 
Identifica-
tion Number 

Grade-
Point 

Average 

Number of 
Discipline 
Referrals 
to the 

Principal's 
Office 

Number of 
Absences 
from 
School 

Postscore 
on Remitter 
High Schoo 
Attitude 

Scale 

1 0.5 2 15.8 7.3 
2 1.6 4 1.0 8.1 
3 1.6 0 3.8 8.9 
4 0.2 0 27.0 6.0 
5 0.0 6 30.2 5.0 
6 2.5 0 8.8 7.7 
7 1.5 0 0.8 8.1 
8 0.0 2 19.5 8.5 
9 0.4 9 8.8 8.9 

10 1.5 0 4.0 6.0 
11 1.0 0 14.0 8.9 
12 0.8 1 19.0 8.5 
13 0.1 6 9.2 7.0 
14 0.6 5 13.3 8.5 
15 0.0 4 29.2 7.5 
16 1 1.3 0 3.5 8.7 
17 1.5 1 4.1 8.7 
18 0.6 0 16.2 8.1 
19 2.8 1 0.6 8.9 
20 1.0 3 7.8 7.6 
21 1.1 0 4.5 8.5 
22 1.2 1 6.0 7.3 
23 1.1 0 14.1 8.5 
24 0.8 0 10.5 9.0 
25 0.0 6 30.0 8.1 
26 2.0 0 3.3 8.7 
27 1.6 3 2.8 7.3 
28 0.6 1 0.3 9.2 
29 0.5 2 4.0 8.5 
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TABLE IV 

CONTROL GROUP POSTTEST DATA RECORDED THE SEMESTER 
AFTER THE EXPERIMENTAL TREATMENT (N = 29) 

Student 
Identifica-
tion Number 

Grade-
Point 

Average 

Number of 
Discipline 
Referrals 
to the 

Principal's 
Office 

Number of 
Absences 
from 
School 

PoStscore 
on Remmer 
High Schoo! 
Attitude 

Scale 

30 2.1 3 6.7 9.0 
31 0.7 0 17.0 8.3 
32 1.6 0 1.1 8.7 
33 1.2 0 6.2 8.1 
34 0.6 0 30.0 5.3 
35 1.5 2 0.0 8.9 
36 0.8 3 17.3 6.0 
37 2.0 0 2.5 8.7 
38 2.5 2 2.0 8.1 
39 0.7 0 24.8 8.1 
40 0.8 0 1.3 7.7 
41 0.5 0 8.3 9.0 
42 1.0 2 2.0 8.5 
43 0.0 8 9.0 8.3 
44 0.0 0 43.0 8.9 
45 1.2 2 3.5 8.7 
46 1.5 0 2.7 8.3 
47 0.8 2 7,2 8.5 
48 1.3 0 3.2 8.5 
49 3.0 0 0.8 8.7 
50 1.0 1 12.0 8.1 
51 1.0 0 2.7 8.1 
52 0.5 0 12.0 8.1 
53 1.2 5 8.8 8.5 
54 2.0 0 1.7 8.9 
55 1.7 0 6.2 8.3 
56 1.1 0 10.3 7.7 
57 1.0 3 6.2 8.7 
58 1.3 0 3.1 7.3 
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variables. T-tests for correlated samples were utilized to 

compare the differences between the experimental group's 

pretest and posttest mean scores and, to compare the differ-

ences between the control group's pretest and posttest mean 

scores. Results of the study are presented in the order 

of the hypotheses as stated in Chapter I. 

Hypothesis 1 

Null Hypothesis 1: There will be no significant 

difference in the adjusted grade-point averages of discipline-

problem students who received citizenship training and 

discipline-problem students who did not receive the training. 

The grade-point averages means, adjusted means, and t-tests 

for dependent measures for the experimental and control 

groups are shown in Table V. 

TABLE V 

EXPERIMENTAL AND CONTROL GROUP PRETEST AND POSTTEST 
GRADE-POINT AVERAGE MEAN RAW SCORES, STANDARD 

DEVIATIONS, ADJUSTED MEANS, AND T-TESTS 
FOR CORRELATED SAMPLES 

Pretest Criterion 
Posttest Adjusted 

Condition N M SD M SD M 
t 

Experimental 29 1.028 .676 0.979 0.740 1.04 -0.315 

Control 29 1.131 0.604 1.193 0.681 1.16 0.518 
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The data in Table V indicate that the experimental and 

control groups are very similar with respect to both mean 

scores and standard deviations on the variable of grade-

point average. The experimental group did not show a 

significant difference between pretest and posttest grade-

point average mean scores after receiving citizenship 

training. Also, the control group did not show a signifi-

cant difference between the pretest and posttest grade-point 

average mean scores. 

A statistical comparison for significant differences 

between the experimental and control groups' adjusted grade-

point average means was accomplished by the one-way analysis 

of covariance. The analysis of covariance data pertaining 

to Hypothesis 1 are shown in Table VI. 

TABLE VI 

ANALYSIS OF COVARIANCE OF EXPERIMENTAL AND 
CONTROL GROUP'S GRADE-POINT AVERAGE 

Source of 
Variation 

Degrees of 
Freedom 

Sum of 
Squares 

Mean 
Square F 

Between 1 0.228 0.228 0.519 

Within 55 24.207 0.440 * * * 

Total 56 24.435 • t a • • • 
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The data in Table VI indicate that the F-value of 

0.519 was not significant at the desired .05 level, there-

fore, Hypothesis 1 was not rejected. The analysis of the 

data indicates that the experimental group did not demon-

strate a statistically greater adjusted mean score increase 

in grade-point average than the control group. 

Hypothesis 2 

Null Hypothesis 2: There will be no significant 

difference in the adjusted daily absentee rate means of 

discipline-problem students who received citizenship 

training and discipline-problem students who did not receive 

the training. The absentee rate means, adjusted means, and 

t-tests for dependent measures for the experimental and 

control groups are shown in Table VII. 

The experimental group showed a significant increase 

between the pretest and posttest absentee rate mean scores 

after receiving citizenship training. The control group 

also showed a significantly higher number of absences 

between the pretest and posttest absentee rate mean scores. 

A statistical comparison for significant differences 

between the experimental and control groups' adjusted means 

was accomplished by the one-way analysis of covariance. 

The analysis of covariance data pertaining to Hypothesis 2 

are shown in Table VIII. 
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TABLE VII 

EXPERIMENTAL AND CONTROL GROUP PRETEST AND POSTTEST ABSENTEE 
RATE MEAN RAW SCORES, STANDARD DEVIATIONS, ADJUSTED 

MEANS, AND T-TESTS FOR CORRELATED SAMPLES 

Condition N 
Pretest 

Crite: 
Postb 

rion 
est Adjusted 

t Condition N 

M SD M SD M 

t 

Experimental 

Control 

29 

29 

5.600 

5.141 

4.909 

3.644 

10.762 

8.676 

9.303 

9.766 

• • • 

• • • 

2.723* 

2.222** 

*P < .01, two-tailed test. 

**P < .05, two-tailed test. 

TABLE VIII 

ANALYSIS OF COVARIANCE OF EXPERIMENTAL AND 
CONTROL GROUP'S ABSENTEE RATE 

Source of Degrees of Sum of Mean 
Variation Freedom Squares Square F 

Between 1 48.423 48.423 0.559 

Within 55 4766.945 86.672 • • • 

Total 56 4815.368 • • • • • • 

The data in Table VIII indicate that the F-value of 

0.559 was not significant at the desired .05 level, there-

fore, Hypothesis 2 was not rejected. The analysis of the 

data indicates that the experimental group did not 
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demonstrate a statistically lower absentee rate than the 

control group. 

Hypothesis 3 

Null Hypothesis 3: There will be no significant differ-

ence in the adjusted average number of discipline referrals 

to the principal's office of discipline-problem students who 

received citizenship training and discipline-problem students 

who did not receive the training. The means, adjusted mean 

scores, and t-tests for dependent measures for the number 

of discipline referrals to the principal's office for the 

experimental and control groups are shown in Table IX. 

The experimental group showed a significant decrease 

between the pretest and posttest average number of 

discipline referrals to the principal's office after 

receiving citizenship training. The control group also 

showed a significant decrease in the average number of 

discipline referrals to the principal's office between the 

pretest and posttest average number of referrals. 

A statistical comparison for significant differences 

between the experimental and control groups' adjusted mean 

scores was accomplished by a one-way analysis of covariance. 

The analysis of covariance data pertaining to Hypothesis 3 

are shown in Table X. 

The data in Table X indicate that the F-value of 1.994 

was not statistically significant at the desired .05 level, 
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TABLE IX 

EXPERIMENTAL AND CONTROL GROUP PRETEST AND POSTTEST MEAN 
RAW SCORES, STANDARD DEVIATIONS, ADJUSTED MEANS, AND 

T-TESTS FOR CORRELATED SAMPLES ON NUMBER OF 
DISCIPLINE REFERRALS 

Condition N 
Pretest Crib 

Post 
erion 
test Adjusted 

t Condition N 

M SD M SD M 

t 

Experimental 

Control 

29 

29 

3.621 

3.517! 

1.449 

1.883 

1.97 

1.14 

2.457 

1.885 

1.95 

1.15 

-3.95* 

-5.01* 

*P < .01, two-tailed test. 

TABLE X 

ANALYSIS OF COVARIANCE OF EXPERIMENTAL AND CONTROL 
GROUP'S NUMBER OF DISCIPLINE REFERRALS 

Source of 
Variation 

Degrees of 
Freedom 

Sum of 
Squares 

Mean 
Square F 

Between 1 9.144 9.144 9.144 

Within 55 252.247 4.586 • • * 

Total 56 261.291 • • • • • • 

therefore, Hypothesis 3 was not rejected. The analysis of 

the data indicates that the experimental group did not 

demonstrate a statistically lower number of discipline 

referrals to the principal's office when compared to the 

control group. 
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Hypothesis j4 

Null Hypothesis 4: There will be no significant differ-

ence in the Remitters High School Atttitude Scale adjusted mean 

scores of discipline-problem students who received citizen-

ship training and discipline-problem students who did not 

receive the training. The means, adjusted mean scores, and 

t-tests for dependent measures comparing the attitude toward 

high school of the experimental and control groups are shown 

in Table XI. 

The experimental group showed no significant difference 

between the pretest and posttest Remitters High School Attitude 

Scale mean scores after receiving citizenship training. The 

control group also showed no significant difference between 

the pretest and posttest Remitters High School Attitude Scale 

mean scores. 

TABLE XI 

EXPERIMENTAL AND CONTROL GROUP PRETEST AND POSTTEST MEAN 
RAW SCORES, STANDARD DEVIATIONS, ADJUSTED MEANS, AND 

T-TESTS FOR CORRELATED SAMPLES ON THE REMMERS 
HIGH SCHOOL ATTITUDE SCALE 

Condition N 
Pretest Criterion 

Posttest Adjusted 
Condition N 

M SD M SD M 

U 

Experimental 29 8.262 1.002 8.000 1.012 9.78 0.996 

Control 29 8.076 0.907 8.207 0.824 8.22 0.788 
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A statistical comparison for significant differences 

between the experimental and control groups' adjusted means 

was accomplished by the one-way analysis of covariance. 

The analysis of covariance data pertaining to Hypothesis 

4 are shown in Table XII. 

TABLE XII 

ANALYSIS OF COVARIANCE OF EXPERIMENTAL AND CONTROL 
GROUPS' SCORES ON THE REMMERS HIGH SCHOOL 

ATTITUDE SCALE 

Source of 
Variation 

Degrees of 
Freedom 

Sum of 
Squares 

Mean 
Square F 

Between 1 0.852 0.852 1.026 

Within 55 45.689 0.831 • • • 

Total 56 46.541 • • * • • • 

The data in Table XII indicate that the F-value of 

1.026 was not significant at the desired .05 level, there-

fore, Hypothesis 4 was not rejected. The analysis of the 

data indicates that the experimental group did not demon-

strate a statistically greater adjusted mean score on the 

Remitters High School Attitude Scale when compared statis-

tically to the control group scores on the Remitters High 

School Attitude Scale. 
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Summary 

This chapter presented statistical data comparing the 

effects of a citizenship curriculum instruction on the 

grade-point average, daily attendance, discipline referrals 

to the principal's office, and attitude toward high school 

of fifty-eight students defined as having discipline 

problems. Each of the four hypotheses were analyzed and 

discussed separately. T-tests for correlated samples and a 

series of one-way analyses of covariance were conducted to 

determine the effect. A series of one-way analyses of 

covariance was conducted to determine the effect of the 

citizenship curriculum training on the experimental and 

control groups' grade-point average, daily attendance, 

discipline referrals to the principal's office and attitude 

toward high school. Adjusted mean scores and one-way 

analyses of covariance tables are presented for each of 

the four variables. The .05 level of significance was 

utilized to test all the hypotheses. Each of the four 

null hypotheses of the study were accepted. 



CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, AND 

RECOMMENDATIONS 

This study was undertaken to examine the impact of 

classroom citizenship instruction on school discipline. 

This chapter presents a summary of the study's methodology, 

findings, conclusions, implications, and recommendations 

suggested by the results. 

Summary 

The problem of this study was to determine the effects 

of citizenship curriculum training on the grade-point 

average, absentee rate, number of discipline referrals, and 

attitudes toward high school as measured by the Remitters High 

School Attitude Scale on an experimental group of twenty-

nine students who had been identified as discipline-problem 

students. 

Two high school teachers who had participated in 

citizenship curriculum teaching in-service training presented 

the citizenship curriculum instructional classes to an experi-

mental group of twenty-nine students for fifteen consecutive 

school days during second-period class. The control group 

of twenty-nine students attended their regular second-period 

class and did not receive the training. 

