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Abstract

The study investigated the effects of Rational-Emotive Education (REE) on work-related

beliefs and actions of 124 at-risk elementary students from a rural county in East

Tennessee. During a six-week program (three days a week in 30 minute sessions) students

focused on career-based REE concepts and activities. The sessions involved watching

video taped interviews with local role-models and discussing the role-models' career

paths. The following REE concepts provided the framework for these career discussions:

Feelings; Challenging Irrational Beliefs; Challenging Feelings of Inferiority; Learning and

Mistake-making; Demanding and Catastrophizing; and Roles, Rules and Responsibility

(Knaus, 1974). The effect of this treatment on academic achievement, perceived linkage

between school and adult career opportunities, and rational beliefs was investigated by

comparing differences in the adjusted posttest means of the treatment group and the

control group on these dimensions. Statistical analyses involved computation of a

MANCOVA for the dependent variables combined, ANCOVAs for the individual

dependent variables, and Pearson product-moment correlation coefficients to determine

relationships between the dependent variables. No significant difference was found

between adjusted posttest means of the treatment and control groups (p=.42). Significant

correlations were found between rational beliefs and the perceived linkage between

school and careers in both the experimental (r=.39, p=.05) and control group 0[=.48,

P=.05). A significant correlation was also found between rational beliefs and academic

achievement in the experimental group (i^.37, p= .05).
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Chapter I

Introduction

Conceptual Framework

As the United States approaches the 21st century, it faces the challenge of dealing

with families who have been welfare recipients across three generations. This tradition is

creating a new type of student at-risk for academic failure—the student who does not view

work as a high probability adult option. Students with this perspective may have the

cognitive potential to succeed in school but are at-risk for dropping out due to

environmental factors such as low-socioeconomic status, minority status, or unstable

home environment. These at-risk students are often times hard to motivate because unlike

children in the 50s, 60s, and even 70s, today's children do not expect to fare better than,

or even as well as, their parents on the job market. These students do not assume a good

paying job will be available when they complete high school or even college (Hoyt,

Pinson, Laramore, & Mangum, 1973).

As mentioned earlier, some of the major determining factors for being at-risk

include low-socioeconomic status, home environment, and minority status (Block, 1977;

Hoyt et al., 1973; Laconte, Shaw, & Dunn, 1993; Ogbu, 1983). Low-socioeconomic

status is often a direct result of unemployment or under-employment of the primary

caregiver and provider in the home. Children from a low-socioeconomic background may

not understand the purpose of work and careers or the relationship between school and

career opportunities. Their perceptions and beliefs regarding school, careers, and
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educational opportunities are largely a reflection of the life status of significant persons in

their lives, who may not be consistently or traditionally employed.

Children's home environment and exposure to illuminating information regarding

the nature of work and career choices greatly affect their personal belief systems or

attitudes toward career choices (Hoyt et al., 1973). According to Ogbu (1983) students

who are at-risk, especially those of minority status, often hold the fundamental belief that

their future as an employable individual is very limited due to their socioeconomic or

ethnic status. Students at-risk then place more emphasis on non-academic endeavors as

they see their potential for mainstream employment dwindling (Ogbu, 1983). Due to the

discouraging picture painted by socioeconomic status, home environment, and minority

status, these children's belief system regarding the relationship of school to work

opportunities and future quality of life is often replete with limiting and erroneous

assumptions.

Purpose of the Studv

Rational-Emotive Education (REE) strongly suggests that because beliefs are

learned, schools can alter the maladaptive beliefs of students (Knaus, 1974). Because the

major goal of career education is to help students develop work values that maximize

their career opportunities (Hoyt et al., 1973), the development of an appropriate career

belief system appears to be an excellent topic to consider within a REE framework.

Therefore, the goal of this study was to determine if strengthening rational thinking skills

would increase understanding of the relationship of school to work and careers and future
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quality of life, as well as improve everyday school achievement (average weekly grades

on homework, in-class assignments, and examinations).

Students were expected to learn to discriminate between rational and irrational

beliefs through reeducation activities, which included learning the foundations of

Rational Emotive Theory, watching videos of local role-models who earn money through

a career or occupation, and participating in class discussions dealing with the type of

rational thinking necessary to acquire a career or occupation. The career-based REE

program was intended to help students see that education, even their current performance

in school, could fundamentally affect what would happen to them in the future. The

results from this study were intended to help educators determine if more career

education and REE should be used at the elementary level as a means of increasing

student motivation to achieve academically.
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Chapter II

Review of the Literature

Introduction

The purpose of this study was to determine the effectiveness of a career-based

Rational-Emotive Education program on students' ability to understand the relationship

between school and work and achieve academically. T his chapter presents a review of

the literature and research related to this study. The first section describes Rational-

Emotive Therapy (RET) and the evolution of Rational-Emotive Education (REE) from

RET. The second section describes previous uses of RET and REE with children and

adolescents. The third section provides a brief history of career education with elementary

students. The final section of the chapter is a statement of the hypotheses tested in this

study.

Development of RET

Rational-Emotive Therapy (RET), developed by Albert Ellis in 1955, has been

described by Dryden and DiGuiseppe (1990) in the following fashion:

... a structured approach to emotional problem solving in which the therapist

adopts an active-directive approach to helping clients solve their own problems.

RET is multimodal in nature in that the therapists use and encourage their clients

to use a variety of cognitive, imaginal, behavioral, and emotive-evocative

techniques to facilitate therapeutic change, (p. 10)
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Rational-Emotive Therapy asserts that a wide spectrum of reactions can be

prompted by a particular event. Children and adolescents can exhibit differing degrees of

adaptive or maladaptive behavior and emotions to essentially the same event (Bernard,

1990). These diverse reactions increase when children enter Piaget's concrete operational

period of thinking and begin to cognitively manipulate their environment (Bernard, 1990,

1991; Lang, 1980). At this point, children are less influenced by events in their immediate

environment and begin to think more about events in the past and in the future (Bernard,

1990). Consequently, their belief systems increasingly determine how they react to

external stimuli (Bernard, 1990). RET theory purports that children and adolescents cause

distress to themselves by thinking, feeling, and acting irrationally.

In the early development of RET, Ellis (1962) compiled 11 basic irrational beliefs

that cause distress for people holding those beliefs:

1. It is necessary to be loved or approved by everybody in my life.

2.1 must be fully competent, adequate, and striving in all possible respects to be

considered a worthwhile person.

3. Some people are evil and should be punished for their wrongdoing.

4. It is awful and disastrous when things don't go my way.

5.1 have no control over my unhappiness.

6. If something is or could be dangerous or fiightening, I should constantly worry

about it.

7. It is easier to avoid my responsibilities and life's difficulties rather than face them.
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8.1 should be dependent on other people and rely on someone stronger for my needs.

9. My past history totally controls my current behavior; because something once

strongly affected my life, it should always have the same effect.

10.1 should be considerably upset over other people's problems.

11. There is always a perfect answer to human problems and it is devastating if this

perfect answer is not found.

Present RET theory condenses these 11 irrational beliefs to three categories, each

with many derivatives:

(a) I must do well and win approval, or else I rate as a rotten person, (b) Others

must treat me considerately and kindly in precisely the way I want them to treat

me; if they don't society and the universe should severely blame, damn, and

punish them for their inconsiderateness; and (c) Conditions under which I live

must be arranged so that I get practically all that I want comfortably, quickly, and

easily and get virtually nothing I don't want. (DiGiuseppe & Bernard, 1990, p.

271)

In addition to the three categories of irrational beliefs, RET proposes four other

common forms of thoughts that come from the core of irrational beliefs:

1. awfulizing- It is awful that this is happening to me.

2.1 can't stand it itis— I can't stand these things that are happening to me.

3. worthlessness-1 am a worthless person if I don't do well and win approval.
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4. allness or unrealistic over-generalization— Because I failed at this important thing,

I will always fail (DiGiuseppe & Bernard, 1990).

RET seeks to eliminate irrational belief systems through two major means. The

first is called the "A-B-C" method or theory of emotions (Walen, DiGiuseppe, & Dryden,

1992, p. 24). The A-B-C theory purports the quality and intensity of emotional arousal is

contingent not upon an event but upon one's belief regarding that event (Walen et al.,

1992). The "A" denotes an activating event, such as a person looks at vou. The "B" means

belief or the meaning one attaches to the event, such as that person dislikes me. The "C"

is the emotional consequence or response one has to the event, such as being upset. RET

teaches clients to see how their emotional disturbances do not stem from outside stimuli

but from the irrational belief systems they hold (Walen et al., 1992). The challenge of

RET is to replace irrational responses to activating events with beliefs that lead to more

positive emotional consequences.

The second means for eliminating irrational beliefs is called "disputation" (Walen

et al., 1992). The therapist questions a client's irrational belief system and encourages the

client to gather empirical data to support his or her irrational belief. An example would be

the following scenario:

client: Everyone at school calls me Fatty, (everyone is an irrational over-generalization)

counselor: Is it true that everv single person in school calls you Fatty?

client: Well I don't know if everyone does, but I hate it.
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counselor: Let's make a list of your class to begin with. I want you to mark an X next to

all of the people who call you Fatty.

The client will make an X next to those who tease him or her and discover not all

students in school call him or her Fatty (Walen et al., 1992).

Because RET universally applies the basic tenets described above, it can be used

in different settings with different types of people. RET has been used as therapy for

diverse problems such as anxiety (Baither & Godsey, 1979; Elko & Ostrow, 1991; Wu,

1987), chemical and alcohol dependency (DiGiuseppe & Mclnemey, 1990), headaches

(Finn & DiGiuseppe, 1991), sexual problems (DiGiuseppe & Zee, 1986), personality

disorders (Leaf, Ellis, DiGiuseppe, & Mass 1990, 1991), phobias (Dryden & Hill, 1993),

and difficulty in adjusting to traumatic events (1993).

In 1974, Albert Ellis recognized William Knaus for having extended RET into an

educational setting. Rational-Emotive Education is an educational extension of RET that

can be integrated into the regular curriculum of schools. "Dr. William Knaus has almost

certainly done more work in REE than any other person in the world," states Ellis in his

foreword for Knaus's Rational Emotive Education: A Manual for Elementarv School

Teachers (Knaus, 1974, p. xii). In its early stages of development, REE was a separate

school program that operated as a preventive measure for students. It included three major

components: (a) Basic RET training including the A-B-C method and disputations,

(b) reinforcement of REE through activities, role-playing, and games, and (c) integration

of REE into the regular activities or curriculum of the students.
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The following example indicates how REE might be integrated into everyday

activities: child A in the class begins a fight with child B because child B was looking at

child A. The teacher would remind the students about the lesson on irrational beliefs and

how they cause people to respond in irrational ways. She could then stage a role- play of

the situation with the entire class or a sub-group of students and ask them for suggestions

on how child A could have responded to child B (Knaus, 1974, 1977; Knaus &

McKeever, 1977). REE may be integrated into the curriculum by serving as an extension

of the current curriculum, such as using a social studies unit on Greek mythology to spur

a conversation on the creation of myths and how they affect the behavior of those who

believe in them. The class could identify self-defeating myths and pose alternatives to

such beliefs (Knaus, 1974, 1977; Knaus & McKeever, 1977).

In her books Thinking. Feeling. Behaving: an Emotional Education Curriculum

for Children and Thinking. Feeling. Behaving: an Emotional Education Curriculum for

Adolescents. Ann Vemon (1989) goes a step beyond Knaus's work to provide school

psychologists, teachers, social workers, counselors, and others operating in educational

settings with an extensive curriculum based on REE that assists students in learning

mental health strategies. This system is consistent with the notion of integrating

preventive mental health programs into the general curriculum of a school or school

system. Each volume of Vemon's books consists of developmentally appropriate

activities related to the topics of Self-Acceptance, Feelings, Beliefs and Behavior,

Problem Solving/Decision Making and Interpersonal Relationships. Each lesson has an
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objective, a stimulus activity, and a discussion designed for use in the classroom or small

group settings.

RET and REE with Children and Adolescents

Practitioners and clinicians who work with children usually must modify and

simplify RET assessment and treatments for their clientele (DiGiuseppe & Bernard,

1990). RET therapists or educators working with children age 2 to 7 in Piaget's

preoperational stage should attempt to promote "rational self-statements," silent verbal

expressions that cue children how to react to external stimuli (Bernard, 1990, p. 297).

These expressions are used in case the disputations are being quickly and superficially

accepted without an understanding of their underlying implications (Bernard, 1990).

These statements, such as "It's not so bad to be called Fatty. I can stand it," essentially

help children learn what to think (Bernard, 1990). Children can practice writing, saying,

and then using these statements in role-play (Bernard, 1990).

Disputation of irrational beliefs in specific situations, rational self-statements, and

empirical analysis comprise the therapy used with children (age 7 to 11) who have

entered Piaget's concrete operational period (DiGiuseppe & Bernard, 1990; Lang, 1980;

Miller, 1989). As stated earlier, this is the stage where children begin to mentally

manipulate their environment (Bernard, 1990, 1991; Lang, 1980). This stage is when the

belief systems of children determine how they react to stimuli from the environment

(Bernard, 1990). Before this time, children cannot readily, systematically, or consistently

use and apply logic to situations. Children at this age usually lack a broad enough
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vocabulary to discuss and identify their feelings and must taught correct words to describe

what they are feeling. In essence, students must be taught an emotional vocabulary

(DiGiuseppe, 1990).

For example, children may be taught to describe their feelings through the use of an array

of "smiley faces" displaying various emotions. Children may point to the picture of the

emotion they are having and then recite the word under the corresponding smiley face.

RET teachers are also encouraged to be enthusiastic (Rossi, 1975), a characteristic

best conveyed through preparedness and attitude. Therapists should create this attitude by

having many concrete or visual educational teaching aids that help explain RET, such as

"thought clouds" or "self-concept drawings" (Bernard, 1990; Rossi, 1975). The therapist

should attempt to use systematic positive reinforcement for rational thinking (Rossi,

1975). Both verbal praise and appropriate physical contact can be used to maximize the

gains of therapy (Rossi, 1975). Adolescents (age 12 to 17) should have entered what

Piaget called the formal operational period where they are capable of experiencing

logical, abstract, and hypothetical thought (Lang, 1980; Miller, 1989). This abstractness

in thinking allows for "elegant" RET methods (DiGiuseppe & Bernard, 1990). Elegant

methods bring general and sustainable changes in people's belief systems, while

"inelegant" methods bring more situationally specific changes (DiGiuseppe & Bernard,

1990). Children in the concrete stages are typically treated with inelegant methods,

whereas adolescents are more likely to be treated with elegant methods (DiGiuseppe &

Bernard, 1990).
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Though differences exist between children and adolescents in the sophistication of

thoughts, many of the same RET pointers and suggestions can be applied to both groups.

Other RET approaches that have been employed with children at both the concrete and

formal operations levels of thinking include the following;

1. illustrating the relationship among activating events, thoughts, feelings, and

behavior;

2. assessing the student's thinking to identify errors in knowledge about inferences or

situations;

3. allowing the student the first opportunity to dispute cognitive errors;

4. tying the dispute to a specific situation or event of concern;

5. making sure the student explains the relationship between changes in thinking and

changes in feelings;

6. repeating the same disputation if the student does not fully understand it at first;

7. projecting the specific situation into the future;

8. using role-plays where the student first thinks aloud and then quietly;

9. assigning homework that requires the student to use some RET or other skill

presented in the session (Bernard, 1990).

Though RET began as a therapeutic practice with non-psychotic adults, it is

gaining popularity as a treatment and mental health prevention program with children and

adolescents at different levels of development and adjustment (Gossette & O'Brien,

1993). Laconte, Shaw, and Dunn (1993) used REE for middle school students who were
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high-risk for dropping out of school, learning disabled, or emotionally disturbed. Over a

15-week period, researchers sought to increase self-concept and grades using a weekly

45-minute session. Twenty-three sixth, seventh, and eighth grade students from varied

socioeconomic levels and ethnic backgrounds were used. Though no significant

differences in self-concept or grades were found between the experimental and control

group, a significant increase in self-concept was found in females. The authors suggested

several possible reasons for the lack of difference between control and experimental

participants. For example, one limitation of the study was that pre-test measures were not

taken, precluding assessment of within group increases in self-esteem and grades. The

authors also suggested the REE technique may not have been administered properly and

the time frame may not have been adequate to show significant changes between groups.

