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. ABSTRACT ‘
This investigation was undertaken in order to fulfil an -
apparent needffor intorletion.concerninq the influence of
an adolescent developnent course entitled the "Phoenix
Experience Educational Progren' on high uchool ltudents

A eingle questionneire containing four neasures (two

analyzed in. this study) were adninistered to both <
experimental and control groups as pre- and post-test"
o meaeures. The students were measured in relation to locus
(f“ of control orientation (Rotter 1/E Locus of Control scale) L4

and level of irrational peliefl (AII).' Data were analyzed
by using a Qwo way analysis of variance, repeated»measuree,
to.alsele the nelationshipl betwgen the program (independant
variable) and the two measures (dependant variables) .
Descriptive data were also collected from students and
teachers 1nvolved in the program concerning the program ano
program format. A total of 314 high school ltndente
participated in this resea:ch project,'the majority being
either 16 or 17 yearl “of ege (81%) and.in grade 11 (80%).
The findingl of thie.study denonstrate cleerly that

: etudentl who participated in the Phoenix Expefience
Edﬁcetionel Program experienced significant changes in locus

| of control orientation (more internal) and measure of
-irrational belief (more rational). These alterations
appeered to be due to the Phoenix Experience Educational

Progran undertaken during the study period Descriptive

N \b

iv ’ -
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R The moderﬁ hiqh school continues to be prinarily

’concerned with the intelLectual developnent of adoleecente.a

Adolescent development occurs in a tine of accelerated .
mbvement physiologically, coqnitively, socially.and .

emotional Y. wifhin the high school one finds all the

energy and corresponding contusion of adolescent . »n .

growth and development. Competing perspectives variously
- . %
define adolescence as .a period of physical development, %ﬁ %ﬁ’

specitic,epan-of years, as a stage of psychosocial growth,
[ ’ r . .
as a sociocultural phenomenom, and as a way of life or state .

of mind (D.Rogers,1977). The adolescent must shed\patterns

of dependéhzy and formulate new patterns Qf living for the
adjustment to adulthood (Onyehalu, 1981). Adolescence is a

"process rather than a period, a process of achieving

attitudes and beliefs for effectiye participation in ~
society" (L.Rogers, 1969). Adolescent development can thus

be described in its simplest form as-a "differentiation of

y .
the self from the non-self through societal interactions"

T é'
(Hayes, 1982)3 - - ) ,

,‘ There is a strong and still growing recognition of the
significant interaction.between affective and cognitive

components in the learning process that wék furthered by the

N’

work of Coopersmith (1959). Following from this recognition

w

a number of affective education programs and resources for ..
[ s | ‘

3
s °
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" high school students such as The Centerinq B/ok (Hendricks

' & Wills, 1975), 100 Wavs ‘to Enhance Self Concept 1n the

Classroom (Canfield & Wells, 1976) Human Development
'Program-Innerchange (Bessell & Palomares 1970), and Llfe
Skllls for. Adolescents (Dept of Manpower and Immlgratlon,‘
1973) ‘have been developed to- meet the need. of affectlve
education both in the classroom and in spe01al programs
Developmental gu1dance programs are aimed at all students to
' enable them to develop skllls that.wlll generallze to |
everyday 11fe role 51tuatlons (Sw1ndlehurst l978)
ngh school is the maln settlng in which adolescents

pend time away from home. Schools must be concerned with
both soc1al and cognltive development of students A
developmental program attempts tb reconc1le the unigueness
of the 1ndiv1dual with soc1ety and cultural demands
?(Dlnkmeyer,*1968) Programs that can bring together
1ntellectual learnlng about oneself and others are an»{
plmportant and de51rable model (Sprlnthall & Colllns 1984)

: jAdolescence can be termed a brldge between chlldhood and

-adulthood._ The llfe Skllls requlred for an adolescent are

" "those needed to cope with a soc1etY that exnlblts an o~

faccelerated rate of change, a quickened pace of llfe and
'.1ncreasing tran51ence. The cruc1al task of educatlon in a
» ychanging world ls to prepare emerglng adults to deal .
'imaginatively and experimentally w1th thelr total

env1ronment (Dept. of Manpower & Immlgratlon, 1973)

. : - o i
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Adolescence is the dﬁé of progressively solidifying

one's identity and requires an assessment of one's abilities .

and a vision of how these abilities can be synthesized

within society ‘(Mitchell, 1986). The first and last problem
N . :

,foor ar. individual is to integrate within and be acceptéd by -

S

" socioty. Perls (1975) indicated that maturation is a

continuous growth process in which environméntal suppo;t is
transformed into self—support. "I'm a high school student”
often’ serves to identify’and locate adolescents in théir .
relevént_life frapework (Newmaﬁ‘&xﬁgwman,jl986). " Given the
seeﬁingly central developmental task of adolescence, thdt of -

sélf?definition (Erikson, 1950), we can now turn our

attention to a progfam designed to faFilitate healthy

" adolescent development.

.- In Alberta, The Secondary'Education Review Policy

Statement (June, 1985) mandated the Career and Life”

Management prog am as a core subject for high school

‘ students by Szotember 1989. The policy statement description

of tire prograr is as follows:

career, personal finance, and life
management‘skills,‘including*personal
development, interpersonal relations,
effective learning skills, career
planning, skills and attitudes required
in the workplace, preventative alcohol
and drug education, and other relevant
societal issues.
: (Alberta Education, 1987)

- This course will slightly overlap witn.a“few,current‘high

' school courses, but it is an attempt at a universal



developmental guidance program for g}} Alberta high school
students. nTvo problems this program overcomes have been
ghere to put adolescent development programs within’ the
context of prov1nc1“I‘curriculum and that courses w1th a
“high affective component were optional. Given this current
perspective, it is necessary to evaluate poSSible-resources
to be considered for use in'sdch a program whether they be
print materials;.audiovisual materials;'or»miniprograms that
Jcould fit within the larger context of a coufse:

v | All too oftenVCOurses are implemented, resources found,
and curriculum deve-oped with little or no formal follow?up
on the affect. The-formal evaluation of a course is often
only done through objective testing of the course to
determine whether or not students have learned the content.
In theicese of programs designed to facilitate adoiescent
development other measures must be used.

Given the .transitional behaviors expected from>
adolescents as they move to adulthood, it is desirable to
eveluate~characteristics and attributes that contribute to
an individual's full and healthy participation in society.
Two)such measures that could be used for an outcome
‘evaluation are locus of control orientation and level of
irrational ideas. As it is desirable to measure programs
in their infancy, before they become institutionalized, the

Phoenix Experience Educational Program was chosen as it was

A, in the piloting stage. The other benefit of evaluating this
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prbgram is that the twenty to thlrty hour time period Zor

the \program allows it to be placed w1th1n the context of

i
longer courses Or programs.

4

The Problem Under Investhatlon

The purpose of thlsﬂstudy is to 1nvest1gate the effect
of The Phoenix Seminar Educational Program on hlgh school
students as it relates to locus of control'orientation and K
level of irrational ideas. The study proposes to assess |
changes in adolescents after they have experlenced the
entire program. An additional purpose is to gather data-

_from both teachers and students relating to their
perceptlons of the entire program and the program format.
The Phoenlx Seminar Educatlonal Program was developed
by Brlan Tracy as an adolescent development program and
to a large extent was based on his adult motivational
ieminars. {The program consists of twenty lessons, each with
clearly stated objectives, twenty minute video tape, and
accompanying print material. The print material for each®
lesson includes~a cover page (lesson title, objective, and
introduction), one or two pages for student notes on the
_v1deo, and two to 51x pages of 1ndividual, small group, and
,classroom activites (Appendix A: lesaons 1, 9, & 16). The
‘teacher and student packages are 1dentical, although some

comments are directions for the teacher. The various

foci of the program include: motivation,'success and



failure, self-concept, attltudes,,values, personal :

\

responsibility, goal-settlng,_problem solving, communlcatlon
skillsg, and relationships. The‘program/is currehtly in its
infancy-and at this point in time there is no accompanying

. literature. - - ’ .

The Purpnse of this Study

Stated more explicitly,}thisvstudy was an attempt to
answer the follow1ng questions: '

(1) What are the effects of the Phoenix Experience
Educational'Program on high school students' locus of
control orientation? |

(2) What are the effects of the Phoenlx Experlence
Educatlonal Program on hlgh school students' level of
1rratlonal ideas?

(3) What are the perceptlons of students and teachers
regarding the Phoenix Experlence Educational Program and

program format?



Chaper 2
« Theary and Related Literature
“ Introduction -

In order to answer the first question posed in the

. introduction-of this thesis tvo relationships will he'

“discussed. The first concerns human (and. in particular

adolescent) development and behav1or related to the

’ construct of locus of contreol from the work of Rotter The

.second concerns hdman behavior and development related to

levels of'rationality from the work of Ellis. Before

looking at these relationships.a brief overview of four

S

adolescent programs w1ll be presented. To take into account

!

. the many relationships among the variables the relevant

- literature will be/discussed under the following

/

/

;oo

subheadings' Adolescent development programs, locus‘op
i
control and rationalrty

Adolescent Development Programs

A number of writers have outlined the skills and

development needed by an adolescent to mové into adulthood

'as a fully functioning and positive; member of soc1ety

P

/ Schinke and Gilchrist (1984) argue that society must :

deliberately teach the skills adolescents need in order to’
lead healthy and prosperous lives.

Life skills counseling equips adolescents to
handle current problems, anticipate and prevent
future ones, and -advance their ‘mental health,
social functioning, economic welfare, and
physical well-being. (p.13)



4
‘They‘outline‘ektensively the six componentS»of theirbmo 1:
informabion; problem solving,'self-instruction, copingy g‘
communication and support'systems and feelbthese strategies
are mutually‘advantageous to adolescent's friends, families
and communitles . ‘ |
The Life Skills Training Program for Adolescents
(Department of Manpower and Immigration, 973) outlines the

_major changes adolescents must undergo as they move from

. 7
Gt

Chlldlsh attltudes and behivior patterns to effectlve adult
attitudes and»behavicr patternsm These 1nc1ude acceptrng
one's‘physique, accepting of sex roles, achlev1ng emotional
\independence, acQUiring_intellectual skills and competencies_i,
for\society,‘developing coriscious values leadiné to socially

resphnsible‘behavior and'preparing for marriage and family

life. Life skills are problem solving behaviors

apprdpriately and responsibly used in the management‘ofg.
personal (self, family, leisure,’community, job) affairs.
The'authors state that "true iearning, accompaniedhby‘
behavioral.change,fhccurs when the iearner has a clear
understanding -of his goals, a\clear.description of the new
behavior;”and an understanding of those conditions which
‘rule the behavior acceptable." |

As reported hy Gerler Jr. (19é6),and Crisci'(1986), a
successful program for preventing'isolation and'alienation
in early adolescence'has been developed by the Quest

Nat.onal.Center. . Their program;ventitled 'Skills for



Living' reaches 605,000 studehts annually and was developed.
to fostér skills for successful living and learning in
adolescents. Besides so called Basic skills égﬁoufth 'R is
put forward as responsibility.v Théjskills of fesgongibility
include: appreciation,of one's own talent and poténtial,
_settihg of pe}sonal andvintellectual,éoals;vdéVéloﬁing pians
and fostering peréeverancé, posﬁponing.graﬁification, making
' infofmed dec;sfons, ac¢epting'respbnsibility for oné'sQ
« behavior, making and adheripg to commitments, interacting
and ‘communicating effectively and resolving conflicts.

The Career aﬁd Life Managément curriﬁulum (Alberta
Education, 1987) outlines five majér themes that include
-self—mahaqemeﬁt, weli—being, reiationships, careers and the
world of work, and indepehdent living. The student will
develop‘aﬁd.épply deciéion-making}skills, i&entify rights
and egercise responsibilitiés, employ and respond to
pérsdnal.and societai issues, identify sources of support,
and reépohd proactivély to_choicés and'challengés. The main
objéctives of the:tourségage as follows:

The student:

- 1. develops a positive self-concept and
understanding of personal interests, values,
aptitudes and abilities. o :

“ 2, .promotes independent personal management
by developing the ability to make choices and to
accept. challenges that take into account significant
others, values, responsibilities and resources. ,
. 3. .develops the ability to apply effective *
interpersonal communication skills in order to
function well in society. = .
R . L

A



(Tracy, 1987) has'twenty lessons with the following

\\\://,{‘ ‘r

10

"
4. develops an®awareness of health as a
resource for everyday living: that health P

maintenance contributes to achieving control over

“and improvement of personal well- -being, to the

process of realizing goals and satisfying needs,

and to coping with changes in the environment. :

: 5. develops an awareness of the relationship
" between personal economics, lifestyles, and

occupational planning. :
6.- develops knowledge about career options

~ and getermlnes personal career strategies.
2 (Alberta Education, 1987)

fhe dgvelopment program being assessed in this thesis
\ .