103 
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Pretest and posttest data were collected on both the 

experimental and control groups relative to the following 

variables: (a) grade-point average, (b) absentee rate, 

(c) number of discipline referrals to the principal's office, 

and (d) attitude toward high school as measured by the 

Remitters High School Atttitude Scale. The experimental treat-

ment was administered approximately one month after the pre-

test data were collected in January, 1982. The posttest 

data were collected in January, 1983, a semester following 

the training. 

T-tests for correlated samples and a series of one-way 

analysis of covariance were utilized to examine the impact 

of the experimental treatment on the dependent variates 

grade-point average, absentee rate, number of discipline 

referrals to the principal's office, and attitude toward 

high school. Results were used to reject or retain each 

hypothesis, as stated in Chapter I. 

Findings 

Each hypothesis was rejected or retained on the basis 

of the analysis of covariance data presented in Chapter IV. 

Each of the four hypotheses were statistically tested at the 

.05 level of significance. The analysis of the data resulted 

in the following findings. 

1. There was no significant difference between the 

adjusted mean grade-point averages of the experimental and 

the control group of discipline-problem students. 



105 

2. There was no significant difference between the 

adjusted absentee rate means of the experimental and the 

control group of discipline-problem students. 

3. There was no significant difference between the 

adjusted mean number of discipline referrals to the princi-

pal's office of the experimental and the control group of 

students. 

4. There was no significant difference in the Remitters 

High School Attitude Scale adjusted mean scores between the 

experimental and the control group of discipline-problem 

students. 

Conclusions and Implications 

The grade—point average of both the experimental and 

control group did not change significantly between the 

pretest and posttest periods. In fact, the grade-point 

average of the experimental group dropped slightly and the 

control group's grade—point avearage showed a minor increase, 

however, in a non—significant manner. The citizenship train-

ing instructional classes did not seem to address or effect 

the problem of academic achievement in the experimental 

group. 

The citizenship training instructional classes did not 

seem to improve the absentee rate of the experimental group. 

The experimental group showed an observable higher absentee 

rate than the control group. The control group also showed 
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an increase in the average absentee rate indicating that 

there was a possibility of unexplained factors that may 

have affected the absentee rate of both groups in this study. 

The number of discipline referrals to the principal's 

office was not decreased as a result of the experimental 

group's participation in the citizenship training instruc-

tional classes. The fact that both the experimental and 

control groups had significant decreases in the number of 

discipline referrals between the pretest and posttest periods 

cannot be attributed to the citizenship training instruc-

tional classes but to other unexplained factors. 

Students' attitudes toward high school, as measured by 

Rsnurcisr s High School Attitude Scale, seem to have been 

unaffected by the citizenship training instructional classes. 

The experimental and the control groups showed a favorable 

attitude toward high school before and after the experimental 

treatment. However, the experimental group had a slight 

decrease in attitude; whereas the control group had a 

slight increase in the attitude toward high school when 

compared to the experimental group. 

In view of these data it can be concluded in this 

study that the citizenship training instructional classes 

had no effect on the grade-point average, absentee rate, 

number of discipline referrals to the principal's office, 

and attitude toward high school as measured by the Remmers 
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High School Attitude Scale of ninth-grade discipline-

problem students in this study. 

The citizenship curriculum training classes did not 

seem to address the specific problems that the students in 

this study were facing. Therefore, the citizenship curricu-

lum training did not ameliorate the students' problems in 

low grade-point average, absences from school, high number 

of discipline referrals, and attitude toward high school as 

used in this study. 

Recommendations 

On the basis of the findings, conclusions, and implica-

tions of this study, the following recommendations are made. 

1. That similar studies be conducted to address the 

problem of school attendance by teaching students with 

truancy and attendance problems in a small size class with 

a curriculum content that aims at improving their school 

attendance and attitude toward school and teachers. 

2. That similar studies be; conducted to address the 

problem of discipline-problem students with low grade-point 

averages in a small size class with a curriculum content 

that aims at improving their study skills, academic achieve-

ment, test-taking skills, and attitudes toward school and 

teachers. 

3. That similar studies be conducted to address the 

problem of reducing the number of discipline referrals of 
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discipline-problem students by teaching students with a 

high number of discipline referrals in a small class with 

a curriculum content that aims at improving their self-

concept, attitudes toward school, and behavior in an effort 

to reduce the students1 conflicts with teachers and other 

students. 

4. That future similar studies should collect the 

posttest data the first grading period following the experi-

mental treatment rather than the following semester to see 

-'-f the treatment had any immediate effect on the students' 

grade-point averages, attendance, number of discipline 

referrals, and attitude toward high school. 
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HIGH S C H O O L A T T I T U D E S C A L E 

F o r m A E d i t e d by H. H. R e m m e r s 

D a t e -

N a m e (op t iona l ) S e x ( c i r c l e one) M 

Age — G r a d e 

D i r e c t i o n s : B e l o w LS a l i s t of s e v e n t e e n s t a t e m e n t s a b o u t s c h o o l . P l a c e a c h e c k 
m a r k b e f o r e e a c h s t a t e m e n t wi th wh ich you a g r e e , a n d l e a v e u n m a r k e d t h o s e w i th 
w h i c h you d i s a g r e e . T h i s t e s t wi l l in no way a f f e c t your s t a n d i n g in s c h o o l . 

1. A high s c h o o l e d u c a t i o n is w o r t h a m i l l i o n d o l l a r s to a n y young p e r s o n . 

2 . High s c h o o l d e v e l o p s s e l f - r e l i a n c e . 

3. A h igh s c h o o l e d u c a t i o n wi l l h e l p one to be a good c i t i z e n . 

4. It h e l p s one to get a job if he h a s a h igh s c h o o l d i p l o m a . 

5. I l ike to do s c h o o l w o r k . 

6. I wou ld r a t h e r go to h igh s c h o o l t han to s t a y a t h o m e . 

7. I d o n ' t l i ke to a s s o c i a t e with p e o p l e who h a v e n ' t a h igh s c h o o l e d u c a t i o n . 

8. High s c h o o l h a s i t s d r a w b a c k s , but I l ike to go. 

9. I d o n ' t c a r e abou t h igh s c h o o l , but I th ink one ought to . 

10. High s c h o o l i s a i l r i g h t , but I d o n ' t l ike i t . 

11. High s c h o o l m a y be a l l r i g h t , but I don ' t th ink it d o e s a n y good. 

12. T h e r e a r e too m a n y r u l e s and r e g u l a t i o n s in s c h o o l s . 

13. My c l a s s e s a r e v e r y u n i n t e r e s t i n g . 

14. I c a n l e a r n m o r e w o r k i n g on a j o b t h a n in h igh s c h o o l . 

15. A h igh s c h o o l g r a d u a t e is o f t en w o r s e off m o r a l l y than he w a s b e f o r e 
going to h igh s c h o o l . 

16. In h igh s c h o o l , p u p i l s l e a r n to d i s r e s p e c t e v e r y t h i n g of h igh i d e a l i s t i c 
c h a r a c t e r , 

17. High s choo l t e a c h e r s a r e p a r a s i t e s on the c o m m u n i t y . 

P l a c e a c h e c k (vX) be low a l o n g the l ine to i n d i c a t e your a t t i t u d e t o w a r d 
s c h o o l . A is e x t r e m e l y f a v o r a b l e a n d K is e x t r e m e l y a g a i n s t . F i s n e u t r a l a n d the 
o t h e r l e t t e r s i n d i c a t e g r a d e d s t e p s b e t w e e n . 

B C D E F G H I J K 

C o p y r i g h t , P u r d u e R e s e a r c h F o u n d a t i o n , I960 
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oallas independent school district 

STUDENT REFERRAL TO PRINCIPAL'S OFFICE 
This referral form is to be used in all cases where, in the judgment of the teacher, 

a problem related to student behavior warrants action by the principal 
(Use Separate Form for Each Student Referred) 

STUDENT NAME 

Grade 

(Last) 

Age .. Date 

Locat ion of Incident ^Period 

REASON FOR REFERRAL 
C D Assault with a prohibited weapon 
C D Assault of school personnel 
C D Assault on another student or fighting 
C D Possession of prohibited weapon 
C D Illegal solicitation of money or other property 
C D Verbal abuse of school personnel 
• Insubordination 
C D Disruptive behavior 
• Theft 

DESCRIPTION OF INCIDENT: 

T i m e — Race Sex 

Classroom Other (Specify) 

(Middle Initial) 

C D Vandalism 
• Profanity 

• Possession and/or improper use of drugs 
1 i Violation of smoking rules 
I I Gambling 
• Violation of school attendance regulations 
C D Failure to observe attendance regulations 
[ j Failure to observe school rules 
C D Failure to have necessary supplies 
[ j Other 

Names of Witnesses: 

PREVIOUS ACTION TAKEN BY TEACHER TO IMPROVE BEHAVIOR: 

TYPE O F PRIOR PAREN1 CONTACT: C D Telephone • In Person C D Letter C D No Previous Contact 

ADMINISTRATIVE DISPOSITION: 
C D Conference with student 
• Returned to teacher with suggestions 
C D Referred to counselor 
C D Referred to staff personnel committee 
C D Parent contact by telephone 
C D Parent conference requested 

{Disposition: 

(Signature of Teacher) (Teacher Number) 

• Referred to Guidance/Youth Action 
Center (Visiting Teacher/Nurse) 
Suspension of privileges 
Alternative class placement 
Corporal Punishment 
Suspension ( Days) 

• • • 
c 
c • 

• 
Referred to law enforcement agency 
Referred for third-party hearing 
Other 

COMMENTS: 

Administrator's Signature (Date) 
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TIPS FOR TEACHERS 

4. 

.. Since the curriculum is a developmental one and open-ended in nature the 
teacher needs to be innovative, creative and to believe that all people 
children and adults alike, are in different stages or processes of n L = ' i 
growth, both mentally as well as emotionally. Included here is the idea"3 

that people have the capability of growing and changing throughout their 

so choose^ " b e i n 8 S > " e n e V 6 r S t ° P ° u r devel°P">ent unless we 

. The teacher needs to be self-motivated, adding his/her own life exoeri-

^teri ? h / £ l a s s r o o t n s e t t i n 8 . "hen appropriate, which will enhance the 
^ e / s h e " u s l n g * Teacher self-disclosure can be very beneficial 

for this type of curriculum. Self-disclosure is sharine carts of !, r ^ i 
our feelings or thoughts, with others which often opens the receivers t o ™ * ' 
sharing their ideas in return. Self-disclosure is a way of showing people 
that we are all human and have similar problems. Appropriate selffdisclnt.r. 
ridges gaps between people for these reasons. Proper timing is important-

i n l ^ a M e r S T e n C 0 U r a g e d t 0 b e discreet about d i s c l o s ^ very person" 
nformation. An example of self-disclosing might be "When I ua«i 

we did so-and-so". Students know when a p « s o f L b i i n f W » ! i ' 

to" any iLL eSful°dis acu's rs"on P e r S O n t e l U n g M t h i n g S " * l v e s 

experience by researching and finding activities "that work" If thl 

teacher does not feel that a section of the curriculum Is c o ^ l e L then 

the teacher should take the responsibility of deciding what additional 

information would be helpful to present to the studenfs and t h e n d o L g so. 

As an example, the student handouts are used to promote criMrai m w h 

to a : h
t 0 b e l n f 0 r m t l v e - I n £ h e h - d o u t s : the^tudents have spaces^' 

to write their answers. If the students are not receptive to writina th.. 
teacher can use these worksheets for classroom discussion. In^ther ^ords 

^ ^ f e " r U l 6 S 3 8 t 0 h o w t h i s ^ r i a l is presented 
The goal is to insure that the students receive the -t e 
mat conducive to their comprehension. information in a for-

The purpose of this curriculum is to teach basic social and m i 

to students who may not have received these skills earlier in the-fr- 1< 

There will be a definite variation in how some s t ^ e n L ^ l l respond to'this 

information. Some students will take for granted the content sLlno < 
gist, I already know this". Others will be wide-eyed and will t h l 
information that they have never heard before. The activit^s are deJimed 
however, to be enjoyable and reinforcing for everyone As otl " e . d e " 1 8 n e d -
remarked, "This is fun; i f s not like rfgular s c ^ o W k ^ " 

Students' range of understanding this material will vary, therefore the 
teacher will have to re-interpret it depending on the child's l b i l ^ y ' ^ 
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understand. Some of the material is abstract, such as explaining what 
, „?rH n S - teacher may need to reinforce these more abstract con-

cepts with very tangible, concrete examples. See Level I Unit for 
teaching beliefs and "What's Important to Me?" * 

5' L S f°r Mscussion~Grou P discussion is employed extensively in Citi-
zenship Education because it is an effective way to encourage teacher-
student and student-student interaction. In most of the large group dis-

w e n t h ! T 1 0 h S ' r S ° m e ° f C h C S m a 1 1 « r o u " discussion sessions as 
t h ' J® teacher has the role of leader, with the students reacting to 

^ t u° ° nv a n o t h e r - A t f i r s t « the students may tend to react 
ly to the teacher, but with encouragement they will become comfortable 

I c t i o n n b v C L k r a n° t h ey- T h e t e a c h e r c a n encourage student-student inter-
action by asking questions such as, "Mary, what do you think of Peter's 

suggestion, rather than responding to Peter himself. The activity-discus-
sion sequence followed in this program provides the student repeated op! 

t u L « H6!! h° ^ n t e r n a^; l z e n e w . and hopefully more mature concepts, atti-
tudes and behaviors. Discussion following an activity is regarded as a 
very important tactic in stimulating affective development. 

The teacher should require each student to follow the rules for discus-
sion or participation that the group is observing. It is important to have 
in mind the difference between acceptance of! and respect for the student's 
ideas and feelings and acceptance of out-of-turn, disruptive, inappropri-
ate behavior. Judgment has to be used here, of course, and in the authors' 
experience teachers err in the direction of being too permissive rather 
than too structured. Structure paradoxically tends to increase freedom 
y making it possible for all students to participate and contribute. 