Block (1977) used REE with 40 eleventh and twelfth grade African-American and

Latino students who were disruptive and high-risk (for dropping out of school). In a

semester's worth of five weekly sessions, REE groups showed greater improvements in

grade point average, disruptive behavior, and class attendance than did either human

relations training or control groups.

A review of REE outcome studies by Hajzler and Bernard (1991) examined 21

studies focusing on therapy with various populations of school-aged children including

nonclinical, learning disabled, high-risk, low self-esteem, anxious, and a mixed group of

single participant studies. They found REE effective in increasing rationality in over 88%

of the studies that used a measure of rationality, increasing scores on internal locus of
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control in 71% of studies measuring this dimension, and decreasing anxiety scores in

80% of studies measuring anxiety. REE was also successful in over 50% of the studies

targeting self-esteem and behavioral problems.

Gossette and O'Brien's (1993) review of 33 unpublished dissertations and 4

published reports produced less promising results than did Hajzler and Bernard's review.

Gossette and O'Brian found RET more effective at reducing maladaptive behavior and

increasing adaptive behavior than wait-list, placebo and other treatments only 25% of the

time in the unpublished reports. Published studies reported a much higher success rate

(54%). An examination of the published studies of RET uses with children and

adolescents indicated that RET has been used with all types of children at differing levels

of intelligence, development, maturity, ethnic background, and age.

Career Education

Current career education theories are grounded in the early vocational guidance

movement (Bailey & Stadt, 1973). In 1909, Frank Parsons, director of the first vocational

guidance center in the United States, outlined a three-phase approach to vocational

counseling: "study and understanding of self, study of requirements of occupations, and

true reasoning about the facts obtained" (Bailey & Stadt 1973, p. 59). This outline went

on to become the framework for educating students about the world of work at all levels.

At the elementary level, the focus of career education is on helping students to see

a relationship between school and the world of work and to see themselves as working

and productive members of their community in the future (Hoyt et al., 1973). Learning
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about and choosing a career is viewed as a natural part of a child's development into

adulthood (Hoyt et ah, 1973).

There are five components of career education that deepen and change as a child

progresses through a career education program. They are listed here according to the level

of school responsibility for those components.

1. Creation of classrooms where the curriculum is fully integrated, with career

information used for both understanding and motivation;

2. Provision of vocational job skills learned on the job, in a structured classroom

situation, or in general life experiences;

3. Creation of career development programs for exposure to occupational alternatives

and for derivation of a work ethic and set of work values, allowing the individual to

visualize himself [herself] in various work settings and to make career decisions that

appear to promise the preferred life-styles;

4. Encouragement of interaction among training institutions, employing institutions,

and labor organizations to provide more fertile learning environments than the

schoolroom;

5. Concern for the home and family from which the individual develops initial

attitudes and concepts (Hoyt et ah, 1973, p. 19).

Because career education seeks to help students see some relationship between

their current studies and the possible careers they may choose, it can represent a form of

educational motivation (Hoyt et ah, 1973). Career education may not only motivate
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students to perform better academically-but can also motivate students to take charge of

their lives by deepening their understanding of themselves (Hoyt et al., 1973). In short,

career education attempts to do the following:

... emphasize and make meaningful the inherent right of each individual to lead

his [her] own life, to control to the maximum extent of his [her] own destiny, and

to see him [her]self as the worthy and worthwhile person he [she] is (Hoyt et al.,

1973, p.22).

When looking at career education and children who are poor, one must focus on

behaviors necessary for these children to become successful individuals. A pilot study

conducted for the U.S. Department of Labor differentiated the behavior of vocationally

successful adults from impoverished backgrounds from vocationally unsuccessful ones

(Bailey & Stadt, 1973). Some of the behaviors are those emphasized in Rational-Emotive

Therapy and Rational-Emotive Education such as having a strong sense of self,

eliminating illusions about life, periodically taking risks, receiving positive reinforcement

for productive behavior, and taking responsibility for actions and discovering alternatives

(Bailey & Stadt 1973). Though the literature has not shown RET or REE to have been

used historically for career education, one might logically assume the two could be

combined. The combination may be especially effective for use with populations at-risk,

because the behaviors of successful at-risk individuals and the behaviors taught through

REE are so similar.
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Hypotheses

The primary purpose of this study was to determine the effects of REE training

on students' achievement, endorsement of rational thinking, and perceived linkage

between school and careers. A secondary purpose was to asses the relationships among

dependent variables at the outset of the study, when no group differences would have

been expected in the pattern of relationships between the dependent variables.

REE was chosen as the theoretical framework for the treatment package in this

study because it is a very practical and systematic method of replacing irrational beliefs

with more salient ones. The career education emphasis in the treatment package was

presented in the context of REE. The career education literature suggests that children

develop a belief system about careers through exposure to accurate information.

Therefore, this study is based on the assumption that a productive career belief system

can be taught to at-risk children through the combination of REE and accurate career

information. Specifically, it was assumed that a treatment of this nature could modify the

irrational belief that the quest to do well in school is useless because the chances of

acquiring a career are totally out of the students' control. These assumptions led to the

following hypotheses:

HI A: Overall adjusted posttest score means of students who participate in career-

based REE classes (experimental group) will be significantly higher than overall adjusted

posttest means of students who receive regular instruction in the classroom (control

group).
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HI B: The Achievement adjusted posttest score mean of students who participate

in career-based REE classes will be significantly higher than the Achievement adjusted

posttest score mean of students who receive regular instruction in the classroom.

HI C: The School-Career Scale adjusted posttest score mean (perceived linkage

between school and adult work opportunities) of students who participate in career-based

REE classes will be significantly higher than the School to Career adjusted posttest score

mean of students who receive regular instruction.

HID: The Rational Beliefs adjusted posttest score mean of students who

participate in career-based REE classes will be significantly higher than the Rational

Beliefs adjusted posttest score mean of students who receive regular instruction.

HIE: Pretest Rational Beliefs scores will be significantly correlated with pretest

Achievement scores for students who participate in career-based REE classes.

HI F: Pretest Rational Beliefs scores will be significantly correlated with pretest

School to Career scores for students who participate in career-based REE classes.

HI G: Pretest School to Career scores will be significantly correlated with pretest

Achievement scores for students who participate in career-based REE classes.

HI H: Pretest Rational Beliefs scores will be significantly correlated with pretest

Achievement scores for students who receive regular instruction.

HI I: Pretest Rational Beliefs scores will be significantly correlated with pretest

School to Career scores for students who receive regular instruction.
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HI J: Pretest School to Career scores will be significantly correlated with pretest

Achievement scores for students who receive regular instruction
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Chapter EH

Method

Subjects

Participants included 124 fourth, fifth, and sixth grade students attending public

schools in a rural and severely economically depressed county in East Tennessee.

Students were Caucasian and largely came from families working on farms, doing

unskilled labor, or receiving government assistance due to unemployment. Students were

considered at-risk for academic failure due to socioeconomic barriers, cultural differences

(e.g., being in a community where work is seldom perceived as a viable option for adult

income), or previous academic or behavior problems.

Four fourth grade, two fifth grade, and two sixth grade classes taught by different

teachers from two different schools participated in the study. In the first school, three

intact fourth grade classes were randomly assigned to treatment conditions. One class of

14 students was assigned to the control group while the other classes of 14 and 13

students were assigned to the experimental group.

In the second school, intact fourth, fifth, and sixth grade classes were also

randomly assigned to treatment conditions. Classes assigned to the control group included

a fifth grade class of 29 students and a sixth grade class of 25 students. Classes assigned

to the experimental group included one fourth and one fifth grade class, both with 29

students. Also assigned to the experimental group was one sixth grade class of 23

students.
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Dependent Measures

The Children's Survey of Rational Beliefs-Form B is an instrument used in REE

to assess children's understanding of the difference between rational and irrational beliefs

(see Appendix A). The survey is included as an appendix in Rational Emotive Education:

A Manual for Elementarv School Teachers (Knaus, 1974). This survey uses a multiple

choice format for 18 questions with three answer options. One point is awarded for each

correct answer. The test is typically used in classroom settings and was developed for

teachers using REE to gauge their students' understanding of REE concepts. Raw scores

were calculated by using the dichotomous scoring rubric. Possible scores ranged ifrom 0

indicating little or no rational thinking to 18 indicating high rational thinking. No data

regarding the validity and reliability of this instrument have been published to this date;

however, information regarding these areas was ascertained from the publisher via

personal communication.

Knaus reports successful use of the test in hundreds of classrooms for over twenty

years. Reliability and validity studies were conducted, but records have been lost due to

the numerous requests made for them over the twenty years of the tests' use. According to

the publisher's report, the test was developed in 1973 using the suggestions of students in

a special education program. Participants were African-American, Hispanic, and newly

immigrated European, fifth and sixth grade students in the lowest 2% in reading of the

New York City Public School System population. The section entitled "Bullies, Victims,

and Bystanders" was especially effective and led to students dismantling a local gang.
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Reliability and validity studies were conducted with a naive group of students from the

same population. Each ethnic group composed one third of the participant group. Test-

retest reliability coefficients (for retained knowledge) were in the .80s. Concurrent

validity was established using the Cooper-Smith (.42) and the Sarrison Anxiety Scale for

Children (.86) (W.J. Knaus, personal communication, January 21, 1996). No internal

consistency coefficients have been reported for the Children's Survey of Rational Beliefs-

Form B. However, in the current study, the pretest internal consistency for the instrument

was .68 and the posttest internal consistency was .78.

A research group within the Psychoedueational Studies Unit at the University of

Tennessee is developing the School to Career Scale , a locus of control indicator

measuring the perceived linkage between school performance and adult career

opportunities. Students indicate their degree of agreement with 15 items by choosing one

for total agreement through four for total disagreement. Raw scores are calculated based

on the Likert scale of 0 to 3 points depending on the level of agreement or disagreement

with the correct statements. Total scores range from 0 (no perceived linkage between

school and careers) to 45 (strongly perceived linkage between school and careers).

Responses for negatively worded questions are reverse scored so in all cases the

numerical value represents the strength of perceived value of school experiences. The

scale was used in this study to assess whether children's perceived linkage between school

and adult quality of life changed as a result of REE (see Appendix B). In prior research

with this instrument, the test-retest reliability has been reported as .67 over a two-week
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period and the internal consistency reliability has been reported as .82 (Williams,

1996).In the current study, the pretest internal consistency for this instrument was .81 and

the posttest intemal consistency was .83.

Academic achievement data on students were gathered from naturally occurring

sources such as grade books and report cards. Pre and post-intervention student tests,

classroom assignments, and homework grades were copied from teacher-kept records.

Test, classroom assignment, and homework grade averages were tabulated and compiled

into one general achievement score for the week preceding the treatment and the week

following the treatment.

Treatment

The treatment involved two major components: Rational Thinking and Career

Planning. Both were delivered in a classroom setting. The first two weeks were spent in

teaching the basic tenets of Rational-Emotive Education. The last four weeks were

devoted to reeducating the students about the relationship between current school

functioning and future career opportunities. This was done in two ways. First, video taped

interviews with role-models from the community, representing various occupations

including college student, blue collar worker, professional, and entrepreneur, were shown

to students. After presentation of the role-model video, the career education instructor

tied together concepts of REE and career education by using REE activities in Rational
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Emotive Education: A Manual for Elementary School Teachers to help students think

about careers in a rational fashion. The following materials were used during the intervention;

1. Rational Emotive Education: A Manual for Elementary School Teachers.

William Knaus, 1978- This manual was used as a source of activities to teach basic

concepts of REE to the participants. Lessons from the manual covered the following REE

concepts: Feelings; Challenging Irrational Beliefs; Challenging Feelings of Inferiority;

Learning and Mistake-making; Demanding and Catastrophizing; and Roles, Rules and

Responsibility (Knaus, 1974). The exact lessons used as well as the adaptations made are

delineated in Appendix C.

2. Video tapes of local role-models- People from the local area at various levels

of career achievement (e.g., blue collar worker, college student, graduate student, yoimg

professional, established professional) were asked to participate in a video interview

about their career. Participants were concrete examples of educational and career success.

To begin role-model identification, teachers at participating schools were asked to

provide lists of high school graduates who had subsequently been successful in careers or

college-level programs. From this list, prospective role-models were contacted and

interviewed by phone. The informal interview included queries surrounding the

prospective role-model's availability, willingness to participate, and success in school.

Available participants with positive and rational attitudes toward their schooling and

current career choice were scheduled for one hour videotaping sessions.
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During the sessions participants were shown the scripted interview and given time

to consider their answers (see Appendix D for a copy of the scripted interviews). A list of

interview questions was used to structure the way role-models talked about their career

choices and the steps they took to achieve their current career status. The list was created

by the researcher to ensure important points were mentioned during each interview.

Participants were allowed to ask relevant questions before the taping.

During the taping sessions, a video technician was used to ensure the quality and

length of each video. Participants were given a 15-minute time limit to respond to all of

the questions. In all, nine videos were made. Four video tapes were chosen for use as

video taped role-models. The selected role-models represented a diversity of ages

(between 18 and 55), ethnic backgrounds, and career choices. The role-models included a

Caucasian male college student and video store worker in his early twenties, an African-

American female assistant principal in her mid-forties, a Caucasian female hair salon

owner in her late thirties, and an African-American male government counselor and

graduate student in his late twenties.

Procedure

Pre-intervention data were gathered from teacher records and two student

inventories. Academic achievement data on student behavior (test, classroom, and

homework grades) were gathered from teacher records. Students were administered the

School to Career Scale and Children's Survey of Rational Beliefs: Form B in one 30-

minute group administration per class.
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The intervention consisted of 30 minute career planning sessions three times a

week for six weeks. Intact classes were used, but randomly assigned to treatment

conditions. The first component of the intervention included reeducation, which took two

forms. First, video taped role-models were shown to students. After each video, the

instructor lead a class discussion on the steps, preparation, and obstacles the role-model

may have encountered on his or her road to a career. Discussion of the steps, decisions,

and self-talk of video taped role-models was extremely important to demystify the

process of career or vocation acquisition.

The second component of the intervention involved teaching students to

discriminate between rational and irrational beliefs. The Socratic method of questioning

and disputing irrational beliefs was used. In this method, the adult takes a verbally active

part by identifying and explaining the child's irrational thought or behavior and then

persuading the child to give up the old assumption and replace it with a more salient one.

This is done by pointing out the negative consequences of the irrational thought. Writing

rational beliefs on a board and verbally reinforcing those rational verbal expressions

through repetition and praise was another Rational-Emotive Education technique used.

