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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 schbol 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 (=48,
p=.05). A significant correlation was also found between rational beliefs and academic

achievement in the experimental group (r=.37, p=.05).
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Chapter 1
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 relationshipAof school to work
opportunities and future quality of life is often replete with limiting and erroneous
assumptions.

Purpose of the Study

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 deséribes 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. I 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. I have no control over my unhappiness.

6. If something is or could be dangerous or frightening, 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. I 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. I 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 undér 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. I can’t stand it itis-- I can't stand these things that are happening to me.

3. worthlessness-- I 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 you. 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 sée 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 every single person in school calls you Fatty?

client: Well I don't know if everyone does, but [ 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 & Mclnerney, 1990), headaches
(Finn & DiGiuseppe, 1991), sexual problems (DiGiuseppe & Zee, 1986), personality
disorders (Leaf, Ellis, DiGiuseppe, & Mass 1990, 1991), phobias (Dryden & Hill, 1993),
and difficulty ip adjusting to traumatic events (1993).

In 1974, Albert Ellis recognized William Knéus 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 Elementary 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: chilci 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 altematives 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 Vernon (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 Vernon'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
helﬁ 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 attémpt to use systématic positive reinforéement 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 1n 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 z{dequate to show significant changes between groups.

Block (1977) used REE with 46 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 béckground, 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 c‘enter 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 al., 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 al., 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 al., 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 ﬁnsuccessful ones
(Bailéy & 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 abelief system about careers through exposufe to a»écurate'information.
Therefore, this study is based on the éssumption that a productive career belief system
can be taught to at-risk children through the combinaﬁon 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:

H1 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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H1 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.

H1 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.

H1 D: 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.

H1 E: Pretest Rational Beliefs scores will be significantly correlated with pretest
Achievement scores for students who participate in career-based REE classes.

H1 F: Pretest Rational Beliefs scores will be significantly correlated with pretest
School to Career scores for students who participate in career-based REE classes.

H1 G: Pretest School to Career scores will be significantly correlated with pretest
Achievement scores for students who participate in career-based REE classes.

H1 H: Pretest Rational Beliefs scores will be significantly correlated with pretest
Achievement scores for students who receive regular instruction.

H1 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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H1 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 III
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.



The Effects of Rational-Emotive 21

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 Elementary 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 from 0
indicating little or no rational thinking to 18 indicating high rational thinking. No data
regarding the validity apd reliability of this instrument have been published to this date;
héwever, 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 Psychoeducational 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 degreerof 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 internal 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 treatmeﬁt involved tWo major components: Rational Thinking and Caﬁreer;
Planning. Both were delivered in a classroom setting. The first two weeks were spent ih
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, young
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.
Auvailable 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
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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

Pretest Posttest
Group M SD n M SD n

Rational Beliefs

Control 9.96 291 46 9.11 3.38 46

Experiment 10.45 3.29 78 9.90 4.03 78
School to Career

Control 46.59 9.01 46 38.76 421 46

Experiment 46.59 8.57 78 3785 691 78
‘Achievement |

Control R6.30 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 by Grade and Treatment Group

Test Score Means

Rational Beliefs School to Career Achievement
Group Pre Post Pre Post Pre Post
4™ Grade
Control
M 10.43 10.07 49.29 45.79 78.42 82.33
SD 02.41 02.87 04.68 09.07 18.59 12.55
n 14 14 14 14 14 12
Experiment
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
5™ Grade
Control
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)




The Effects of Rational-Emotive 31

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
6™ Grade
Control |
M 09.41 07.41 7 42.65 38.41 82.65 84.94
SD 03.12 04.11 11.72 11.44 21.72 126.10
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

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.