6. The Use of Questions-At the end of most lessons, questions are provided 

for class discussion. Some teachers with group discussion experience and 

r h T e r ^ n C e j e d u c a t l o n -»ay wish to use different questions 

lessons. In so doing, the teacher should be 
that different questions may direct the students' attention toward 

outcomes which are different from those stated. The questions included 
in Citizenship Education and the range of outcomes they produce have been 
carefully reviewed, with special attention to the issue of invasion of nrivaev 
Students should not be asked to reveal ideas, feelings, and experiences which 
by virtue of their highly personal or peculiar nature could be embarrassing 

A * T J i m p ° r t a n t n o t t o a 9 k P ^ i n g questions which leave the student 
undefended or feeling psychologically assaulted. Even when aggressive prob-
ng does not precipitate a blow-up, it produces distrust and resentment and 

is therefore to be avoided. We are striving to help students develop 
openness, self-acceptance, and awareness through their own efforts as they 
interact with their peer group and teacher. 

Students will often respond to a question by saying, "I don't know", which 
gets the discussion nowhere. "I don't know" usually means "I really don't 
know", "I don t^want to tell you", "I don't want you to bother « £ t h 
these questions . It is helpful, therefore, to make a class rule that "I 
don t know is not an acceptable response and even if the student doesn't 
know an answer, a response will still be expected. If the student is wrona 
it won t matter since the goal is to learn, not to be "right" He l u m 
from our mistakes. * J-earn 
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7. The Unusual Student Response—In general, students will share only those 
things which are safe to share, and most students have an excellent notion 
of what can be shared and what should not be shared. Occasionally a student 
or cwo will share very personal, potentially embarrassing, sometimes weird 
vulgar material. The teacher should use considerable judgment in decidine' 

what is embarrassing, weird, or vulgar and should concentrate on preventive 
the student from being rejected by the peer group. Although the teacher should 
communicate acceptance of the student's material, he or she should also try 
to make it clear that similar information should not be shared. Because 
group norms are powerful and can be damaging, some students may need tempo-
rary relief from peer pressure. However, the student who divulges very 
personal information needs to talk about it, and so a special opportunity 
to do so should be provided if at all possible. The teacher can support 
protect, and help these students by doing one or more of the following: 

a. Excuse the student temporarily from Citizenship Education sessions so 

that a resource person such as a school psychologist, counselor, or school 
social worker can work with him or her individually during the Citizen-
ship Education period. 

b* Conduct small group Citizenship Education sessions with the assistance 
of a resource person if several students need special attention. Stu-
dents from several classrooms can be included in these special Citizen-
ship Education sessions. 

Group activities are powerful tools for learning. They encourage student 

interaction and confrontation which are necessary for affective development. 

8. You can nurture your students* positive self-concepts bv: 

a. Always calling your students by their name and finding out what they like 
to be called. 

b. "Touching base" with each student daily. Greeting them at the door-
using eye contact, etc. * 

c. Praising them for their positive efforts and their appearance. IenorLne 
whenever possible, their negative behaviors. 

d. Allowing your students to meet some of their personal needs in the classroom 
e. Allowing them to express their emotions in appropriate ways. 
f. Allowing your students to make contributions to the class. 

g. Giving them opportunities to focus on their skills and showing pride in 
their work. 

h. Giving them more responsibility in class. 

i. Giving your students choices and letting them carry out their choices 
j. Letting them set some goals and reach them, no matter how small, 
k. Letting them help set rules or guidelines for the classroom and'then 

living by them. 

1. Separating learning and grades. 

Keeping your power under control. 
Knowing your own beliefs, but not using them to ridicule or to criticize 
your students; avoiding sarcasm, it just builds distrust. 
Accepting criticism as part of an on-going relationship and not as a threat 

p. Letting your students know you have often felt the same feelings they are ' 
experiencing, self-disclosing when appropriate. 

q. Disarming those who are alienated. Getting them alone and listening to 
their grievances. Making changes, when possible, or giving reasons when 
there will be no changes. Giving them your support, understanding and 
suggesting alternatives for their behavior. 

m 

o 
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BASIC CONCEPTS FOR EACH UNIT 

introduction 

A major theme that runs throughout this curriculum is the idea of one learninz 
to take proper care of the self: physically, emotionally and mentally. The 
opposite of self-defeating, self-destructive behavior is having a positive self-
image, and generally, feeling good about the self, or having self-esteem. After 
we have learned to take care of ourselves, as a positive, nurturing, loving par-
ent would care for a child and as we treat the self as a very best friend, then 
and only then, can we take really good care of the people close to us, friends 

^ ° e p ? ° p l e h a v e b ® g u n t 0 "spect themselves and significant others, 
then the> may be able to care about larger groups of people in their school, 
community, work life, as well as national and international arenas. 

This inadequate self-care is one reason why so many people have unhappy rela-
tionships with their children, their spouses and friends. We cannot truly give 
to another person what we do not feel and possess within ourselves. 

There is a hierarchy of needs that people have, starting at the foundation with 
positive, balanced, internal self-love and working outwards with genuine love 
for others, and finally to love for mankind. Skipping these early steps of 
learning and practicing a healthy and balanced self-love, will hinder and diminish 
attempts towards loving others. 

Teacher Responsibility 

The basic concepts found in the content of each lesson are listed after the 
Table of Contents page of each unit, and they are also listed below, by Levpl 
Goal, and Unit. The concepts for each unit are the main ideas that are to be' 
imparted to the students. All lessons, activities and worksheets reinforce t-hese 
basic concepts. The first activity for each day's activities will usually be 
student handout or worksheet and it carries, in writing, the bulk of the concepts 
for that lesson. All other activities supplement the basic worksheet or student 
handout. Presentation of the student handout is mandatory, although the form in 

T ^ P " T t e d ^ , v ® r y d e p e n d l n 8 uP° n teacher preference (class discussion 
individual worksheets filled out together as a class or individually by students 
use of overhead projector, etc.) THE STUDENT HANDOUTS OR WORKSHEETS DO NOT HAVE* 
TO BE USED AS LONG AS THE TEACHER PRESENTS THIS MATERIAL TO THE STUDENT IN SOME 
ADEQUATE FORM. Presenting this material to the student is the responsibility of 
the teachers as the students will be evaluated to see if they have absorbed and 
retained this information. 

ttiese concepts are basic ideas that affect all humans. It is necessary there-
fore, that the teacher understand the concepts and be able to apply them, thoueh 
privately, to his or her personal life experience. As all written material is 
subject to interpretation and is therefore, fallible, if the teacher does not 
understand all or part of the written concept, it is important that this be clear-
ed up before the teacher presents this material to the students. Sharing and dis-
cussing the concepts with involved staff will enhance and stimulate each teacher's 
ideas towards the concepts and curriculum, and therefore, will enhance the student's 
experience. TheSg concepts Should hr rMnfnrreH nn n f r m «• — < r 7 1 

ways as Possible and at each IWPI . Y 



118 

NTame: Date 

Teacher: _ Level: 

BRAINSTORMING 

Brainstorming in an activity that we will use alot throughout the citizenship 
activities. It is a technique that is used for class discussions to get to as 
much information as possible. 

Here are the rules of brainstorming: A topic for discussion is chosen. 

1. Everyone has a chance to talk and people and LO say as much as 
they want; and that there are no right or wrong answers. The purpose 

is to get out as many ideas as possible and for people to greatly 

use their minds and imaginations. New and wild ideas are encouraged 

for people to begin to develop their imaginations and creativity. 

What does 'creativity1 mean? 

People can say what they want to as long as it is on the subject and no 
one is to judge or criticize what another person has said. All ideas are 
accepted. What do these underlined words mean? 

judge_ 

criticize^ 

accepted 

3. People are encouraged to add to each other's ideas. This is called 
"piggybacking". 

4. Each idea is to be recorded on the board. 

5. A time limit should be set for this activity; usually five minutes is a 
good amount of time. 

Now, using these rules, practice brainstorming. Here are some topic ideas or make up 
your own in class. 

1. Name as many uses for a gatorade bottle as you can. 

2. Name as many emotions as you can. 

3. Name different ways that people can take good care of themselves. 
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N a m e Date 

What's Important to Me 

Our beliefs are the attitudes and opinions that we think are important. When someone 
asks you if you like chocolate ice cream, going to church and making money , then you 
could also say that you like or value those things. Everything we say, do, feel or 
think has a belief behind it at school, at home, at work and at play. * 

Our beliefs are taught to us by our parents, teachers, adults, friends and all those 
people who we come in contact with every day. We also learn what is important by 
watching television shows, listening to music, watching movies at the theater. Be-
cause each of us is unique and an individual, we have all had different experiences. 

What does "experience" mean? 

Since our beliefs often come from our experiences, and each of our experience is 
different from others; then each of us has a different set of beliefs or what we feel 
to be important in our lives. 

Our beliefs change as we grow up, just as all parts of us change, our bodies, our emo-
tions, our thoughts, and our actions or behavior,. When we were very young, we liked 
milk and baby food. What is one of your favorite foods now? 

Some people like cornbread and turnip greens. Some people like steak and potatoes. 
Some people like both! Some people eat only vegetables. Some people like Mrs. Jones 
the Math teacher, some people don't. Some people go to church, some people don't. 

People who have some of the same beliefs often like each other. They have a lot in 
common. People who have different beliefs and experiences often think that they do 
not like each other because they are too different from each other. We can often be 
friends with people even if our beliefs are different. Having different beliefs from 
other people doesn't mean we are better people—it means that we are just different 
and differences can be fun. As we grow and change, our beliefs also change. 

There is an old Indian parable "Do not criticize your neighbor until you have walked 
a mile in his moccasins". What do you think is the meaning of this parable? 

How Do I Know What's Important to Me? 

From the time you get up every morning until the time you go to bed at night, you make 
little decisions and big decisions. What is a decision? 

What are some of the little decisions you have made so far today? 
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Name 

How Do I Know What's Important to Me? 

What are some of the big decisions you have made today? 

Before you could make each of these decisions, you had to consider how you feel about 
the decisions and what is important to you. Behind each decision is a belief. The 
reason why we study beliefs is so that we will, know how we think and feel about things 
in order that we can make better decisions. Some people don't even know how they feel, 
think or what they value or believe. It is hard to make good decisions when we donTt 
know how we feel about things. Events or situations can "backfire" on us if we do 
not know how we feel, think and what we believe in. Think of the last time you made 
a decision to do something and it backfired. What was the situation? 

What went wrong? How did things get messed up? 

What will you do differently next time?_ 

What you learned from your bad decision will help you make better decisions in the 
future. Some students need to learn to make good decisions so they can stay out of 
trouble both at school and at home. This unit works toward helping you understand who 
you are, why you do the things you do, and how to learn to do things more successfully 
so you will be a happier person. 



Adults Beliefs 

What kinds of Beliefs do the adults that you know have. Answer the 
ouestions below as you think an adult that you know might answer.them. 

1. Kids todav are lust "goimr to the do?;s." 

!. School is very important. 

3. Taking drugs is not alright for anyone. 

Keeping a job and going to work regularly is important. 

5. Watching how the family spends money is important. 

6. Paving the monthly hills is an important thing to do. 

7. Driving safely is important. 

8. Children and narents should try to work out their differences. 

Optional 

Drinking alcohol is alright for adults. 

10. Going to Church is an important thing to do. 

A' Z°\ h aZ e f* n l s h e2 answering these questions as adults mipht 
MA" ?#- J? p u t 011 line if you acree with their ideas 

or "D" if you disagree with their ideas. 

B. Now, look at the list of 10 statements and rank them in order of 
importance to you, from 1 to 10, putting the statement vou think 
is the most important first, and the statement you think is least 

^ . p o t your " " b e r t h e «•"» ™ £ "" 

122 
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Name: 
— — Date: 

Three Steps 

S t £ P S i n l e a r n i n g a b o u t y°"rself and what's important to you. We 

1. Choosing 
2. Prizing 
3. Acting 

1. The first step, "choosing" means that you pick or decide what- ic + *. 
based on your own ideas and beliefs. It has to be rmnn-rr^ * imPortant to you 

a s ^ L i f -

When we make a decision, we pick between two or more choices or .irtrn»(« 
After you have figured out what's important to you and you feave looked at the 
alternatives, you then have to consider the consequences of T h e alteratives 

What does "consequences" mean? 

The next step after figuring out what's important to you is "prizine" Anot-K»r-
word for prizing is "cherishing". What does "cherishLg" * ' 

Beliefs are something to be cherished. It is important that we feel « » d 
what's important to us. We should also be able to tell f about 
important to us. Telling other 2 " " 

ofSfiL ' U
 n

 C- J " e X r ! e , 7 e m i g h £ someone who is running for 
office, or to convince a friend about something we feel stronclv Th-fntr ! 
thing that you "cherish" or feel strongly about. s"ongly. T b i a k o f s o m e ~ 

After you are able to prize or cherish your beliefs and are willing to talk to 
others about them, the third and final step is "acting." You h a m h « r k 
pression "Action speaks louder than words" What does that 
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Name: 
— —- Dace: 

Forced Choice 

1 . 

2 . 