Post-intervention data were gathered on the self-report variables in one 30-minute

group administered pencil and paper testing session per school. In the interest of time,

classes had to be combined in each school for the post-intervention testing. Weekly

achievement data were collected during the post intervention phase. During the

intervention, the control group participated in the regular curriculum. The control group



The Effects of Rational-Emotive 27

received the treatment after the experimental portion was completed. The original sample

for this study consisted of 152 elementary students. Of this sample, 124 students (17%

attrition rate), including 57 fourth graders, 35 fifth graders, and 32 sixth graders, provided

both pretest and posttest data. Seventy eight of the students participated in the career-

based REE classes and 46 participated in the regular curriculum.
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Chapter IV

Results

Introduction

In this chapter, descriptive data on the experimental and control groups and data

related to the hypotheses are presented. The hypotheses of the study were tested by using

a MANCOVA for the dependent variables combined, separate ANCOVAs for the

individual dependent variables, and Pearson product moment correlations for the

dependent variable relationships. The results of the study are presented in the following

order:

1. Descriptive statistics of pretest and posttest scores for the Children's Survey of

Rational Beliefs, the School to Career scale, and achievement data

2. Hypotheses-related findings.

Descriptive Statistics

Means and standard deviations were computed for the Children's Survey of

Rational Beliefs, the School to Career Scale, and academic achievement. Means and

standard deviations were computed separately on each dependent variable for the control

and experimental groups (see Table 1). Means were also computed by grade level (see

Table 2). The mean on each variable for both treatment and control groups decreased

from pretest to posttest. The achievement scores were variable, with standard deviations

ranging from 18.45 to 28.95. By grade scores showed an increase from pretest to posttest
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Table 1

Descriptive Statistics by Treatment Group and Dependent Variable

Group M

Pretest

SD n M

Posttest

SD n

Rational Beliefs

Control 9.96 2.91 46 9.11 3.38 46

Experiment 10.45 3.29 78 9.90 4.03 1^

School to Career

Control 46.59 9.01 46 38.76 4.21 46

Experiment 46.59 8.57 78 37.85 6.91 78

Achievement

Control 86,30 18.45 43 84,47 24.32 43

Experiment 77.10 20.91 77 74.76 28.95 77
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Table 2

Descriptive Statistics for Dependent Variables bv Grade and Treatment Group

Test Score Means

Rational Beliefs School to Career

^  Pre Post Pre Post
Group

Achievement

Pre Post

Control

Experiment

4* Grade

M 10.43 10.07 49.29 45.79 78.42 82.33

02.41 02.87 04.68 09.07 18.59 12.55

n 14 14 14 14 14 12

M 09.44 09.86 44.51 46.23 69.45 64.78

SD 03.25 04.17 08.50 08.74 24.67 35.26

n 43 43 43 43 42 42

Control

5 Grade

M 10.13 10.13 48.53 48.13 97.50 85.71

SD 03.16 02.03 07.31 06.84 04.01 30.55

n 15 15 15 15 14 14

(table continues')
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Test Score Means

Rational Beliefs School to Career Achievement

Group
Pre Post Pre Post Pre Post

Experiment

M 12.45 12.20 49.50 50.90 88.25 89.40

SD 02.82 03.02 06.29 05.68 08.18 09.46

n 20 20 20 20 20 20

O"' Grade

Control

M 09.41 07.41 42.65 38.41 82.65 84.94

SD 03.12 04.11 11.72 11.44 21.72 26.10

n 17 17 17 17 17 17

Experiment

M 10.67 06.93 48.67 36.07 83.67 82.53

SD 02.82 02.74 10.20 14.64 10.05 12.39

n 15 15 15 15 15 5
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on experimental fourth grade Rational Beliefs and School to Career measures.

Experimental fifth grade School to Career and Achievement means also increased from

pre to post.

Hvpothesis-Related Findings

A Multivariate Analysis of Covariance (MANCOVA) including follow up

Analyses of Covariance (ANCOVAs) was computed by using the SAS PROC General

Linear Model (OEM). Then Pearson product-moment correlation coefficients were

computed by using the Statistical Analysis System (SAS). In this study Rational Beliefs,

School to Career, and Achievement pretest scores were used as covariates to generate

Rational Beliefs, School to Career, and Achievement adjusted posttest scores. This

procedure increases precision and removes pre-treatment differences among intact groups

that are randomly assigned to treatment levels (Wildt & Ahtola, 1978).

Two assumptions underlying the covariance model are (a) a linear relationship

exists between the dependent variables and the covariates, and (b) the slope of the

covariates is the same for each treatment group (Wildt & Ahtola, 1978). A test for

homogeneity of slopes was done to ensure satisfaction of each assumption using a .10

level of significance (Wildt & Ahtola, 1978). Though the first assumption was met, the

second one was not. "SAS does not have any commands in Proc OEM that are robust to

heterogenous variances.... This again is one of the trade-offs—OEM is indeed general, and

because it is so general it cannot handle some problems as well as more specialized

programs"(Games, 1990, p. 119). In Analvsis of Covariance the effect of violating this

assumption is addressed with P. D. Peckman's finding from 1968 Monte Carlo

simulations (Wildt & Ahtola, 1978). "His work indicates that, as the situation departs

from homogeneous slopes, the analysis becomes more conservative with respect to
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making a type I error" (Wildt & Ahtola, 1978, p. 91). The adjusted means were therefore

calculated with a formula using homogenous slopes.

In hypothesis A, overall adjusted posttest score means of students who

participated in career-based REE classes (experimental group) were expected to be

significantly higher than overall adjusted posttest means of students who received regular

instruction in the classroom (control group). Rational Beliefs, School to Career, and

Achievement posttest scores were calculated with a covariance model using pretest scores

on all three variables as covariates. MANCOVA (a=.05) was calculated to compare the

Rational Beliefs, School to Career, and Achievement adjusted posttest score means. The

calculated F (3,112) of .95 was not significant at the .05 level. The experimental posttest

Rational Beliefs, School to Career, and Achievement scores were not significantly higher

than the control group adjusted posttest Rational Reliefs, School to Career, and

Achievement scores; therefore, hypothesis A was not supported (see Table 3).

In hypothesis B, the Achievement adjusted posttest score mean of students who

participated in career-based REE classes was expected to be significantly higher than the

Achievement adjusted posttest score mean of students who received regular instruction in

the classroom. ANCOVA (a=.05) was calculated to compare the Achievement adjusted

posttest score means. The calculated F (1,112) of .56 was not significant at the .05 level;

therefore, hypothesis B was not supported (see Table 3).

In hypothesis C, the School-Career Scale adjusted posttest score mean of students

who participated in career-based REE classes was expected to be significantly higher than

the School to Career adjusted posttest score mean of students who received regular

instruction in the classroom. ANCOVA (cc=.05) was calculated to compare the School to
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Table 3

MANCOVA and ANCOVA Results using Rational Beliefs. School to Career, and

Achievement Pretest Scores as Covariates

Adiusted Score Means

Group Rational Beliefs School to Career Achievement

Control 9.05 43.26 80.43

Experimental 9.92 45.76 77.04

ANCOVA for the hypothesis of no Rational Beliefs Effect

Wilks'Lambda= 79 F (1,112)= 2.01 p=16

ANCOVA for the hypothesis of no School to Career Effect

Wilks'Lambda= 78 F (1,112)= 1.86 p=.18

ANCOVA for the hypothesis of no Achievement Effect

Wilks'Lambda=.69 F (1,112)= 0.56 p=.46

MANCOVA for the hypothesis of no Overall Effect

Wilks' Lambda =.98 F (3,112)= 0.95 p=.42
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Career adjusted posttest score means. The calculated F(l, 112) of 1.86 was not significant

at the .05 level; therefore, hypothesis C was not supported (see Table 3).

In hypothesis D, the Rational Beliefs adjusted posttest score mean of students who

participated in career-based REE classes was expected to be significantly higher than the

adjusted posttest Rational Beliefs score mean of students who received regular

instruction. ANCOVA (a=.05) was calculated to compare the Rational Beliefs adjusted

posttest score means. The calculated F(l, 112) of 2.01 was not significant at the .05 level;

therefore, hypothesis D was not supported (see Table 3).

In hypothesis E, Rational Beliefs pretest scores were expected to be significantly

correlated with pretest Achievement scores for students who participated in career-based

REE classes. A Pearson product-moment correlation coefficient (a=.05) was calculated

to determine any significant relationship between Rational Beliefs pretest scores and

Achievement pretest scores. The calculated r =.37 was significant at the .05 level;

therefore, hypothesis E was supported (see Table 4).

In hypothesis F, Rational Beliefs pretest scores were expected to be significantly

correlated with pretest School to Career scores for students who participated in career-

based REE classes. A Pearson product-moment correlation coefficient (a=.05) was

calculated to determine any significant relationship between Rational Beliefs pretest

scores and School to Career pretest scores. The calculated r =.39 was significant at the .05

level; therefore, hypothesis F was supported (see Table 4).

In hypothesis G, School to Career pretest scores were expected to be significantly

correlated with pretest Achievement scores for students who participated in career-based

REE classes. A Pearson product-moment correlation coefficient (a=.05) was calculated

to determine any significant relationship between School to Career pretest scores and
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Table 4

Pearson Product-Moment Correlation Matrix

*=E<.05

Correlation Coefficients

Rational Beliefs School to Career Achievement

Experimental Group

Rational Beliefs

School to Career

Achievement

.39* .37*

.19

Control Group

Rational Beliefs

School to Career

Achievement

.48* -.01

-.05
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Achievement pretest scores. The calculated r =.19 was not significant at the .05 level;

therefore, hypothesis G was not supported (see Table 4).

In hypothesis H, Rational Beliefs pretest scores were expected to be significantly

correlated with Achievement pretest scores for students who received regular instruction.

A Pearson product-moment correlation coefficient (a=.05) was calculated to determine

any significant relationship between Rational Beliefs pretest scores and Achievement

pretest scores. The calculated r =-.01 was not significant at the .05 level; therefore,

hypothesis H was not supported (see Table 4).

In hypothesis I, Rational Beliefs pretest scores were expected to be significantly

correlated with School to Career pretest scores for students who received regular

instruction. A Pearson product-moment correlation coefficient (a=.05) was calculated to

determine any significant relationship between Rational Beliefs pretest scores and School

to Career pretest scores. The calculated r =.48 was significant at the .05 level; therefore,

hypothesis I was supported (see Table 4).

In hypothesis J, School to Career pretest scores were expected to be significantly

correlated with Achievement pretest scores for students who received regular instruction.

A Pearson product-moment correlation coefficient (a=.05) was calculated to determine

pretest scores. The calculated r =-.05 was not significant at the .05 level; therefore,

hypothesis J was not supported (see Table 4).
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Chapter V

Discussion

The purpose of this study was to assess the possibility of improving academic

achievement (average weekly homework, in-class assignments, and tests), the perceived

linkage between school and careers, and the endorsement of rational beliefs of students

at-risk for academic failure by using an REE program targeting career education. The

REE program emphasized the relationship between current school functioning and future

work and career potential. To achieve this purpose, the author selected two instruments

measuring rational thinking and perceived linkage between school and careers to be

administered on a group basis. Achievement data collected from teachers' grade books

were also used to determine the presence of any significant differences.

Data were collected from eight classes in two East Tennessee schools. Classes

were intact, but randomly assigned to treatment groups. From these eight classes, 154

students participated in either pre or posttest data collection. Of the original sample, 124

students, including 57 fourth graders, 35 fifth graders and 32 sixth graders provided both

pretest and posttest data. Seventy-eight of the students participated in the career-based

REE classes and 46 participated in the regular curriculum. One hundred twenty-four

participants responded on scan-tron sheets using number two pencils. These data were

then electronically scanned, scored, and stored on diskette. The achievement data were

stored electronically with the Rational Beliefs scale and School to Career scale data. A

MANCOVA for combined dependent variables and ANCOVAs for individual dependent

variables with a .05 level of significance were calculated with the SAS PROG GLM

Procedure of SAS to determine differences in adjusted posttest means. Homogeneity of

slopes was also calculated using SAS.
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To accomplish the purpose of the study, the experimenter tested ten hypotheses.

The 33 pretest and posttest items on the two scales and the pretest and posttest

achievement data were compared between the two groups. The correlational analysis was

used to determine any significant relatedness between (a) the perceived linkage between

school and careers and achievement, (b) rational thinking and achievement, and (c) the

perceived linkage between school and careers and rational thinking. The independent

variable in this study was the type of classroom curriculum (career-based REE or

regular). Data were obtained on the following dependent variables: rational thinking,

perceived linkage between school and careers, and academic achievement.

The findings of this study point to the following conclusions. The majority of

students did not perform better academically, think more rationally, or have a clearer

perception of the linkage between school and careers as a re.sult of the career-based REE

curriculum. Rational beliefs and the perceived linkage between school and careers were

correlated in both the control and experimental groups. Rational beliefs and academic

achievement were correlated in the experimental group. The perceived linkage between

school and careers and achievement were not significantly correlated in either group.

There are two possible interpretations of the nonsignificant differences between

treatment groups. First, these results may indicate that REE is simply ineffective in

changing dependent variables of the type included in this study. This may be especially

true for academic achievement. Some studies have shown REE and RET to have no

significant impact on academic performance. Brawner (1987) found no significant

difference between treatment and control groups on academic performance when 79

adolescents in rural Mississippi were tested on this variable. Casper's (1981) study, which

included 80 sixth-grade students in an elementary school in Ohio, also showed no
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significant difference in academic achievement between treatment groups. A study

investigating the effects of REE on individual academic achievement in 99 sixth grade

students in a public elementary school also found no significant change on this dependent

variable (Greenwald, 1984).

Furthermore, the underlying process of REE may be called to question by the

findings of this study. REE's abstract and indirect nature may be ineffective in producing

changes in beliefs. One study showed significant results in increasing rational thinking

when REE was combined with a more concrete and visual technique, rational-emotive

imagery (Greenwald, 1984). Following this lead, the current treatment might have been

more effective with a greater diversity of video taped role-models. The modeling

literature (Bandura, 1977) suggests that a visual video taped role-model technique might

have been a more concrete way of promoting the belief that what you do in school affects

career opportunities than was the more abstract analysis of beliefs. If younger children are

indeed functioning at the concrete operational level, the video taped role-model analysis

might have been more understandable and engaging for them than the A-B-C technique

of REE. Nonetheless, one REE study done with children grades two though eight found

greater effects at the lower grade levels (Buckley, 1983).

A second way to account for the nonsignificant differences in this study is to

assume that limitations of the study undermined an adequate assessment of REE's

effectiveness. The treatment may not have been implemented as extensively or effectively

as it could have been. Perhaps the classes were not exposed to the material long enough

for it to have a generalized effect on any of the dependent variables. Though each class

began with a brief review of the previous lesson, students may not have been able to

clearly grasp all of the concepts and their relatedness due to the inconsistency of
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scheduling in some weeks of the study. Because the treatment occurred in the winter,

weather conditions often undermined the treatment schedule for classes. Though the

sessions were taught in order, there were some weeks when school was dismissed,

causing the six weeks of classes to be spread over an eight week time fi-ame.

Problems in implementing the treatment were especially apparent at the sixth

grade level. The sixth grade group was disruptive during the REE classes as well as in the

pretest and posttest data collection. Thus, the students in the class may not have been able

to understand the lessons as thoroughly as fourth and fifth graders due to extraneous

comments from classmates and the distraction of necessary discipline from the instructor.

Fourth and fifth graders were often very well behaved and appeared to be more attentive

than the sixth graders.

Behavioral problems with sixth graders leads one to believe these students did not

pay close attention in the treatment sessions. This could partially be related to the

instructional level of lessons and activities used in the treatment program. To control for

lesson content, the experimenter chose activities at the 4th grade instructional level for all

of the grades. The interests of a nine year-old are at times very different from those of a

12 year-old. The material may have been too rudimentary for the 11 to 13 year old age

group. The fourth grade was the only group that yielded a significant increase on the

rational belief variable. The material may have been more instructionally engaging for

this group. The Children's Survey for Rational Beliefs: Form B was also developed for

this instructional level and may have been challenging enough to elicit a genuine response

from the fourth graders on the pretest and posttest.

Problems in the assessment of dependent variables may have also reduced the

likelihood of significant findings. The lack of increase in achievement may be attributed
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to several factors. For example, data were collected from teacher kept records that

included grades from teacher-made test, homework, classwork, and quizzes. Some of the

work may have been subjectively rather than objectively graded, which could cause the

achievement scores to reflect factors other than achievement, such as effort, neatness or

even conduct in class. The posttest achievement data were gathered on the last grades

collected for the year. Fatigue near the end of the school year and excitement over the

summer break may have affected the students' motivation to achieve academically.

The fifth and sixth grade groups' achievement scores basically stayed the same

from pretest to posttest; however, fourth grade experimental group achievement scores

decreased. This may be because fourth grade experimental students missed core-

curriculum instructional time while engaging in the treatment program. Fourth grade

students did not change classes as often as the fifth and sixth graders. The fifth and .sixth

grade schedules were adjusted so that the RFF classes replaced non-core subject

instructional periods. Fourth grade schedules did not allow for such adjustments.

Lack of consistent significant relationships across the dependent variables may be

attributable in part to the nonstandardized nature of the instruments and to differences in

scoring procedures for the dependent measures. Although the best available for this study,

the two instruments employed had not been extensively developed from a psychometric

perspective. Standard or scaled scoring for all the dependent variables would have also

made the scoring on the variables more comparable and uniform. The findings of this

study and resulting conclusions lead to several recommendations for future studies.