14

objectives:

1. Students will list the six ingredients d@ﬁ@
success and explain their Meaning to a classmate. =
2. Students will explain to their dyad

-~ partner the meaning of.the three hental laws :

\

control, accident; cause and effect. :

‘3. Students will demonstrate their
understanding of how beliefs, values, expéctations
cause us to act in ways that influence our 11ves -
and relationships.

. - 4., Students will explain the relatlonshlp
between self-concept and potentlal for

effectiveness.

5. Students will 'demonstrate knowledge of
several facets of the relationship between the
conscious and subconscious mind.

6. Students will examine aspects of positive
self- -image.

. . 7.7 Students will learn the importance of
personal responsibility; accepting it and avoiding
blame and excuses.

8. Students will identify the connectlons
between success and failure.
9. -Students will be able to pfoceed through k

- the "seven step goal setting exercise".

10. Students wii] identify at least one goal
and begin the master kill process of achieving
that goal

11. Students will complete the action phase

- of_ goal setting and realize that, obstacles to any

|9.~ goal make the. goal™more desirable. - , o

. -
a v : "

. ‘

N
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12. Students will learn "logical solution®
techniques to problems.

13. Students will clean their minds of stress
and anxiety so they can concentrate their creative

A abilities omn constructive solutions.

"~ 14. Students will learn the relatiOnship
between positive thinking and a happy, successful
life. Students will apply-positive thinking skilils
to their own lives.

15. Students will identify factors (outside

. their control) which influence their thinking and
"behavior.

16. Students will demonstrate understanding
of good communication principles by analyzing the

‘quality of communication in their own lives.

- 17. Students will become aware of how they
treat others; students will choose one of the steps
.of popularity and practice it.

18. Students will recognize and use good
listening skills.

19. Students will observe and describe€ the
key elements in positive relationships and
problems in unhealthy ones. i

20. Students will see the connectionﬁ
between loving relatienships (self, othersi
humanity) and achieving success in life.

N As presented, the previous four program§ ave many
skills, behaviors, attitudinal changes and,processes that

aim to aid the development of adolescent"js they moveée to

" ‘become effective adult members of socig

lz“

When one

-3

~considers the 1earn1ng environmy.§§, , the range of

poss1bilities are large.: Life sk_ -ay be taught by

teachers, social workers, psychole
L

psychiatrists, and allied professionals (Schinke &

ts, nurses,

| Gilchrist 1984), facilitator s or coaches (Dep%ﬁtment of
Manpower and Immigration, 1973), or teachers (Tracy, 1987)
(Alberta Education, 1987). The 1nstruction process may be

one to onea%small groups, or classrooms of students. The-

Ly
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-

program lengths vary from one weex to five months-and the
time periods range from meeting weekly for an hour to daily
commitments lasting nearly all day. . -

Carl Rbgefs‘(l970) emphasized:the benefits of

A

experiential leafning'as being particularly significant to
the student as it is‘discovery Iearningfrather'than just

%tored'knowledge learning. The elements of experlentlal.

Q

learning 1nc1ude (1970, p.509):

o 1. ‘It has a quality of personal involvement.
The whole person in both his feeling and cognitive
aspects is involved in the learning event.

2. It is self=-initiated. Even when the
impetus or stimulus comes from the outside, the
sense of discovery, of reaching out, of grasping
and comprehending comes from within. N

3. It is pervasive. It makes awdlfference
in the behavior, attitudes, perhaps even the
personality of the learner.

4. It is evaluated by the learner. "This
is not quite what I want- doesn't go far enough
-ph- this is better, this is what I want to know".
The locus of evaluation may be said to reside
definitely in the learner.

5. 1Its essence is meaning. - When such

_ learning takes place, the element of meanlng to
the learner is built into the whole experience.

Experiential learning occurs when the subject matter is
perceived b§ the learner as relevant to the learner's

purposes. Self-initiated learning occurs when it involves

3
both feelings and cognition and allows the student to

discovef'their ownr learning resources, to define their own

problems,jgp decide on their own course of actlon, and to

'accept_responsibility for their choices. Teaching young

people to systematically address problems reflects the idea
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that alghough the content ofyproblems change, the learning

process stays the same as adolescents become adults and face

the daiiy exigencies of lifd (Meichenbaumﬁ‘l978ff

© K11 four programs séresé %he relevance of the‘
curriculum (skills) to the learner's life pufposesaand aim
for the Xkind of’experiential learning Roger's advocates. An
example isvthe CALM curriculum thch stétes;

CAILM is designed to encourage students to
become actively involved with the curriculum
objectives. The ideal instructional process wlll
have the students participating in learning
experiences, co-operating and interacting with
fellow students, and communicating with the
teacher on:an ongoing basis. The course should,
be relevant to all students as they address 1ssues
that are personally relevant.

(Alberta Education, 1987)

_As oﬁt;inedAhy fhe above four progfams, it is possible
to prescribe methods and skills needed to facilitate the
healthy development of adolescents inmto adﬁlts; Recurring
themes throughdut.the four ﬁrograms include

self-responsibility, problem solving behaviprshleading to

3

informed decision making, increased mental.and~physical
health,.and better interpeféonal communication skills.

The Phoenix Expérience Educational Program was béing
implememted on a pilot basis in a number of classrooms.
>0wing to its(hewness ;nd lack of researc¢h an initial
assessment was undertaken. The locus of control
orientation and level of irrational ideas‘were selected as
measures that reflect attributes and chéracteristics that

/

s -



§ events and reinforcements. He proposed that belief in

 _~_ | i A 4

lead to an'individual's“full and healthy participation in..
society, an implic1t‘goal of the course. Initial
'assessments of programs in the piloting stage allow for
program revision, generate possible further areas‘to study,

and providg evidence of possib;e"affeCts..
. CT o i i

Locus of Control

Research literature concerning human development. leaves

little doubt aE-to the major role'played‘by perceived.
control. Students enrolled in an adolescent development

program may become involved in the learning.process -to the

O

degree that they expect success. The perceived impact
!

students have regarding their secial interactions may

influence their level of-participation. As individuals
; _

“attempt to ascribe causality and control to their own and
others' beliefs, attitudes, and behaviors, they discover

factors that ;eflect varied situationalrequnses.

Rotter (1966) reported the theoretical and practical

implications of the individual ‘8 expectancy for control of.

-~

$' exte}nal control of reinforcements is related to behaVior

T

ﬁsignificantly different from behavior accompanying belief in

internal cont 1 _reinforcement.T Rotter (1954) had

earlier idenfified the locus of control construct as being

an integral part of social %garning theory. The locus of
. .

control construct denotes the degree to which individuals

Py
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view enviroqmehtalireinforcers as being under their personal

’
- . o f -

" control. : L { )
‘Rotter (1966) stated:

The effects of reinforcement of preceding
behavior depends in part on whether the person
perceives the reward as contingent on-his own
behavior or independent of it. Acquisition and
performance differ in situations perceived as -
determined by skill versus chance. Persons may ‘?
. - also differ -in generalizing expectancies for
*Q - internal versus external control of reinforcement.

- In social learning theory tgrms,.p@rceivegﬁdbntroi s

a

referred to as a general%fed expectancy of internal cofttrol
t ) ; . o

of reinforcement. The generalized expectancy of internal-.

control refers to,the\pé;ceptionldf events, positive or

negative, as being a.consequence:of one's own.behavior and ",*‘
Os R ' : BT ‘»
thereby possibly under personal control. On the other hand, .

e .

the'geﬁefalized expectancyfof external control refers to he
v 2 ' ™
perception of events, positive or negative, as being

.?unrelatéd to on§"5.own actions'ag§'therefore bevond personal
CPQtrol (Lequrt, 1976,v1982, Roffer, 1966, Stipek'& Wein;,
'_1981).,The.1;cus of‘control‘cohstrgct deals wiéﬁ a-pgrsdn as’’
) tﬁeY’view thémsglf with the things that befall them, ,and the

: meanihg that'phey make of those interactions between éheir\

self and their world. B

2

The internai/extefnal locus of control construct is -

~——
—_

"—N\ ¥ ’ S
hypothesized as a bipolar continuum with a range_&fdﬁ the
NS highly internally cont:olled through to highly externally

controlled individual. ifdﬁfﬁis construct Rotter developed
\

4

4
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an instrument to measure a person s "1nternal external"
. &- .
prientation u51ng a 29 item forced ch01ce scale The items
deal exclus1vely w1th the SubjeCt'S belief about the nature
»of the world, not necessarily how the world 1s. This scale
- was designed to measure 1nd1v1dual differences 1n -
generalized expectancy for 1nternal-external control
he locus of control construct is- noteworthy due to a
N
’ large number of research experlments(and studles that have
evolved frovaotter's scale.._There have been a number. of
~ literature reviews of the locus of control orientation and
its relationship with”patterns"of human behavior (Rotter,
1966, Goss & Morosko, 1970, Joe, 1971, Lefoﬁrt 1966,
1972, 1976,.1982) The construct 1tself has come under
debate about its unidimensionality (Marsh & Richards,
1984), and there 1s general agreement about the 'p051t1ve"'
nature - of internals and the 'negatlve' nature of externals;
These issues will now pe addressed | |
Rotter (1966) summarized his research by descrlblng the
internal compared to the external as more likely to:
(lj' be alert to the aSpects of the env1ronment which
~_provide useful information for future. behavior.
(2) take steps to 1mprove his environmental
conditions. ©
7 (3) place dgreater Value on skill or achievement ,
~ reinforcements and be generally more concerned wlth
~ his ability, particularly his failures.
(4) be resistant to subtle attempts to 1nfluence him.
E People who v1ew reinforcements as’ contlngent on their own

behavior (internal) are better adjusted than those who see

VS
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~ reinforcement as determined by'powerful others, fate or .
Achance.‘ According to Rotter (1966); uhen an inoividual !
feels himself ﬁo be alienated and without any way to control
his destiny he is said to have external locus of control: a
'less alienated person 1s said to have internal locus of

©

' control

Goss and Morosko (1970) in their re;iew of studies
1nd1cated that "1ndiv1duals who believe they control their
‘own relnforcements will exercise more control in directing
.thelr own lives than their externally orientated peers
;Indiv1duals w1th an internal control orientation -are likely
to learn and behave in ways which continue to faCilitate

personal control, ‘thus leading to more adaptive behavior,

- .

while 1nd1v1dual\\with external control expectancies are
‘more likely to engage in dysfunctional behavior"(p 190).
Research with this construct has found (Joe, 1971) that
those witn‘external locus of Control are generally more
anxious, aégressiVe, dogmatic,'depressed, suspicious, and
-afraid‘of failure. Internals, on the other hand; are more
likely to'control_their impulses,‘attempt‘environmental»and
bself control, resistjmanipulation and subtle pressure, |
» exhibit Socially‘desirable behavior, and appear well
adjusted (p 215). ' | ’
Lefourt (-1982,1976, 1972) in various reviews of the

"lobus of control- contstruct compared the internal and

external orientation in terms of: re81stance to influence,



.cognitive activity, achieve;ent-related behaﬁiorpana.coping
behavior. Internals seemttb be less susceptible to external
pressure,'more cognitlvely active, more able to delay ,
gratification, and more measured in their responses to
“success and failure.

Otner\researchers have identified relatlonships between
internal/external locns of control and various attitudes and
behaviors. A person w1th an external orlentatlon has:
greater feellngs of anxiety and tenSLOn (Phares, 1973); low
degree of self-confidence (Lefourt, 1966), Joe, 1971);
-lower self-esteem (Messer, 1972, Roessler &'ﬁoone, 1971);
and adjustment problems (Rotter, 1966 Joe,ﬁ197l Lefourt
1982). The sense of powerlessness that sqme 1nd1v1duals
feel has been explalned in terms of locus of control and the
externally orlentated individuals seem less able to regulate
their experlences (Lefourt, 1976)

Persons with interpal orientation have been found to
be: more school achievement orientated (causality not
clear) (Joe, 1971, Stipek & Weisz, l9él); more perceptive'
of their'snrrOundlngs and.more curiousrand efficient
processors of information  {Wolk and Ducette, 1973);,and
more task orientated'(Phares, 1973). Brod& & Benbow(1986)
while studying e>tremely verbally or mathematically
talented adolescents found a positive correlation between
these'students anq internality, but no correlation with

self-esteem or depression. Garner & Perrino (1985), wh%ig

-
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QV;“Qbrds "positiye and gond" and eXterna¥3tY
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studying high achievers, found a significant correlation
between internal locus of control, achievement, and the
Holland career code "Investigative': This leads to an. area

of recent concern with researchers, that of career

" maturity and locus of control.

' Breton (1972) found'thgt adolescent vocational
indecision and»iack 5f career goals were associated with a
future orientation of meagre opportnnity, powéfféssness, and
dependence on .other's for voéatidnal decision making. ;
internality has beenlcorrelated with vocational méturity
(Mqintyre4 Drunmond & Ryan 1978, Gable, Thompson & \
Glanstein,-l§76, Loken, Boss,'& Patsula, 1982, Gardner,
Beatty, & Bigelow, 1981). Khan and Alvi (198}3) found that
higher career maturity scorés were associatéd witnshigher
self-esteem and more internai(lochs of control. If a program
ngonstr?tes changes in student locu# of control, it may
then be possible td increase career maturity in some

adolescents. The abowﬁﬁ%&;erature indicates considerable

ﬁdesirébiiigy of an individual to have an

N .