Jn i f S a t u r d a ' ' a f " m o o n . You had p r o m i s e d y o u r m o t h e r , who works on S a t u r d a y 

go to the movie 

. take your brother to the doctor 

I r h o n l | e ™ n r Q ' a t i ° ^ a n ° ° n e ° f C h e t a r m s ° f t h e P r o b a t i o n i s t h a t you a t t e n d 
s c h o o l r e g u l a r l y and y o u r p r o b a t i o n o f f i c e r makes p e r i o d i c c h e c k s on v o u r a t t s n r f m ^ » 
On t h e way t o s c h o o l one ^ m i n g a g roup o f f r i e n d s ' ( n o t on probat on) s u g g e s t 
t h a t you s k i p s c h o o l and go g e t h i g h . Do y o u : s u g g e s t 

s k i p s c h o o l and go w i t h them 
go t o s c h o o l 

3' IT.99°. "0™^ S"re "iCh 3 S5-°° bU1- Y°Ur f3VOrlte albuffl ia for 
buy a c h e a p e r a lbum 
s h o p l i f e t h e a lbum you r e a l l y want 
d e c i d e t o w a i t u n t i l you g e t t h e $ 6 . 9 9 

4. You haven't seen your father in 2 months. As you are leaving the house to go to 
a concert with some friends, he shows up and wants you to go with him. Do you: 

So w i t h him and f o r g e t a b o u t s e e i n g y o u r f r i e n d s 
go w i t h y o u r f r i e n d s 

5' y° U! !" 1! < l m 0 t h e r h a s n , t b e e a feeling well lately. You go to the doctor 
with her and find out that she is dying of cancer. You and you? mother get into 
a discussion about whether to tell her the truth. What do you think? Stai „• 

t e l l y o u r g r a n d m o t h e r t h e t r u t h 
. keep t h e t r u t h f rom h e r 

6. Your b e s t f r i e n d m e e t s a new f r i e n d a t t h e mov ie s and b e g i n s t o s p e n d a l o t o f t h * m 

with her and not much time with you. You meet someone who knows this n « person" 
nd you l e a r n f rom them t h a t t h i s new p e r s o n h a s b e e n i n a l o t o f t r o u b l e . Do y o u : 

go t o y o u r b e s t f r i e n d -and t e l l them wha t y o u l e a r n e d 
keep i t t o y o u r s e l f 

9. 

. Your mother has a chance for a new job that pays more money. But to take the new 
job means moving to a new city. She asks you for your opinion. Do you: 

tell her to feke the new job although it means you must move 
advise her to keep her old job because you don't want to move to a 
new c i t y 

You and y o u r b e s t f r i e n d go i n t o a s t o r e t o u c h e r v„ 
you g e t m t r o u b l e a g a i n , y o u ' l l be s e n t t o t h e S t a J ^ f V ? p r o b a " ° n and i f 
As you b rowse t h r o u g h t h e s t o r e , you d i s c o v e r t h a t ™ , ^ ° ° 5 " J u v e n l l e O f f e n d e r s . 
calculators, radios, and cameras. You weren't- * u rienc* l s shoplifting 
m mind before you went s h o p p i n g . ' i T y o T * ' ' " " " " C h a C C h a C <"»t h e had 

t e l l y o u r f r i e n d t o p u t t h e m e r c h a n d i s e back 
l e a v e y o u r f r i e n d a t t h e s t o r e 

. n o t s a y a n y t h i n g , be c o o l and hope you d o n ' t g e t c a u g h t 

you are 
You h a v e a c o n t r a c t w i t h y o u r c o u n s e l o r a t s c h o o l en h . 
downtown c h a n g i n g b u s e s , a f r i e n d w a n t s you t o go t o t X m * ' « " 

0 U t 3 M r C h d a " « y - > " a ' U g c a n C « c h ^ e 8 S L ° t e e r C b u s h e l P
0

h l n . 
— keep your contract and go on ° >ou. 

_ stay and help your friend 

l e v e l . " p r ° g r e s s " c h e n e x t 

f r i e n d s who i s r e a l s m a l l and c a n ' t t a k e c a r e o f o n " 

t a k e c a r e o f t h e v e r b a l a b u s e y o u r s e l f y ° U * 
go g e t a s t a f f member t o s t r a i g h t e n t h i n g s o u t 
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EMOTIONS 

What are emotions? Emotions are feelings. Everyone feels. 

Some kinds of feelings that people have from time to time are hap-

piness, sadness, anger, love, irritation, fear, joy, resentment 

and excitement. Do you know what these feelings mean? Can you 

name some other kinds of feelings? 

It is alright to have feelings. It is part of being a human 

being to feel. There are no good or bad feelings, but some feelings 

feel better than others. Sometimes we are happy, and sometimes we 

need to be angry or upset. THE IMPORTANT THING ABOUT FEELING IS 

WHAT WE DO WITH OUR FEELINGS OR HOW WE ACT ON OUR FEELINGS. What 

we DO with our feelings can sometimes cause problems for us and for 

other people. 

What do you do on the outside when you are feeling on the in-

side? Feelings are on the inside of us. Sometimes other people 

cannot tell what we are feeling unless we tell them or show them. 

What do you show on the outside to other people when you have a 

feeling on the inside? (Class Discussion). 

Everyday we feel and think. Everyday we make decisions and 

act on those decisions. Sometimes, if we do not think carefully, 

we will make a decision that is not good for us. Sometimes we may 

feel a certain way and we may act on our feelings only, instead of 

acting on our thoughts and our feelings together. 
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When a person doesn't think much, but makes quick decisions, de-

pending upon his or her feelings only, he is often being impulsive. 

Sometimes our feelings make us make decisions that are not good 

for us. This is a time when many people make poor decisions and 

often get into trouble. It is important to get i n t o the h a h u 

thinking clearly. it is also important to understand our feelings 

and to figure out what is causing us to feel a certain way. „ e 

need to be able to control our thoughts and feelings so that they 

work for us and not against us. 

When we start thinking clearly and when we begin knowing and 

understanding our feelings, we begin to feel better about ourselves 

and liking ourselves better. Have you ever heard the expression, 

"KNOW THYSELF"? Knowing yourself means knowing and understanding 

how you feel and think. Another word for knowing yourself is 

called self-awareness. When X am aware of how I feel and think 

about myself, then I will begin to understand myself better, when 

I understand myself better, I can decide if I want to change 

certain things about myself or stay the same. I have more 

over myself, and then, I usually feel better about myself. Loving 

ourselves is very important. It is hard to really love other 

people if we do not love ourselves and take good care of ourselves 

first. It is hard to give to others what we do not have within 

ourselves. 

L e e , go o.er » . feelings* thoughts ,„d ,ctio„. situ.tiou. 

•ad see if ,ou c.„ t . U if the person f. l t, ,„d thought before he 

or she acted. Remember most of the time it is better to think 

and feel together before we act . 
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Emotions (con't.) 

A boy in your class named Tom pushes Jane's books off of her 
desk. Jane immediately gets up out of her chair and hits Tom 
in the head with her ruler. Tom hits her back with his fist. 

a. Did Jane act? if s o, what did she do? 

b. Do you think that Jane felt anything when Tom pushed her 

book off her desk? If so, what? 

c. Did Jane think before acting? if So, what do you 

think that she was thinking? 

d. What could Jane have thought to make this situation turn 

out better? 

John had studied hard for his test. When he got his paper 
back and the class went over the answers, he noticed that the 
teacher had marked an answer of his incorrect and it had been 
correct. He was very upset but decided to wait and talk to 
hxs teacher after class. 

a. Did John act? if s o, what was his action? 

b. Did John feel before he acted? if s o, what do you 

think that he felt?_ 

c. Did John think before he acted? if s o # w h a t d i d 

he think? 

Susan was talking to Debbie in the hall between classes. Jim 
came up and pushed Susan's books out of her hand. She was so 
mad that she hit Jim in the back. He fell down and his glasses 
fell off and broke. a 

a. Did Susan act? if So, what was her action? 
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b. Did Susan feel before she acted? if so, what do 

think that she felt? 

c. Did Susan think before she acted? if s o , what did 

she think? 
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OUR ANGER! IT CAN GET US INTO TROUBT.F. 

What are some pictures that come into your mind when you think about 

anger? 

What does anger feel like? What do you feel like when you're angry? 

What does your body do when you are angry?_ 

It is important to remember that sometimes we may need to be a n a ™ i v 
when we see someone hurting someone else It i«s a U n ® l ^ e 
to get angry at any little^hing that ha^peJs to ul T t 0 1 £ a r n 

t h e m e
a
h H P P y ' i S a d ' ° r a n 9 r y f r ° m p e o p l e w h o a r e to us ie 3wat^h W 

them and we learn to get anqry at the qpmp irinric *. • watch 

!»irv;gry- r r," rL*a 

^ t i o n . th,t 

r - s s . ^ 

permits). 

that Son't seem fair or r l g A t ^ Cafvou things happen to us 

unfair to you? Man" " m e s t e ' g e ^ a n ^ o f w e ^ t L ' a n a ^ V " * " * * 
think or feel that people or situations are not fair 9 Y b e C a u s e w e 

S . « - -
this phrase means? garden? what do you suppose 

S . c ; 
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Our Anger: It Can Get Us Into Trouble (Con't) 

Sometimes we bring our angers to school from home. If you have a 
fight in your family, it is sometimes hard to let go of the anqrv 
feelings and we may bring them to school and then get in trouble 
at school. Has this situation ever happened to you? Have 
you ever heard of the story where the husband and wife get into a 
fight, the father yells at the mother, the mother yells at the son, 
the son yells at the sister and the sister kicks the dog? This is 

go unchecked^ ^ ^ f e e l i n g S c a n a f f e c t e a c h °ther « let them 

Sometimes when we are angry, there is another feeling going on 
underneath the anger. Here is an example: Judy and Debbie were 
best friends. Judy told Debbie that she didn't want to be best 
friends anymore because she wanted to be best friends with Sandy. 
Debbie got very angry at Judy and told her not to ever see or call 

a n L r l 3 1 " ' °° 1°° t h i ? ^ - h a t t h e r e w a a a f e e l*n9 underneath the 
r— w o uld it feel for a friend to tell you that he 

or she doesn t want to be best friends with you anymore? 

One feeling would be sadness. Many times when we get angry it is 
because we got our feelings hurt. It is important to know these 
feelings because then if we know that we are sad, we don't have to 
cover up the hurt and sadness with anger. We can work with the 
sadness and let it go. 

Now that we have talked about anger, what are some ways that we 
can release or get out of our angry feelings? There are some posi-
tive ways and some ways that are not very helpful in the long run7 
Some ways of releasing anger or any feeling have serious conse-
quences. Do you remember what "consequence" means? What? 

Positive Ways of Releasing Anger Negative Ways of Releasing Anger 

laiv ^ H u r t self or others. 
2. Talk about your anger with 2. Hurt property. 

the person you are angry 3. Use drugs or alcohol. 

, I!i . . 4 ' G et very sad and not pick 
3. Change moods by changing yourself up and out of it. 

activities. 
4. Cry, be unhappy for awhile 

and get it out of your sys— 
tem. 

5. Be alone for a while to clear 
your head and think through 
your problems. 

6. Yell and scream. 
7. Run around the block. 

What do £ou do to get out of being angry? Look at the above lists 
Maybe you can think of some others. uses. 
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Name 

Teacher 

I. Please read this 

— . — Da te 

— — . Level 

^ a ^ S L g t h e ^ P o o p i e for T M m „ t h a t 

story about John and Jim: 

I Do 

-NOBODV 16 GOING TO CALL 
ME_A BEAM-EATER AND 

AWAV CJITH I T / 

J(M,VOU RE A 
WORTHLESS 
BEAN-EATES, 

I m 

. 

D. Do you think it is John's fault that Jin hit 
him? 

Why or why not? 
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Name 
— Date 

Teacher 
— — Level 

MAKING GOOD DECISIONS 

Since making good decisions is so important in our ii v o e 

decision-making from several different angles HerP T 8 8 C ° l o ° k a t 

look at decisions. angles. Here are some other ways we will 

A* j£jat_do you think is aennrf decision? 

A good decision is one that doesn't hurr vm, • 

decision, a good decision might be one that also h«Jn« "solved in your 

When we get into trouble at home or at school wo f ° s o m e o n e else, 

decisions for ourselves. If y o u r u n o u t l n t o ' t h e s ™ e e t " n f r o n t ^ f " 5 **** 8°° d 

car, is this a good decision for you? Is this decision h ^ n * m ° V i n g 

care of yourself? _ . - c l s l o r> helping you take good 
decisions? ^ ' t h e " ' 1 5 X t l n P ° « a n t to learn to make good 

If you said because you would be taking good care of yourself, you were right. 

We discussed earlier the importance of bele-i fc in ~ j . . 

your beliefs, your opinions, your likes and - s U ^ f f e ^ ^ ^ L i ^ L k i n g ? 

How do you learn to make ftood decisions? 

1 - V°" m 3 y I e a r " f,r0m V O u r " S t a k e s . from your experiences. If y o u lose B n 

in a certain coke machine several times, you learn not to use c o k ^ X 

machine again until it is fixed. Think of a M m « , 
n e w from a mistake you made. G n y ° U l e a r n e d something 

2 . You may learn f r o m _ _ o t h e r j ^ experiences and u ... 
p e 0 p l G to see what t h e T ^ you can learn from t h ^ T ~ W ^ s h o u l d vn W a t c h ° t h e r 

an experience if you can learn that lesson fro. someone L e r ^ 

example of this idea: If a boy in your class throws his paper into t L * K 

can from his desk and the teacher gets upset uirh Ki» r j f s h 

know that if YOU throw paper in the trash from YOUR desk"" the^each'' y°" 

s ? s r x ; ir; £ s; 
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Name 

5- Once again, making good decisions is a way you can take good care of voursplf. 
Just as a good parent takes care of a child, you can learn to take good care 
of yourself. Taking care of yourself means that you do not do things that 
will hurt or harm yourself. Getting in trouble is one way of hurting yourself. 
Think of some other ways people (and students) do not take good care of them-
selves . 

Now, 

now. 
think of some ways that YOU take good care of yourself with your decisions 

C. .What happens when you raake a wrong decision? 

Everybody makes mistakes. Most everybody tries to make good decisions, but some-

times they turn out not.to be as good as a person would like. Sometimes the out-

come, result or consequence of your decision was not what you thought would happen 

and you may get upset. 