1. Studies should be conducted to examine the effect of career-based RFF classes on

rational thinking, the perceived linkage between schools and careers, and academic

achievement one grade level at a time.
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2. The materials in the classes should be appropriate for the developmental level of

the students to decrease chances of disruptive behavior and increase chances of rational

thinking's generalizing to academic achievement.

3. Alternate tests of each dependent measure should be used to maintain the interest

level of the participants.

4. If this study is replicated, the career-based REE classes should be scheduled at

times that will not undermine core subject instructional time.

5. Longitudinal studies should be conducted to investigate long-term effects of

increased rational thinking on not only academic achievement and perceived linkage

between school and careers, but actual attainment of employment.

6. Further studies should increase the length of the classes either in minutes or in

sessions to see if a treatment effect would emerge.

7. Studies should be implemented to examine the effects of integrating career-based

REE into the regular curriculum or the vocational/career education portion of a regular

curriculum.

8. Studies should be implemented to determine if a career-based REE program is

effective with students younger than 4th grade and older than 6th grade.

9. Studies should be conducted with larger samples to strengthen the external validity

of the findings.

10. Further use of video taped role-models should be investigated by first assessing the

effects of role-models as a sole REE reeducation activity. General dimensions of the role-

model treatment should also be examined; local vs. non-local, same sex vs. opposite sex,

cross vs. same generation, and cross vs. same ethnic group.
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11. This study should be replicated near the beginning of school year while the

motivation level of students is high.

12. Scores on assessment instruments should be converted to standard scores to make

means more comparable.

13. A standardized measure for assessing achievement should be used to ensure that

achievement is being measured accurately in all groups.
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APPENDIX A

CHILDREN'S SURVEY OF RATIONAL BELIEFS: FORM B

Directions: Next to each question there are three possible answers. Pick out the answer
you think is best for you. Write the letter on the answer sheet beside the number of the
question.

1. When somebody calls your best friend or mother a bad name:
a. you have to fight
b. you have to tell him off
c. you can think before you act

2. If you can't answer the teacher's question:
a. you'll get a bad report card
b. you may be able to answer the next one
c. it shows you that you can't learn

3. When you get mad at somebody:
a. it is because of what that person did
b. you think yourself into getting angry
c. it is because the person is no good

4. A child who throws a temper tantrum:
a. is a spoiled kid
b. always gets his own way
c. is acting immaturely

5. You feel upset because you believe the world should be perfect. You can handle this
problem by:

a. trying to figure out why the world should be any different than it is
b. trying to force the world to be your way
c. telling yourself it doesn't matter how the world is

6. When you feel anxious (nervous) it is because:
a. somebody is going to punish you
b. you are thinking thou^ts like "some awful thing is going to happen"
c. you are a bad person
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7. If you can't leam your school lessons right away:
a. you'd better give up because you'll never leam right
b. the work is too hard to do
c. you'll need more time to practice

8. When somebody teases you, you:
a. can wonder what his problem is
b. think that people don't like you
c. think that he is stupid and no good

9. If a person is not acting his age, the first thing to do is try to:
a. show him he is acting silly
b. understand that not everybody acts their age at all times
c. pretend he doesn't exist

10. When you feel worried (anxious) you:
a. can't stand feeling that way
b. think there is nothing you can do about feeling that way
c. can ask what you are getting yourself anxious over

11. If you have trouble learning to read that means:
a. you must be pretty stupid
b. you won't leam anything well
c. you have to spend more time practicing

12. The best way to get over your worries and troubles is:
a. try to forget them
b. complain to your friends
c. question your troubling thoughts

13. When you do well in school:
a. you are a good person
b. you knew the subject
c. you were lucky

14. Some people who easily become angry:
a. have a hard time liking themselves
b. have many bad things happen to them
c. can never stop being touchy people
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15. A person who doesn't like himself
a. doesn't think much of his positive qualities
b. is not a very smart person
c. is never liked by other people

16. If a person thought "it's too bad 1 didn't get what 1 wanted" he would likely feel:
a. angry (mad)
b. disappointed
c. nervous (anxious)

17. Your feelings come from:
a. how people behave towards you
b. how you think about things which happen
c. your heart and your stomach

18. A person who is angry or "mad":
a. has been treated unfairly
b. sees only one side of the story
c. is a bad person

Scoring Key:

l.c lO.c

2.b ll.c

3.b 12.C

4.C 13.b

5.a 14.a

6.b 15.a

7.C 16.b

S.a 17.b

9.b 18.b
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School to Career Scale

Students have different opinions about what happens at school. We would like to have
your opinions about the importance of different things that occur at school. This is not a
test. There are no right or wrong answers to the questions that follow. Simply indicate on
the answer sheet how strongly you agree or disagree with each statement by using the
following scale:

1 = Totally agree 3 = Kind of disagree
2 = Kind of agree 4 = Totally disagree

1. Most things that are taught at school will not have much effect on my success as an
adult.

2. Learning to get along with my classmates will help me know how to get along with
others when I become an adult.

3. Paying attention to my teachers will increase my chances for having a good job as an
adult.

4. Getting in trouble at school has nothing to do with what kind of life T am likely to
have as an adult.

5. Much of what I learn at school should make my life better as an adult.

6. Pestering other students has nothing to do with how successful I am likely to be as an
adult.

7. Doing my homework is a good way to develop skills that will help me as an adult.

8. Missing school will hurt my chances of getting what I want as an adult.

9. When I don't do my assignments at school, I am hurting my chances of being
successful as an adult.

10. How well I learn to read and write will not have much effect on how far I will go as
an adult.

11. Sleeping in class has nothing to do with what I will accomplish as an adult.



The Effects of Rational-Emotive 55

APPENDIX B (cont.)

12. Getting in fights at school will hurt my chances of having a good life as an adult.

13. Quitting school as soon as I can is the best thing for me to do.

14. Doing well in school will greatly increase my chances for success as an adult.

15. Talking to classmates instead of doing my schoolwork will decrease my
opportunities as an adult.

Scoring Key:

Items 2,3,5,7,8,9,12,14, and 15 were scored as follows:

l=Totally agree- 3pts.

2=Kind of agree- 2pts.

3==Kind of disagree- Ipt.

4=Totally disagree- Opt.

Items 1,4,6,10,11, and 13 were scored as follows:

I=Totally agree- Opt.

2=Kind of agree- Ipt.

3=Kind of disagree- 2pts.

4=Totally disagree- 3pts.
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APPENDIX C

Weekly Lesson Plans Replicated and Adapted from Rational Emotive Education: A

Manual for Elementary School Teachers (Knaus. 19741

Week 1: Chanter HI- Feelings: The Basics in Rational-Emotive Education (Knaus,

1974, pp. 17-22)

Day 1- Background for the Teacher and Student Activity 1: Feelings

Day 2- Student Activity 3: Where Feelings Come From and Homework Assignment

Day 3- Student Activity 4: The Happening-Thought-Feeling-Reaction Diagram

♦Adaptation- The word "happening" was replaced with the word "event" for a clearer

understanding and a closer parallel to the "A-B-C" method, which includes an activating

event, behavior, and then consequence.

Week 2: Chapter IV: The Art of Challenging Irrational Beliefs through Self-Questioning

and Action (pp. 23-27)

Day 1- Background for the Teacher and Student Activity I: The First Step in Challenging

Day 2- Student Activity 3; "Mr. Head"

Day 3- Student Activity 4: Using Challenging Techniques

♦Adaptation- only sections I and 2 of the procedure were used in activity I
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Week 3: Chapter V: Challenging Feelings of Inferiority (pp. 28-30)

Day I- A role-model video of a local hair salon owner was shown for 15 minutes. The

last half of the class was discussion. In the discussion the instructor questioned the class

regarding the steps necessary in order to become an entrepreneur. The steps were written

on the board. The answers were solicited by using the questioning format "What was the

first step Mrs. X needed to take in order to become a salon owner?" This type of

questioning leads to answers parallel to responses to the Interview Script given by the

role-model during the video taped interview (see Appendix D). Typical responses to the

questions included statements such as "First she had to do well in the 4th, 5th, and 6th

grades," "Next, she had to do well in junior high school." and so on until all of the role

model's career steps had been named. After all of the career steps were written on the

board, students were asked to think of obstacles that may have faced the role-model along

his or her career path such as poverty, difficulty with schoolwork, and difficulty in rural

environments. The class was asked to think of irrational beliefs the role-model may

experienced that could have kept him or her from succeeding. Typical responses included

statements such as "I'm poor, I'll never get to college," " I will never understand math,"

and "Nobody from around here ever goes to college and neither will I." Students were

asked to replace those irrational beliefs and statements with rational statements. Next

similarities between the students and the role-model were pointed out by the instructor

(such as the role-model was in 4th, 5th, and 6th grade, was not perfect, did not have a lot

of money, and grew up in this area).
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Day 2- Recap of the video taped role- model's career steps, Background for the Teacher,

and Student Activity 1: Simple and Complex combined with Student Activity 2: The

Self-Concept Pin-Wheel. During each recap of the video taped role-model's career steps,

students were asked to share what was covered in the last session. Students were asked to

give the occupation of the role model and the first step the role model took in order to get

to his or her current career. The instructor wrote these on the board as the students listed

each step.

* Adaptation- Only steps 1 and 2 of the Student Activity 1 were used. Steps 3, 5 and 6

were omitted for activity 2. Before the students completed pin wheel activities on

thernselves, they were asked to first complete the pin-wheel activities on the role model,

using the information they gathered from the video taped interview. This was used to

show the similarity between the role-model and the students.

Day 3- Recap of the video taped role-model's career steps, and an adapted activity. The

activity involved students writing the letter "R" for rational on one side of an index card

and "I" for irrational on the other side. The class was divided into two groups and

challenged to identify the most statements correctly by raising up the correct side of their

index card. The instructor then prompted the students with rational and irrational

statements similar to ones generated in the video taped role-model discussion.
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Week 4: Learning. Mistake-making, and Imperfection (pp.34-36,45,46).

Day 1: A role-model video of a local counselor for a government agency was shown for

15 minutes. The last half of the class was discussion as outlined in Week 3.

Day 2: Recap of the role-model's career steps, Background for the Teacher, and Student

Activity I: How People Learn

■"Adaptation- between step 8 and step 9 of the procedure students were asked to think of

some situations that may have been frustrating for the role-model. Students were then

asked to describe some irrational beliefs the role-model may have held that would cause

anger. The students were then asked to replace those irrational beliefs with rational

beliefs. Students were also asked to replace the negative feelings that resulted from the

irrational beliefs with more positive ones. Students were then asked to come up with

some irrational statements they make to themselves everyday. Students were asked to

share these with the class and to talk about the negative feelings that were a result of the

irrational beliefs. The instructor wrote them on the board. The students were then asked to

replace the irrational beliefs and negative feelings with rational statements and more

positive feelings.

Day 3: Recap of the role-models's career steps and Student Activity 6: Why People make

Mistakes.
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*Adaptation- before beginning activity 6 students were asked to think whether the role-

model made mistakes. Then students were asked to share some of the thoughts the role-

model may have had when making these mistakes. Students were then asked to identify

the statements as rational or irrational. Students were also asked to the share the feelings

that would accompany these rational or irrational statements. For activity 6, students were

not asked to complete the previous homework assignment, but were asked to share aloud

some mistakes they made, the thoughts they had regarding them, and the feelings that

followed. Then steps 2 through 4 and 8 were followed. Students were then reminded that

the role-model made mistakes just as they have and the role-model was able to overcome

them and continue on to a career because he/she overcame the mistakes by thinking

rationally.

Week 5: Demanding Castastrophizing and Challenging (pp 47-52)

Day 1: A role-model video of a local middle school assistant principal was shown for 15

minutes. The last half of the class was discussion as outlined in Week 3.

Day 2 : Recap of the role-model's career steps. Background for the Teacher, and Student

Activity 1: Demands and Desires

* Adaptation- in step 3 students were given an explanation of the words assume and

assumption. Students were also asked to share some demands and desires the role-model

may have had as a child growing up in the 4th, 5th, and 6th grades. Step 5 was omitted.
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Day 3: Recap of the role-model's career steps and Student Activity 3: Touchy Joe.

♦Adaptation- Students were asked at the end of the activity if they thought the role-model

was a "Touchy Joe" in the 4th, 5th, and 6th grades. Students were also asked if they

thought a "Touchy Joe" could be successful in school and go on to a career as an adult.

Week 6: Chapter VIII: Special Topics (p. 55)

Day I: A role-model video of a local college student was shown for 15 minutes. The last

half of the class was discussion as outlined in Week 3.

Day 2: Recap of the role-model's career steps and Student Activity I: Responsibility,

Roles, and Rules.

♦Adaptation- steps 1 through 4 were used.

Day 3: Students were asked to recap all of the role-models' careers and the first steps they

all took in order to get to their careers (doing well in the 4th, 5th, and 6th grades, etc.).

They were also asked to give examples of rational and irrational beliefs as well as the

feelings that accompanied them. Students were thanked for their participation in the

activities.
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RATKliAL EMOTIVE EiXJqTiON
AMANl^FO^
ELEMENTARY SChOa TEACHERS

William J. Knaus, Ed.D.

Institute for Rational Living, Inc.
45 East 55tti Strest. New York, N.Y. 1002*

Note, From Rational Emotive Education: A Manual for Elementarv School Teachers (pp.
17, 18, 20-24, 26-28, 30-32, 35, 36, 45-48, 51, 52, 55), by W.J. Knatis, 1974, New York:
Institute for Rational Living, Inc. Copyright 1974 Institute for Rational Living, Inc.
Reprinted with permission.
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CHAPTER III
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"he Basics in Rational-Emotive Education
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acvisacle :o l i.r.ic cr.e lis: Co 8-10
because a large lisc can beccce un
wieldy.) If ere scucen: lis: needs to
be exoandec, scce acdicicnal pessi-
bilicies are Che Irracional nagging
■feel ings of anger, hace, dicressicn,
inferiority, worchlessness; the
rational unpieasan; !  incs or

frusera:icn , annoyance, cisacocinc-
oenc, sacness, unnaco ir.ess , perplex
ity; and c.he .-acicnai pleasant feel
ings of joy, enchusiasc, calmness,
curies icy, concenc.-renc, anc exoice-
cenc. (Ac cris point it is no: nec- •
essary to distinguish che .-acicnai
from irrational feei incs.)

5. Ask cne class to go over :he
psychoicgicai feel ings list and chink
accuc wnich feei incs chey consider
pleasant or nice and whicn cney con
sider uncleasanc. laoe! these w er -
according co che aop.-opriace resocn-
ses.

6. Ask che enildren to briefly tell
about a real cr imagined oirou-mscance
In which eacn of cnese feel ings was
experienced. Erase cne p.hysicat re
sponse list; make a hacoer.ing on cir-
cu.r.scances coiu.mn ne-xt co C.he psycho
logical feel ings l iscs.

7. Lis; che circu.mscances given by
Che chilcrt.n in a .manner similar to
Che diagram cn Cne rolicwing page.

8. Ask Che class if they can cl-.ink
cf a cea.ninc for cne were "feel ing."
Oces a feel inc just cc.mt auccma.i-
cally on is it a resccnse cr result
cf ar.vcnlnc? Ac cnis pdnc i. is
cniy necessa.-y := escabi ish che idea
p(• a re 1 aC io.nsh ip oecween h.accenings
Ind feei incs,
Scude-ic AcciviCv 2: ~he :xcr»ssion
Guess inc Game

?u.-pcse: CO dtmcnsc.-aCi C.haC dif-
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Scales (sss pace Ifj I'e-'s ts carr.cn- see a eir.e near cne cr zr.s ?ar<
s;.-a:s :ra: pecsis fee! eifre.-sncly ber.cnes sa ycu pt: t.-.s ;:y dc-n and
abcu: :ne s-.T.e evenrs. anspner cnild S i CS on i:. Hcwwculd
Z. Have :.-.e sfjssnps :c c-jess ycu feel? New success ycu fsune out
wr.ac arcp.-.tr stucsn: Is feel ing at a ' P.".aP cf.e cpner cHIIc was Si ins arc he
c I ven ti.ce and c.-.en cHesit cuP his csulsn'p see your aarcccars scdei ;
e._.ejS4j, he- wculd ycu fee! ir. p.-.is siPuacien?