" internal control orientation and Rotter (1971) felt that thé

ovafwhelming number of critical problems faced by society

points to a.COrresponQing‘need of active, participating,

r

‘nternally orientated members.

" Howev/er, there are a number of.r@%ﬁdfqh-reports that

e

: S . B O L _
call intg questich the equation of jinternality with the

with the works

B
.
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)negative and bad". Likewise, thefe is a body of research
that points to the possible multldlmen51onallty of the
construct locus of control. \{ |
| Janzeﬁg Beeken and Hratiuk (1973) found that "egternal"
_teachers_soppofted student autonomy to a higher degree than
"internal® -teachers. Janzen and'Beekeh‘(l973) further
indicated that the possibility of positive aspects of
external locus of control include more liberal attitudes to -
relationshlps, more realistic appralsals of the nature of
influence, greater tolerance of chaotic situations, and a
l%ss overt desire for power. Eby, Janzen, and Boersma
(1976) called‘for increased investigation‘of'the theoretical
basis of 1nterna1 -external locus of control.
‘McPhail (1979) called into question. the theoretlcal
basis of locus of control after finding no correlation with
Ellis's irrational ideas. Both Battleeaod Rotter K1963)1and’
ighcette and Wolk (1972) found among lower class black |
children external contrOINWas related to higher
intelligence. Goss and Morosko.(1970) found alcoholics to
be significantly more internal. "Externals'" attitudes v 2
towards the environment were found not to con§?rm to the
traditional negative pefspédtives offfow interpersohal
trust, alienation and pessimism (Hersch & Scheibe, 1957).
‘Lastly, Eby, (1980) found no reiationshio'between
| internality and Kohlberg;s stages of morality and'advocated

for increased morality as opposed.to internal locus of
. . ./

-

/7
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control. L e

When summarizing the wealth of research Qrelating locus.

"of control orientation and resistance to influence Lefourt

&
T

(1981) stated that the overall evidence consistently

suggests that. externals are more attentive, positively

-respbn51ve, and fac111tory in their task performances by the
_ presence of social cues. Internals seem to be more

“resistent to social influences and are distracted by social -

cues as-dhey attempt to cope with various tasks. As the

RN

previous research points out, one must not assume that

internal and external locus of control are opposites. As

the construct is related to a continuum, one must realize

that extreme measures of either internal or external locus

‘of control may;indiéate severe maladjustment (Rotter, 1966).
'The'dimension~ofdexternal orientation needs to be more
' clearly‘outlined and.greater.clarification regarding

| external characteristics included.¢

Marsh and Richards (1984) reviewed twenty factor

' analytic studies of the Rotter I/E scale and reported the

: number %f dimen51ons to be from two. to six ‘The three mostvv

common factors were general luck (fate),:political control
¥

' and interpersonal control (social relations) | They arqued
"that the construct is not bipolarl but multidimensional
'Levenson (19;5) found support for her tri dimensional scale

: that 1ncluded "internal" "powerful other" and "chance"

\

S-Lefourt (1976) stated that 'internals' know what they want

-t
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to do, externals who are controlled‘by.'dthebsf.do what you
think, and externals who are controlled%by 'fates'-are
R A ) i :

indifferent to control. Decharms /(1972) used the.terms

'origins' to denote‘those'individualsvwho_controlled their

own lives and 'pawns' ‘to denote those individuals who are

. - more likely to be controlled by others He further

-

postulated that pawns are more likely to be underachievers
and to reject values of soc1ety

As the perception of control 1s but a Single expectency
construct, the locus of control - construct per se should not

be expected to account for .the lion s share of‘yarlance in

~ most situations,(Lefourt, 1982) According to Phares (1973),

the concept of locus of control has proven to be useful in

‘many different studies because it has consistently
‘acc¢ounted for some of the variance and.has'been

systematically related to patterns“of human behavior. The

Ay

literature generally supports the notion hat indlviduals

\\with an internal orientation seem to: be assertive,'

independent, achieving and controlling whereas indlviduals

. with an external orientation tend to favor extrin51c

q | ’ . J

controls and rewards (Curtis,-1983).
As' an educator it is desirable to ascertain the
qualities needed by students tg_lgad healthy and productive

lives. The relationships founda—ketween locus- of control and -

. , . } : o -
~achievement, independence, and vocational maturity indicate

that for the majority of students a movement towards

/



,‘1nternality would be of}benefit ;Thenresearchjcited |
supports thlS notion. 4' | ”‘ »lk _‘” _&(‘ v
It is. feasmble that the Phoenix Experience Educational )
'nProgram encourages 1ncreased self- dependence, increased
-'belief 1n bne's own” capabilities, and an 1ncreased ;‘

'behaVioral repert01re of responses It 1s therefore

desirable to measure- an aspect of this type of® functioning

1

._,_\<,

with a locus of control 1nstrument This the51s will assess';}vf

change 1n the 1nternal/externa1 locus of dontrol construct
as a result of participation in an adolescent development L
program.

»

Rationality .

There s nothlng either good or bad
but thinking makes it so.
Y Shakespeare

The fundamental asJumption'underlyingfcognitiyeiv_
-psychonbgy 1s that psychopathology 1s the result Qof
distorted, maladaptive, and irrational thoughts,_beliefs,ffhv{
and attitudes (Zingle, 1987) Ellis (1962) contends that
human emotions are largely the result of thoughts and
‘beliefs that the’ indiVidual holds regarding situations,
others, and themselves. Learned misconceptions, faulty
Abeliefs,-or faulty 1deas are crucial variables that must be

modified or eliminated befpre psychotherapy can be .

successful (Raimy, 1975). From this fundamental premise

n'v



.vhuman behavior that 1mplies a. theosy

1984) aé ”

Ellis (1962, 1977,

o - q,,.
N

and. therefére personality 1tse1f. This theory holds that
-when an- indiv1dua1 feels various emotional and behavioral
consequences (C) after having experienced certain activating

(A) events, they often con51der A as being the cause of C.

Ellis maintains’that although A is a ontributor to c, it
-does not really cause C. Usual , however, it is the

-individual's peliefs (B) about A that determine their

responses" Individuals have ngny beliefs (B), cognitions,

ideas or é%oughts about the activating events (A)’ that serve
as influencial_mediators between A and C. Ellis (1979b)

" identifies B as more directly and importantiy leading to

“causes" . IndiViduals bring their thoughts, goals, desires,

i,_and physiological propensities to bear on ‘the activating

—events (A). Rational-emotive theory of change 1nd1cates

. .
that-pérsonality characteristics can almost always be

--'significantly changed if accompanied by hard work and -
effort. Individuals v1rtua11y never experience A S . w1i?out

B,sland C's, but they also rarely experience B's and C

without A's (Ellis, 1984).

Ellis (1962) stated that man's:

- -~ L.
o ) '
r .
l‘;,' ‘

‘%ersonalrty change' -
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emotional or psychological disturbances are
largely a result of his thinking illogically or
irrationally, and that he can rid himself of most
of His emotional or mental unhappiness,
ineffectuality and disturbances if he learns to
maximize his rational and minimize his irrational
thinking (p. 36). ‘ »

' Human thinking and emotion are n6€‘séparate or different,
S . _ -~

bﬁt are overlapping -and integ:ally.interrelated prdcesSés;
Orie's thinking’dften becomes one's gmotion. _From‘his
initial 10 to 12 irrational beliefs, ElIis-(1977) now
coﬁtends that ﬁhere are three major musts:

(1) I must (or should or ought) perform well
“ and/or be proved by others. It is awful
' (or horrible or terrible) if I don't. I can't
stand it. I am a pretty rotten person when I
‘fail in this respect. , ‘
(2).. You must treat me considerately and fairly..
It is horrible if you don't.  When you fail me,
~  you are a bad individual, and I can't bear you
A\ .and your érummy behavior! . = . . o
(3) Conditions must be the way I want them to be, -
" "and it is terrible when they are not., I can't
stand livirg in such ‘an awful world. It is an
utterly abominable place.
' : (p. 11)

4

 The gBals of Rational-emotive thétépy include self-interest,

;‘§0Fia1vinteres}} self- *ctiqn, theranée, flexibility,

3 séiehéific thinking, self icceptance, risk—taking, and
.hon-utopiaﬁismgi

The term rational in Rational-emotive theory refers to

E-d

"péople:

(1) setting up or choosing for t em;elves certain
basic values, purposes, go or jdeals and then
(2)° using efficient, flexible, scientific, -
" logicorempirical ways o©f attempting to-achieve
such vAlues and goals and to avoid contradictory
or self-defeating results. e

=3,
¢
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Ellis (1984) defined irrational beliefs as those
vcognitions, ideas and philosophies that sabotage and prevent
peo;le from fulfilling their most important goals. These
‘beliefs lead to "absolutistic" demands, commands, and
necessities. RET assumes that no humans, whatever their
antisocial or obnoxious behavior,ﬁgre damnable nor subhuman.
It particularly emphasizes the importance of will and choice
in human affairs, even though it accepts the likelihood that =
some human behavior is particularly determined social,
j-biological, and other_forces (Bandura 1978, Ellis 1983) .
Ellis_squested that adolescents often have irrationalyv”/
thoughts about what\their particular_environment expects of
them,"He contends (1962) that adolescents‘"musterbate" by
saying to themselves "I must not fail_socially“, "I must be
a good student" or "I must be like everyone else".
Adolescents who form ‘these kind of thoughts also often think
that they are alone in their inability to meet these musts.
) Humaniemptions'are often associated with or result from
intérnalized sentences such as "this is good for me" or
wthis is bad for me".. Rational—engtive therapy has always
emphasized this self-talkinq,‘or self-indoctrinating‘aspect
- of human d!sturbance ‘The self talk-or'internalized |
sentence sets up the emotional state. . ,‘ﬂ@»
Although irrationality and emotional disturhances have.
distinct.biological roots, individuals also have strong

; AN
innate tendencies to act ratibnally, self-fulfillingly, and

F 6“ P
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self actuallzlngly (Ellls, 1979a) Virtually all human
preferences, wishes, desires, and longings are approprlate
" even if not easily fulfillable; however, practically all
absolutistic‘commands, demands, insistences, and musts, as’
well as the impoéitione on oneself and others that usdaily\
accompany them, are inappropriate and potentially self-
sabatoging.

' The main goal to emotional problem solving is to'teach
children and addlescents how to change inappropriate
feellngs to approprlate ones. As Waters (1982) indicates:

. Approprlate feelings are generated by rational
beliefs, are an appropriate response to the’ *
51tuatlon, ‘facilitate goal achievement, and are
usually moderate as opposed to extreme reactions:
whereas inappropriate feelings are generated by
irrational belief, are an inappropriate response

- to the situation, impede goal achievement, and are

usually extrgme reactions. (P. 72)

In a previous paper, Waters (1981) llsted the goals of
;atienal-emotiveAtherapy for younger children as being \\
able to: correctly identify emotions, develop'an emotional

vecabulary, distinguish between helpful and hurtful
feelings, dlfferentlate between feelings and thoughts, tune
into self- talk and feelings, and learn rational coping

" statements. A more complex set of goals may be pursued in
addition to the ones listed above (Young, 1983) and includey~:
the following:

(1) Teach the ABC's. !

(2) Dispute "awfulizing".
(3) Dispute "shoulds, oughts, and musts" (personal

'«  imperatiyes). ) R

- )/
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tand-itis" (low frustration

Ou

(4)

. tolerance).
(5) Teach self- accepta
(6) Correzt mispercep

e.
ons ?f reality

 The kinds of irrational beliefs presented by Ellis have
been closely related to many varzables. Early'reseafchers'

such as Conklin (1965) and Zingle (1965) have shown a

"relationship between underachievement and possession of

irrational ideas. Hoxter'(i967) reported signiricantly more

irrational beliefs among problem behavior ten year olds.

Taft (1968) found a stroné association bétween irrational
ideas and anxiety.

‘Brody (1979) round thar Sth grade students wno,had
received REE (Rational-emotive edubation)‘demonstrited N
significantly higher self -esteem, less test anx1ety, and
greater frué%ratlon tolerance Barabasz (1979) reported a
reduction of %%st anxietyvamong 148 students whe'were RﬁT
trained. Th;s nas rggg;irmed by Barabasz and Barabasz
(1981) when measuring lower skin conductive res;onses to
test,anxiety. Katz (1978)  likewise reperted decreas®d test
anxiety. for thirry students who had undertaken RET.