What do you do when you do something that you wish you hadn't done, or that you 

wish you had done differently? Mark the answers below: (You can answer more than 

one. ) 

1. I-get angry at myself and put myself "down". 

2. I get sad and feel that I can't do anything right. 

3.' I just "get up, brush myself off, and start going again". 

_4. I think about how I am going to take good care of myself, how I am my 

own best friend, and how it's alright to make mistakes. I know that I 

can learn from my mistakes and do better next time. I know that it is 

important to forgive myself and to love myself, so I can move on to learn-

ing bigger and better things. 
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Name 

Teacher 

Date 

Level 

Steps in Making Decisions 

Key Words: These words to the left ar#> 
making decisions h e l P y ° U r e m e m b e r the six steps in 

1. Problem 
" •' d e n t l fy t h e problem - Figure out; what the decision is that 

you are trying to make. a t 

~~ 7." t 3 1 1 t h ^ P o ssible alternatives or choices that- vo„ h„„„_ 
These are all the possible d e c i s i o n s - l j ^ I T ^ r / s ~ ^ 

Consequences - (outcomes) of P a,h o r 

^ 2 i £ e - Example: "If I do so and so, what will happen'" n— 

" ^ , C O r q r C e a t e y ° U w i l l i n 8 t o ^ " e p t or to "live' 

your choices ** a " 8 l e S *' y ° U c a n w h e n l o o k i n 8 « 

2. Choices 

3. 

4. More 

Information 

5. Feelings, 

Beliefs, 

Goals 

Decide 

" ,D°I7"" " 6 e d ^ l n f 0 r n a i : l 0 r ' a b o u t v°"r c h o i c e ? What infor-
raation do you need and how will you get it? 

~~ Feelings, Beliefs. Goals" -

a. H° w do you feel about each of these choices7 

b. What are your beliefs about each of these choices? 

c. What are your goals about this decision? In other-

words, what are you trying to accomplish or to get 

done by making this decision? 

~~ " a k e y° u r decision and accept responsibility for <f- i s v o u , 

decision going to take good care of yourself? How? After you 

have all the facts, you know your choices and their consequences 

I Z ^ O W / o u r / e e l 1 " E s , beliefs, and goals about your choices 

AcrpnM 1 S ° n * b a t y o u w a n t t o make, then MAKE YOUR DECISIONS' 

Accepting responsibility for your decision means that you blame 

no one else for the outcomes to any decisions that you make We 

don always know how decisions will C u r n out. If they don't 

turn out the way we want or the way we expect it c n n 

responsibility for making the decision. All people need to^Lrn 
to make decisions. Being responsible means growing up 
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Name 
_ Date 

Goals - How Am I Going To Live Mv Lifo? 

Some people think and feel that they have no control over their lives th*r h 

day goes by, one after the other until they die If h 

these people, they think that it is luck. Do feel this way?" ^ 

lives, t h a t ^ a f r L j ^ s T n e w ^ L i n n L r ^ T 2 1 2 ^ 1 f o r
h "

o w t h a n d ^ange in their 
filling life. Do ^ feel this ^ ? g' C° h a V e 3 h a p p i « ' «°re f u l" 

Sortaitl 6 a°captain of f ^ b e U e f S " e ^ 

2 S " £ £ £ £ 

As the captain, would you get in your cabin under the deck of the ship 
and hope for the best and that the storm would soon pass? or 

Would you take the ship's wheel and steer the ship through the storm 
trying to miss big rocks or high, violent waves? ^ ' 

There are two ways that people decide to live their livp«- n t.»' 

j s E i T S l p r - a £ , , L L ? 2 2 . " ¥ S l i l t ' s b l R l ] " " 

£=£.xpzss S m S f f S ' S -

things do not turn out for the best for us. surprised ir 

Most everyone wants control over their own life. What does "control" mean? 

1. 

2. 

When we live in a family, we can share the control of familv f h , r 
who U y e wxth us. In order to have controT^iTTur lives. we ^ s t think ^n So»«

P 

special ways. We must: ' ttiinfc in some 

^ o u r ^ i f e ^ k i n d ° f U f e W e " a n t t 0 U V S a n d d e c i d e w h a t w e w a n t out of 

2. Decide if our wants are realistic and are good for us and those that we can 

physicist if we don t get very good grades in science class. 

3. After we have decided what we want, we should GO FOR IT' W*» N&*A A ^ 

life!" ° f aCti°n- t 0 8 e t f r o m h e r e t 0 c h e r e» get what we want out of^ur 0 5 
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Name 

CAPSE/EFFECT AND CONSEQUENCES (Con't.1 

so that we " r L t a p p i e r ^ n d ' s L ^ o u r a r t r L b L ^ ^ i r 3 t h i n g S t h a £ w e d o-

of™. „« eta thlng, „ „ y „„ sjrimt, 

" r r ~ -

I t ^ S e n d s ^ n ^ h T t ^ g o S S S T t a ^ ' m S S e r ' p^ W 3^ S p r ° d u c e same'effect! 

effects) ^°U m ? S 3 y- " h i". " 1 — « alone",' o r ° " w ^ going" ^ ^ L e n t 5 ™ 

x ' Tt^SL^LLT *che h a l 1 w l t h o u t 3 p a s s - w h a t w m h a p p e n t o - » 

2. If I curse out a teacher, what could be the 
happen to me? consequence for me? What could 

3. If I am absent from school a lot, what is the 
my parents do? consequence for me? What will 

What will the school do? 

4. If I hit my sister or brother, what will 
my parents do to me? 

5. If I steal a watch and the police catch me, what are the consequences for me? 

6. If I help my teacher erase the board, what is the 
consequence for me? 

7. If I run away from home and I get caught by the police, what will happen 
to me? 

8. When I clean up the kitchen at home before mv nar«,f. ..i, .. 
for me is. — — ™y P ents ask me to, the consequence 

9. If I get into a fight at school, what will be the effect of my actions on me? 
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N a m e Date: 

WHAT IS COMMUNICATION? 

Communication is defined as sharing messages. In communicating, there is a 
a sender and a receiver jus t as in a footbal l game when one player throws the 
when f ""a6 J P l a y e r ' o r r e c e i v e r ' catches the ba l l . Good communication happens 

sender sends a message and the receiver understands the message jus t as i t 
was sent . The receiver then sends a message back to the sender and that message is also 
understood as i t was sent . Understanding the message being sent is l ike f o o t b a l l 
player catching the footbal l rather than fumbling i t Rolenlav th-ic * i 
someone be the sender and someone be the receiver. " idea m c lass . Let 
CCMMUNICATING IS ONE OF THE MOST IMPORTANT THINGS WE DO. THE GOAL OF Goon 
fi?1!! I^ I C A T I 0 N I S T ° UNDERSTAND W041 OTHER PEOPLE ARE TRYING TO TELL US OR NOT 7 F T . T 

AND THQJ FOR PEOPLE TO UNDERSTAND WHAT WE ARE TELLING THEM. When we understand 
people, then we often don t have as great a need to get upset with other oeoole 
Our understanding each other i s very important. People. 

Here is an example of understanding, someone. Pretend that you are walking down 
the s t r ee t and suddenly you fee l a sharp pain in your back as i f someone were ooking 
you with a very sharp object . What would you be feel ing as th i s happens to you' 

You quickly turn around to see who is poking you and you see a blind man with his 
walking s t i ck , feel ing his way as he walks down the s t r e e t . He accidently poked 

f e e l l b o u t X N<W t h S t 7 ° U U n d e " t a n d W h a t 1 3 8°mg on, how do you 

We are connunicating a l l the time. We are sending messages a l l the time W-
messages by the clothes we wear, our hair s ty l e s , the-expressions on o u r ' f a S £ 
way we walk, how we use our bodies» and how we talk to people* * 

Singing is communication. 
Dancing i s communication. 
Silence is communication. 

How is silence a type of communication? 

f "®. s t ? e t ®f n s c h a t 5?u n e e d Co k n o w while we study this unit on comnunication 
As the teacher discusses these terms, write the def in i t ions in the blank. 

1. Sender 

2. Receiver 

3. Message 

4. Listening_ 
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Name: 

WHAT IS COMMUNICATION? (Con't.) 

5. Observing^ 

6. Feedback 

7. Verbal Communication 

8, Non-Verbal Conmunication 

VERBAL & NON-VERBAL COMMUNICATION 

Verbal communication: When we open our mouths and utter sounds and words, we are 
u s i n g verbal communication. Anything that is spoken is said to be verbal. 

^ W h e n £ t a l k- „ W o r d s , a r e sybols. This means that words represent other 
hxngs or ideas. The word apple is not the apple. It is a symbol for the apple. 

If you have an apple in your hand then that apple is the apple! 

There are all different kinds of words: like slang expressions. Slang means words 

t certain people use, informal expressions, like "check you later." What are some 
other slang expressions? 

There is technical language that people in different professions use, such as lawyers 

tk c l l e " » ® t a t u t e a- corporate law, criminal law. Seamstresses use words 
such as thread, tuck, whip, hem. What are some words used in football? 

There are words that people use who live in different parts of the country. These are 
called regional words like in Texas, people say "ya'll" instead of "you." Can you 
name some: other regional words? 

1 1 • ^"-Verbal Communication - is any message that we send without using our voice 
Some ways that we use non-verbal communications are: 

1. Appearance — how you dress and dress 

2. Gesture - body movements; waving - Another term for this is called "Body Language" 
3. Posture - walking - How we carry or position our body 
4. Facial expression 

Have teacher and class give examples of each of the above in the classroom. 

-Have you ever had a grown-up relative or parent frown at you, without speaking and 
you know exactly that they are upset with you or they are trying to tell you something? 

-Sometimes our verbal and non-verbal behavior are not the same. We may hide our true 
feelings because we don't want other people to know how we feel. 
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N a m e : Date: 

LISTENING-INTRODUCTION 

Part of communication is listening. What does it mean to listen? 

Most people don't know how to listen very well. We think we are listening, as someone 

someone isUt;Uing°us.milUlS * w a n d e r i n ® ' a n d w e b e 8 e«ing only a part of what 

All people need attention from other people. We get attention by having people watch us 
talk to us, and LISTEN to us. Listening is very important. * 

A good listener is someone who knows and understands exactly what the other person is savin* 
both verbally and non-verbally (facial expressions, gestures) A good listener listens to 
words that are said, the tone of voice (loud; strong, soft), watches body movements, and 
listens for feelings. Can you feel when a person is happy or sad or angry even thoueh 
someone might not be telling you huw they feel? This is part of listening. 

1. Words 
2. Voice tone 
3. Body Movements 
4. Feelings 

When people really listen to us, that means that they have a good chance of understanding 
us and what we are saying. — — ft— 

Think of a time when someone really listened to you. What was the situation? 

How did you feel about the person listening to you? 

Think of a time when you were a good listener and listened to someone else 

How did you feel abqut listening? 

Think of a time when someone did not listen to you bat you wanted them to listen 

How did you feel about this situation? 
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Name 

LISTENING AND OBSERVING FOR FEELINGS 

s , - ' s . , s i r j s r L s ; s r - • — 

1. Anger 

Describe: 

Words: 

Voice tone: 

Body language: 

2. Words: 

Voice tone: 

Body language: 

3. Words: 

Voice tone: 

Body language: 

4. Frustrated or upset Words: 

Voice tone: 

Body language: 

5. Happy or glad Words: 

Voice tone: 

Body language: 

6. Words: 

Voice tone: 

Body language: 

7. Showing love Words: 

Voice tone: 

Body language: 
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Name: Date: 

Feedback - "I Messages" 

We have talked about feedback earlier. What is Feedback? 

When a person tells or asks us something and we respond to the message that we were given, 
our responding to the message is called Feedback. 

Message 

Sender Receiver 

Feedback 

We are "feeding back" a response to what the person said to us. Here is an example of 
feedback: 

1. Susie says, "Hi, John; How are ya?" as she talks, she playfully hits John on the 
arm and it hurts him. 

2. John might give Susie feedback by saying something like, "fine", and hit her back 
or "Susie, don't hit me", or "Susie, you better not hit me again". 

When we answer a person or react to the messages we are given, we are giving feedback* 

There are many different ways to give a person "feedback". Some ways help conmunication 
keep going and some feedback stops or hurts the communication. 

Remember when we talked about 'responsibility* and 'blaming other people* for the things 
that we do? We can also blame other people for the things that we feel. If we have a 
feeling, it: is our feeling. Someone may have helped us feel a certain way but it is still 
our feeling. 

Two ways of giving feedback are with "You Messages" and "I Messages". We use "You 

Messages" when we put "you" at the beginning of our messages. Here are some examples 

of a You Message r 

"You make me so mad!" 

"You think you're so great!" 
"You're a turkey!" 
"You made me get into a fight!" 

"You Messages" blame other people for how we feel or act. They usually don't make us 
feel very good. Write on the black board some examples of "You Messages" you have said 
or heard recently. 

"I Messages" are sometimes harder to say, because we have to do some more thinking. In 
the long run, however, they make our communications much better. "I Messages" tell some-
one how we are feeling rather than blaming someone else for how we are feeling as "You 
Messages do. 
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Name: 

When we use "I Messages', we use "I" and then acid a feeling afterwards. Let's use the 
example as before: Susue comes up to John and says, "Hi! How are ya' doing?" and 
hits John on the arm. John doesn't like the hit, even though Susie was just playing. 
Using an 'I Message', John might say something like, "Susie, I feel angry when you hit 
me, even if you are playing. I don't like to be hurt." If someone said this 'I Message* 
to you, how would you feel about it? 

Write an example of a "You Message" that John might say. 

At first, new ways of doing things are uncomfortable for us. "I Messages" make us more 
responsible for ourselves and our feelings, and they are a way we self-disclose or share 
our feelings with other people. Self-Disclosure helps us get closer and understand 
people better. Responsibility and self-disclosure are two topics that we have studied 
before. 

Think of 5 'You Messagesr that are the kinds of messages you might hear everyday. 