'S:ude-P -sp^/ipv !' '■>.«.-« -eel incs 1. Have sc-e cf PHe resccnses read
•  aisua cr wripper. en p.-.e csars.

3. -s* Phe slasj, "Vhy did yeur
rsacpicn cr fee! inc sr.a-ce wipr. "he
adsipisr.ai infs.-nap ■sr.; Is phe csaP .
spii l ai.-py resarpiesi cf Phe driver':
rucpive? Isr.'p pre carpccarc csae!
brcker. ever, if Pre ccv -as saP en ip
is cl i.-.s? Wh-prer sre peacrer Pried
hare ar.s was csnce-rtp iccuP ycur
learr. ins pc read, ysu'ii SPill be
tefp se.rinc."

L'sinc e-nacsles reas cr wrippen ca
csars, ask '"-hy scesr.'p sve.-/becy

hai l In scrcsi cne day arc ycu ever- fee! Pre sane way acsuP pre sipua-
hears .ce Peil inc jnsp.rer psacher: "I piers? Where ds ycu P.ri.rx feelings
hear p.rap 1 is sslns ps be kesP cs.r.e f.-s-c?" AccecP ai! rtassnacle
sack. He Isne; failes pre reading answers (head, brain) , cup ecohasipe
:-sp." Wripe dswn pre feel ing ycu P.haP fee' inss cc.r.e "cr. p-susrps.
wculd have if pris haccered ps ycu.
New succsse pr.ap as ycu walked fur- 5- ".eview key ssinps r.-pr. crevicus
p-.er sc-n pre hai l ycu hears phe spuserp acpivipy; praP ctscle have
cp"e- Peacrer say: "Ip's pcc bad. dlffere.-.p feel ings accuP pnings,
I  pries cv harcesp PC heis h i.e read ciffe.-tr.p ccsss and ^e.nc-riences,^ PhaP

when he was in my class." Vripe hew prey e.rc r-s s Pre;." reei incs dirrerenPr

Cc.T.a
:  :c it-ccrstra:* trat feel-

Ir.ss art rer.e.-attc by arc
be: lers.

! , Havt cr. i ibrsr. :a'<s cut pacer
arc t, Lrrlair :.ra: ycu are
ccir.9 iz z; ve i.-.-r. zz .""2 : s 1 tua-
r:c.-,5 ar.c ira: ycu ■'^ar: tr.tr. zz
w r ; z a ztm r. zr.t'r riac; !crs— trey
wc'wi * c r;t ■  If :.rs si:u5:;crs rac-
ctrec t.re.r.. (Ttacr-r .rjy cse-vcre
zr a* I cr tres e exairc i es ,) :
a ■ s-cccs » ycu *«wers waikirc ccwn tre

ycu new ree; .
b) success ycur .nsprtr csucrp ycu a
new ccaP ar.s pdc ysu PC be careful

ly.

Tei l Phe class Pr.aP Preir hc.n.ewcrt
ncp PC geP Pre ccardirpy. -s ysu as 3 i cr.r.en p wi l l hsic pr.tn. sae PraP
are walking ccwn pre SPretP, a car feel ings cc.ne frc.n prsug.rps or p.naP
Sw-rves near p.re cure arc nus is P.rey "feel t.re way Prey prink,"
sclas-ec ail ever ycur ecaP. Wripe
ccwr. he., ycu wCuls fis'. Succsse Hcn.-wc'k »ssisrn»-P:
ycu saw p.rap pre eriver was ycur .nave Pne c;ass wr;Pi dc.in pre
i7.spre-'s f.-ierd arc Pra: sre had prsugrps prey ^hav- wrs.r^p.rey are
s-ervec PC avcis hipping i cri ic. arg."*/, sad, ar."3;s, cr r.'us ..*a .es.
;h» sppccss arc cffsrss ycu a rise -sk p.-.tn PS dessrice Pre sipuapisn,
hs.ne a.rs saip Prap Sr.- -cuis e.xsiain preir feei irg, anp wna: Prey Cid.
whaP haccsnec ps yCur .nsprsr. Wripe
cswn he- ySu wcu's ns- fe-i,
c) succsse ysu ar- sarr/ing a cars-
:ca-c r.ccei ef a pcv ycu nice for a

~'-cucr:"^se' ins .^essc'cr d'an-ar (HT.'
.'urssse: PC heic pre pri lcrin vls-

c'as: ;-c esP p.r.-cug.n pre ca.-k. rcu uai ipe he- prey riacp :c s.PuaPisns
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arc :c f'^rzr.tr darsnstraci :?!a: fesl-
incs cc.-e frz.T. t^euehta.

PrccsCurs;

], 2es;r ;rs Issssn by drtwrnc an HT'a
c'acran en ;.*.e bcari, us i.-.c an exarale
rre~ ycur c-n exee.-ierci cr c.-.e cne
e d' C'':

I nc .'.ease icn

ricea le-acre Is "resera: Ion, Trias --

because ef raa-r/ ccvarinc era H, lie ears Ien •  ee s!ass

e .-a m c. class, le bce.rers :ar-<ec i

ea erae 1 rave cc

be ea'ayec e.HIs way.

2. /is.< *."s c'.ass z: Z3<s eu: zrs lasc ], Ofscuss era ens;T:!»s rsad ileuc
:-;c.T.a'.'.cr< jsj'sre:ar: (wriz'r.c eon ere:.- by ask.'.-.c cuestier.s seen as i:s
e.ncuerei ...-.sr ersy -ers arer/, rrus- rel lcwinc; Why cs ycu e.-,i.-.k (cr.rte's
e.-aeac. ate.) -sk ir any zf zr.s cnil- naca; are (anceher enile'i nace)
c.-ar wreea aeeut far an:-.-:areas arc ■««.-- afrais (ancr/, r,-es;.-a:ac)?
have e.-.arr. raae alcue. (If rere '^era Vrae was each sf crar: i".a*
7ta.- eneer; areas, ask aseue eerar .r^ca :,-.an fasi tfta: way? Vhac sic
e.Tet'sns le eras ie is .scssia'a tc eaer. cf e.-.efl ce?
cat Sd'/erai eeines sf via".* en era
arrcefcn.;

Have vc'ureaars wie.n era sar.e aes-
e icr. ace era'.' eaea ee era erares.
.-e i i cw r.-.e ara ■cera aaairelas:

Lese faerer's Hs'j cs're ee be ."aar and anxieey lie.r'e eall hiia.
car keys. ane.-y are re wiil
(2dcrea; eunlsr. .r.e. Trac

wcu!: be awful,

Ceeereer ee I --eels -raks a ^nxfcus .ivcldad ssaakinc
ealk Ir f-ere cf ciseaka, ee "rierearac Ir f.-er: sf
class (."a.-/; laueres ae, ba a siass.

fee;,

.'■lea-Iy r : :•/ Career! Laear r-ar, e.-.an rreucre I v»culd
ersuere, ""rae rsl laf e.'/ c: ba sera
was s:cse. I  ea.-aful.
near. -/ ee- • H r -

by a ear."

If erile.-ir Have eifficuley ssre'nc
ere caea fsr era Siacrsre, ef-'a- as-
slseansa sr ask vcIur:;-.-s ee ra!?.

Zt
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CHAPTER IV
"he Art of Challenging Irrational Belief
through Self-questionino and Action

2ac:<r-:'jr; r;- srr.s kr.'^c cr a;: 'a-. Trus ;.^s ciild
i='^c3::s:2 sys- whc rsars susl fe 3cea:<r,-.:, r;r e.xar.-

S2;s :.";a; .r.a I .^iy ccncarr :.-;sr;sa i ves ?'s, is snccuracas rirs: :i c:ss:rcn
'« i r;ei;I,2c in;' vis'^a i s icantirv anc irnaiicnal assL.-;::;;, an; men
txz'isz .nei .* "isi inei, .•3::;nai- ;; :ake aci'cn cirscts; a: oven-

;ve i;-jc3,!;n ;->cnss nc; cmy car.inc cne rsa.—namely, spsakinc in
cne Icen: I r I m;cn an: sx:rsssicn "n: ;r ;.-;u;s. i .-.s ani
• ec-.n.!cjas, aisc ma way inna" exrenienca arf;r; ;;;cn;*^ni;ias fsn
licnal icsas an; rss! in;s are ;sn- a c;v; i n i n ; new c rmw -5 rm; :: n;

•  I i» ie:;mss pcs3:;is skil ls anc incneasin; sal f-acm: :anca.
wfm S£; ;; mal ianca ;;sr;:e i ?-jr:ssa ;f ena=:a-' :: :jacn mil-
ramcna. ieHs-'s «=-"= snen m icanciry meir !.-.-a;ienaI
phese rae: in:s an; sei iari is known. an; railcnal bal isrs, nai; ;neni
'S a p I ar.-s; i V In; :amni;-.;a. "his sxamine me erra;:: an; :na ;e;.-se
sys.am can p.-cvice cnt icnan an; zf pneln irnaticnai an; .-asicnal

cei iers, an; cc help zr.ir. :t;in
cnai lence main sal r-cs.-»a::ne assumc-
rlcns sa :;-.a: :hay can. iscin :c acc
cn cne.m.

acuics wiph :ne nacassa.-/ skil ls fcn
facinc emc;:cnai ci rnIml : las as "hey
arise.

Cne cr :ne cniar .means cr ;hal-
Ien;;n; irnacicnai as3wm;;icns is
Se! I —c.es.ic.ninc. r;r axa.m; ;e, a 21'j Pen; iGti'/lc' ! ■ **-» **-st S"";
Chi le wno iel ievas he is nc; a ccc; in Cha'iencinc
..e.Sw.n -ac.:;se ne has Ic..* cnaees in .-"^nccsa: cc help scjcanss ican.ify
scncci can :e ia; :c i;ncen-;an;, as rapicnal bel iefs an; !r.-a:icnal
mi l ls has snown, cha: r.-zr.ar.s ane no: be! iefs (is),
cefinacle as cccc cr e'/il--;nac
ceccie's wc-m ij nc; cecermine; by .'nccacune:
-"® ' " - - cn I 1 c can I. Sacin che lessen by asking far
aIsc learn cnac ai l ar r.iS cnaics, vGlu.ncaens c; cefi.ne cna .*crC

c - s r ! 5 T : C2 , :a'~crTar.c2s "c~a I I irtca." a* * .•aascnaa le
C3n.-c: re jucgad =y era craraczar-! s- esr ir i : icrs cn :na bca.-:. Ixelafn cc
c c, sjcn as peer ;.-ac»s. Cr cacnse, cne class Cha: chey are pcinc
an 1 I cscan ̂cp I se ■ r-p-aes: icn in; is oaescicn anc Chal lenge sc.me cf cheir
cnly cne r I rs c see;; $..rce ;ena'/!crai cn'nkin; by using che hhrn biacraim
cna.nge a i s: recuines ma; cne cake . (meir las: R;; h;.mev.c.-i ass Ignmen c) .

2;
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and -iO rrsans ver/ neca:ive sel inss
I  iks anisr, ssi.-sssion, anxle;-/.

Ask :.-.s s;-jcsn:s ts racs tr.«:r
fesl i.-.cs ;ns a::rss.-ia;s scaias
f=r ;.-.s fj;;:-*;.-.; :.'-.such:s;
a) i; wc-a;: :e awrul ir 1 =« =
al l A's .-Ay rsssrz card. (!s)
s) I can': 5:3.12 i: wh-.n cna: ?±st,^
i-.arv, ask cs :c cccy sy hcr.ewsrk. ( is)
c) I'n j'.ae :.-.a: .ity pa.-sn:s ans 1 cac
a Icnc sc we i l. (.-2)
c) I't.-.i.-.x I wculd be a s=cd_cnsica
far :r.e :s3s's caccai.n, buc it would
be a eisatcsinrttn: if tie ttatc didn't
c.-.csse r.e. (■■:)
e) I: is A.-.fai.- rzr t.s t= have so
r.uc.n nar.ewc.-k; 1
screar.. (i:)

'o S3 ancr/ 1 could

If .ov parents dsn': buy t.ne car.as 1
.askac for, t.ney son': Isve .s!a (is).

1. have stusents 3u: .-.r. nead ^
t.ncuonts on r.T.-n cr.arts oy ask:.ns
tner. to describe t.be reel incs and
potential reactions t.ney .r.ic.nt have
to the t.nous.n: cares.
2. have t.ne stude.-.t: .take uc new
t.ncucht cares with .-ational anc ir
rational iceis t.hat hr. head r.ic.nt
have.
3. have the students cuess the^
effects of -hr. head's theucnts in
preeioitati.nc -esi incs ar.c t.ne.n place
t.na-e on the Lnotionai Lneerie.nca
scale.

e. If t.nere is tir.e, scales oar. be
(cade for euriosir/-, anger, cor.te.-.t-
r.er.t. ar.c et.ner feel ings the oh i 1-
cren .ray wis.n to c.-.a.-t in resoo.nse
to a 1 is: ef thcuchts.

Student t;r:v'tv 3: "hr. head" (c.-ody,

Purcost: to er.r.ance cni lcren's^
awareness of how their t.ncuonts i n-
rluer.ce t.ntir feelings.

Procedure:
1. Draw a face on a oaper oag or
plastic brwi and place ca.-cs witn
thouc.nts written on them into the
bac or br-l. Lnolaln to t.ne ciass
that tr.e "noucr.t Cards rtoresent
sor.e or tne iseas Chat .r.ig.nc be
ccing on in anytody's head: Sor«
irrational, scr.e are rational anc iead
te eit.ner aeerceriatt or ir.aooro-
prlatt erotlonai reactions.

2. have the children take turns s Io.k-
"iine cares frc.t! .hr. Head, ide.ne i fy ing
tr.e t.neucr; as raticnai cr irrational
and e.ne"alr.l.ng their answers. The
fol lcwl.ng are Sarole care s tate.r.e.-.ts :
I  een't l ike te .nake .olstakes (re).
Al l huna.ns are oi S takt-cakers (ro).
f.ar/ .r-akes n.e ang.-y (ii). it is
awful te have to sit next to Sam (13)

'Js ne r:-at i end nod-udent A-t'vltv 1^

Puneose; to give tnile.-en practice
in cuesticning irrat;cr.ai iceas
t.n.-ouch t.ne erese.ntat .on or hypc-
tr.eticai situaticns. Th.-ougn. the
challenging, the cniio.-er. wi 11 _also
learn to reduce neurotic be.navior.

ocedure:
Tel l t.ne ciass tr.at

,e.-/ t.ney are loout to
bey's fea.-S. Ask t.ne

about heiei.ng hire over
as it is toio.
"A boy nared ian enjoys
esoecially on lakes, he
that tne werio is riat.
are monsters et t.ne eeee
wcrle er.es. so ne's erra
ocean because he tr.i.nks
off the eart.n if he gets
inte t.ne eeean."

the brief
hear is abcut

;  te think
his fear

beating,
bel ieves
hat there
where the

Id ef the
he'll fall

teo far out

2. A.nceursge the class to he;p Sam ^
cuestion his thinking. C.ne met.ned cr
Getting t.ne cuest!oning star.ec is
by having t.ne teacher take Sa.m's role.
3. Have a -/ciunteer cut Sam's feel
ings on an h'.-n ciagra.r.. Vhat are
his rational beliefs? Irrational
be' iefs? """ns: feelings co his ir
rational bel iefs cause? As a result,

25
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2. Have :.He srodents rake our the
asjien.r.enr (a e'iaoram or. rhei." reel-
inss aocur sseaking in rronr of rhe
class) and ask a tew sruee.-.rs ro read
rneir dias.-arss so^.r.-.ar you can cauca

t.ne exr.'ssies of r.neir bel iefs and
find cccd exaiTsles of ro and iE.
He.-e a.*e r^c cccd exairoies:

3. Cnoose rwo srudenrs ro writs
r.Hei- exrrer.e'sxamp 1 es on rhe
board.

Haooen 'ne

Talkine in

class and
ina*ine a

mis rats.

.neusnr »

I wouIsn't

I  ike .T.akinc a

mistake and

eerrinc lauches

at.