Hypothesis-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 (GLM). 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 GLM that are robust to
heterogenous variances.... This again is one of the trade-offs--GLM 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 Analysis 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 («=.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 Beliefs, School to Career, and
Achievement scores; therefore, hypothesis A was not éupponed (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 (0=.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 (a=.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

Adjusted 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=246
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(1, 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(1, 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 (¢=.05) was calculated
to determine any significant relationship between Rational Beliefs pretést 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 (o=.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

*=p<.05

Correlation Coefficients

Rational Beliefs School to Career Achievement
Experimental Group
Rational Beliefs 39%* 37*
School to Career .19
Achievement
Control Group
Rational Beliefs A48* -.01
School to Career -.05

Achievement
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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 («=.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 («=.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 (¢=.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 PROC GLM
Procedure of SAS to determine differences in adjusted posttest means. Homogeneity of

slopes was also calculated using SAS.




The Effects of Rational-Emotive 39

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 result 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 heen a more concrete way of promoting the helief that what vou do in school affects
career oppdrtunities 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 frame.

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. Fpurth 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 ‘REE 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 REE 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.

5.
pro

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

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

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

A child who throws a temper tantrum:
a. is a spoiled kid ‘

b. always gets his own way

c. is acting immaturely

You feel upset because you believe the world should be perfect. You can handle this
blem 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

When you feel anxious (nervous) it is because:

a. somebody is going to punish you

b. you are thinking thoughts like "some awful thing is going to happen"
c. you are a bad person




7.

10.

11.

12.

13.

14.
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APPENDIX A (cont.)

If you can't learn your school lessons right away:

a. you'd better give up because you'll never learn right
b. the work is too hard to do

c. you'll need more time to practice

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

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

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

If you have trouble leaming to read that means:
a. you must be pretty stupid

b. you won't learn anything well

¢. you have to spend more time practicing

The best way to get over your worries and troubles is:
a. try to forget them

b. complain to your friends

¢. question your troubling thoughts

When you do well in school:
a. you are a good person

b. you knew the subject

c. you were lucky

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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APPENDIX A (cont.)

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 I didn't get what I wanted" he would likely feel:
a. angry (mad)
b. disappointed
¢. 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:

lc ' 10‘.c

2b 11.c
3b 12.c
4.c 13.b
5.a 14.a
6.b 15.a
7.c 16.b
8.a 17.b

9.b 18.b
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APPENDIX B

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 | 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.



12.
13.
14.
15.
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APPENDIX B (cont.)

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

Quitting school as soon as I can is the best thing for me to do.
Doing well in school will greatly increase my chances for success as an adult.

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:

1=Totally agree- 3pts.

2=Kind of agree- 2pts.

3=Kind of disagree- 1pt.

4=Totally disagree- Opt.

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

1=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, 1974)

Week 1: Chapter III- 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 1: The First Step in Challenging
Day 2- Student Activity 3: "Mr. Head"
Day 3- Student Activity 4: Using Challenging Techniques

* Adaptation- only sections 1 and 2 of the procedure were used in activity 1
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APPENDIX C (cont.)

Week 3: Chapter V: Challenging Feelings of Inferiority (pp. 28-30)

Day 1- 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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APPENDIX C (cont.)

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
themselves, 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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APPENDIX C (cont.)

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 1: 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
irrétional beliefs with more positive ones. Students were then asked to come uf) 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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APPENDIX C (cont.)
* 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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APPENDIX C (cont.)
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 1: 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 1: 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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APPENDIX C (cont.)

RATIC: AL EMOTIVE EDUCATION

A MANUAL FKOR |
ELEVENTARY SCHOOL TEACHERS

William J. Knaus, Ed.D.

Institute for Rational Living, Inc.
45 East 65th Strest, New York, N.Y. 10023

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. Knaus, 1974, New York:
Institute for Rational Living, Inc. Copyright 1974 Institute for Rational Living, Inc.
Reprinted with permission.
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APPENDIX C (cont.)
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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 feeling" things. Ses

examples below and make sure that
each child has a reasonable number
of positive qualities on his pin-
wheal,

Lk, Let each child practics challeng-
ing the irrational idea that he is
only ene thing by using the pin=whesal
When one of the characzeristics stops
at the red dot, questions like the
following can be asked: 'What kind

-

of person am | if | dislike doing
the dishes? 'What kind of person
am | if | am friendly some of the
time?'t tzm | only this one thing -
that | do?"