Think of 5 "1 Messages" that you could use throughout the day (a hint: use 'I* with a 
feeling word) 

FEEDBACK - "I MESSAGES—YOU MESSAGES" 

What ia a "You Message"? 

What is an "I Message"? 

When we use "active listening", we are not thinking about ourselves and how we feel. 
We are trying to understand how the person we are listening to thinks and feels* We 
are a mirror for the other person. 

When we use "feedback" we are telling the person who we are listening to how we rerr.t 
or feel about what we have just been told. 
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Name: 

FEEDBACK - "I MESSAGES—YOU MESSAGES" (Con't.) 

5 . ^ ? a ^ . £ £ r , c , ' ? W I w b w o u l d y o u t h i n k i s t h e b e s t t i m e - - " « " i v 

When would you think is the best time to use "feedback" with someone? 

The answers to these Questions are not rf nr* rir>^ *- it 

listening" when the other person is f « n , . „ r c J ^ U S e " a c t i v e 

back when either ^ou are fLling upset ^ 

to know how you took what he or she just said to you. person 

Here are some situations that can be discussed or roleplaved Write down n r ,Ho 

-1!ht - - ™ = 

Remember ^'You messages" blame other people for how we feel or act 

I messages" tell people how we feel about what they have said to us "I 
messages are a way of self-disclosine. 

1. 

o — liuw we ieei aDOU 
messages" are a way of self-disclosing. 

Your little brother comes in your room while vou arp thoro u« u i_ 

over his mouth and hands. He picks up a clean shirt of y d r s a n d getfchocolaL 
all over your clean shirt. What do you say to him? 

"You message" 

"I message" 

2. Teacher is giving instructions in class on the clas«s flqcionwonh u 

so fast over the directions that you don't understand what was said8 ° W h a t V ° e S 

say to your teacher? S a i d * W h a t d o y° u 

"You message"___ 

"I message" 

3. Your older sister who has her own family, visits vou at homo i. 

babysit that night for her two younger children You haH =1^- j f y ° U t 0 

CO th. basketball „ „ M c h . S S l L S S " * " 8 ° 

"You message" 

"I message" 
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Date: 

ACTIVE LISTENING - INTRODUCTION 

Listening to another person is one of the nicest gifts you can give someone. Really 
good listening takes time and thinking. When we listen carefully to another person, 

we are trvin:: to get the vhole message, to ur.̂ errt:itu1. eMicr.l;' "./nar tr.e ctner perron 

is telling us. 

Listening includes: 
1. Hearing words and figuring out what the person means when he uses certain 

words. 
2. Listening to the tones in the voice (loud, soft). 
3. Watching body movements, gestures and facial expressions. 

List the ways you can tell if a person is listening to you. 

List the ways you can tell if a person is not listening to you. 

When we listen to someone, we are telling someone that: 
1. We are interested in them as a person. 
2* respect what they say and feel, even if we don't agree with them. 

When we are really trying to understand what another person is saying, we will listen 
and watch the person for feelings and watch his body movements. 

Wehn we listen carefully to another person, we don't worry or put our attention on 
ourselves. We put our attention on the person who we are listening to. We also let 
the person know that we have heard what he or she has said and that we think we under-
stand it. This is called "active listening". Active listening is listening to some-
one else and not thinking about ourselves at that time and active listening includes 
letting the person know that we are really trying to understand what he or she has just 
said. 

There are several ways to show someone that you are listening to them and trying to 
understand what they have said. You can nod your head, say "uh-huh", or "yes, I 
understand", or "yea, I know what you mean". 

When you are using active listening, you are asking the person about the words he uses, 
the feelings that he is showing or his body movements. Here is an example: A girl in 
class throws down her paper in a huff, and says very loudly and with a frown on her face, 
"I hate this work! I canTt do it!" The teacher can get angry or the teacher can say 
something like, "Debbie, it sounds like vou are prettv unset with this work assignment. 
Is that true?" And Debbie will probably reply, "Yea!" or something like that. Then 
the teacher can go on farther and say to Debbie something like, "If you'll wait a 
minute, I'll come around and see if I can help you with your work". The teacher is 
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helping Debbie by talking to her this way. The underlined sentence is the active 

listening by the teacher- In this sentence, the teacher asked Debbie if she was upset 

and Debbie said yes. The teacher was asking Debbie if she was upset. She did not tell 

Debbie that she was upset. Then, the teacher ccuid understand Debbie better and try 

to help her w^th her worK.. This is better for Debbie than the teacher getting angry 

at htrr and cutting her off, isn't it? 

It is important to remember that when we use active listening, we should ask rather 

than tell people how they feel because we might not be right. 

Here is a review: 

Active listening means: 

1. That we are concentrating on the person who is talking and trving to listen 

and understand what he or she is saying. 

2. That we are asking the person if he or she is feeling a certain way so that 

we can understand better what he or she is trying to tell us. 

3. Look beyond the words and try to figure out what the person means by his message. 

When we actively listen we are a mirror for the other person. We mirror back what we 
See ~nd hear. 

Teacher: Roleplav 3 scenes and have students mirror your responses and write down 
what they see and hear. 

1. 

2. 

3. 

"ACTIVE LISTENING: YOU ARE THE MIRROR" 

Last time we talked about "active listening". What is "active listening"? 

In today's activity, we are going to watch some roleplays or scenes and write down the 

words, body movements and feelings that we see and hear. Then we are going to practice-

responding to the person we are listening to, showing the person that we understand 

what he or she is saying to us. We are going to be the person's mirror. 

1. Your mother comes home from work, you are watching T.V. and your little brother is 

in the kitchen getting some milk. He suills the nilk all over the floor as your 

mother walks into the kitchen. She says: "Johnny, what's going on here? Don't 

you know better than to spill the milk?" 

a. Key words mother uses: 

b. Mother's body movements 
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Date 
Name . — — 

Confrontation 

We have studied several important communication skills that people need in o d e o 
be happy with themselves and other people. We have learned theimportanceofUsten-
inc observing giving feedback and working for understanding what other people and 
ourselves are saying. We can never t* too good at communicating with each other 

can always learn better ways to understand and to relate to each ot er. 
We 
"relate" mean? 

Another important communication skill is known as "confrontation . 

front'1 mean? — 

What does "con-

vnu ever had a problem with someone and that person may not even be aware that 
Have you ever P a b o u t w h a t t h e y d o o r h ave said? This is very common. 

some if w e are having a problem with someone, it has to do with our feelings, 

lem with someone that you are upset with and that person may not know it. 

1. Do you talk to the person about the problem? 

2. Do you "brood" and get resentful of the person?. 

Define "brood". . . _ 

Define "resentful" 

3. Do you "blow it off"? This means, that you try to forget the problem and go on? 

Sometimes it is hard to just forget a problem or to simply "blow it off". Sometimes 
we need to let people know how we are feeling because it can make us feel better about 
the person in the long run and we can work toward understanding each other. We don t 
h a v e to tell people every little thing we are feeling or thinking but sometimes it 
helps a relationship or a friendship to share our feelings with people so that we under-
stand each other better. Remember when we talked about the importance of self-disclos-
are"? What does "self-disclosure" mean? — 

When we tell people how we are feeling, we are "self-disclosing . 

When we tell people how we are feeling about them or telling theo about a problem we 
are having with something they have said or done, this is called confronting. Con 
frontation doesn't have to cause a fight or yelling or screaming between people. It 
can be done calmly and quietly, so that each person knows how the other feels and 
thinks If we know how people are feeling, we may decide to change our behavior to 
L k e them feel better. If people know that they are helping us have upset or angry 

f e P H m . they may decide to change their behavior so that we won t be upset anymore. 
People usually won't change their behavior unless they know that someone is having 

trouble with it. 
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Date: 
Name: — — 

Level 
Teacher __ 

What- Might You Do? 

When th? arises between people, someone owns that problem. When_th: 
problen^is you are the one who feels bothered. This is a t » e to give 

feedback: an 'X message 

When the other person is bothered, the problem is theirs. This is a time to try 

active listening. 

Situation 

Your older brother has 
just lost the city champion-
ship for basketball and says, 
"I hate school." 

You are reading to a third 
grade class and two students 
start throwing paper across 
the room. 

I Message /r,u, 

2. 

3. 3. You are visiting a nursing 
home and one of the old 
people says, "I wish I were 
young." 

4. Your two best friends tell 
someone else a secret you 
had told them. 

5. For the third time this year 5. 
your teacher lost the home-
work you gave her. 

6. Your mother comes home and 
complains that her boss 
picks on her for no reason. 

7. Your younger brother says, 
"I don't want to play with 
Billy anymore. He's a mean 
dummy." 

8. Your parents or close relatives 
forget your birthdav and vou 
are very angry and upset. 

7. 
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XT Date: Name: 

Confrontation Model 

Inn* and hard on what it is that is bothering vou about the other person. 
Then ask yourself, what part did X play in this situation? What part did I play 
in how I am feeling now? What part did the other person play in how I am feeling 

In other words, who is responsible for what in this situation. now? 

be 2 Set the stage—pick a time and place to talk to the person so that you won't 
interrupted. You don't want the person to leave in the middle of the talk. 
Sometimes you need to ask the person when would be a good time to discuss some-
thing with them, so that he or she will be willing to listen to you. 

Statement—Use an "I message". (Remember what I message means.) Tell the 

n f r, D„ how vou feel about whatever it is that he or she isdoing. Show how you 
feel. ^ohn, I am upset about what you said to Dabble about me. 

4. State what it is you want to happen. 

5 Stoo talking and begin to do some active listening. Listen for facts and f l -
ings If the other person starts showing feelings, listen and be helpful. You 
can learn a lot when you watch for other people's feelings. Then, give the person 
feedback. This means responding to the person, with words, by being a mirror for 
what the person is saying to you. Example: ^John, it sounds as if you are angry 
that Debbie and I are friends. Is that true?" 

6. 
What do WE want to happen. Both you and the other person should declare what changes 
you wantlnd then negotiate and compromise with each otKer and reach a decision. 
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Worksheet: 

1. Pass out worksheet. Read and discuss worksheet and confrontation model 

with students. 

2. Divide into five groups and give each group a situation: 

a. Your best friend has just told you that she is not going to the store 
with you because she has decided to go to the movies with someone else. 
You were all dressed and ready to go. Now, you are very upset. 

b. Your big brother has two of his friends over. You are watching T.V. 
They want to watch another T.V. program and come in and change the chan-

nel. You are angry and you finally just leave. 

c. Is it safe to confront a teacher? Suppose you had just turned in an 
assignment but it was a day late. Your teacher put a C on it before she 
even graded the paper. She said this was her rule for late papers. 

You say you had never heard of that rule before. 

d. Your mother and father have an argument. Both of them are in angry 

moods and everytime you open your mouth, your mother yells at you. You 

are angry and upset. 

e. Your boyfriend is a nice guy but he never calls you before he comes 
over and then other times, he says he's coming over for a visit and then 

' he won't show up. You1re upset. How will you confront him? 

Each group should discuss the situation and decide how the confrontation 

should go, based on the six-step confrontation model. Then people from the 

group should be selected to roleplay the confrontation before the entire 

class. 

3. Process confrontation model and their response. 
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Name: Date: 

Positive Attention 

Today we are going to spend some time talking about attention: what it is, differ-
ent kinds of attention, and how to get it. How do you know when someone is giving 
you attention? Write down some ways you can tell when you are getting attention 
what happens: 

Are 

1. 

you getting attention from someone else when: 

A friend comes up and hits you in the arm? 

Yes No 

2. A friend gives you a hug? 

3. Someone tells you to shut up? 

4. During a conversation a friend maintains eye contact and nods? 

These examples help us understand that attention can be positive or negative verbal 
or non-verbal. ' 

Imagine walking into class today and the teacher says, "You did really well on your 
test yesterday. Irm proud of you. Keep up the good work." How would you feel if 
someone said that to you? What would be your response—physically, verbally, emo-
tionally? 

Now imagine walking into class and the teacher says, "You really did a poor job on 
that test. You got the lowest score in the class. I'm very disappointed in you " 
How does that make you feel? What would be your response—physically, verbally,'emo-
tionally? 

In both situations you received attention, but one was positive attention and the 
other was negative. Positive attention makes us feel good about ourselves, it may 
nake us stand up straight and can brighten our day. Negative attention nakes us feel 
badly about ourselves, we may slouch or avoid eye contact and it can put us in a bad 
mood. 

People need attention in order to survive and it doesn't matter if the attention is 
positive or negative. We know instinctively that we need attention and we will create 
a situation to get attention when we are needy. But because our society seems to 
give negative attention more easily than positive, many times we ask or settle for 
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Name: 

Positive Attention (Con't.) 

negative attention because it is easier and quicker to get. If you wanted to receive 
attention in this classroom right now what would you do that you know would get you 
the attention? ' 

Is it positive or negative? Probably negative because it is easier to get. Unfor-
tunately we are part of this problem, too. You probably give more negative attention 
to people than positive attention. Write down 3 ways you have given negative atten-
tion to somebody today. _____ 

Have you given anyone positive attention? How? 

When you receive negative attention from someone, you probably give that person nega-
tive attention in return. It works the other way, too. You will usually get positive 
attention from those people you give it to. 

There are five myths about getting and giving positive attention (which is also 
called "strokes"). 

1- Don't give strokes. Don't tell people that you care and don't give them compli-
ments. They might get conceited or think you want to go out with them. 

2. Don't accept strokes. If someone gives you a compliment, shrug it off, because 
you don't want people to think you believe them—you might get conceited. "Oh 
this old thing? I got it on sale and I've never really liked it." 

Don't ask for strokes. Asking for attention or a compliment is a sign of weakness. 
People will think you are vain. 

4- Don't stroke yourself. When you do something well, be sure to figure out how 
you could have done it better, quicker, or a different way. Otherwise people 
will think you are bragging. 