If that haooenad

it wculd .T.ake ma

a fed ans t.hat

wsuic ba awful.

L'nhassy

rriohrtne

Anx i cus

reals infererior

feacrlon

Wsn'r talk in

f.-oneof class.

Talkine in

class.

I'll t.-y ro do
my bast, and if
I make a mis

take, it's too
bad. It's no

b i c deal.

Mild dlsolea-

surs at rne

rhcuchr cf
making a mis-
ZaKS •

Set us in Trent

of class and try
to say what you
want to.

k. rs< rne rest of rhe class ts
identify sraremenrs on r.-.a board w'nic.h
wculd result in sel f-down i no a.nd
anxier/ and have rhe.m exdain wry.
As the srueenrs are examining the
sraremenrs you may want to ask how
many of them agree or disagree with
rne individual srate-menrs on the

5. Exdain that an unreasonasle sr
acsurc idea is called an i -~a r i era 1
bel ie* or an IB. Give as an exa.m-
ple: "Nciody in the world wil l ever
be my frisre." Lxclain that a
rational belief (or rB) is a Sens ibl e
loc csi statement that seems to fir
rea i ' .-or examde; "hu.mans are

cacacle of .raking mistakes" or
".his tske-naking tendencies do not
■make us worthless hu.men beings."

£. Ask the class to lock at rhe

examd es on rne boarc and decide
whicn contain rational bel iefs, ir-
rarional beliefs, or both, and label
the diagrams accordingly.

/.

wn i
iB.
fd
pri

Draw attention to rne example
ch has two ideas; an rB and an

You can paraohrase or use the
lowing explanation with appro-
are na.mes and examples:

has fwo different ideas: one
is mat he wouldn't l ike to make
a mistake in f.-ont of rhe class.
If he only had t.hat tnought, he
wculd feel sad or unhaooy if he
did .make a mistake and others
laughed. But a' sc be I ieves
something else: mat he would be
a fool if he mace a mistake, and
with that idea he would feel ner
vous and frightened and he would
put himself down. The first idea,
'1 wouldn't l ike to make a mis-

2k
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antd -iO .T.s3r;s ver/ necacive Tse'. Inss
1 V<t anssr. azniilon, ar.xletv.

As'< 5:.;ssr.:s :s_ra:s tr-str
fes! i.-cs ;.-.s a:3r=:r!a;s scaiss
fzr zr.s f:: I:--!.-.: :?;oucnt3 :
a) i: wc-y.c ie awrul ir I dlcr.;-.
al l A's .TTv rtzsrz eari. K'z:
s) I can': s:anc !: when c.-.a:
ttarv, ask.r.s :i ===y ncr.ewcrx. ( i =)
c) i'a s'.as :na: rny parsncs anc I ssz
a I one sc wei 1. (n2)
c) I'tnlnK I '-suls be » ;=ss_cr.s i se
far zr.t za-'i caccaln, buc i: =
be a clsizzz'r.zzzsr.z ir :ns csatr. s; cr.
c.-.ccsa -s. (::!
e) I: is cnrai.- A= have s =
r.uch'hs-ev.c.-K; $0 ancr/
sc.-ean;. (i:)

c=-ic

6. If nt.-e :s scales can be

icace fzr ccrissir/, ancer, ccnzenc-
rcen:, anc c:ne.- fee l ines :he cn i 1-
cren rr.ay wlsn :e cnar: in rescense
C3 a I is: cf :houch:s.

^--een: A;vv':v 1: "T. heac" (cnccy,

ts tr.nar.cs c.*t lc.s.. s
awareness :f h=- :heir chcucncs i n-
fi'jence :.".ti." reei incs.

?rccsc-ri:

1  Oraw a face on a caper cac sr
pias-.ic br-l anc place cares with
thcuch:s wr ::tn cn then ints the

If inv paren-.s eon': buy :he ra'y'" '
.as'xec for, :nev con': love ce ti.).

Reinfcrcer.en::

1  Have s:ccen:s cu: nr. Head
thcjchts cn HTfn cnar:s :y askinc
tner.'-.o cescrice the fee! incs anc
potential reactions tnev .r.icnt nave
to tne tncccn: cares.
Z. Have tne stccents na^e 'jc new
thcuch: carts with rational anc ir-
ratic.nal ieeas that f.r. Head r.icnt
have.

3. Have the students cuess t.ne
-----s of nr. Head's thcuchts in
precioitatin? ^eei in?s _3nc ̂ tnen^p 1 ace
t.ner. cn ' "
scale.

Leo t i cna i Lxc e r i en ce

bac er cr-l. Lsdain to the class
tnat tne Ti-.cucnn reo resent
scr.e of the iteas that r.icnt be
coinc on in anybody's head: scr« are
1 mat Icnai. sc-T.e are rational anc lead
tc either accrcoriate or Ir.aoo.-c —
priate e.ccticnal reactions.

*9 -av- 'he children take turns o * C<-
inc 'carts frcr Hr. Head, icentifyins
t-.e «s raticnai cr irra":cr:al
and Intiiininc their answers. The
fol lcwinc are sarple card state.rents :
I  con't l ike to xake mistakes (ho).
AM hurr^ar.s ari S "aK£-^a ;<e rs (rs).
r.ar/ .rakes .r.e ancry (is). It is
awful tc have to sit next to Sam (ic)

gtude-t Cc-'vitv -■ Sha'ieneinc

"'F-jrzzsi' to cive c.niic.-e.n practice
in cuestioninc irr3t:cnai i^deas
t.nrcuch t.ne crese.ntat. cn c. hy^*—
^ne t i ca i si tua t i ens . Th rcu;.-. Che
chal 1 encint, the cn i I cren wi 11 ^al so
learn to recuce neurotlo cenavior.

.= rcc2cure: . . . .
1. Tell the class tnat tne sr:t.
stcr/ tney are acout tc near is aacu.
a bey's fears. Ask zr.er. to tnink
about heitinc hi.c overcome his fear
as I* is
"A bey nar.sc er.jcys bca'Inc,
esoecially on lakes. He bel ieves
that the wc.-ic is fiat, tnat t.nene
are monsters at the ecce where the
wcrlo ents, so He's afraid or tne
ocean because he tr.i.nki He'll fall
cff tne ea.-.n if he cces tcc ran cut
into tne ocean."

2. cnocurace the class to help Sam ^
cuestlcn his thinkinc. Cne metncd cr
cettino t.ne tuestlonl.no Started is
by havino t.ne teacher take Sa.m's role.
3  Have a volunteer :u: Sam's reel-
in os on an HT.m diacra.m. vhat are
h\l ratio.nal bel iefs? Ir.-atlonal
bel iefs? '-"r.a: feel incs cc his i r-
rational bel iefs cause? As a result.



The Effects of Rational-Emotive 71

APPENDIX C (com.)

'wnac ts his behavlsr iilte?

-acse*! r!c — n -Cue."; » ^asj__in^ Saactic.i

Seine a: :.-.e Tine wcrld is p-ar Avoid ocean
ccean anc riac. iwi l l ^ and en•'oycsn-
■-^aniir.c CO es rai l err che
oca: inc. saro.n if I cc

CiiO :oc far.
nsnsrs.'s wil l
cs'/cu.- .Tie.

lii l c.ne rol icwinc srory Co c.he Hcmewer'< Ass ientnen::
Have c.-!ilcrs.n C.hink of soecific

"Cnca uccn a cire, :.-s.-s l ives art examples of irrac icnai i'ias in
anste.-.: s.-ioe or save ossoie. Thei.- ever/day 1 ivinc (movies, 7/, music,
saves were a" S.ns esss or a ver/ Ia."=s comics, soncs) and I is: seve.'ai of
riven, ou: nsscsy even wen: oven zs zr.tn on pacer,
:.ne o:r:er sice. 7-te resole bei ieves
:na: if any cne snssses :.he river and
re:um.ec, ;.ha: person would brine
ces:nuc:icn :s :ne :nibe. Cne year,
ail :.ne animais and food suss lies
cisasseares fns.m :ns save recion
side of :n.e riven. Tine :nibe faces
s:ar/a:isn, ye: none of :.he elders
wcul: al lcw anycne :: snsss :s :.he
s:nsn sice of :n.e riven where food
see-T.ed :o be olen.oifui. Anycne who
series :ne snacioion faced :.he deas.h
pena i :y."

p. Have :.ne cias- pretend :.hey were
nterr.sens of one :nibe and .Tie.-nsers of a
cnsus witnin :.ns tribe who would
nat.hen ficn: tnaoitisn t.-.an starve.
'-'Hat can you so? Ask wnat one of
man's basic ric.nts is? (To survive}.
UHy do you think it wculs be a csss
icea to CO acalnst tni tnaciticn?
( I: wi l l oene-i: iosiety a: larcej.
now can ycu snai lence the bel ief
that des : .-us: ion wil l fol low if
so.ntecne Venturis aonsss tn.e river?
'The best wav is ty :s - re so.re t.h i nc ,
by takinc a ■-';<■ .

0. If one or bctn sttnies have bee.n
used, the cone: us ion tp be e.m.sna-
S i tec is tnat ri3.<-t2kins and ocsi-
tive action an wavs to cnal lence ir-
ra : icnal be! iefs.
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CHAPTER V
ChallengiriQ Feelings of inferiority

The "aai-sr
rssi f.ijs ;r igacesuar/ and in-

fsris.-r:y ars ap.cns ;ns ••scs: rsn-^a-
s:v» an: isstrjc: ive hur^n s.t.:'; i sns .
Ve.-/ sr:-:, i-.flg.-sn an: ad-';s fail
tc view ;.-.s.rjs!ves as cinslax craa-
fjres wi;.-, :n;'j«ancs cf drairs and
cna.-ac:s.-;--.:::—nei:.-.-.- a; I ::sd cr
al! bad. .\a:ns.-, :hav :sns :: dis-
csun: -any escd r--a! itl-s and
ccnsidi.- i.-.-Tj4;ves i.-.adsc-a:a or
wc.—:n!sss as ;ney cv«,-f:—js 5,-: sna
zr ssvera: sngrTc-minss wnign .•nay,
a: ri.Tss, :• nc.-a iracina.-y dhan
rsal. /i gnii; whs ocsasisnal iy
cads In;; d.-jurie, f;,- axamsia, .r.ay
S'-ffsr nssslijs ane-jisn as .he da-
nicradss h.'.rjtif fs.- sn- issecd sf
his itnav::.-wnlcn only .-sa.-s Ida
unsieasa.-.d hsad sn .-ars ocsasisns.

Inciss, nany :ss;Is have siea.-Iy
visisie annr/inc drai;?, s-jch as
cnrsnic cd.-Tsia ininc and ansr/ s-Jd-
b'jrsds, wnii-: can easily nask d.he
nsrs ssbdi! c-jai idles. A c.h lid's
dis.-jsdivs isnavior in d.-.e class.-scm
usgai ly bsccT.ss n;.-s nsdiceasie ds
his dea dnan his kindness s." his
sense :r h-:.—.- because :f her desi.-a
d: avsi; a ;ra:;Ic :: ass rss.r.. 1;
trusd be <1:; in .•nind d.nad sny as
wel I as versal an: perhass
d : s .-u: d : vt. rndivid-ua's Sufrer feei-
incs sf Ina:sc-jar/. The sv-rd
ber.avisr is .nersiy a .Tj.-.i fes dad isn

cf d.he srcsifns wldhln.
.^•urssse sf c.na:der; dc he!; ail

c.h 11 dren esvei ss d.he s < i i I s ds
cnaHence ane chance d.nsuc.-.ds and
feeiincs sf i.-.fsrisr;dy. 'as tnildi-en
Iea,-n d.had dney are sc.-d:It.x .-ad.her
dhan sI.T.:ie iread'jres, dney can then
chalience dne irradicnal assu-rodisn
that a perssn is aii ccsd sr ail bad
because sf sc.Te sf his acdisns. 3y
better accecdine d.heT.se! ves , the
chile.-en can d.nus lea.-n dc behave
in ways that are .■acre ccncucive ts

" sei f-deveics.T.snd.

sd-ucend Acd'vHv 1: i'.ncie and Ccrmlex
ru.-;ose: dc sncw d.nad pecsie are

cc.-n=iex .-sd.-.er d.nan si.nsie, i.e., sf
the d.hsusancs ef d.-aids an: cha,-ac-
derisdica a pe.-ssn is casable of
excressinc, sessle snare sc.T.e simi
lar basic d.-aids but differ in
cdners. Nc dws pecsle can be alike
in ail d.heir daiends an: inner
C'uai idies. Also, ds hic.nlichd indi
vidual differences and shsw d.had each
serscn is cacasle of fee! in: and
acdinc in zzr.y differen; wavs ss
d.had c.nildre.n can then cuesdisn the
de.nsency ;; define dner.seives as
wcrtniess based cn a few d.-aids sr
acdisns.

Procedure: .
I. Ask vciu.-.dee.-s dc d.-/ dc define

23



The Effects of Rational-Emotive 73

APPENDIX C (cont.)
2. Have the students write their
names in the center of their circles
and take out the last homework
assignment. Then have them fill in
the outer circle with "doing,
personal, and feel ing" things. See
examples below and make sure that
each child has a reasonable number
of positive qual ities on his pin-
wheeI.

3. Depending on the materials being
used, have the children cut and
mount pin-wheels on a large oaktag
circle. Fasten the oaktag circle to
a stick in such a manner that it can
spin freely. Pain: a red doc-below
Che circle.

I'some- \ /.Likes

times has [Animals
a very bad V
V te-mpey ^

/"i ome
't imes ^
helps wit
V dishesy

tnj oys

p I ay ing
asebal I

Joe

^an:s>
lO becom N

Mostly '
Friendly

ac.he

'Likes >

horsebac
ridino

/onjoys

Studying
nature

s ome 11 me

gets ver

angry

iometim

feels
sad

Sally

eeos/c-nj Oy

be ing
girl
scout

ractIc

n

read in

Let each child practice challeng
ing the irrational idea that he is
only one thing by using the pin-wheel ,
When one of the characteristics stops
at the red doc, questions l ike the
Tol lowing can be asked: "What kind
or person am 1 if | disl ike doing
the dishes?" 'Vhat kind of person
am I if I am friendly some of the
time?" "Am I only this one thing •
that 1 do?"

5. Have some volunteers write name-
cal l ing statements ("You are trash...
stinky...a fool.") on separate pieces
of paper and place the individual
statements in a bowl or bag.

6. Have children take turns picking
a name-cal l ing paper and chal lenging
t.e statement. Self-questions like

yf someone calls me a name, does
It make me one or does it mean that
the rest of things about me don't
count?" should be encouraged. The
use of the words "sometimes,"
rarely," "occasionally," "most of

the time" to describe some of their
individual qualities is a very use
ful challenging instrument and should
be emphasized. Key questions to be
kept in mind as the children chal lenge
tne narne*c31 ] In9 are;
a) How can I be just a fool or a
duiTO-bell if I am all of these other
things?
b) Does one person's opinion of me
mean that I am just what they think
of me?
c) Don't the other things on the.
pin-wheel count?
Oi-aw attention to the negative qua-
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CHAPTER VI
Learning, Mistake-making, and Imperfection

Baekoround for the Teac.Her
Chi ldren of:en consider themselves

lesser human beings eagerly awaiting
childhood's end as If childhood—
especial ly school or any formal ized
learn ing—were a fixed time period
to be gotten through as quickly as
possible, rather than a time for
growing self-awareness, a time for
learning how to iearn, and a time for
getting a more real istic picture of
our imperfect world peopled with
imperfect creatures. Quite fre
quently, many of these Children have
been victimized by well-meaning but
Oversnxfous or dofninecring parents
who want the child to achieve more
than they did, and faster, or who
treat the child as a kind of small
savage to be domesticated and
"perfected" as he grows (as if
human perfection were an attainable
goa 1).
Perfectionism is a sad treadmill

which can only lead to intense
anxiety, fear, catastrophizing, and.
predictabiy unpleasant experiences.
People who pressure themselves or
are pressured by outside sources to
be perfect give themselves a hard
time when reasonable or unreasonable
goals are not achieved and mistakes
are made. Failure to view learning
and the human experience as ongoing
processes which necessarily involve
mistake-making and imperfection are

at the root of the problem. Of
course, a society which places greater
value on success or getting ahead
than on enl ightened self-hood can
exacerbate the problem.