5. Have scme volunteers write name-
calling statements ('You are trash, .,
stinky.,.a fool.") on separate pieces
of paper and place the individual
Statements in a bow!l or bag.

6. Have childran take turns picking
a name-calling paper and challenging
the statemeat. Self-questions 1ike

30

3. Depending on the material
used, have the children cut a
mount pin-wheels on a large ocaktag
circle. Fasten the oaktag circle o
a stick in'such a manner that it can
spin freely, Paint a red dot .below
the circle,

s being
nd

"If somecne calls me a name, does

it maks me one or does |: mean that
the rest of things about me don't
count?" should be encouraged. The
use of the words "sometimes,"
“rarely," "oczasionally," ''most of
the time'* to describe some of their
individual qualities is a very use-
ful challenging instrument and shoyld
be emphasizad, Key questions to be
kept in mind as the children challenge
the name-calling are:

a) How can | be just a fool or a
dumb-bell if | am all of these other
things?

b) Does one person's opinion of me
mean that | am just what they think
of ma?

c) Don't the othar things on the.
pin-wheel count? .
Oraw atteation to the negative qua=
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APPENDIX C (cont.)

CHAPTERVI

Learning, Mistake-making, and Imperfection

Backaround for the Teacher

Children often consider themse!ves
lesser human beings eagerly awaiting
childhood's end as if childhood—
especially school or any formalized
learning—were a fixed time perjod
to be gotten through as quickly as
possible, rather than a time for
growing self-awareness, a time for
learning how to learn, and a time for
getting a more realistic picture of
our imperfect worid peopled with
imperfect creatures, Quite fre-
quently, many of these ¢hildren have
been victimized by well-meaning but
overanxious or domineering parents
who want the child to achieve more
than they did, and faster, or who
treat the child as a kind of smal}
savage to be domesticated and
"perfected" as he grows (as if
human perfection were an attainable
goal),

Perfectionism is a sad treadmil]
which can only lead to intense
anxiety, fear, catastrophizing, and.
predictably unpleasant experiencss,
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

3

at the root of the problem. Of
course, a society which placas greater
value on success or getting ahead
than on enlightened 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 guality of
child life 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 perfectionistiec goals,
It should be kept in mind that
achievement and self-understanding are
not antithetical concepts. Rather, an
understanding of human flexibility,
fallibility, 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—1]ike
people—is complex, imperfect and
viewed differently by different
people; and that a person's worth is
not determined by his actions,

74
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APPENDIX C (cont.)

Student Activity !: How People Learn

Purpose: to help children explore
some of the ways humans learn and
the function of human language in
communicating, learning, and self-
questioning,

Procedure:

1. Have volunteers describe the way
they would '‘paper-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 mildly for bad behavior;

¢) 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

the words used.,)

2. 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 s
being taught, Use a baby's toilet
training as a human examole of this
kind of learning, Ask if a baby
knows autcmatically that 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 born, Did it have
to be taught to bark or meow? How
long did it take for the animal to be
fully grown? Ask the class if they
think 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 physically, men-
tally and emotionally.

4. Make sure that the children

35

understand what appears to be 3 very
obvious point: that humans have more
potential for learning and developing
physical, mental, and emoticnal
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.)

S. 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:

YIf | ‘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.

(80th 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 siblings about three years
old, ask them if they have ever heard
the child tatking 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, ''| 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 you
which block to use for the base, how
is he using language? (To learn, to
communicate.)
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APPENDIX C (cont.)
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L. Ask what the causes of mislakes
in the sxamcies were! (Lack of skill,
c-ial anc errsr in the learning
process as in 2 and 3; carsiessness
er poor judgment aS in ¢ and g; net
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SUCSaIIPUl when Na Fings OuC Chat he
can't pradicet parfectly).

d) Onca Troubles reallzes thet his
assumptlions are not only Irragions]
but also impassible, what can he

do? (Ha can lock for evidencs to
question hiy viewpoine and challange
Ris bellefs with gecion,)

¢} What are scee of the challenging
statenents he can eake about his
assumpticns or thiangs he can Tearn
by the challenging?