5* Don't reject strokes you don't want. Frequently people are given strokes which, 
for one reason or another, don't feel good or are not wanted. If you are a girl 
and you hit a homerun on your baseball team, when a boy compliments you on how 
cute you look in your uniform, you may not want to hear about being cute—you 
probably want to hear that you did a good job at bat. But you say "thank you" 
anyway. 

One of the reasons that these myths exist is that people think we only have a certain 
amount of compliments in our possession. If we give lots of positive attention to 
a lot of people, we will run out of compliments and not have any left to give to the 
people we are very close to. So people get stingy with positive attention, like 
they do with money. We need to realize that the positive attention we have to give 
others is unlimited. If you give a friend a compliment or stroke, that does not 
take away from your boy/girl friend—you can still give your boy/girl friend compli-
ments, too. 



161 

Name: 

Positive Attention (Contt.) 

We don't accept strokes or stroke ourselves because we have been taught that you get 
conceited if you get too many compliments. So sometimes we deny the little positive 
attention that comes our way, yet because we know we need some kind of attention, we 
end up asking and receiving negative attention. We are basically alone in this 
world and responsible for ourselves. And if we donft ask for positive attention 
from others or give it to ourselves, then we wonTt get it. We need to accept the 
responsibility for ourselves to see that our attention needs are being met. 

We get attention for three kinds of things: for having, 
for doing, and 
for being. 

We get attention for having things, like a new dress or new car. We get attention 
f o r doing things, like making good grades or doing well in athletics. We can also 
get attention for being, like being pretty or being understanding or being fun to be 
around. Most of the attention we get is for having or doing—getting attention for 
"being" a nice person, etc. is not as easy. 

Write down a stroke for yourself for having: 

Now write down a stroke for yourself for doing: 

Write down a stroke for yourself for being: 
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Name: Date: 

STRESS 

Have you every heard of the term, "stress"? What does it mean? 

Stress is something that happens to us when we are feeling very emotional and usually 
nervous. We feel stressful when we have many changes in our lives that happen near 
the same time. Most everyone feels stress now and then. When we are feeling stress-
ful, our bodies act in certain ways. Things that can happen are: your blood pressure 
rises, heart pumps faster, muscle tension increases, sugar and fats in blood increases, 
blood clotting time speeds up and adrenalin pours into the bloodstream. What is 
"adrenalin"? 

Our emotional life can greatly influcence our physical body. The results of all of 
these conditions are chronic hypertension, damaged heart muscle and blood vessels, 
fatty deposits in vessels, and possible reliance on drugs and alcohol. Our society, 
with it's fast pace and many changes, helps cause people to have stress. 

The attached handout (A) shows the different kinds of life changes and a point count* 
If a person has 200 points in one year, he or she is under alot of stress. Study 
this chart to see how many stress points you have bad in the last year. 

There are ways to get over stressful situations so that they don't upset our 
physical bodies or our emotions. Discuss the (B) handout, "Cures for Stress." 
We have also discussed many ways of releasing emotions in ourselves. 

Researches who have studied people in stressful situations have found that taking 
care of yourself helps get rid of stress. People who did the following things had 
less stress than people who did not do these things. 

* 1. got 7-8 hours sleep 
2. ate balanced meals 
3. ate breakfast-Hunger leads to stress. Never skip breakfast. 
4. did not smoke 
5. drank moderately 
6. exercised at least 4 times a week, % hour each time 
7. stayed near their proper weight 
8. an anti-stress diet includes alot of protein, is low in fats, 

additives and sugar, and is big on frest fruits, vegetables and 
fiber. 

Once again, taking good care of your physical, emotional and mental self will 
prevent many problems for you. There is nothing wrong with having feelings, 
but positive ones feel better and make us happier than over that don't feel so 
good. It is important to get rid of or to release uncomfortable feelings as 
fast as possible. You can do this by 

1. Finding the origin of your feelings, ie. "What is making me 
feel this way?" 

2. How can I change this situation. 
3. Release the emotions from yourself and replace them with happy 

feelings - - - ~ . 
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Name: 

(B) CURES FOR STRESS 
(WHERE DO I START?) 

S h o r t Range o r P r e l i m i n a r y S t e p s : 

I . Who r e a l l y owns t h e p r o b l e m ? 
Is i t ray problem, the s i t u a t i o n , or i s someone e l s e t r u l y 
caus ing i t ? 

I I . What w i l l i t c o s t me? 
$—re la t i onsh ip—work—change—etc . 

I I I . Which s t r e s s c a n I r e a l i s t i c a l l y h a n d l e now? 
Where can I s t a r t and be s u c c e s s f u l ? 

I V . D e c i d e t o do s o m e t h i n g a b o u t i t . 
Tel l someone—a supportive person—write i t down, or make a 
c o n t r a c t wi th y o u r s e l f . 

V , 

VI , 

B e g i n g e t t i n g i n t o u c h w i t h y o u r s e l f 3 or 4 t i m e s d a i l y . 

I d e n t i f y and be aware of y o u r s t r e s s i n d i c a t o r s . 

V I I . L e t o t h e r s know a b o u t i t . 
husband /wi fe , boy or g i r l f r i e n d , co-workers , s t u d e n t s , c h i l d r e n , e t c . 

Long R a n g e : 

I . D e v e l o p a p l a n - - r e - p l a n . 

I I . Keep k e e p i n g i n t o u c h w i t h y o u r s e l f . 

I I I . S t a y away from t r a n q u i l i z e r s and a l c o h o l ( a s a c u r e ! ) 

I V . M a i n t a i n a s u p p o r t s y s t e m . 

V . P h y s i c a l e x e r c i s e . 

V I . H o b b i e s / P l e a s u r e . 
Look at your p r i o r i t i e s and act on them. 

V I I . Get o r g a n i z e d . 
Time management, lesson plans, e t c . 

V I I I . D e v e l o p t e c h n i q u e s of r e l a x a t i o n . 
The Centering Book - Awareness A c t i v i t i e s for Children. Parents 
and Teachers, Gay Hendricks and Russel Wi l l s , Prent ice -Hal l , Inc. 
Englewood C l i f f s , New Jersey, 1975. * 
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Name: Date: 

PEER PRESSURE/CONTROL 

I. Peer Pressure -

People who are our age or that do similar kinds of things that we do, like work-
ing together or being in class together are called our "peers". When we are young 
children we stay very close to our parents or relatives and we listen and do what 
they say because they are bigger than us and we count on them heavily for our 
safety, our food, our clothes, and where we live. We are dependent on our oarents 
when we are small and this is normal. What does dependent mean? 

As we grow up and become teenagers, we begin to separate from our parents and we 
begin to listen to other adults, like teachers or friends, and we listen to our 
peers, the people who are our age. We start becoming less dependent on our 
parents and we start becoming more independent and start having thoughts of our 
own that may be different from our parents or other adults. This is also a 
natural and normal part of growing up. 

We sometimes listen to our friends instead of our parents. We begin to separate 
from our parents and begin listening and doing what our friends do. We can still 
love our parents and begin to have different ideas than they do. These changes 
sometimes cause arguments and conflicts in our family. 

As we grow up, especially in our teenage years, we want to make a good impression 
with our friends so that they will remain our friends and support us. We have to 
be careful, however, not to do things that our friends want us to do if it is not 
good for us. It is very easy to be influenced by our friends, but it is important 
not to get in trouble because our friends want us to go along with them. 

While it is important and fun to have friends, it is also important to think for 
ourselves and not always go along with our friends if it means not making a good 
decision and not taking good care of ourselves. Sometimes our friends will try 
to pressure us into doing things, by saying things like, "Oh, you're just a chicken" 
or I dare you to do so and so". These are easy ways for us to get in trouble by 
not thinking about what is right for us. 

We need to learn to LISTEN to our parents, because they have had many experiences 
that we can learn from; we need to listen to teachers, adult friends and listen 
to our friends. We also need to listen to OURSELVES. After we have listened to 
everyone, then we need to DECIDE FOR OURSELVES what we want to do in any situation. 

Can you think of situations that have happened at school where a person went alone 
with a friend s decision and then got into trouble? What was it? 

Did this type of situation ever happen to you? Please explain. 
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Name: 

PEER PRESSURE/CONTROL (Con't.) 

II. Control 

Control is an important part of responsibility. Look up "control" in the diction-
ary and write down the definition here: 

There are times when we need to learn to control ourselves so that we will not hurt 
ourselves or other people. Self-control is like self-discipline. Just as parents 
discipline their children, so must we learn to control or discipline ourselves. 
Controlling ourselves does not mean we cannot have fun or have a good time. It 
means, however, that there are some things that we choose not to do. Even if we 
feel angry and we feel like hurting someone, we need to decide if this is really 
what is the best thing for us to do and th^n possibly decide to stop ourselves 
before acting. Each person has to decide how they are going to control themselves. 
Each person needs to ask himself or herself: Even though I feel like hurting some-
one or getting into trouble, is this action going to help me or hurt me in the lone 
run? ' * 

Everyone has angry feelings at different times, with parents, sisters and brothers, 
relatives, boy and girl friends, teachers and employers. There is nothing wrong 
with being angry. The important thing is what we DO with our anger. When you 
get angry, do you hurt yourself, someone else or do you get into trouble? Can 
you control your temper? 

What would happen if we didn't control ourselves? Brainstorm some ideas and write 
them below. Think of all the things we wish we didn't have to do. 
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PEOPLE ™HO INFLUENCE yni' 

I ^ r r ^ V £ ? b a b l y n a n y n e O T , l e w h o influence vou. Rut 
some may influence you more than others. Here is a list 
of People. Rearrange the order of the neonle in the list 
IL^a nf r S°? 1 8 t h e ^reatest influence on vou the' 
second nerson is the next greatest influence, and" so'on 
i^itparhpPnrSOi i S t h e o n V ' h ° influences vou the least' 
_ i ^eonle n G X t t o t h e numbers. If there are other 

l n l u e n c e you. you can add them to the list 
and nut then next to the correct numbers. If there a « 

£ t t M s U s t <"> »<= " " * » » « 

*̂ father or mother 

2 
classmate 

3 . 

h. 
friend or parent 

tv or movie star or 
rock singer 

•** sister or brother 

6. teacher 
best friend 

•3. 
aunt or uncle 

^' other 
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Name: Date: 

In studying rules and laws, we need to understand what "authority" means. Using the 
dictionary, find the definition of "authority" and write it here: 

rccpi- nave authority cvar certain ihir.:s and actions or people are called 
figures". Name some people that have authority over you. 

If you said Teacher, Principals, parents, guardians, some adult relatives and employers, 
you were right. People who have authority are those that have more responsibility than' 
other people. What is responsibility? Parents have alot of responsibility because they 
are the ones that take care of the children. Employers have alot of responsibility 

they are the head c£ a ccm?any or a department within a company, and they have 
co ir-a.ia sure everyone is doing their job and that everything is running smoothly. Paccle 
in authority usually have alot of responsibility. 

When we are small, we believe and do almost everything the people in authority tell us 
to do, especially our parents and guardians. As we grow up, we often question or we 
do not believe what the people in authority are saying to us, and that we don't like. 
Sometimes we are asked to obey rules that we think are unfair or sometimes we have 
arguments or conflicts with Teachers and parents. When we start having conflicts with 
these "authority figures", this is known as being in a "power struggle", or struggling 
for power. In other words, who is going to win or who is 'right1? Host of us have 
dene this at one time or another with our parents. 

"you do this." 

"no I won't!" 

"yes, you will!" "cbccy gets anything settled this uay, when they are in a 
"power struggle." 

Questioning the truth of what people say and do is normal and a good thing to do. 
Questioning what authorities say and do is also normal. What we have to learn is how do 
we deal with or handle problems that come up with people who have authority over us so 
that we do not get in trouble or lose our jobs. 

Do we curse the teacher out? 

Do we scream and yell at our. parents? 

Do we tell our boss that we-don't like something about him*or her? 

Again, how we handle our problems with people is the important thing. 

Have you ever said or heard someone say, "You can't make me"? This is a statement 
that a person will say who is in a "power struggle" with whoever he or she is talking 
to. It is true that no one can make you do anything but you can choose to do the thing 
that is best for you in the long run. 

The important thing is to love and take good care of yourself. If you do that, then 
you will learn to choose to do the best thing for you. 
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Name: 

"AUTHORITY FIGURES" (Con't.) 

People in authority often upset us because we may think that they are unfair or that 
they do not understand us. 

Ars vcu t-king good cars cf yourself -..-hen von: 
i• Curse out a teacncr? 
2. Scream and yell at your parents? 

3. Tell your boss that you don't like the way he handles his business? 

The answer to this question is SOI 

What could happen to you if: 

1. Vcu curse out a teacher? 

2. Scream and yell at your parents? 

3. Tell your boss Chat you don't like the way he handles his business? 

Taking care of yourself means working out conflicts, problems and differences so that 

ycu uOu t get into power stru^le. It is hare to work out problems when people are L-» 
pcv.er struggles. 

People who are leaders often have authority. Everyone wants to be looked up to as a 
leader or a successful person or a person who has authority, or a person who is respected. 
Most everyone wants 'respect1 and wants to be understood and appreciated. What does 
Trespect' mean? 

Sometimes people who have 'authority' over us may help us be angry or upset. They may 
threaten' us. What does 'threaten' mean? 

How do we feel when we are feeling threatened?_ 

Sometimes people in authority upset us because they seem to 'throw their weight around1 

What does this mean? 

Sc~etimes it feels as if people \:ho have 'authority' put other people ccrcn. Have you 
ever had these kinds of feelings about a person in authority? What was the situation? 
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"AUTHORITY FIGURES" (Con't.) 

Sometimes people who have authority over us are caring people who want to be fair wi-h 

l e a p p e r s U L " ^ 

lo d e c i s i o n s w l t h o t h e r s w i £ h w h ° " 

As you can see, there are many different kinds of ways that people can use their authority. 