‘ . A recent studyyby Anderson (1985)rfound a clear
relationship'between perceived jeb related stress and

possession of irrational beliefs in. teachers. Meyer (1982)

'reported that RET siQ§ifica§tly lowered anxiety among 8 to

13 year old learnlng dasabled students: ]but did not
!

significantly 1n?fease self-esteem. Hémberger anditohr

AN ' . \N * A
R : . "//»/’ '
¢ 4
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(1984) from several studles found support for Eills"

-y

assumption that irrational bellefs_throuqh sel€

verbalizations) ére related to emotional upset and anxiety

. rélated behav1or. _ I - - .

2

N

As an educator 1t is desirable tb ascertain the
qualltles needed by students to lead,nealthy and ﬂr\ductlve
lives. The relatlonshlps found betyeen level of irrational

belief, stress, anxiety, and self-esteem indicate ‘that for

3. -

£
the majority of students a movement towards higher %% ‘o

rationality would be of benefit. The reseatch cited

supports -this notion. | . .

It is feasible that the Phoenix Experiencer
Educational Program encourages decreased irrational- ~
thinklng, less stress and anxiety, more positive belie%&
about oneself and others, and in general, a cognitive
restructuring of a person's (B) hellef'System. It is
therefore desjrable to measure an aspect of this'type of
functioning with an irrationalsideas instrument. This
thesis will assess change in tle _evel of rationélity as e

i

result of participation in an adolescent deVelopﬁeht

i

program.

Concluding Comments

Taking -into consideratiqg all the research reported in

this chapter it would seem logical to conclude that:

(1) Adolescent development programs have similar and

- overlapping aims. | ' . s



(2) There are»strong_and generally desirable
relationShips between internal locus'of control orientation
and aims of adolescent de&elopment'programs. |

(3)t’There are,strono.and generally desirable
'relationships between decreased levels of_irrational beliefs
.and ‘aims ofAadolescent_dézglopment programsl |

When comparing the theoretical'positions of Rotter and
ElllS, one finds that Ellis Speleled several commonly held.
;beliefs and con51dered behav1oral and emotional - |
'.manifestations of these ' On the other hand Rotter dealt
.w1th a more generalized belief about the nature of the world
‘and predicted concomitant behavior. Rotter did not attempt
to predict pmotional counterparts of this belief or behavior
:whereas Ellls dld‘ This study then is asse551ng two‘

”Adifferent measures confirmed by McPhail (1969), who found no .

o correlation between ‘a measure’ of irrational 1dea= and locus

of control. '.- 9_, e ; . i'p
As adolescent”development programsrmBVe.from‘,‘
assessment, pilot testing, process ana1y51s of curricula

*\)J . *

-development to. delivery of the pro%?%m or course, it is .
~__imperative that assessment of outcomes be. undertaken. 'The
‘pPhoenix Experience Educational Prg@ram, piloted in the

B spring of 1987, is ready for in ,'51 assessment ‘Thus the

‘,purpose of thlS study was to gAin 1nsight into some of the

'effects,that such a program ; s on adolescents;
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'

‘Stated more explicitly, the‘pdrpose of this study was
’ ) .
to attempt to answer the fallowing questions:

'(1) What are the effths'Of the Phoenix Experience
Edﬁcational Program on high school studehts' locus of
control ori:ntatipn? | LT

(2; What are the effects of tE? Phéénix E;;erience
_ Educatioﬁal Program on high school students' level of
;rrationa1~ideas?

_(3)' What aré'the‘perceptions of students and teachers
regarding the PhoeniX'Eﬁperience Educatignalﬂprogrém and |

program ﬁbrmat?

Hypotheses

Hypothesis 1 - Students who take the Phoenix Experience
" Educational Program‘wfll score significantly lower (movement
to internality) on a measure of locus of control than will -

students who did not take the program.

Hypothesis 2 Students who.take the Phoenix Experience —
Educational Program will score Significantly_lower (merment
to rationality) on a measuré_of irrational beliefs than will

students who did not take the program.

s
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alternative statements which express a contrast in belief
between internal and - external control The score that is
received represents the total number of external items that
are chosen. Scores ‘range from 0 to 23 with © representing
the more internal eXpectancy and 23 representing the more

r

exteqnal S L o

-
&

The I/E Scale (1966) has. been validéted in'widely
varying research Situations (Joe, 1971) Although a number
‘of other scales have been developed to measure the I/E

2uconstruct in various age categories (Battle & Rotter, 1963;
Green, 197l; Wilson, Duke, &nNOWlel, 1972{HNowicki &
StricklanET”Tgﬁej, according:to’RobinSOn and Shaver (1975,
p 229) over 50 percent of the locus of c: ntrol orienta.ion
studies employed the 'I/E Scale (1966) and ‘it .is "still to be
recommended as a measure of generalized internal external

. v LI m»--‘
expectancy "o fu. : ’ :

4

¥ : e }-,

Itemyand factor analyses for ‘the I/E'Scale show a
reasonably high internal conSistency for an additive scale
(0 69 to O. 73) ‘ Test-retest reliabilityq though not high,
is conSistent and deemed satisfactory (betWeen 0.49. and
0 83) for varying samples and intervenimg time periods
(Hersch & Schiebe, 1967) . | | e

The scale correlates at least satisfactorily with other
methods used to assess the same variables such as; Likert'
scale, questionnaire, interview assessments, and story

ccmpletion technique ratings (Rotter, 1966)

]
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Discriminant validity, as 1nd1cated by low correlations
with such variables: as intelligence (- 0 11 to 0.01) and
soc1a1 deSirabllity ( 0 29wto -0. 21) is reasonably high

P S ' '
(Joe, 1971) e ' .

Ev1dence of construct validity o; the I/E Scale is

derived from predicted differences in behav1or for

1ndividuals above and below the median of the scale and

from correlations ‘with behav1ora1 data obtained from

relevant studies (Hersch & Schiebe, 1967).

Adult Irrational Ideas Inventorv by Davies & Zingle (1970)

The Adult Irrational Ideas Inventory (AII) is an - |
abridged version of the IIhInventory (Zingle, 1965) which
was developed to assess the degree.to which adolescents
possess the irrational beLiefs Ellis (1962) proposed as
being prevalent in neurotic individuals (Zingle, 1987) . The
AII Inventory is a 60 item scale which 1s appropriate for
use’ with botn\adolescents and adults.”_Responses are

recorded on a 5 point Likert-type scale which ranges-from

- strongly disagree to stronély agree. “Statements have been

Y

y
Q"‘v

worded ‘such that strong agreement is sometimes scored high

§5).and sometimes\soored low (1). This prooedure was used

by the authors to eliminate the effect of,response_set..'
'.— Reliability was established by usingvpoth*

Kuder-Riohardson"split-half and test-retest procedures.

‘Reliability estimates ranged from-0.74 to 0.78. Content
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validity assumptions are supported by its derivatLon from
the I Inventory, 1tem selection by the concurrence of two

judges'familiar WLth Ellis' irrational beliefs, review by
Ellis himself . and. subjected to 1tem ana1y51s.'

Ev1dence of construct validity is provided by several

sources. For example, mental health patients and alcoholic
patients receiveéﬂscores reflecting‘Significantly (p< 01)

more. irrationality‘than did a normal group Although seven
other objective tests of irrational bellefs exist only Jones

(1968) Irrational Belieis Test comes close to the AII in

terms of empirical ev1dence for 1ts usefulness (Martin,

_ Dolliver'& Irwin, 1977). ‘The ch01ce of uSing the AII

Inventory was made as one of 'the authors of the_AII'
inventory was more easily accessible to'this-researcher;

-

- Sample

The subjects'in this study cons1sted of 282 high school
(!

students from classrooms in Oregon (6), Alaska. (2), and

_.Alberta {4). The classes were 1n large urban centres,

" medium sized communities, and small rural‘towns. The.

teachers involved i "the study volunteered to pilot the

“program in their classrooms or use theilr classes as a

control group. six classrooms functioned -as experimental
classes and piloted the Phoenix Experience Educational
Program in the sprlng of 1987 while six classes functioned

as control classes duringithe same time period. An\attempt

”»



ws

was made to use experimental and control classrooms that

were as similar«as'pOSSible in terms of age, grade, and

heterogeneity of. students.

The program was taught in a variety of formats and
courses dependlng on the particular schools tlme structure
and program. The nunmber of lessons given per week ranged
from two;to'four and-the'length of classrperiod ranged from
thirty ninutes to eighty minutes. All ekperimental classes

placed the Phoenix program Wlthln the ex1st1ng framework of.

other courses 1ncluding Personal LlVlng SklllS, Psychology,

'Sociology, Consumer Economics, Health and Wellness, and

 Social Skills. The control classes were placed in

_ Simllar and when p0551b1e 1dentical courses. The format of

lesson instruction, video tape v1ew1ng and notetakrng

followed by 1nd1v1dual or small group activ1t1es, discu551on

and homework were standard w1th1n traditlonal boundaries

All programs began 1n February of 1987 and all programs were

i

completed by June of 1987

'Sample Procedures

The Phoenix Questionnaire'(Appendix B) was.admihistered
to each hi@h school class in the sample as pre- and

post-test measures by.the classroom teachers. The

_questionnaire was administered~in February before the

program commenced and again about four months later

Jm .

following completion of the progrﬁ%’ The time period for

the ‘control classes was the same. ‘Instructions were

-
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provided to the teacherSTon administration,of'the

questionnaire preceding the program. Shortly before ":f

4 completion of" the program teachers were again provided with -
iinstructions on administration of questionnaires following

'_the program and the procedures for the completion of the

®
data collection (Appendix C).

Upon completion of the program students in the
experimental classes were asked to complete an. evaluation
of the program (Appendix D) conSisting of ten machine scored

questions and four open-ended questions asking for a written

| response in addition to thevquestionnaire.' These ten "

questions were selected as they asked for responses to some_'

'of the most salient features of the course. These features

included: effort, enthusiasm, relation to self_experience,'

discuSSion,‘difficulty,_aSSignments, and Videotapes. The

‘g,

subjective questions asked for written responses concerning

the most and least valuable aspects of-the course and

A

improvement of the course through more and less ...;\

\

k/ B Teachers were asked to evaluate. the program by written

responses to five questions relating to the program and

program format/&Appgndix E). The five questions included

| the four open-ended questions students received as well as a

’

: question concerning the method used to administer the

course. T S _ . v



Compilation-of'Datad'

Once the questionnaires were returned they weref

“checked coded and the data entered into one file. The
Mdata were checked for completeness through an MTS programme
‘"(Osryls) whlch compared pre— and post-test flle data for
‘1nd1v1dual students. Cases missing relevant measures such |

as pre-vor post tests were edited out It was expected that

a number of subjects would be away on pre—‘and post- testlng

i)

"“days, drop the course after. the pre test measures

4

.nwere completed and enter the course after the pre-test

‘-x“measures were completed Approx1mately 20% of both the -

.vt - 1

experlmental and control sample were not used in data

"ianalﬁgf% 'Aftotal of 141 experlmental student flles-and'

§
113 control student files were found to ke complete and- then

‘Iffscored. The data analyzed in thlS study 1ncluded data from_

G

Qhavcombined sample of 254. All ‘141 experlmental subjects met .

the Frlteria forgcompletlng the entlre Phoenlx Experience

Ed catlonal Program _ | : o
Table I
. ~ ] ‘

Total Sample: Number Used in Data Analysis
S Sample Number used _
- Y. - . Group -~ in pata Analysis

Experimental : 162 : IN 141

. g .

Control, 142 i ‘ - 113

\\Sotal 304 : » 254

&
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of tﬁe 254 subjects chosen for the analysis 50%

kf(n=127) were males and 50% (n=127) were females as shown in

Table II. ‘ ’
' L lTable II Ca S
' Sex of Students |
Experimental  Control | :.Totall
- Group -7 Group
Male 63 (45%) 64 (57%)_ 127 (50%)
Female 78 (55%) 49 (43%) 127 (50%)

The’distribution\of sample groups by age and grade are’

shdwn'in Tables IIIland_iV.

Table III

Distribution of Sample by Age

'S - B

Years Experimental Control Total

- Group . Group
14 ‘12 1 .13
15 ‘ 8. 1 9
) . . B ¢“l . ' ] » i )
16.- 7. 80 49 7 . 129
17 34 a7 81
18 , 5 13 18

o

19+ | 2 2 4

Total 141 113 . 254
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Table IV.

Distribution of Sample Groups by Grade

Total

Grade Experimental Control °
Group Group
9 22 0 22
10 - 1 5 6
1 114 50 204
12 _ ’ 2 17 .19
_ : /[
missing 2 1 ] 3
Total 141 '113 254

v

3

AN

 Statistical Treatfefit

2

" To prepare the data for statistical treatment

N

40"

\bgesponses to the questlonnalre were transformed to computer

readable format.

In order to obtain the total scores for

the Rotter I/E 5cale and AII Inventory an MTS programme was

, used to generate total test scores for both Inventorles.-

To

AN
check the accur;cy of this program several tests were Pand

scored and the results compared.
using'the Statistical Pagkage' for the Social Scieﬁceslui
Program (SPSSx, 1983) for a two way ana1y51s of varlance”
repeated measures

, the analyses.

wheﬁe

y

necessary.