Having his wav Na could try to
#6222¢C that waile it is cesiradle
to have his way, It Is nct essenclal
that it be that way.

Suczess  Me can appraciete what ha
cces have and try €3 work at doing

he best he can racher than being the
there is, Ke an learn that his
I3 not determined by any one of
ons, He can lsarn that
peapie and the worlé arn emlax and
that you can't succaed In evarything.

Llked bv !l He can laarn that
people have differant opinlons and
values, that pesple saru coplex crua~
tures with many different qualities,
You can’t please averyons and if
pesple dente ke yeu, [t coesn’t
zake you worthles

Oemand for comfory He can leam
that he causes his own unhaop iness
by the view he takes of evancs, He
csn Tearn that {F he deesn't get
tcma of the reascnsble things he
warks for, his Tack of schievesent
isn'c the causs of unhacoiness or
discsafort, Zause a0 One ean
cancral all evencs end all pesple
and the wcrld and pesols are aot
perfac:, no one can ba gerfectlv
haopy, all the tine,

7. Oraw atzention t3 Troubles'
udes toward others, It has bean
clearly estaclishe? t les

st
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demands perfection of himself, Agk ~——==m
the childran, what ¢o you thiak [s

*his acclcude coward sther pesplel?

00 you think he demsnds the sems

perfaciion of them? When pecple are

ot perfact, what do you think sre

some of his thoughts about thelr

worth? Do you think he blames thea

for thalr mistakes? Why?

8. If thern Is time, allow
crildren a faw ainutes t3 review
their notes en the pracading
chapter (Lsgrming, isSpke-waking,
and Imoerfeczion). Thea have a
voluntear tall the class what he
would tell Troubles sdout the
reasons why people maka mistakas,

amplie of & discussion asprosch used
by Ms. Selms Bokor fn o sixthegrade
class I a school located Ia an
azznomically deprivad srsa. The
school is cansidered & special
schoel with the sverase reading level
at tha 20th percantilae, l,e.,

of the nation's crildren raad batter
than this group. You may wish ts
adapt or eadify this dircission-
Eype activity te suit che aga,
satyrity, and vocabulary Teve! of
your class.)

Purzose: t3 have the ctildran reg-
ognize and challenge {rrational
carandingness and Tts emocicna) aad
behavieral cinsequencas,

Procadurs; Oiscussion
M, B: De you kicw sameons who gets
angry very sasity?

Class: Yes,

M3, 0: Vhat €0 we kicw socut people
who get angry vers aasily?

rild: They're touchy.
Clasy: Tney steal, cheat, stare

trouble, dother pesste, think
pesple bothar (hq, argue a loc, -

2: What €2 you think of 2 person--
ouchy Jog-—wno fignts
s, blaces

. Wna: haspens to h
Ohild: Ke hat no friends,

M. ¥: Do yeu think he's & Nappy
person?

Class: o,

M5, §: Now do you think he sems fr?

0o you thin ha says TO himsal?, 'Oh,
I slways rauble, | aiways sct
unfairly'? Or do you think he
«3he

13's everybedy's favlt
1

Class: ¥a thinks evarybody s plecking
on hia
M3, §: Can Joe ¢3 anything about thls
predles and ba 8 hazpisr parsen?
ChIld: Stzp baing tauchy.
%ow can he €3 that! For

[T }
axarzly, what doas ha have 22 realize
tirs:

Oviié: I's tuety,
Taat's eight. That's a good

2.

csntinued the ¢iscuse
4 oyt That evarybedy,
ing «)f, was a Teuely Joe
ims and she Suggest

Pemewz e L4sicanmat:
Afe fiucents €9 cuestion Touchy

Joe't in class and weite down whene
evar they are geing Touchy Joa's

the nature of cat,
"awtulizing’ and 23

langa the Irrational iceas and
assmpcions,

sidar urplessant. Kave mscy enil¢
of ten unplesseat

thea In erier fraa

belng sbis 3 own & €25, no
the fifzn grede, sleezing
cark, Salng punlisaed By Cad, baing
allowad €= ride my diks, having €3
Y1, not having

ancugh f33¢ paciad lr ay lungh
having t= stay in class whi
ene is 1n the sercclysrd, taking a

few §iudents and Mave 1052 read ahsud.
a reassnazie sarsle has bawn
" )

ariar. Why €3y in yeur 1iszs

ware AGT The same?