In recent years, there has been a
growing trend among humanistic
educators and childhood experts who
are concerned about the qual ity of
child l ife to direct attention not
only to the dehumanizing aspects of
American education and the so-called
American Oream, but also to the kinds
of childrearing that engender these
irrational and perfectionistic goals.
It should be kept in mind that
ach revement and self-unders tand ing are
not antithetical concepts. Rather, an
understanding of human flexibil ity,
fall ibil ity, and the human learning
process can serve to enhance achieve
ment and the pleasure in the process
of trying, while at the same time
exploding the myth that one's worth
is determined by one's achievements.
Purpose of chapter: to make child

ren aware that humans are mistake-
makers who often learn by making
mistakes; that language affords the
opportunity to learn and challenge
and change; that the world—like
people—is complex, imperfect and
viewed differently by different
people; and that a person's worth is
not determined by his actions.
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Student Activity I: Hom People Learn
Purpose: to help chi ldren explore

some of Che ways humans learn and
Che function of human language in
communicating, learning, and sel f-
ques t ion i ng.

Procedure:

I. Have volunteers describe the way
they would "pap«r-train" a puppy.
The major points to emphasize are:
a) letting the dog know what is
wanted—"going" on the paper rather
than the rug; b) rewarding the
animal for good behavior and punish
ing him mi ldly for bad behavior;
c) being patient. As students are
discussing this, ask if they think
the puppy automatically knows that
going on the rug is annoying to
adults before the training has
begun. (If there is time, you
may wish to emphasize the importance
of the tone of voice rather than
Che words used.)

Z. Explain that training is only one
form of teaching and learning. It
is used when the learner does not
decide what he wants to learn and

when he cannot understand why it
would be advisable to learn what Is
being taught. Use a baby's toilet
training as a human example of this
kind of learning. Ask if a baby
knows autcmaticaI ly Chat his parents
want him to use the toilet.

3. Ask those children who have cats
or dogs if the animal knew how to
walk when it was bom. Did it have
to be taught to bark or meow? How
long did it take for the animal to be
ful ly grown? Ask the class if they
Chink humans or animals take longer
to develop. Emphasize that animals
take a relatively short time to be
fully grown and developed; humans,
on the other hand, take a very long
time to develop physical ly, men
tal ly and emotionally.

Make sure Chat the children

understand what appears to be a very
obvious point: that humans have more
potential for learning and developing
physical, mental, and emotional
skills. Ask if a newborn baby can
stack blocks? Why not? What are
some of the skills a baby has to
learn? As his mind and bodv develop,
how does, he learn to walk, stack
blocks, avoid hot stoves, etc.?
(Elicit: How we learn by trial-
and-error, making mistakes, prac
ticing, imitation.)

5. Ask the students if they think
that a little baby reaching for his
rattle or trying to put his toe in
his mouth is thinking with words:
"If I could only get that rattle..."
or"| wonder if that toe has a taste?"

Explain that newborns and infants
don't think using a language because
they don't know a language. Ask how
a young baby's learning is similar
to or different from their own.
(Soth learn by trial and error, exper
imentation, mistake-making, imita
tion, practice, etc. Only older
humans or children of a certain age
can use language to work things out in
their heads —talk to themselves—or
talk to other people.)

6. If any of the children have
younger sibl ings about three years
old, ask them if they have ever heard
the child talking out loud to him
self while playing. You may wish to
give as an example that children of
that age often say aloud exactly what
they are doing. While building a
structure out of different size blocks,
you may hear them say, "I put this
here, and the big one on top. Aw, it
fell down." Emphasize that they are
practicing using language while they
are improving a skill. If you chose
to build a structure with this child

and his blocks, and he asked y.ou
which block to use for the base, how
is he using language? (To learn, to
communicate.)
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7. As'< :he class ss.tis of ihe ways
chey Isam in scncai cnrcuch the use
of lancuace. (ii itit; The teacher

'tei ls ther. things, tney resc books
which conta in worcs . they discuss,
they write, they tr.ink, they lock at
fii.Ts wit.-, scoke.n worts.) E-c,-,as i;e
t.-.at once ia.-.guace has beer, r.as terse,
peocie learn thrtuch the use of
language by l istening to what others
say and by talking tc tnerselves, or
thinking.

3. Ask for a definition of f.-ustra-
tisn and exaocles of frustrating
situatiens. Write some of the-m an
the board. (Sc.T.e exa.noles might
inciute: doing a ourcie and finding
that st.me tf tne pieces are missing;
not being able tc figure out the
meaning of a word when tnere is no
dictiona.-/ or no person available
to consult; not getting what you
want; a kind of tension; not
getting wnat you want.) .Aemind
the class of the e-xamo 1 e of the

newborn reaching far its rattle or
its toe. Is the baby blaming anyo.-.e
or saying :s hi.rself: "It's my
fault, or his fault" and getting
ang.-y? Cr is he just frustrated?
Do you t.nink anger and frustration
are the sa.me? Why not? Emchas i;e
t.-.at anger cc.mes from bia.ming or
talking tc oneself in sentences
about how terrible tnings are and
whose fault it is.

S. Exolo.-e helcful ways cf deal ing
with frustration:

a. accecting f.-ustration as an "ail-
rigr.t" feel ing tc have
b. t.-ying to be patient and caim
since learning and fincing solutions
takes time

c. real icing tnat problems can't
always be solved the way you want
and when you want
d. t.-ying not to add sentences about
"how terrible tne situation is" so

tnat you wcn't blame anc get anc.-y .

Hcrr.ewQ rk As s ienne-1:

have stucents cecide by majority
vote whicn situation comedy they
would l ike to use as part of their
assign.ment; or, you .may wish to
assign A1' in the -amilv. Once the
shew has been cnosen.asx stucents to

write CP-wn what tney l iked or
disl iked about tne show, and des
cribe briefly the events of tnat
part i cul an ec ispce.

Student Act'vitv ?■ "acts and Do'niors
?u.-ocse: to estaci isn tne dif

ference between facts anc opinions.

rrocecure:

I. segin the lessen by asking
stucents to take cut t.neir last
r.cm,ewcrk assignment. Ask who liked
or disl iked the snow anc for what,
reasons. You may want to write some
of their responses in a l ist on the
board, but do not use the word
"opinion" yet.

1. Ask the stucents so.me of the
fol lowing cuestions and put tne
responses in anctner cclu.mn on the
boarc. What time was tne show on?
hew long was it? What haccened in
tnat ecisode and what did some cf
tne cnaractens say or eo?

p. .'pint out tne twp l ists and ask
wh I on ant facts anc w.nlch are cpln-
icr.s. Estab' fsh. tne difference
between tne rwc. A 'act is a state
ment w.hicn. Is vsnifiacie and obsen-
vacie. An cdn'cn is scmec.ne's icta
accut scmetning. It is neither
true ncr false.

-. Have the class add mere facts
and ccinic.ns accut tne shew in the
acc.-ocriate columns. What were sc.me
cf tne CO In ions cf tne various
characters? What sra seme of the
facts about tne craracters? (Wars
tney short, tal l, olc, young? Did
some cf :ha.m have certain strong
cha racter is : ics — l ov Ing, generous ,
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As'< i'' a ?s.-scn is ths same as his
c.-acts. Ocss an F tr. spell inc mean
Jha: ycu are an "F' person? Is a
person the same as the woros he
uses? Is a person the same as his
iattinc perrormanca?

10. Cnce the children understand that
it is not possible to be perfect in
ever/ undert3;<inc, as< them some of
the irrational thincs they think
•when tney so thincs imserrectly.
(It's awf'ui , it's terrible, I'm
awful, I'm not a coos person, eto.)
When you have tr.ese irrational
opinions asout yourself or someone
else, hew can you cnailence them?
(a.py reminding yourself t.nat people
are not perfect)
(b, Sv rt.T.iricrnc ycurjdir *r:at a
person is not the same as his per
formance)
(c. 3y tr.inkinc about the many
reasons for makinc mistakes)

Hcr-'.vsrk Pssicnment:

-SK tne c.niicren to '^^rite dcwn
seme mistakes they have mace and
seen otner people make; the reason
why they tr. ir.k tne mistaKe 'was
mace; hew tne m is take—r.aker acteo
whan he mace tne mistake; and what
their th.oucr.ts were asout tne mistake.

St'udent Pct'v'tv n - '*'!—/ ^eoc I a
ha-<e n i 3 ts <es

rurpose: to review and emshasite
the fact that pecole are mistake-
makers anc that mistakes are
usually par; of tne I earn inc
srocess; tnat because the 'world is a
corns I ex place, people react to tne
same tn. incs cifferentiv; anc tnat
-eoo'e often make .mi3ta<es by acting
cn unsounc assume t icr.s.

Frocecure:

I. Jefpre going ever tne hcm.e'wcrk
ass i cnm.en;, it is acvlsabie ts have
a brief discussion cn tne relative
im.ocrtance of dirrersnt kinds or
mistakes. Write tne fpi icwing ex
ams ies on tne boarp or reac t.hem

aloud:

a) In learning hew tP walk, the baby
reaches fcr staole cbjects ts main
tain his balance. He reaches for a
wcbbly table and as He falls, the
table collaose cn top of him, giving
him a sericus cut cn his heao.

bT 'While t.-/ing to 'walk, the baby
crabs onto an e-xsensive standing
lams, and the lamp fai ls and breaks.
c) hr. Jones is driving •us hair.
Street anc doesn't see tne stop sign.
He goes through the street and is
seen by a pel ice-man. he gets a
t i eke t.

d) hr. Smith is driving us tne same
street and he goes th.-cugn a rec
l ight, c.-ashes into a oar .making a
tui-n. ostn drivers are seriously
injured.
e) Jcnn gets a failing m.ark cn his
■wee.xly one! ish test.
f) Jane, a high schcoi senior, faiis
t.he col lege entrance e.x3.m.
g) A young boy takes .m.o.ney f.-om his
mother's '.vai iet, gets taught, and is
punis.nec for a 'week.
h; A teenager steals tne same amount
fro.m a stranger, is caught, and taken
to juveni le court.
I) .ham/ thought John •.••as an Interesting
boy. She 'went out on a date with him
and soer.t a ve.-/ boring evening,
j) Jonn ass-umec that Jan hac a car.
he in-/Iteo her to drive to tne race-
traox in tne countm/. Jar. cicn't
I  ike horseracing, nor cic sne have a
car.

1. Co ai l these incicents have some
thing in com.T.cn? What is it? (Al l
Involve mistakes.) In •.••(•.a: ways are
the'' oif'ere.nt? (Causes a.'^c conse-
C'JS"C2S, varyfr.c emeriti s* i.^scrcanc*;

j. ha'/e voiuntee.-J ccmcare .-elated
e.xsmoies a 5- b, Co. c. sir, etc.
After examc I es have bssn ciscussed,
emohasioe tne fact tnat sent .-nistakes
hs'/e 'worse cor.sacuences tna.n stne.-s ,
tne greatest being senicus injum/ cr
deat.n.
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L, Ask wha; :-"s sa'jses or mis^takes
In the exa'-oies were? (Lack or skill,
-'-lal a.-.e error in the learnine
process as in a. and b; carelessness
cr poor jooorien: as in c and d;_ net
s-ocyinc, not onderstancinc inror-
tritTon.'tireo, ill or poor stocents
as in e and 'jnacoeptao le social
values?
c and h: and ooinions and assumptions
as in T and ^.)

5, Have tr.e students take out their
hcmewcrk ass iorur.ents an mistakes they
have mace or ooserved. Have a few
students reas examoles ano nave
volunteers write one eacn on ocard
after first iadell inc the foilowing
CO 1 umr.s:
Histake Cause i^esul: --auents aoout

n  ni st3<e-maker

(If you have the time, yeu may wish
CO allow stuoents several munutes
"2 review tr.e I r summaries Oi lessens
or assicnmen.j .na»... vi.;
After a few minutes, ask the stuaents
00 look at examoles on t.ne ocara to
see if they ac.-ee wltn tne cause. _
In some cases, the students will rinc
-na- tr.ere mav be more causes than
?hev we.-e first aware of. Allow time
for corrections on boari ano assion-
ment sheets.

o. sefore discussing the thoughts
about mis take-makers , ask tne class
if t.isy car. ti*.Ink cr car^scr. char*
aciers'whc ars big ,T.istake-T.ak£PS
(Wiley Coyote in tne Road iiunner

Is a oood examoie,. as is tne
weatr.e.-mani). Should t.hese char
acters (ano peooie; be ounisned ror
their mistakes* Wny do some or
them make .mistakes?

7. Have the class e.xamir.e the
examoles on the board. Co a.ny of
Ohe examoles show that the oe.'son who
wrote tnem Is b 1 ami.no tre .mistake-
maker? If so, draw attention to the
lancuace of blame, if none of the
examolis indicate salf-olame or

blaminc othe.-s, ask tne students
what peooie say to t.-.emseives when
they blame the.mse!ves or others.

'm awful He's awful

bad person. 1 'm a fool,
(El Icit
He' s a

-'etc.")

8. Ask the students to put tr.eir
examcles cn an HTR- siacram to
further illustrate :.-.at we feei the
way we think. Ask tne students hew

f.-I when they blame themselves

or ethers, and how t.ney can cnanoe
the way they feei.

guooi ementar-/ Apc'v'tv
CI;.)-* it is important not cniy *-•

e.hiicren to reai its t.nat ail humans
are mistake-makers, but t.nat we
needn't just reslo- ourselves to
things as they ars, ask sac*, cnile
p— write down tou." a.-sas o, ..neir
lives they would like to imorove.
The l ist can incluoa scncci activi
ties, pe.-scr.ai cuai itles, or any
thing the children wish. Ask them
hew they car, learn f.-om their mis
takes. (They orcviot informaticn
abcut areas tor imorovem.ent.)
suggest t.nat tney .--cord at regular

■.ts.-"/aIs what tney have tone to im-
the result: of the ettorts,

the wav they use tneir subseouer.t
mistakes as into.-mation in tne imor-ve-
ment process.

Si
i 1
p rs
ans
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APPENDIX C (cont.)

CHAPTER Yll
Demanding, Catastrophizing, and Challenging

3ael<s~:'jr;g far *ha

wi:.-: •xcsscicr. sr :-s ssj«n-

•ials fzr Si.'r/ivai"-";sc. sr:el:sr,
clochlr;:, ars s: "cuia; icn—seca I s
t.—jly .~«ec sija. "-s.-s are,
hcwever, .Tany sssiracia ana wcrah-
whi'ia acals In l ira szzr. as ac-nieve-
irenc, acaraval, czrrfzrz, naasiness,
anc beinc asla ts jrs;;ct new tsr-
:ain tnincs 'wi ll ••jm euc. Althcuch
an incivls'jal zzy nc: ss nassy if he
dnes nc; achieve sere zr his sesires

ccais, fi'M peecle ars cacaoie cf
cccinc wi;h saver- satcacics, anc scill
czhers ars :cc3i ly incacacle of deai-
inc wi:n craccicai ly anv sa;cac.'<3.
Ancar, cacressicn, anxiecy, cc.m-

oialninc, crcccinc, and blaninc are
but arfaw cf ;.".e unnealsny resccnses
cf cncsa wnc cararc ;,ha: ;h.ey cs;
exacciy 'wha: :r.ey wan; In l ife,
feccie wnc ;hin< in cares cf ".r.csc
nave," "shccid have." "need," and
"de.eanc" are nc: s ̂ ec saccaned or

disacscinrad In :ns raca cf unful-
ri l lac ccaii (as an; -ncsa e.e.oilcnal-
ly healcny Indivlccais wnc ray have
"asclrec :c," "-wancic," cr "ces I rec"
chcsa Sara leciciracs ccais).
Cleariy, trccicnai Crcucias do nc;
5 :er rrc.e ch-warcsd cssir-s, be;
ra:ner rrcr. :he Ir-si'cnal scancards
and carancs cne has rcr cnesaif.

ferfac;icnIs:Ic carancinc Is
uauai'y asscciacsd wl;n a sen; as cf
Irraclcnai assure: "ens anc ccnciu-

slcns accu: slcuaclcns. Sines t.he
parfac:icn is: asscc'acas his 'wcrt.h
wich his cerfcrcancs, r'sllcra "c
ad.nieve a coal is fzr r.i.r. svldencs
cf his wcrchlessness. his :Iar,e and
anger ray be :u.-nec ir<a-: in the
fcrm cf self-city anc rsa- incs of
helplessness, or c-r."--; a: the
people who have nc: ccccerated in
the achievtren: cf his real. Incsn-
veniencss cf var/Inc c-crses are
inevitabiy ccnvertec in:c disasters
and catast.-cphes. ill is has des

cribed the huT.an tencinr/ tc magnify
cut of all prccorticn as catastro-
phlting cr "awf-jl itinc. '

.hass destrue:lens cf civilian

populations ars t.-uiy catsstrcphes,
but for the most cart, l ira is not an
ever-constant series cf disasters

unless one If Irraticnai ly assuming
that he "cannot stanc" situations
'which da nc: work cut tsrfactly. If
an individual defines urc leas ant oc
currences in his l ife as awful and
terribie, he 'w I i! unccuctecly feel
he'cless and canickec in the face of
cifficult ne'.v sltuaticns, and de
pressed aecut c!c ere*. :v lea.-r.ing
tc identif*/ and cnai ience irrational
cerancs and as sure: icns . it is pos
sible for adults anc cniltren to view

their 'wcrlo 'witn a r.crt real istic eye
anc tc face ev-r/cav trtciars as the
things tnev are—;if-icui: cnai lenges
pernacs, but clearly no: catas trcphes.
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APPENDIX C (cont.)