Data were then analyzec

?

.«\‘i

Tests of 51gn1f1cance were applied to

‘Permission for use of‘the tests was obtained

e
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Chapter 4

Resulté)
| Data for the two hypotheses were subjected to a two way
B

analysis of variance;for repeated measures. Two’ separate

analyses were conducted To assist the reader in

\

1nterpret1ng the result’ each hypothe51s is restated and is

- followed by reIevant statlstlcal findings and appropriate

conclusion. The descrlptlve ‘data qathered regarding -
students' and teachers' perceptlonsdof the program and
7)_

program format are then presented

Hypothe51s 1
| Students who take the Phoenix Experlence Educational
Program (experlmental) w1ll score significantly lower
%;(movement to 1nternallty) on a measure of locus of control
H than will students (control) who do not take the program
The mea\ scores on tnerRotter I/E scale for each of,the
two groyps on‘pre- and.post— st méasures are provided in -

table V.

Table V

Locus of Control.mean scores for the experimente™’
and.control groups on pre- and post-tests

. Pre v __Post .
. ‘s ’ o a?.*: @
Experimental 9.567 ~J-901

r

e

control 10.381  9.850
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Results of the two way analysis of variance using

v

repeated medsures are presented in table VI..

Table VI
A two way analysis of variance w1th
repeated measures for Rotter I/E scores

. on pre- and post-tests

Source ' DF MS R P
Between - E
Groups -1 239.274 10.460 .001
Error - - 252 22.875.
Within ' : B .
- Time 21 151.491 21.793 .001
Group x Time - - 1 40.430 5.816 .017

Error _ 252 6.951 -

It is clear from the analysis of variance results using

the Rotter I/é/;:;TB*EE?

1.) there were significant differences between

experimental and control groups (F=10. p<.001) on this

. measure.

2.) there were significant differences within the
pre/post time period (F=21.793 p<.001) on this measure.
3.) there were significant differences on the

group x time interaction effect (F=5.815 p<.017) on this

‘measure.

W

An analysis of the group meane on the Rotter I/E scale
(Table V) clearly indicates that the within group variance.
was accounted for primarlly by the effect of the significant
difference between the pre- and post test means of the

)

experimental group. The experimental group moved
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leignificamtly (p<¥017) in the direction of internality
_compared to the control group. studente‘who took the
Phoenierxperience Educational Program became'sidnificantly )
more:internalAthan studenée_who did not take thé program.
.J?igure l-illustratee the eomparison.i

‘ j Experimental Group n=141
. Control Group n=113

11

10 — — — . (9.85)

(7.90)
ﬁ;
Pre Post =R
, Test
.@' ) v
Figure 1 c;
Graph Showing a Comparison of the Pre--and .
Post-test mean I/E Scores for the
Experimen*al rand Control Groups
Hypothesis 2
v Students who take the Phoenlx Experlence Educational

Program\(experlmental) will, score signiflcantly lower
(movement to rationality) on a measure of 1rrational beliefs -

than will students (control) who do. not take the program.

\
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The mean scores on the Zlngle AII scale for each of the

two groups on pre- and post test measures are prov1ded in

*@ table VII.

¢

| Table“VII‘

Irratlonal Ideas mean scores for the experimental
~and control groups- on pre-vand post- tests

'Pre i post .. ‘ R
‘Experimental - 1721071 169.326
control 176.956 178.965

Results of the two way analysis of variance using.
repeated meaSﬁres are presented'in table-VIiI.

.

Table VIIi’
A two way analy51s of varlance with
repeated measures: for AII scores.
on pre-aoand post -tes s

Source _ DF fMS -
Between = - ’ P ‘ ,
" Groups .1 6617.864 .001
- Exrror 252 1 621.420 o
. 'Within o e IR
Time = 1 23.523 . - .189 .664
Group x Time ./ 1. ° 705.694 - 5.666  .018

Error G252 ¢ 124.544
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It 1s clear from the analy51s of variance results using
‘hthe AII scale that o s
1.) there were significant dlfferences between |

experimental and control éroupsv (F=10.650 p<.001) on this -
:measure. | . | o |
| '2.) there were no signifiCant differences within
| the pre/post time perlod (F—.189 p<. 664) on this measura.
| 3.) there were. 51gn1f1cant dlfferences on the\
_'group x time 1nteraqtlon e;fect (F=5. 666 p<. 018) on this
»‘measure._v‘ q

An analy51s of the group means on thé AII scale f‘
(Table XIV) clearly 1nd1cates that the within group variance
' accounted for by the effects of the 51gn1f1cant
dlfference between the pre- and post test means of both the
-experlmental ‘and control group. The experimental group has
"vheved 51én1fﬂcantly 1n\the dlrectlon of ratlonallty while
the control group has rlsen in the dlrection of
irrationality (p<.018) Students who took the Phoen;x _
Experience EducatiOnal,Program became SLgnlflcantly less

irrational than students who did not take the programuy.
IS

 Figure 2 illustrates the comparison.

4]
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N | - , ‘
'v3>\,~" S Experimental Group n=152
S Control Grpup n=130
| . (178.97)
178 R . o —
(176.96) —
174
(172.07) o S
170 T o
S L TT—— (169.33)
168 -
3 - . ; ' &"'
0 “ Post !
Figure 2
. Graph ShOW1ﬁq‘a Comparlson of the Pre- and
' / 3‘Pos'c,é-’(:est mean AII Scores for the
o Expgxlmental and Control Groups
} ' . 4
’ &

‘Descriptive’ Data’

7
ok

Tngafésults'oi the machina scored student.

o

questiondaires '(N=148) -are presented in table IX. vAppendix .

D is a copy of the questionnaire. o - (
AT (
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" Table IX

4,
e

t

I put more effort 1ntoﬂthis course
‘than- into' most other cburses. &

I developed enthusiasm about the
course material. ;
I was stimulated to discuss topics
outsxde of class.

I would recommend this cOurse to.

_other students. . ‘
I tried<fto relate what I learned in

this course to my own experience.
A‘real strength of- ‘this course was
the classroom distussion.

The level cf difficulty of the .
course material was appropriate. -
Assignments were, challenging and

- worthwhile.

videotapes used in this coutse were
interesting and stimulating

Videotapes used in .this course were
a great help to learning

. é>
B v'

'« | ¢ Student Questionnaire’

SsD' D N

15

16

16

10

16

16

23

19

24
29
15
10
23

lgf

24
37

16

36
‘37

26

16
0
31
31

29

26

48
55
5
57
74
56
,ésf

64

42

61

17

47 . °

Med.

3.03

11 3.

41 3.

36

13

14

13 3.

16 .

26 3.

As can been seen in ‘the preVious table, items with a

" median score of more than 3 5 1nclude 3,4,5, 7 8,

and 10.

The items with the highest median, "I would recommend this

course to other students" (3. 92)‘and "I tried to relate what

I learned in this course to my own experience" (4 00) seem

to indicate that students were, involved in the learning

process.

great help to learning, only 56 agreed they were

1nteresting and stimulating

~ The results ‘of the open- -ended questions asked of

students are presented in table x‘to-XlII,

Although 87 students agreed the videotapes were a "

P

The responses

were tabulated and categorie$ created'for the responses.

¢
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The frequency'of response'is listed from highestfto lowest.

'Tabie X

Most Valuable Aspects of the Program

(n=148)
~ Value label . Frequency Percent
goal setting - 46 25.1
self concept . 26 14.2
. no aspects S 21 11.5
“relationships 19 '10.4
keys to success ' 13 7.1
positive thlnklng . 11 6.0
. tapes 9 4.9
© class discussion 5 2.7
o respon51b111*" 5 2.7
l teacher 4 2.2
\;;/) homework _ 2 1.1
all aspects 2 1.1
o communlcatlon ' 2 1.1,
laws 4 2 .5
" problem solving: 2 .5
missing/other 16 8.7
Table XI
Least Valuable Aspects of the Program
(n=148)
Value label’ ’ Frequency Percent
all valuable 32 17.5'
none valuable ' 17 9.3
tapes : , 15 8.2
- repetition \ 6 3.3
popularity 5 2.7
notetaking 5 2.7
several exercises 4 2.2
laws 4 2.2
. . topic choices "4 2.2
.~ homework 3 1.6 v
P - lack prep materlal 3 1.6
: daily assignments 3 1.6
proverbs : 2 1.1
)other/missing 80 43.7



Table XII

Improve the Course with More
: (n—148) )
e Value label o Frequency Percent
- class discussion 61 . 33.3
_ int. activities 21 11.5
relevant topics . 19 . 10.4
tape variety 10 5.5
add nothing 8 4.4
dyad partners ; 3 1.6
prep. material . 2 1.1
goal setting g 2 1.1 —
self concept 2 1.1
motivation . 1 .5
~ other/missing 54 29.6
‘ ' a
-~ /
Table XITIT: S
: . -
Improve the Course w1th Less
: (n=148) . ‘ ‘
‘Value label S © ‘Frequency Percent
tapes R 60 32.8
take. nothlng ' : 15 8.2 '
_repetition ‘ : 13 7.1
‘ assignments 13 7.1
e notetaking _ | 11 6.0 -
c . homework - 8 4.4
irrelevanti topics 7 3.8
story tell g L 2 1.1
laws ~ : 2 1.1
28.5

& 'other/missing : . B2

The results of the open-ended questlons asked of

teachers ‘are presented in- the order they were asked. The;
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comments listed were the main ones Appendix E is a copy o
of the course evaluation sheet sent to teachers.

1. Responses to the aspects teachers found most ‘
.valuable 1nc1uded" the conc1seness of the course, favorite
lessons of ‘the students included goal settlng, 20 1dea
‘method, brainstorming, unlockinq your potential ach1ev1n§
‘mental fitness, communication Wlth others, and the purpose
orhlife;.the "I like myself" theme. S

2. Responses to tﬁé aspects\tgaéhers f%und least :?,
valuable included'. tapes (we all needed a break), he .
concept of hav1ng to assoc1ate with the right people,_somem
Iwords need explanation, hand gestures on the tape distract
from the content, suhconsc1ous mind concept difficult to
understand; "and students ‘could not 1dent1fy yith:some of the
material. R o |

3, vResponses indicating,how to improve the course
”included; improvement of presentation on'tape'hy havind a
variety of speakers, setting, etc., 'moreiareas ofareference‘
and 1dent1fication with student life (relevance) more |
direct examples.of theory w1th practical applications;.and
'more‘emphas1s that experience is a good teacher. |

4{ Responses 1ndicating how to improve the ‘course
included less lectures and more activities, léssen’ the

'length of the course, and less tapes of Similar

‘presentation. . .i.v N
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Summarv of Conc1u51ons }
. C . .

As the two hypotheses were. confi ed one can conclude:

53

1.) students who took'/the ‘Phoenix ‘E.xper\ie‘nce @
] Educatlonal Program scored 51gn1f;cantly lower (towards‘“
'1nterna11ty) on a measure of locus of contrq; than dia -~ .
students who ‘did not take the program. -
d ‘2.) Students who took the Phoenlx Experience
Educational Program scored - sign cantly lower (towards
d:,ratlonallty) on a measure of nggilonal bellefs than did
_ students who dld not take the program.‘~
The descrlptive data demonstrate a falrly high level
" of 1nvolVement from the students. The main area of .
.recon51deratlon relates to the student and teacher
‘ perceptlons of the tapes and the hlghly slmilar presentation

Lo

format on,them.‘_studentsoalso requested more ‘discussion.

e
3

G



of Conclusions

L 4

the two hypotheses were. confjgmedone can conclude:
) Students who toodk: '/the Ph”oenlx ‘E.xper\ie‘nce @
dnal Program scored 51gn1f;cantly loser (towards
thy) on a measure of locus of contrq; than did

5 who ‘did not take the program

) Students who took the Phoenlx Experience

onal Program scored-51gn cantly lower (towards
1ity)'0nsa measure;of i3§§ilonal bellefs than did
s who dld not take the program

e descrlptive data demonstrate a falrly high level
lVement from the students The main area of . |
deratlon relates to the student and teacher

ions of the tapes and the highly slmilar presentation_ ' RN

on them.‘_studentsnalso requested more ‘discussion.

e
3

G
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B the o tset. .This does notfnegate, however, the‘significant

ent of experimental classed ‘in the direction

;hypb 'eéi e@ ; | / / o <«

B even: more powerful example is the consistencyvof
4movement'when one~examines'individual'experimental

;classes and their‘corresponding‘control classes;.'The
pre- and post -test means for the Rotter I/E Locus of Control
Scale and the Adult I%fational Ideas Inventory are presented
in Table XIV. Although not statistlcally 51gn1f1cant the
overall trend is readlly apparent -All six experimental :
classes experiencedra ﬁpvement towards 1nternality (lower
mean. scores). and five‘ékperimental classes experienced a
movement towards rationality (lower mean scores) The‘

i Phoenix Experience Educational Program- shows a strong
indication to have an effect on students regardless of the

’ teacher, course 1t was used in, and. time structure.