which aa
gt tisss ane
on Their

3. Chocte s fow i
ar 2¢ several
« hava ihe $Iudants exsa

s2
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CHAPTER VI

Special Topics

A
m
1

u

SCNSIZILITY, ACLSS ANO 3ULSS

Purpcse: IS have the child

the racurs of rascensi
cnsisle taravier;
thaz gecole have man/ rsles
that rsies impiy rulas.

an ex-
i

Procedur

1. Give c=ildran ke §

amcles anc ask them if

the axampis benhaves r2s

irrzssensiziy, Have them

answers:

a) Sally, a tan-year=dlc g

askad Ic waizh her year- {

while tRelr ,,a.- -xcs Y H
I asle-: a tke

;:an.

O <L

s — .

a2
n
(1)
[1]

case
cays anc ha
ance -.-lll!.

woe OO N

W

e) The chiléren ars laza far scheol,

$S Mcm drives through a red light at

a Susv i{azarseczsicn in order T3 make

the riz sherier,

(The scucenmis will srstabnly agres

That examzias 2 and & ars irresgen-

sidie. Zxamples : and ¢ will likely

srssuce muchk discussicn and disagree-

ment 11 scme stuZents ceacluding

thaz st is mcrs imecriant than
e! alzh, and sthers realizing

thmat it mav Se zeossisla ¢z make

us the Tasgi, Scme ¢rilérsn may csn-

sicar example d as ln‘-'35uc1s|=|3

Seravicr, not reaiizi

vear-zi<s ars nct aiwavs

sf wnat esuid Burt tnea.)

2. You mav wisk Iz Rave the children

give Furiter axamsias oF ressensible

ars jrr2s3cnsisla seravier from

sizuaticns thev Rave wittneszed or

exseriencad, |f aczizicnal ax-

amcies ars discussad, ask if any

cnilcéren disag the laceling

cf the axamale anc ¥ 53, have them

exziain their d&i¥F :

csinicn., AS B

axziaia wras

ig, Seiz In =i :

weeking gafinizicn susn as: “A

raszconsidie sersca {5 cne wine

Tries Iz think ancd ac: raticnaily.®
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APPENDIX D

Interview Script

1.
2.

10.

11.

12.
13.
14.
15.

Tell us what you do in your occupation (career).

Tell us about your hometown and your family as a kid growing up.
Tell us about your days in elementary (middle) school.

Why did(n't) you do well in school? (if did, go to #7)

Why do you think you were unmotivated to do well in school?

Obviously, there was a turning point for you because you are a successful citizen
now. What was the turning point?

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?

Did you realize that what you learned in the fourth, fifth, and sixth grades would help
you become a successful adult?

So, first you made it through fourth, fifth, and sixth grades by doing yéur work,
coming to school, and staying out of trouble. Where did you go next?

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?

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.

How did you eventually get into the occupation (career) you are in currently?
What did you learn in school that you use currently in your occupation (career)?
Tell us about your life now.

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

*=p<.05
4" Grade Control Group
Rational Beliefs School to Career Achievement
|
|
Rational Beliefs 37 .68*
School to Career .60*
Achievement
5" Grade Control Group
Rational Beliefs School to Career Achievement
Rational Beliefs 61* .00
School to Career 17

Achievement

(table continues)
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6" Grade Control Group

Rational Beliefs School to Career Achievement
Rational Beliefs 44* =33
School to Career =32
Achievement

4" Grade Experimental Group

Rational Beliefs School to Career Achievement
Rational Beliefs 34%* 27
School to Career .02

Achievement
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5% Grade Experimental Group

Rational Beliefs School to Career Achievement
Rational Beliefs 27 A43*
School to Career 32
Achievement
% 6™ Grade Experimental Group
Rational Beliefs School to Career Achievement
|
Rational Beliefs 37 25
School to Career 42

Achievement
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