?VJ.-=CSS ef c.-.as:sr; iz tsach
chl ldrsn the navjrs of irrailsr.at
csrr.an:j and adsuraciens versus ££-
risr.a: oesi-os, ans lo he:? them
a:=iv t.-.is knswieoos iy challensing
tnel 'r atastroohItins teneeneies
ar.= taking oositivs action against i:

Sfjge-t -et I: lerrangs and

l es ! n«s

?urogse: to he!? the shilfiren
define and diffsrentiate desires and
irrational derands.

Prsseoure:

1. Jeoin the Iesser. iy writing the
fol lowing ststeaents on the soars:
a) I wart a new dress.

b) I rust have that sio/cie I saw in
the desart.rer.t store.

c) I need to win this cane of
checkers.

d) It w=uig se rise if ny parents
took ne to tne novies.

e) 1 weu'g like to set an A in math.

f) I h-re our team wins.

g) I shou'd oe ever/oody's friend.

h) 1 w" sn I had acre friends.

i) I denard that ever/one be honest.

j) I :.---e- pease and pulet when 1
do ny honewcrk.

sxolain to the piass that son- of
these statene.-.ts contain des i -e
wcrgs an g sone nave gena^n^ wcr^s.
Before se-'inlnc dtnans ano des i re ,
ask tne gnl I drtn if they can iden-
Olfy wnlcr. stattnents'are desires
(a.d.e.f ,h,j) ano whloh are denands
Cp'.cig', i.) . If the ghlldren are
cieariy having dlffioulty distin
guishing tne two, you nay want to
cefine denanos and stsires at this

point. (A denand is a belief that
you must have wnat ycu want,
whereas a desire expresses a ?ro-
ference or a wish for sorathing.)

2. Cnce the demand ang desiro wordu
have beer, iabeied and identified,
you may want to have a brief dis-
(gusslon of .man's basic neeos. Toint
cut that peooie who are demanding
think tney need more tr.incs thoii they
actual ly cd. Sive tne fgi icwinc
eutamo i e:

You and sor.e others have gone to a
desert island, 'kha: are tne things
you need in order to sur/ive?..(You
will probably get a long list of
ncn-neoes s i t ies.)

3. R.e.mind the diass of tne lesson
they had on assurotions in the
p rev i ous cnaoter. (Ir you have ti.me,
vcu may want to go tnrougn the
activity again or have students
surpr.arioe key points.) 'khat is an
assuraticn* What is an unsound
assumption ano wnat is a sou.ho
assumption? .'pint out t.nat sonic
peooie have different opinions about
what is desirable. Ask the class
again what .man's basic needs ere.
(.^ood, clothing, sneiter, and stimu
lation). Vhat poes tne demanding
person assure about his needs? (He
assu.mes tna: ne neeos more things
than he actual ly does, hs mistakes
assumoticns for facts.)

U, -oive tne foi lowing ena.msie.S to
the class;
a) If I don't get tne gifts I wont,
I will be disaoool.-.ted.

bl I must get an A. If I do I'l l
fee! great; if not, I' i i be furiou:.

c) pve-ybooy should be honest;
1 iars are wcrtnless people.

d) I 'o I Ike to be a bertsr te.nnis
player, but if I olav a lousy maccn,
I'l l t.-y haroer tne .ne.s: tl.mc.

LZ
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APPENDIX C (cont.)

• weuiirwi wn«A m ri««< vuc (n«c im

caA'e p«rf«ctty).

0 Onca Troublaf rsallnt ch«t hit
aitwoelAnf art nec anir IrrtelsAal
hue alio taposilhla. «Kae can h«
Co? (Ha can look for avtCanca to
Cuaic'on h(t via^olnt and ehallangc
hit halta^i with aeeioA.)

a) What art lona of cha challanging
ttaCAAanes ha can caka aheut hit
attuapeieni or thingt ha can taam
hy cht ehallanging?

Havtnq hit wav Na cauid try to
accase that wnila It ii dasirahia
ta have hit way, It It net assantlal
chat It ha chat way.

Suetatf Ha can appraciata what ha
dees have and try ca weric at delAg
the has: ha can rather than being the
bate there Is. He an leam that his
««rth It net detaralnad by any cna of
hit actions. Ha can leam that
people and the world an cobIcx and
chat you can't tueeaad In avarythlng.

Itkad bv all Ma an lean that
people have different opinions and
veluat, that people an esoplax ena«
tures w.kh oany diffinnt pualltlas.
Teu an't please avtryona and If
people don't Ilka you, It deasn'e
aaka you werthlais.

Oewand for cswfort He can laara
that ha ausas hit own wnhaeptAoss
by the view ha takes of events. He
an learn that If he deatn't get
tssa of the natsnabla things he
works for, his lack of achleveaent
Isn't the auta of unhaeolnast or
disetaforc. lesause no one an
eoncrol alt a-/ents and all people
and the world and peoete art not
perfect, no one on be aerfectIv
haopy, all the ti«.

7. Or^ attention to Tnublas'
attitudes tOi^rd others, it has bean
clearly attael lshcd chat Troubles

Ceaands parfactlen ef blualf. dsk
the cMldran, what do you thick Is

-hii attitude toward other peeptcT
Oo you think ha dwonds the !«■
parfaetlon of thaa? Whan people are
net perfect, what do you think an
saaa of his thoughts about thair
Mrth? Oo you think ha bleats thw
for chair clstakcs? WhyT

8. If then Is tiaa, allow
children a few olnutas to revlw
their notts en Che pnading
cheptar (Laanlna. Hlstaka'Waklne,
and laoarfestion). Than have e
voluncaar tall the class what he
would tell Troubles about the
reasons why people Mka oIsukM.

Student Cctlvltv 1: Touehv Joe
(Note: Tna following Is an ex«

anota ef a discussion aopreatii used
by ns. Sale* loker In a sixth<grada
class In a school leacad In an
assnealally deprived tree. The
leheei Is considered a special
school wich cht average readlne level
et Che 20ch pereantlle. I.e., Mt
ef the nation's chtldnn read batter
Chan this group. You cay wish to
sdapt or oodlfy this discussion*
typt activity to suit the age,
■eturlty, end veabulary level ef
your etess.)

furpose: to have the chMdron rcg*
ognlza and challenge Irrational
daiBand ingress and Its aaBClenal end
behavloni csnsaguenas.

frondurt: Oiseusslon
Hs, I; Oe you k.no* saoaona who gats
angry very easily?

Hs. I: What do knew aeeut peO|
who gat angry very asMy?

&Md: Tnay'n touchy.

Cfasi; Tney stui, cheat, start
trouble, bother pcoola. chink
people bother theo, argue a tec.

star: fights.

Rs. t: What da you tMnk of a person**
let's all his Tewchy Joe—wne fignts
8 let. starts trouble, argues, blaaes
ethars. What haspens to hie?

Ctlld: Kt hat no friends,

Hs. I; Oe yeu think he's a happy
person?

Class: He.

Hs. I: Mew do yeu think he sees It?
Oe you chink he lays to hieaalf, 'Oh,
I always start t.>aubla, I always act
unfairly'? Or do yeu think he says,
'Sverybady It picking en aa...ihe
put Che eheir In ay way en purpose.
I'a Ala; It's averybeCy'a fault
Chat I'a In trouble'?

Class: Me chinks everybody Is picking
on hia.

Hi. I: Can Joe da anything about this
prcbleo and be a haspier person?

Ctlld: Stop being tauehy.

Hi. I: Mow an he da that! Tor
exarsU. what deal he have to raallsa
first?

Olid: I'a touchy.

Hs. I: Tnat'f right. That's a good
first step.

Tne tsseher continued the discus*
slen a.is pslnttd out that evarybody,
Inelusifts herself, wet a Touchy Joe
a: tims and sha luggestas tnat
wherever anyone In class was being
tawchy. he was ca be euett'cned: "Art
yeu bt'rg a Toutf-y Jet ?—tetsuse
teretleu it Is halpful ta ba
reslndid.

Xetienwent:

Jm'i In class and writs down whan*
ever they art going Tauehy Jm's
tr^aiolvet. Whenever tsaeent giti
angry, have then aueatlan, "Is there
anetner slea ta tns itsry!" and
j>rltt an answer ta this cuettlen
whanavtr thay are angry tr-cuelvaa.

Susi : Aetiv ' k- Catsstroahitln

furpete: ta have children ojcalere
Che nature of atattrsahicing or
"awfullclng' and ta hela chaa ehat*
lange the Irrational Idau and
aiaiMpclons.

froadure:
1. Aik tna ehlldrtr. t: deserlba
briefly sltuatlans whlc*. cvey asn*
fl ider ur.pleatant. have eae cnlld
drew uD a list ef ten unpleasant
things and list thea In order frao
■eft unpleasant ta last: unpleasant.
(Tha tisu alght fneluee stataanta
Such as: going ca tha dentist, act
being able ta own a dsg, Mt passing
the fifth grede, aleetlng In tne
ark, being punltnad by Cad, balng
allowed ta ride ay blkaT having ta
stay In on Ssturtayi, net having
enough fsad padkad Ir. ay lunch,
having t: stay In class white every*
one Is In the tc-eelyard, caking a
teat.)

2. To e=hatl:t the fact that pcssta
have different cplnlsns acbut «w>e: Is
unpleasar.t and how differently taaa
pesple ratt the same sltuaclens, yeu
way want ta have stutants tachange
papers a ftw tlea t: reach, ttef'.
et.-.er'i I Ists. cr yeu aay all en a
fr* students end have llstl read atsud.
After a rcaitnas'a tarsia hat been
read, ask the chlld.-en if any ef t.hea
had Idential lists In t.ne taoe
order. Why ds ycu tnink yeur lists
were net the sane?

3. Cheese a f«w Ittrs which My
ataear sn several students' lists and

• have the students exsand en c.heir
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APPENDIX C (cont.)

CHAPTER VIII
Special' I opics

a;;?CNSt3 rcl-; ano

S'-jcarn: Aetivrr/ t: .tesacns Tb Tl f tv.
Scies anc Suiss

?ur?cse: "3 have the children ex
plore :he naC'jre of resscnsisie and
irresoonsibie behavior; ;o explore
Ihe idea ;ha: people have nany roles
ac a tiir.e and thac roies Iiopiy rules.

Procedure:

1. Give tnildren Che foI lowing ex-
aioo I es anc asl4 ihem if :he parson in
Che exarale behaves responsibly or
irresoonsibiy. Have chem expiain
answers:

a) Sally, a Cen-year-sid giri, was
asked CO wacoh her year—old brocher
whlle cne'r parencs wenc shcpping.
7he baby brocher fell asleep on che
floor in :he living rocn, and Sally
ceoided Co go cucside co oiay.

b) John is having an £ngi ish cesc
coday in sonool buc he has had a
bad case of cne flu for several
days and he scill has a high fever
and chii ls. He desises co scay in
bed.

c; (Sane sicuacion as b) . He decides
CO CO CO sonool.

d) A r.<c—/eai—oid is alone In che
k I Cohen. He Couches a he: scove
anc burns his hanc.

e) The chilc.-en are I ace fcr school,
so Hen drives chrough a red I ichc aC
a busy incerseocion In order co nake
che crip shorter.

(The scucencs will probably agree
chat e-xacpies a_ and i_ are irrespon
sible. cxar.ples £ and cwiil lilcely
proouca .ouch discussion and disagree-
.T.enc, wich sc.r.e scucencs ccnctuding
chac a cesc is .ocre ioccrcanc C.han
one's health, and others real icing
cnac it oay be possible Co isaka
uo Che cesc. Scoe children tsay con
sider e-xanple ̂  as irrespcnsibie
behavior, not real icing cha: r.vo-
yea.—olds are noc always fully aware
of what could hurt zr.sr..)

2. You .rav wish co have cha children

give furcner exarro i es of rssocnsible
and irresoons ibie behavior fro.-a

sicuacicns chey have wimessed or
exoeriencec. if acoicicnai ex-
a—ies are discussed, ask if any
cnilcren cisag.-ee wicn che label ing
of che exaoole and if so, have che-ni
e.xoiain cheir differences of

OS In ion. Ask if any cnild can
exslain what a r-«;:.ns !e person

Is. Heir the cni lcren ceveico a
working definition sucn as; "A
resscnsible pe.-ssn Is cne who
cries CO Chink and ac: rationally."
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APPENDIX D

Interview Script

1. Tell us what you do in your occupation (career).

2. Tell us about your hometown and your family as a kid growing up.

3. Tell us about your days in elementary (middle) school.

4. Why did(n't) you do well in school? (if did, go to #7)

5. Why do you think you were unmotivated to do well in school?

6. Obviously, there was a turning point for you because you are a successful citizen
now. What was the turning point?

7. Doing your work in school is very important, but I bet you had to do other things too,
like staying out of trouble. Did you come to school everyday, and try to be a good
citizen to your other classmates?

8. Did you realize that what you learned in the fourth, fifth, and sixth grades would help
you become a successful adult?

9. So, first you made it through fourth, fifth, and sixth grades by doing your work,
coming to school, and staying out of trouble. Where did you go next?

10. Do you think the work you did in the fourth, fifth and sixth grades was important
when it came to knowing the skills you needed to get through middle school and then
high school?

11. So basically you had to do well in fourth, fifth, and sixth grades in order to go to high
school and do well. Tell us what you did after you finished high school.

12. How did you eventually get into the occupation (career) you are in currently?

13. What did you learn in school that you use currently in your occupation (career)?

14. Tell us about your life now.

15. Do you think you would be where you are today if you had not done well in school?
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APPENDIX E

Pearson Product-Moment Correlation Matrix

4"" Grade Control Group

Rational Beliefs School to Career Achievement

Rational Beliefs

School to Career

Achievement

.37 .68*

.60*

5"* Grade Control Group

Rational Beliefs School to Career Achievement

Rational Beliefs

School to Career

Achievement

.61* .00

.17

(table continues)
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6"' Grade Control Group

Rational Beliefs School to Career Achievement

Rational Beliefs

School to Career

Achievement

.44* -.33

-.32

4"' Grade Experimental Group

Rational Beliefs School to Career Achievement

Rational Beliefs

School to Career

Achievement

.34* .27

.02
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5"" Grade Experimental Group

Rational Beliefs School to Career Achievement

Rational Beliefs

School to Career

Achievement

.27 .43*

.32

6"^ Grade Experimental Group

Rational Beliefs School to Career Achievement

Rational Beliefs

School to Career

Achievement

.37 .25

.42
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