It has been shown thatiteachers can and do influence

| ',studentfperceptions about themselves_and the world around
them. ?Some of the adolescent development programs described
in this study'(LifenSkills,‘Innerchange, Quest, Calm) have a
variety of methods for training individuals involved in

: program delivery This include courses, in-services,v
workshops, and print resourcei'.‘. One might question whether
or notvthe effect of the Phoenix Experience Educational

« Program might'be enhanced by providing,teachers with an

instructor training program. Also, if theiprogram is to:
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. 6pérate.within a school'contextj-then‘co

Table XIV

S

program into and time frames that are most usefu

only be'found through experience and analysis.;

L

1 will

Locus of control and Irrational Ideas meaﬁ scores

for the

Experimental 1

Control 1

Contrdl 2

v

Experimental 2

\.‘

i
4

N

Locus of Control ;Irrétional Ideas

experimental and control groups on
pre-post tests by classroom

urses to pléce éhe

Experimental 3 ,
/
/

Control 3

e

T

7

R _\\‘——
; Coritrol 4.

——— T

—

/

Experimentai 5

control 5

(/f\\~/ Experimental 4 .

Experimental 6

Coﬁtrol 6

. Pre Post Pre Post
9.3 7.4 ~ 167.0 161.5
0.2 8.5 T170.7. 173.6
A
8.6 6.8 166.9 164.7
T 12.7  11.2 177.3  180.7
) | |
9.4 7.0 168.6 166.7 |
10.3 9.9 170.2 169.9°
. e
10.2. . 9.0 180.1 170.9
10.2 10.1 185.1 182.7
9.1 8.4 /175.0 178.2
7.8 8.4 .  177.7 190.0
1156 9.3 §178.6 175.94
S1¥.3 11.2 .182.3 178.8

54

The general evidence in relation to Ellis' ABC theory

Fy
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ofipersonalityfpoints out that irrational beliefs‘lead td‘
negative emotionsyand disturbances, whereas rational beliefs
lead to positiye'emotions an% lack of disturbances.» Phadke
(1982) indicates that 1ndiv1duals must be taught to debate
and discrlminate the rational from the 1rratlonal An

ind1v1dual s beliefs, both in their env1ronment and in

'themself, are all occurring at point B 'our representation

of our reallty

r

Deyelopmental theorists have long recognlzed that inner

speech guides behav1or (Luria, 1961) . When 1rrationa1 such

,;dlsabling self talk needs to be identified, rationally

i,

'evaluated and replaced with 1nternal dialogue that

fac111tates actlve adaptive coping (ELlls & Harperc 1975).

'5”

.Adolescené; ﬁan and do learn rational coping strategies.'

= Rational action results g om the activites of appropriately’

) locus of control orientation plays. The sense of

p soc1allzed 1nd1v1duals-(Kamen, 1985).

e !'

_ Gurin, Guriﬁ and Morrison (1978) reviewed the
literaturefregarding the dimensionality issue of the Rotter
I/E Locus of Control scale and concluded that it measures a

generalized expectancy, but that does not preclude

.subscales. The numerous studies relating this construct with

’achievement, self-determination, high frustration level and

assertiveness give strong indications of the important role '

“

powerlessness that some indiv1duals feel has been explained

in terms of:locus of control (Lefourt, 1976) . - Adolescents )
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8
seem to adapt to society just like they learn any skill:
through- prlnc1ples of learnlng (Bandura, 1980) If we allow
“students in ‘high school the opportunity to iearn conceptual

strategies in everyday situatlons, then they w111 be better

prepared: for a varlety of soc1a1 tasks they w111 face.

i}
. :

‘Edwards and Kelley‘(l980) when studying high school )
. - v ' ' %
students concluded: \. '

¢.. adaption is seen as having two components, . 7 by
- TS competence ahd satisfaction. The. cbmpetenc ye
R qmpenent)reflects the individual's ln;r« ental
perform e or degree of ability, skil¥, or
nast \spec1f1c areas. The satisfaction
component is determined by a sense of efflcacy,
gratlfiCation, or pleasure which is assoc1ated
~with current performance.

g:ﬂ J i#

leerta has moved in the dlrectlon of 1mp1ement1ng

‘5‘ f ( A “}
S m
débe opmental courses for students in allglevels of public
Vﬁ { . ' e Tl
sch?bllﬁg that: 1nvelve both cognltlve and affective

Ry
;egrning. There does*not seem to be a ‘great deal of [

research done on evaluatlng programs and resources with a
hlgh affective component 'Thisbstudy is one small step in a -

larger process that needs to be ongoing. Although the
G LouTh

measurement of behavioral,,58c1al and emotional changes are

N Ay

' more difficult than~measur1ng content learning, that does‘
“' e “"ﬁ
r :

not mean the attempt should not be made. This study has

shown that the Phoenix Experience EdUCational program is a

progranm- that should be con51dered in ‘the context of healthy

Y

adolescent development o x
. )
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Impiicétions for Fﬁrther Research

‘ Implicaﬁiohs for fUrEher Eeéearch work is readily
apparent,froﬁ the findings and limitations of this_study.
Prbgram developers and implemenfers%may tend td view
devélopmental'programs as a remedy for'much that is wrong
_With our current educational systéﬁ% It is, however, only
one aspect of a %@rée.éystem. Changés in éne part of the
;ystem briﬁg changes in other parts;

Four potential areas of related research are seen as

, & . @ B . 4
important: i

1. Adolescen# development as affected by theAPhoeni#
Experienég Educational Progéam should be compared with that
produced by other develdpmental programs which stress
similar aspects of personality ch&nge. Theseuprograms
inélude those outlined in Chapte;'z,‘those locally produced
and implemented, and those that aré avaiklable commercially.

2. This study's population cqhsiéted of §tudents?in |
| small rural, town, and large urban settings with a variety®
of institutional restrictions. Worthwhile studies woulé'
look at the effectiveness of the program presented>t6 either =
a similar sémple or a more finély restricted samplé coupledm
with' a more‘pniform time structure. These studies could *
ascertain tﬁe most -effective structuré, more affected
populaﬁions, ‘”d possibly the best method‘using the

&) .g'.’
interaction of the two. ' S

- . o RS

3. This étudy looked at locus of control orientation '

v
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and level cf irrational ideas 'datavwere also\collected for
measures of self-concept and - self-esteem) over a four month
period of time. It ‘would be valuablé to identify changes in
peer relations, level of cational maturity, deciSion
making skills, levels of self responSLbility, levels of
stress, and’ changes 1n school based achievement as well as
the first four measures cited over longer periods of time.
' Through this type of research, particular strengths of the
' Phoenix Experience ?ducational Program might be 1dent1f1ed;f

4. As school districts already have or move 1nto the';
use of adolescent developm nt programs it is 1mperd£dve that:
these programs be evaluated w1th both process orientated and‘
: outcome studies The matching of need assessment Wlth best
resources available would lead to the. healthy development of
adolescen%s._ '

| Sum;nafg

The purpose of this study was‘to assess the‘effects ofvi
the Phoenix Experience Educational Program on high school
students locus of control orientation and level of’
'1rrational ideas. A-sub51diaryvpurpose was to investigate
'the response'of bothiteachersland students to the program
and proqram format.._‘-ﬁ% R - '
R Significant results were found in compar}ng the .
:experimental and control groups on’ pre- and post -test
:‘ymeasuresa Ana1y51s of variance of the Rotter I/E Locus of

Control Scale (1966) and Adult Irrational Ideas 1nventony :



(Davies_&LZingle,.1970) indicated_that-ohe experimentai'é', A“{
group's score changed-significantly'(p<;02)'on both'measdres

in t%e dlrectlon hypothe51zed (increased 1nterna11ty, ' i
‘f .
1ncreased ratlonallty) The program format could be.

v i r

\ reviewed based on the response of students to the

videotapes L1kew1se, 1nstructors of the program should pay
heed to the call for .an increase in time allowe& for class

discussion as'advocated by,a 51gn1f1cant ngmber-of'students.

These‘changes would likely enhance student involvement in

experiential learning.
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THE SIX KEYS TO -
- SUCCESS

LESSON ONE

OBJECTIVE

Students will list the six mgredlentb to success and explam their meamng toa
| classmate. : :

lNTRODUCTION - . N

Before watchmg tape, have students list charactenstncs of peop?e who they perceive as
successtul. :

L

Show tape; Ieng}h _ minutes:
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'STUDENT NOTES ON VIDEO Lesson 1 ,
5 QN _
'SIX KEYS TO SUCGESS
Why are some people more successful than others?. . | |
‘ o | | ey
: , : S S ' i
- Dafige success. ' . A
et ~
"~-~
" You can't hit a target you can't seey, ‘s :
'Six Ingredients
1. Peace of _rnin"d R i
??“2 Health ar‘\d’energy . o S .
3, -Loving relationships ' \ oY
4. Financial freedom )
5. W’orthygoals and ideals e
6. Personal fulfilmeiit L
Success is not an accident; things happen for a reason. ~ |
List two ingredieni_s of success. . ) : |
Success is a choice~not an accident. - /
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| "CLASS AC‘TMTY o '_yLess:O'nr'

SIX KEYS TO SUCCESS |

-

1. List the six keys to success.

| 2. Form diads (2 people working to ether), and do the following actlvmes Shareyoyr - 5
' work with your. panner before gding on to next actnvnty

oy

A Draw a picture ofpeaceoff‘nmd. ' '
. . . * , )
afy ~ ‘

‘B, Bralnstorm (qurckly say out Ioud) all the act:vrtres that a person can do to ensure
- health and energy o :

%

B C.;-Select the two persons in your life with whom you have the best relat:onshrp

and teII why
D, Why. |sf|nan0|al freedbm rmponant and how much money wnll you need o o
‘ "make annually to achleve this lngredlent G ' ‘

- Q- x{
N 'E_._’.Lrst two worthy goals and ldeals‘that you have Share vﬂh pa ne
N . . . ’

E My worthygoalsare L SR S EB E N
. } ; : . - L N - .
¢ 7 A - - - : — O — - i —

-~ » ) o ‘ S < & TR ..
/’ RS . _ ,A?';:;;[(s'r' ' e

TR Vlfyou knewy oould not fail, what would you de forthe rest of your hfe” Wnte
it down andt panner .

o ‘If | knew Ivcould not fall. | would: -

AL

K S

13
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HOMEWORK . Lessont
SIX KEYS TO SUCCESS | -

A I'nter\{iéw_ two successful people and determine what of the six ingredients they
possess. . | S -

|

| | |
Interview #1 with: AR | | . R

' 1

|

|

f - ’ :
. ' . . !
ol - }
= ' "
/, ] {
. - . '
i !
. . ‘ ~ |
.. e i
A 7 N c .
L
- ‘v v*‘ Dy
' 3 N S
L) " e I
. ‘ o |
—— e t
ra - N
“ -
: \ 3z
< — }

| 94
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HOMEWORK

Lesson 1

SIX KEYS TO SUCCESS

T
, - ',.' \4, "

Interwew #2 wnth

)

e
. ;
N
i : PR
=
~ ]
. e
. .
B . o
- N :
.
* -
;
A 1) -
.
. —— e
LA
4 - J )
- - =
® o
: 1
N
! .
. i -
" v ¢ N
o v . - o x -~
ﬁ. . . -t ] o4 - .
M N R , . . h L
. B
‘ * - : . |-
-~ : . ~ )
.
v ) 6
: - -
» .
- —
N
[ ‘ :
\
N ]
- ]
J
‘ v
s .
3
i3 H
.
N .
N
\
J \ |
) ' |
1-5 7 .
\



| .HOMEWOR’K

Lesson 1

5

SIX KEYS TO SUCCESS

B Rate in order of pnonty the Six mgredlents as they apply to where you are in yaur
life at the present t|me

'Peace of mind
Health and energy
- Loving relationships

«Lipancial freedom

‘Persoral fulfillment

. 1 oy -
A . . o
" ] . o
: 2 d ~
. N "
s o .
. !
5 . R
: i . SR
* . : . P
. W,
. "
.' N ’ 0 “t -
o ¥ ,./. A R
R S PR : - L
-~ A ’ L Ceto
| o . , # - ’
S - ‘-
& . 4
© Y -
PE
A
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, ;"‘INTRODUCTION

. Begm seme student mind sets by ng the. followmg questlons allowing

% ‘, ,

76

FlVE KEYS' TO GOAL
SETTING

~  LESSON NINE

OBJECTIVE

i W . - ' ‘ : ’ L
St@dents will have enough information to proceed {hrough the seven- step goal
semng exercise.” . .