Same some types of jobs where people have authority over others. 

y 0 \ d ° W h e D y ° U 8 e t a n g r y a t s o m e o a e w h ° has authority over you? Do you »et in 
enable with your teachers, principals, parents or relatives? In other words h i do 
you aeal with people wno have authority so that you will not get in trouble? ' 

There are some things we've already discussed in other lessons that applv here when 
talking about people who have authority over us. Here is a review: " 

1. It Is alright to be angry, but it is important what actions w w h e n 

we are angry, it is important to take care of ourselves and not get into 

trouble. Do you believe it is being a 'sissy' or is it being s ^ f t and 

taking care of yourself to not get into fights, or name call or talk to 
people in autnority such as teachers or employers? 

2. What does 'conflict' mean? 

U C ULu'r.c 

What does 'compromisef mean? 

What is 1decision-making'? 

It is much better to use these skills that you are learning surh a« u + . 

how to compromise, and how to make good decisions rather than getting^nto fi^ts**®' 
name calling and breaking rules. 8 fights, 

It is better to work out our problems rather than getting into "power struggles". 

If we learn how to make good decisions, we usually do not tret info 

re=ember the decision-making steps that we have studied?- What are they? 7 ° U 
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Name: Date; 

How To Get Along In Regular School 
Introduction 

I* Many students do not like school. They think it is boring and a hassle. Some 
students feel that they are not learning anything important that will help them 
in their adult years. Some students like school. They enjoy the classes, they 
enjoy P.E. and clubs, and they enjoy being with their friends during the day. 
How do you feel about school? 

There is a different way of looking at our school years. Going to school in grades 
K-12 is a learning time, a time for us to learn skills that will help us later. 
Some of these skills have nothing to do with material that is found in the textbooks. 
If you graduate from high school, you have1 hung in there'for 12 or 13 years, or more 
through many teachers, some good ones, some not so good, some very boring classes, 
and some really good ones. If you successfully finish high school, you have developed 
the very important skills of 
1. perseverence (define) 

2. endurance (define)^ 

3. patience (define) 

4. tolerance (define)^ 

5. self-discipline and/or self-control (define) 

There are other skills you have learned also, but learning these five skills will get 
you through many difficulties in life. 

There is another important skill that we learn by going to school. Going to school, 
day in and day out, disciplines you for being able to handle and stay on a job. It Is 
a training time for later employment. Let's look at the similarities between going to 
school and going to work, (define similarity): 

School Job 

1. Have to go everyday or school staff 1. Have to go to work everyday or boss 
starts calling home. will wonder where you are and why 

2. You get grades. 
you're not working. 

2. You get a salary. 
You have teachers and principals who 
h a v e authority over you. 3. You have supervisors and a boss or 

employer who have authority over you. 
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Name: 

Hov To Get Along In Regular School 
Introduction 

School (Con11.) Job (Con't.) 

4. If you re late, you might get hassled. 4. If you are late, you het hassled 

or fired! 
5. If you curse out a teacher, you might 

get suspended. 5. if y O U curse out a boss, you will 

probably get fired! 

6. If you don't do your work, you get 

hassled or get low grades. 6. If you don't do your work, you get 

hassled, or you don't get a raise. 

One difference in school and a job is that on a job, you get money to live on and so it is 
very important to keep your job. You may have a family to help support. Many people get 
fired from jobs because they do not control their mouth, they say inappropriate things to 
a boss or other workers. They may not show up for work. This kind of behavior can leop-
ardize your job. Some people never learn to control themselves and they suffer all sorts 
of consequences. This is why the school time is important for you. If you have trouble 
with handling anger, or controlling your temper, the school years are the time for working 
on these behaviors. Some people go from job to job, because they keep getting into trouble 
with their boss or they come in late or they don't show up for work. Many times bosses or 
employers are much more tough than teachers about (company) rules. Sometimes it can be a 
blessing to get a tough, but fair teacher, because he or she can help you work on your own 
behavior for later employment. How can a tough, but fair, teacher help you? 

Have a class discussion on the above information. Do you agree with what has been said 
here? Once again, doing as well as you can in school is a way of taking care of yourself, 
is a way of loving yourself, of taking care of #1, YOU! The stronger you get, the happier 
you will be with yourself and with the people that you love. 

II. Now, let's move on to another area about school. Brainstorm below all the things that 
bother you about school. As the teacher writes these on the board, you write down on this 
paper, the ones that you agree with. Have fun with this exercise. Discuss your gripes, 
hassles, teachers, classes that you have had trouble with over the years. It may be true 
that some things that you may list are really unfair and some things are fair. That doesn4t 
matter for this exercise. There are times when school, work or life in general are a hassle 
or boring. This is a fact of life. Your teacher can add his/her school experiences that 
caused her or him problems if she wishes, and then, how he/she handled the situation. 

Brainstorm gripes and hassles about school: 
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Why Go To School Anvvay? 

Last time we compared working on. a job with going to school. What are some other reasons 
for going to school? Discuss the Pros and Cons of going to school. 

Will I finish high school?_ (yes or no or maybe). If not, what do I plan 

to do instead? 

Will this take care of my money needs? 

Almost everyone knows that people get better paying jobs if they have a high school 
degree because it shows the employer that you can rhang in there' and get the job done, 
whether you like it or not! For this reason, employers look closely at high school degrees. 

II. Did your parents or guardians finish high school? We often follow in our 
parent's footsteps even when we don't know it. If they finished high school, then often 
we would finish high school. If they quit early, often we would be a copy of their 
actions. If your parents quit school early, and at first you want to quit too, can 
you change your mind and continue school? 

III. Many students are truant. What does 'truancy1 mean? 

Have you ever been truant? Brainstorm the reasons why people do not go to 
school, (examples: hassles at school, transportation problems). The more we are truant 
the more difficult it is to get on a schedule of going to school everyday. Sometimes 
we have to push ourselves to make ourselves take good care of ourselves. We need to 
develop our will and willpower in order to get things done. 

IV. How do students act who, don't get into trouble? 

What are they like?_ 

Do I want to start doing some of the things that they do? 

Do I do these things already? 

Which things do I do? _ _ _ _ _ 
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Why Go To School Anyway? (Con't.) 

V. Go over the rules at your school and write on board. Can you handle these rules? 

Which ones are hard for you? 

Which ones are easy? 

Have class work for solutions for helping students follow the rules that are 
difficult to follow. 

Am I Going To Finish High School? 

We've looked at school in this unit. Sometimes school is fun; sometimes it isn't; Just 
as life, or work or being married is not always fun. Have you thought about if you are 
going to finish high school or not? Let's look at the pros and cons of finish-
ing high school, for ^ou. i a i a n 

]?ros cons 
1- 1. 
2. 2. 
3. 3. 
4. 4. 

If you don't finish high school, what are you going to do?^ 

Will you live at home or will you live on your own?_ 

Will you need to get a job?__ What kind of job? 

Son., students go to a trade school if they leave high school. In our school district you 
can learn a trade in school and also finish high school, and get your degree, which will 
make it easier for you to get a job later. ' 

Can you make a decision now about finishing high school? 

Do you have enough infozmation to make a good decision? 

LTsing the dec is ion-making steps discussed in other units, practice making a decision about 
finishing high school: 
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THE SOCIETY GAME - INTRODUCTION 

We have discussed the different roles that each person plays in our lives; we play 
roles such as student, teacher, family member, son, daughter, cousin, friend, 
employer and employee. 

We have been taught and know it is important to use good manners such as being polite, 
courteous and respectful to other people. Having good manners is using common sense. 
When we are nice to people, even people who have not been very nice to us, people 
will often change and return our kindness. Try this for yourself and see if it works 
for you. 

What does 'society1 mean?_ 

What do you think 'The Society Game' means_?__ 

When we use the word 'Game1 here, it means the same thing as playing a role... .Playing 
a game or playing a role. There are school roles or games, job roles or games and Society 
roles or games. In our families, we have roles of father, mother, daughter, son, aunt, 
etc. role. When people are at home, they may dress in casual, comfortable clothes like 
jeans and tee shirts or older clothes. You usually don't dress up just to stay around 
the house. Sometimes, when you go to a party, go to work, go to church, you wear more 
dressy clothes because that is a 'society1 rule. To get along 'out in the real world,1 

we need to know the society rules so that we can play the Society Game when we need to. 
All successful people know how to play some of society's games. This is natural and 
important. Everyone can learn these rules; it just takes a little practice. 

It is important in society to be kind and polite to people. It is important to be able 
to speak correct, granmatical English to your employer. That doesn't mean you have to 
speak proper English at home or to your friends, but when out in public, it is important 
to be able to 'put on the dog', to be able to dress up9 use good manners, and be polite. 
We have discussed manners in another unit. Using good manners is an important society 
rule. 

If you want to get a job, you need to understand the rules of getting a job. If you 
want to make a good impression on people, which could help you get a raise or a pro-
motion from, your employer, then it is important to learn these skills. 

There are a few steps in learning the society game: 
WHAT DO YOU WANT? 
1. First of all, you need to decide what you want in your life that has to do with 

being out with other people in Society. Here are some examples of things you 
might wanti A good job, a nice house and car, clothes, a happy family life, 
enough money to take care of entertainment and other needs. Write down here the 
things that you want to have happen in your life as you grow up. 
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THE SOCIETY GAME - INTRODUCTION (Con't.) 

How are you going to get these things for yourself? 

We have discussed how to get these things for yourself more in detail when we talked 
about goal-setting in another unit. 

2. After you know what you want, then you need tu decide how you are going to get 
what you want. One thing is for sure, in order to have a comfortable life, 
everyone needs to know how to make money. People make money out in the work-
world, in society. How are you going to make money? Do you have a rich aunt 
who just died and left you a million dollars? Most of us don't have rich aunts 
who have left us a million dollars. 

Most of us have to work and learn a skill that we are good at in order to make 
money. Many people think they can get rich quick. This doesn't happen very 
often. Learning a skill that can help us earn money is like having a firm 
solid foundation under a house. It Is very necessary for the house's stability 
and our stability. What does stability mean? 

It feels very good to learn a skill or trade and be really good at it; like 
being an excellent carpenter, welder, electrician, business manager, supervisor, 
business executive, doctor or landscape designer, to name a few job skills. 
We feel good on the inside when we know that we are really needed and are 
accomplishing something worthwhile. Our reward for learning a trade and being 
good at it is 1) it feels good to be good at a skill and 2) we make money 
for the excellent job we are doing. 
Many people feel that society is out to cut us down, to make us feel as if we 
have failed. If you look at society differently, you may see that we can learn 
to use society to get what we want and need and do it in a way that is good for 
us and good for society. 

Here are some ways to be successful in society; some things you can do to get 
what VQU want out of life. In order to be successful and to earn money, a person 
must: 

1. Finish high school QX. learn a trade that will get a person a job. 
This is called job training. Sometimes you .can get job training in 
the schools o* after you are hired bv a compnay. The company will 
train you and pay you at the same time. 

2. Know and practice what society expects as far as manners out in 
public; how to act on buses, at church*at work, restaurants and all 
public places, at meetings etc. 

3. Know how to get a job: from finding the job, to interviewing with 
the employer. 

Can you think of anything else that helps us be successful within society? 
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BEATING THE SYSTEM 

We have talked about society and how to get what you want in society by learning a few 
rules, such as manners. 

Learning a trade or finishing school or getting a good job takes alot of effort and often 
hard work. After a person has succeeded in finishing school or learning a trade or getting 
a good job, he or she can feel proud that he or she has worked hard and the hard work has 
paid off for them. 

Some people do not feel that work or effort is important. Some people think that the 
world owes them a living or that "Beating the system" is the best thing to do. What 
does "Beating the System" mean? 

People who try to get some thing for nothing are people who are trying to "beat, the 
system". Some people feel that society is unfair and that every person should be out 
for themselves and that working with society's rules is not important. Some people 
believe in "ripping off" the system, of "milking" the system. People who feel this way 
are people who break laws such as thieves, con artists, drug dealers. Can you think of 
any others? 

These people do not value working within the legal limits of society* They are willing 
to take from others what belongs to others. They have no feeling that they are taking 
away from others or that they work against the laws of society-. These people are often 
called "leeches". What is a 'leech1? 

Leeches or con artists take no responsibility for themselves. Instead, they feed off 
of others. They are not "paying their dues." Taxpayers pay alot of money each year for 
police, equipment, salaries for people who try to stop the con artists and people break-
ing the rules. Taxpayers (your parents and grown-ups) pay for up keep of the prisons too. 

Some people think that it is "cool" to break the law or to 'rip other people off*, 
do you feel about this? 

How 

Some people do not want to put out the hard work and effort that it takes to either finish 
school, learn a trade or to get a job. So, they "milk" society instead. 

There are consequences to ripping off the system. What are they? 

There are consequences to working hard and pushing yourself towards accomplishing your 
successful goals. What are they? 
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BEATING THE SYSTEM 

Sometimes it: may seem easier to become a can artist or thief than come up the hard way 
within the 'system'. Sometimes people we know and/or love may feel that cheating and 
stealing is the best thing to do. Do you know anyone who feels this way? 

Can you care for someone without believing the same thing that they do?_ 

This can be hard. It is important to stick to our own positive beliefs and values even 
if our friends believe differently. You may be able to help them change their beliefs. 

We talked in an earlier unit about freedom and responsibility. There is no real 
freedom without responsibility. Criminals in prison have no freedom because they have 
assumed no responsibility by trying to cheat or rip people off. They may not have 
learned to control themselves. How do you feel about making money illegally or through 
the misfortune of others? 

You may just be developing your ideas or beliefs about this, but these beliefs are very 

important to you, because your later actions will depend upon your beliefs about you 

and society. 

It is important to love ourselves. We cannot give to others (like love) if we do not 
feel that love for ourselves. After we love and help ourselves, then we can love and 
help others and others are SOCIETY. 
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