¥

. N R
4 . . . w4

¢

‘students to respond but makmg no- cntncnsm or oonfnrmauon of their responses

Whatnsagoal" : R v
.b \ e - o

Wha:haveyou everbeentaughtaboutgealsemng’) o 5 .»7 o

*

-
R

. Howmanyofyouse‘tooals" o C e

e How many of YOL, have & majorpurpose or mtssmn in Ilfe'? o o
. ) ’ : K
yu Do : T g '
.'Smwni\pe;|evngth_apgrg)‘gjmat_’ely_20mlﬂl_.ltes. N L PO o
AR R o [ P P " L ) » . |
BWeoolw T ‘ ‘

ot w . L. . , R ! . ) . ‘ } - 3 o ‘-
. S 4 K _ R R 1N Lo ‘a : A
. —0 ~ . > . < I o ' . o , y) 4,

Qv"
. *‘
REVIEW-» L e
. ., . v ' ot

Brian Tracy mcludes a review at the end of the tape. The teacher mlght stop
.tape just prior to this and ask quesllons of the students, such as:

" "What are the five keys to goal semng?" ’

Now play the remainder of the taped mevssage.

S,
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'STUDENT NOTES ON VIDEO 18,009

Change is inevitable because | o v

FIVE KEYS TO GOAL SETTING

*\”if
T

ejceHence

\2‘.

o d)‘ S ' ‘ S
" Areas of expel/gm:e All of us have at | ast one area tq@(lows us to achievé"

e

-

| Acres of diamonds:

e

Ourresponsnbmty isto ldentlfy _ M e e AT

,,'°"1eadahappy nfetmne e T

4/\
.
AN

N

How to identify your areas of excellence:

*

~ Interest_. PR

v
. o e e e o = . 2 o . .
[ < . BrEEL ' . : “ . "
N < -Attention - ~ G, - s o : .
13 -~ ’ : >

Absomption_-__+ "

Moral of the story is

9‘2 Lt

wd
4
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STUDENT NOTES ON VIDEO

Lesson9

- Opportunity 6omes dressedin_,

FIVE KEYS TQ GOAL SETTING'

~and often times disguised as heirdw?)ﬂ(. S
for balan
You need:

Personal goals

. Material goals EN

- Academic goals__!

T

Interpersonalgoals___~ .+

Pathetib goalé 5

= “Spiritualgoa.ls .

 Major definite purpoéé |s

)

Your "mission".can be short or long tefm:

RN
' LI -
- T,

i

}'v

-

- Copcentrate 100% on your central goaland____

a M
T

’ s
h . . v’ . .
' V- : - : o : .
0 : : ’ -

93
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[cLASS ACTIVITY |  Lesson® 1
FlVE KEYS TO GOAL SETTING S

. -~

. ThlS is a teacher-led class dlscussmn (students do not have a workbook page)
| Please remember to call on students who are slower to respond, as well asthe
“verbal volunteers and glve everyone thmkhme

a

‘Class dnscusslon SR ' - R ' T

1 Why do people fear change"

How does goal settmg reduce this fear?

S

-1 2. Whyis, ltnmponanttohavea mlssnon’7" S
Why not just have ten equal oals*"

: 3 Thlnkof somethnngthatyou wantedvery much foralongttme and achigved

Did ‘it"happen by 'accjdent? S
© Why did you achieve it? | :. |

“ Think of some.t‘h__ing you.wanted but didn't achieve. .

— Why? What}happ’ehed? What,was different? * |
- o . , | "‘h— ‘ o ‘_&4 v v . ‘ .
Thmk of somethmg you want deeply nght NOW. o y !
Do you think you wm ach|eve |t’7 vl Why’? . R Co : "

' 79_',' ‘

e
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“

|

CLASS ACTIVITY - ’  “Lessond

TFIVE.KEYS TO GOAL SETTING

| Following .c;lassd:i's}'cussioyn,cprnplete these activities: ;,j
A. Listfivethingsybu‘do.vwellz . - %
|

3..

?

B. Inadiad, §hare these things with your partner. Partners should find ways to
- confirm these talents in the, dther person. , .

f ) 4 » '

NOTES /|
’ . * K : ‘ ‘ ) u‘,~ w . . . ) . . . . ‘ .' .
My partner today was- A A e - .

- 1 . ‘ | ] L . . . ‘q .

. N N " l
Who does these things well: . -

4: “{/ N . - " i
. — : - : I ) b" A2 i "

~ " %
» ) . -ﬂ‘
3
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CLASSACTIVITY Lessons| 4

. . Py

T

FIVE KEYS TO GOAL SETTNG . - .~
Goal-settin‘g exercises. - o -

(Teacher should lead students through the questlons model and clanfy before
they complete the work. :

. What do you value most in life?
{ .
|
i
.
2. What are your most important goals in lite right now?

| 3. What would you do with one miliion deilare? -

-
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| 4: .What would you do if you ary had six manths to live?
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CLASSACTIVITY  Lesson9

FIVE KEYS TO GOAL SETTING |
_ _ 7 i
5. What have you always wanted to do but were afraid to attempt? . ' ;
!
6. What have you donein life that gave you agreat deal of satusfac‘uon a
feeling of importance?
Y
” 7. Whatityou were guaranteed of success of an’y one thing? - ‘ ‘ -
3 } T S
._’ ’ ,
! ‘ w o .
Do 1;?
S
B :
> -

97
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HOMEWORK -~ Lessono,
FIVE KEYS TO GOAL SETTING |

}
|-

List ten or more possible goals suggested or mentioned in the goal-setting
assignment and rank them 1-2-3, etc. according to their importance to you.

R,

9-8
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-Show tape; length minutes.

QQMMUNICATING
WITH QTHERS

| f.!-i.j;f""'LEsspN SIXTEEN

OBJECTIVE

Students will demonstrate understandmg of good communication pnncaples by
analyzmg the quality “of communication in thenrown hves

| INTRODUCTION

The most important smgle skill of life in socnety is the abl ity to communicate and
interact positively and effectively ‘with others. Good communicators-are happier,
healthier, and more successful at almost everything they do. You can become a
better communicator by le‘arning how and by practicing what you have learned.

In this video tape, we discuss the art of communicating as a skill that can be
developed- the same as typing, dnvmg a car, or playing tennis.

oTe .
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STUDENT NOTES ON VIDEO  Lesson 16 |
COMMUNICATING WITH OTHERS

| Four states-of learning anything.

1. Ur{%nscious -igno_ra;ce.
2. _ _ inc;&upete‘nce . awkward stage.
Fi 3. Consuous — . —/ - pride. ’
; 4 N 2 competence - automatic.
|

i yourself.
lower self-
leads to being a communicator.
Antidoteto fearof T ___istorepeat I___ myself.
‘Basic human needs of communicating. S ~
B - o
1. Physicaln
. J
- express dnd ) idea; o
- better . , longer
2 EgQ_e_e:zs
-lam= pqrsqnal identity. |
=true identity ,
' You only really know who you are when you communucate with and get
feedback from others.

62 B | - —
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[COMMUNICATING WITH OTHERS -
, | \ Joharl \Mndbw» Others
Kk : SHARED
You = N :
0 ‘ HIDDEN
w| o"°
w .
N N As others ‘see )Eu

As you see yourself

You

. | | As you both see .
1. Known by yQu and shared with others.

2. aKnown by others not seen by yof;v(blind spot).

3. Knéwp by you, not shared with others.

4. Not known by either yourself or others (hidden).

‘Known . ' .
~ and |
Shared

Hidden .

Healthy Personality: You are largely open, honest and self-aware, willing to
disclose yourself to others.
”

763
{ >

| U —




DIVWIIT] ITW I mw wee = oo = —————

.- [COMMUNICATING WITH OTHERS ~

Selt-disclosure leads to self-awareness.
Self-awargness leads 10 self-acce&anco.

Solf-éooeptanco loads to setf-ssteem.

-y

Self-esteem, how much you ke }ourself is the true measure of healthy
personaliy. .

People: with healthy personaﬁtnes (high self-esteem) are good oommunmtors
(no fegrs of rejection). \

Scurces of Noise Of G.210nIN: -

- not hearing, Yeasion, distraction, poor self-image, sensmvuty physical noise,
fatique, and mind-wandering.

Brian Tracy's Quote:

Ways to-rmprove ity of oommunlcatlng.\

“1. Clarity - say ewuagtly what you mean.
2. Honesty - say how you feel. . ‘ -
3. Directness - say what you want.

. Final point. v
You are 100% responsibie for both ___and
the communication. A

164



"COMMUNICATING WITH OTHERS
Class #iscussion and oxofclso (Choos;e one o:;voml):

| 1. Think about how tone of voice can affect content of message.

partner.)

2. Com 1 uonschaln: Duringclass.telltheﬁrstpersbnin_rowonoa

" get up apd tell his/her version.
_ Then, read the original story as it began.

. 3. Discussion. The ability to communicate is a form of imélug‘ence. even
more important thgn verbal or mathematical intelligence. '

Discuss the importance of being able to communicate well. Ask for
examples of difficulties caused by poor sending or poor receiving, or both.
. Partners might distuss for five or ten minutes;then, summarize to large
group. '
4. Class exercise. (Required.) With a partner identify the way that you
~ would like others to:
a. express love or affection to you; : ©
b. give you constructive criticism or feedback;
¢. break bad news toyou; :
d. tell you of something you did that hurt them;
e. tell you that they don't want to go out with you any more.

others the way you would want them to communicate with you?

. Question: If not, why not?

. Repeat | like you very much and change or exaggerate the emphasis on
each word each time you'say it. Notice how the message changes. Witha

simple sty and have him/her tell the next person, and so.on, until tpe story
has gone afound the entirg class. Thef, have the last recipient of the story
, : .

Question: In each of the situations above, do you communicate witho

CLASS ACTIVITY . -Lesspnio |

_‘g

|

f

- 16-5



AuUMmEwuUrRN . E - Lessonio |.
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COMMUN.ICATIQG WITH OQTHERS L :
(\ ] .

1. Select ong problem you &re having with someone elseandcohmunmteto
that pgrson how you feel andwhatyouwdtodotomsolvethedifﬁwny
/Wmo abomwhltyouddandwhathappemd

Choou one.

>

2. Find and cut-out at least one example in a news;:aber or magazine, where
» poor communications has caused a proble. (Example: U.S. /Sovie}
negotnatuons laborlman.m,ent) List the problems in commumcatnon

3. Find a story, poem or example of how gootl communications has enncth
or enhanced, a relationship of some kine (hugband/wife;
company/employees,; parent/chnld) Bring it td class to share with diad
partner. —_ .

~ -
1 4. Writeouta goa! description,of yourself as an excellent commumcator Write
in the present tense, as an afﬁrmatlon and visualize yourself as yourideal. -

5. Listthree changes you are gong to make, startlng loday to be a better
communicator.
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[ 4
) iu%m’ as honestly as possuble as
. all responses will be kept
\ N3 , .
R . STRICTLY go%mnu
‘ _ R
LN }
This code number is being assigned to you to ensure
confidentiality. Thank you for your cooperation.
S -
I
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Please cicle or respand o the following

..,

]

v . .
vy R . .
‘ﬂ : .
N . K
\ . o
1 .- Vo
- . - N
o7

N

[ N .
.

N

N s .
. 3 o ' 4

‘ N 3 ‘L |

. . .t/l,' \v \‘ .
" % Gradelovel: -
T SR TR

4., Fathers cocupation:

5. Mother's occupation:

8. Youadcurrentylving:. @

a) on your own. - )
b) with & single parent.
c) with twe parents.

d) other.

¥

17
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Bart Twa

-Below you will find_a number of items. Each item corisists of a pair pt

alternatives lettered a or b. Please circle the letter of the alternative
which you more $trongly believe to be the case. Ee sure i select the one

~youacmallybdmtobommwm«wmoomyoummkyou

should choose or tha one you would like to be trug.  This is a measure of
pomnalbdiofobwouslyﬂmtnnoﬂghtofmmm

1. Chidrengotihbhnubbboausomoirparonupuniéhmm a

too much. * . 6
The trouble with most chudren nowadays ns?at their
paronts aro too-easy wuth them. - %b

2. Maﬁ'y of the unhappy things in poople s livesare : : a
‘partly'due to bad luck.

-Pooplo's misfortunes result from the rmstam W _ b a7
make.

3. Omofmomprnmnswhywohavommbmug__‘ a
peopie don't take enough interest in politicse - .
There will aiways be wars, mmamrhowhatdpoople | b |38

. try to prevent them. »

4 Intholongrunpeo. ' get the respect they deserve in C e a
this world. : ' | N
Unfortunately, an jridividual’s worth often passes _ . b |39
unrecognized no how hard he tries.

5. The idea that teachers are unfair to studentsis ]
nonsense. : I
Most studoms don't realize the oxtom to which their ' b (e

_grad«mmﬁuoncodbymdomalhappmngs, : R C

6. Wthout the right breaks one cannot be an effective - a
. leader.

Capable people who fail to become leadofs have Aot b 4

taken advantage of their oppormnmes




10.

1.

" Many times exam
course work that shillying is really useiess. 5

' Nommhowhadyoub‘ysompooplo]ustdont

like you.:
People who can't g. others to like them don't under-

stm)dhowtogetalotpwcthom .

-

Heredity plays the major rolo in determining one's

Itis one's e fin lfe which determine what

I have often § ‘ Lvuwhatisgoingtohapponwiu

Tmsﬁngbfaﬁhanw«mmodoutaswdlformoas

makiyg a decision to take a definite course of action. -

Fd

Inmocanofmowollpnpandsummmmisrardy -
it ever such a thing as an unfair test. :
qunﬂombndbbosounnlatodto

Booomingasqcauisamamrofhardwork. luck has
little or nothing to do with it : ’

~—Gaetting a good job depends mainly on being in the right

12.

© 13

14.

place at the right time.

The average citizen can have an infiuence in government
decisions.
Thhwoddnsmnbymohwpooplompoworandmmns
not much the little guy can do about it.

\
Whonlmakophns.lamalmstcoﬂammatlanm
them wark.

Itusnotalwnysmsotoplantoofarahudbocausomany*-

things turn out to be a matter afigood or bad fortune
anyhow

\

There aro cartain people who are{lust no good

Thm is some good in everybody.

- ‘ . j

42

47

|49



15.  In my case getting what | want has litte or nothing -~~~

mdowmmck.

Manyumeswowghtjustasmlldeczdowhatto do by
flipping a coin.

onouohbboinmonghtphaﬁrst.
. Gotﬁngpoophtodomdghtmingdopondsuponabumy
"¢ luck has little or nothing-to do with it
!
17. Ashraswoﬂdmirsmcoﬁcomod.moctofusammo
. victims of forpes we can neither understand, nor control.
By taking an active part in political and social affairs
the peopie can control world events.

4
18.- Most people don't realize the extent to which their iives
‘ are controlled by accidental happenings.
There really is no such thing as-"luck®.

AN

19.  One should aiways be willing to admit mistakes.
' It is usually best to cover up one's mistakes. '

20. ltis hard to know whether or not a person really likes
you.

How many friends you have depends upon how nice a

person vomq;- , {

.21.  In the long run the bad things that happen to us are
balanced by the good ones.
Most misfortunes are the resuit of lack of ability,

. ignorance, laziness, or all three.

22 * With enough effort we can wipe out political
coruption.
Itusdlmcultfor pol

le to havé much control over the
'in office.

16.  Who gets 1o be the boss often depends on who was lucky

L1

51
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Sometimes | can't uniderstand how teachers afive at o

23. a
~\ the grades théy give. . -«
There is a direct connection between how hard | study b
the grados | get.
24. A goqd le@der expects people to decide for themseives a
whtt they shouid do. -
. mmndwtoeverybodywhatmmr : b
jobs are.
\ J
5. M ﬁmulfnlthulhmlummﬂuoncooverme .
" things that happen to me. 5
It is impossible for me to thatchancoorluck - b
plays an important role in my life® .
26 People aré lonety becailse they don'f¥ry to be friendly. o a
' Thon’snotmud'\usomtrymgmohafdtoplease b
] people, if they like you, they like you. _ »
27.  There is too much emphasis on athietics in high school. . ¢
- Team sports are an exceilent way/uo build character. b

28. Whathappomtomelsmyowndo\ﬁ ) a

. Sometimes | feel that | don't have enough control over the b
direction my life is taking.

29. _Most of the time | can't understand why polmcaans a
_ behave the way they do.

in the long run the poopb are rosponsnbb for bad govemn- . b

monton’anationalamllasonalocallml

)

| »
5 .
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Read the follomnq statements carefully. Then indicate how much you | ' s
either agree or disagree by circling the number that represents your
opinion. ~ ’ C . : .
. - \/L . - - - :,
1.-1 strongly dLngm. sD - o
21 dlm ' + D
(3 lam undecided. B D
4. lagres. LA . yo o
) s 1 strongiy agree. SA o

Example: °!like domg these M of questions”. ' - ) .

If you agree ; you would ircle 4.

Answer all the questions with only one answer. "

It you make an error make sure you erasethe undosmd answer completely. &
Thete are no right or wrong answers.

There is no Umo limit but do not spond too leng on any one question. . ‘

\

~ K SDD !J.N A SA
1. Jeors humiliate me even when | know I'm riqht 1 2 3 4 5 \es
' \

2. ! worry about situations wharo\ ng tested. 1 23 4 5 [
3. Thebestwayto‘teachachild night from wrong ;

i8 to spank him when he is wrong. 1 2 3 4 § |&7 J

| must leam t0 “keep my-head® things go

! .{f ng. 1 23 4 5 (e’
5 | think | am getting a fair deal in fife. 1 23 45 e
‘ ~7 s .

6~ I worry about etemity. ‘ 1 23 4 ¢ |10«
7. 1am happiest when | am sitting around doing g

little or nothing. | 1 23 4 8§ |n
8. |preferto be mdopendont of others in making AF

decisions. : 1 23 4 8 In




a4,
. enemres

ERCE
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A

2o

10.

.. lfapersonis l“ tempered and moody, he will

g

A\
\

probably, never change.

I getvery" _upSet when | hear of people (not close

: ?elatives or close friends) who are very ill.”

1

12,
' timeto become acquarnted with my problems.

13.

1S.

ARRYA
18,

ot gethng out of somethlng then.it would take me
’ to do it. ‘ :

20,

.one area are worthless

b tend to look to others for the kmd of behavror
: they approve as nght or wrong

Cnme never pays.

My famrly and close fnends do not take enough .

People who do not achreve competency in at least
We are Justrf ied in refusmg to forgrve our -
! frequently feel unhappy wrth my appearance

l feel that»llfe has a‘great:deal more happmess

than trouble. -

l WOr'ry 0ver."posslble mlsfortunes.

l often spend more tlme in trylng to think of ways -

’L. .

U 4

Some people are dull and ummagrnative because -

~of defectlve tramrng asa Chlld

o2

‘Helprng others is the very basxs of lrfe

Schoel promotlons should be for lntellectual merlt

‘ '.alone

v

s D
1.2
1 2
1 2
1 2
1 2
1 2
1-2
1 2
1 2
1 2
1 2
12
1 2
1 2

UN'A SA
3 45
3 4 5
3 45
3 45
3 45
3 4.5
3 45
345
3 45
3 4 5
3 45
3»_4%5
3'.4 5
1 45

JY

73

74

178

78

179

80

81

182

b

- 86



23.. It is very important to me when | do a good job ¥ ;
" to be praisedo J S - 1 2 3 4 5 |87

24, Iﬁnd it dn‘hcult to take crmcrsm wrthout . : , :
feelrnghurt : _ o 1 23 45 |es

25. ltis ternbly upsetting the way somse students
_ sdem to be constantly protest:ng about one thing 1
or another. | 1.2 3 45 jeo

26. ltis rmpossrble at any given time to change one's -
emotions. o | 1 23 45 |o

27. ltend toworry about possrbre accidents and -
dlsasters - .--1 .23 4 5 |

28. | need to leam how to keep from being toq '
assertrveortooboid , - ' 1 2 3 4 5 |

29. To cdoperate with others is better than doing

what you feel shduld be done. ‘ | 1 23 4 5 (=

30. Sympathy is the most beautrful emotion of man. 1 2 3 4 5 |%
31. People who cntrcrze the government are either _ o ,
* ignorant or foolish. - : 1 2 3 4 5 |5

32. 1 wish that more affection wére shown by- members ' .
ofmyfamrly . 1 23 4 5 |9

‘33. When a person is no longer mterested in coing his
- best, he is done for 9?

L J

34. |get ve_ry_angry when | miss a bus which passes . |
only afew feet away from me. » 1°2 3 4 5 |

35. My place of employment And/or nerghborhood
' provide adequate opportunrty for me to meetand - : B
—make friends. _ 1 23 4 5 9
Q’ Ll - .

»



36,
37
.
39,

40.
41,

- 42.

45,

4.

47,

10

| can walk past a gr_aveYar_d alone at nidhf with,-

out feeling uneasy.

| avoid inviting others to my home because itis
not as nice as theirs.

| prefer to have someone with me when | recsive.
bad news.

It is necassary to be especially friendly to new
co-workers and neighbors.

The good person is usually right.

Sometimes | feel that no one love s me.

| worry about Iiﬁte things.

Richesare a sure basis for happiness in the home.

| can face a difficult task without fear.

| usually try to avoid doiné chores which | dislike

- doing.

| like to bear responsibilities alone. -

Other people's problems frequently cause me
great concem.

it is sinful to doubt the buble
It makes me very uneomfortable to be dlfferent

| get terribly upset and 'mlserable when things
are not the way | would like them to be.

.| find that my occupanon and spcxal hfe tends to
- make me unhappy. :

SD D
1 2
1 2
1 2
1 2
1 2
1. 2
1 2
1- 2
1 2
1 2
1 2
1 2
1 2
1 2

101

UN A SA
3 4-5
3 45
3 45
3 4.5
3 4 5
3-4 5
3 45
3 45
3 45
3 45
3 45
3 45
3 45
3 45
3 4 5
3 45

1C0
o1 ¢
102

103
104
105
10‘6

107
108

109

110

11
112

113

114

118



52.

51
54
55.
56.

7.

%

- 58.

11

| am afraid in the dark.

Many people that | know are so unkind or
unfriendly that | avoid them. —

It is better to take risks and to commit possible
arrors, than to seek unnecessary aid of others.

I get disturbed when neighbors are very harsh

with their nrué children

a8

| find it very upsemng when 1mportant people |

are indifferent to me.

!

| have sometimes had a nickname which upset me.

| have sometimes crassed the street to avoid

) meetmg some peyson.

59.

60.

When a friend ignores me | become extremely
upset

My feelings are easily hurt.

-1

D UNA
2 3 4
2 3 4
2 3 4
2 3 4
28 4
2 3 4
2 3 4
2 3 4
2 3 4

102

o ko

116

118

119

1120

121
12

123

124
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ppril 7, 1987 | o - .

To-all project contacts and facilitators,

AT

’ mm’hmmmmm‘m

)
EXPERIMENTAL GROUPS = ‘ QONTROL GROUPS

Dmoenix/bcperiem:e QuestJ.ormaJ_re . D Phoenix experience Questionnaire _V
DLife Roles Irventory \
DCoUrse Evaluation Form (1 page)

- DLife Roles Inventory

}

PLEASE REMEMPER: EACH'STUDENT WHO FILLS OUT THE POSTEST FORMS MUST USE:
m&mmmmmmmfgmmmrmonmummnmm
FORMS. : s -

PROJECT FACTLITATORS

E]P'nbenix Seminar Dq:erlenoe Project-
Course Evaluation

(Feel free to use as mudurocm as yofx'need)

| ‘ \
When you have campleted all postest forms, please mail- them back to us
.- asswnasymvcansomtwecanstart_mranalysiso'fthedata.'
_Alberta Schools- please include the course tapes in your package.
msamm—pleasesérdusthemmmmmom along with
any blank questionnaires and answer sheets. ' o

We .wi'll contact ywzygit/:/h tt;me study results as quickly'.as we are able to.

’Sirberely,
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COURSE.

Using an HB pencil, fill in only one circle for each question.
Completely erase any response you wishrto rhange.

.

mgtructor’s name:

Course/CIass :

iD= Str(\ngly dnsagree D Dlsagree N= Nenher agree nor d|sagree A= Agree SA=Strongly agree
put more effort 1nto this course than into most other courses ..

was stimulated to discuss related topics outside of class. ......
wouud recommend this course to other students ..................

u B W

. A real strength of this course was-the élassropm d1scusston. C
The level of difficulty of the coursg material was appropriate.
Assignments were chaﬂengmg and worthwhile. ........ A R
Videotapes used in this course ware 1nter~est1ng and stimulatting. ..

10. Videotapes used in this course “were a great help to 1ear~mng .....

0w m v

.

Please use the bgck of this sheet _to respond to the following: '

which aspects of the course ‘were most valuable?
which aspects of the course - were least valuable?

o O m >
N

»
A

_Il_.lllllll’,ll||||lll|l'l|\|llllllllll‘lllllllIIIIl-----.---.

1
I developed enthusiasm abouz the course material. .................
: .
I
1

tmed to relate what 1. fearned in this course to my own expemence.

In order to 1mprove this course I Fﬁef‘f that there should pe more . ...
‘In order to improve this course 1 feel that there snou1d be less . ...

106
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COURSE EVALUATION

‘Please answer the following questions. Feel free to use as much
space as you need. We welcame camments on any aspect of the course,
either its content or. process.

[

1. Describe the method you.used to administer the course.

a)}amberofiessonsper.week
b) Length of session (in minutes) for lessons

c) Method used to present videotapes,camplete wntte.n material,
and promote classroom discussion

d) Any other aspects related to administering the corurse
Examples- i) a551gnmg worksheets every other lesson

ii) showing a v1deo’cape in parts with discussion
and/or worksheets in between

2. Which aspects of this omﬂé._’vwere most valuable?

3\&1ich aspects of this course were least valuable?

4. Inorderto:.mpmveth:.soourselfeel thattheresbm;ldng NG, . .

,

THANK YOU FOR YOUR COOPERATICN.



